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Universal Supports Assessment and Planning Tool (USAPT)

SCORING GUIDE

The USAPT Scoring Guide should be used while filling out the Coach’s Scoring Form and Team Member Rating Form to ensure accurate scoring for each item.
General Scoring Guidelines:

4 points:
The quality indicator is in place across all students, classrooms, staff, and grade levels.  Improvement is 

               
 only needed for sustainability.
3 points: 
The quality indicator is mostly in place. Minor improvements could be made.
2 points:
The quality indicator is partially in place (e.g. only some classrooms, teachers, students, grade levels) and 

                
needs some improvements.
1 point:   
The quality indicator is only minimally in place. Effective practices are not occurring often or systematically.
0 points: 
The quality indicator is not in place. A planning team is needed to discuss the development of these practices within a building, and a well-formulated plan should be devised to address the indicators.
GUIDING PRINCIPLES

School programs supporting students with Autism Spectrum Disorders (ASD) should have a solid framework of beliefs and practices to support the education of students with ASD. These guiding principles should be based on empirically supported methods and communicated to all staff (National Research Council, 2001). 

	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	1. Guiding principles have been developed and are integrated into the school culture.
	Guiding principles are posted in high traffic areas, are regularly reviewed with staff working with students with ASD, and are consistently followed by all staff.


	------3------


	Guiding principles exist but are not posted and/or are rarely reviewed with staff working with students with ASD.
	------1------


	Guiding principles have not been developed for this school building.



	2. Guiding principles are based on effective practices for students with ASD.
	Principles promote research-based practices while simultaneously reflecting the unique aspects of the school’s community.


	------3------


	Only some principles reflect research based practices for students with ASD.
	------1------


	Principles are not informed by research based practices.

	3. A system is in place to address violations of the guiding principles. (e.g. who enforces the system & how).
	Staff members are familiar with and comfortable implementing a system of responding to violations of the guiding principles. The system involves additional training/support and corrective action when necessary.

	------3------


	A system has been developed to address violations of the guiding principles, but the system is not used consistently.
	------1------


	A formal system for addressing violations is not in place.


TEAM PROCESS
School based collaboration is increasingly critical to address the unique and pervasive needs of students with Autism Spectrum Disorders (ASD) across the full continuum of educational placements and programming. Teams that utilize a data-based, collaborative, problem-solving format to address school-wide and individual student behavioral and academic problems are more effective and efficient and have members who are more knowledgeable and accountable (McEvoy, Reichle & Davis, 1993; Snell & Janney, 2000). The composition of the team should be appropriate to address the needs of each student with ASD served within that program. The team may be student level, building level, program level, and/or district/ISD level as appropriate for the system and needs. At a minimum, teams should include educators, administrators, and related service professionals (e.g. speech, social work) who support students with ASD (Snell & Janney, 2000). 

	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	4. A student support team (e.g., behavior support team, student study team, etc.) functions in the school/program.
	A support team exists and all members meet regularly to support teachers, students and class / building-wide issues. The support team includes members who have sufficient training and experience in selecting and implementing research-based practices for supporting students with ASD. 
	------3-----


	Support team meetings take place regularly (at least monthly). However, meetings are not regularly attended by all members, indicating that support team meetings have not been established as a priority for all members. 
	-----1-----
	The school does not have an established support team to address class / building-wide issues and to support teachers and individual students with ASD.

	5. Team roles and responsibilities are clearly defined and rotated to enhance accountability and collaboration.
	The team operates as a transdisciplinary unit. Roles are clearly defined, flexible, and rotated to increase accountability.


	------3-----


	Roles are defined, but team members rarely rotate roles and some members are more dominant than others.
	-----1-----
	Team roles have not been defined. Team members operate under an “expert model.” 



	6. A data-driven problem-solving process is used during all relevant team meetings.
	The established problem-solving process includes: 

· Problem definition based on relevant data
· Problem analysis from  multiple perspectives based on relevant data

· Generation and selection of research-based solutions
· A procedure for regularly reviewing progress  
	------3-----


	Team meetings over-focus on problem definition and analysis and regularly fail to rely on data that yield well-planned solutions / interventions.
	-----1-----
	The standard meeting format does not include a specified problem-solving process or the process is used inconsistently.

	7. Team meetings result in clear action plans and consistent follow through.
	Team members leave the meeting with documentation of tasks to be completed and a timeline. When action items are reviewed, the majority have been completed.
	
	Action plans are sometimes used, but not a regular part of team meetings. There are no consequences for not completing action items. 
	
	Action plans are not created as part of team meetings OR tasks are rarely completed when action plans are developed OR there is no follow up on action items.


PARENT AND FAMILY SUPPORT

Success is optimized for a student with Autism Spectrum Disorder (ASD) when there is collaboration between parents/guardians and professionals, which is based on mutual trust and respect (Case-Smith, 1998; Powell, Batsche, Ferro, Fox & Dunlap, 1997; Roberts, Innocenti & Goetz, 1999). The professional literature supports parent-professional partnerships that include reciprocal information sharing, creative problem solving, and shared decision making. When family members are supported as active participants in the educational process for the student with ASD and are provided training and support as needed, improved quality of life and outcomes for students with ASD are maximized (Hecimovic & Gregory, 2005; Lucyshyn & Dunlap, 2002). 

	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	8. Family members are active, supported and informed participants in their child’s education.
	In addition to consistently participating in relevant meetings about their child, family members are trained and supported to participate in collaborative problem solving and shared decision making. Home-school communication occurs regularly, through an established format, and revolves around both student success and concerns.

	-----3-----
	Most families attend IEP meetings and occasional classroom meetings or conferences. Some information is provided to parents prior to an IEP meeting. Home-school communication may occur on a sporadic basis or is focused on updates but is not interactive with parents.

	-----1-----
	Families may attend IEP meetings or conferences however there is little preparatory communication prior to the meeting. Communication between home and school is rare or is not perceived as helpful by parents.

	9. A variety of current and appropriate resources, trainings and services are available to families through the school.
	In addition, to providing families with school-based resources and services, family members are also made aware of services available from community agencies and supported in accessing those services.

	-----3-----
	General resources and services (parent training, social work services) are offered to all families, but services are not often individualized to meet student/family needs.

	-----1-----
	Minimal resources are offered by the school district / building to families of students with ASD.

	10. Family dynamics, culture, language and needs are respected and considered when developing IEPs.
	Parenting style, lifestyle and cultural differences are valued and upheld in the interaction with students and families and the development of goals. Differences are understood and not judged.
	-----3-----
	An attempt is made to value and uphold parenting style, lifestyle and cultural differences. However, such efforts, are not systematic, consistent, and fully integrated into the development of goals for all students.
	-----1-----
	Parenting style, lifestyle and culture are not considered when interacting with students and their families or when developing goals. When differences are taken into consideration, they may be based on stereotypes or limited information.


EDUCATIONAL STRATEGIES

Language in IDEA revisions outlines an important philosophical shift in the service delivery for students with disabilities.  Special Education is defined as a support and service, not a place. Educators are challenged to understand educational placement in the least restrictive environment and incorporate the management of supportive special education services in general education to access general education curriculum (Simpson et al., 2003). Placement considerations must include effective educational strategies geared toward the accomplishment of academic goals. Appropriate accommodations and modifications to the general education curriculum are systematically implemented to achieve student IEP goals and access the general education curriculum. General education and special education teachers work collaboratively to accomplish these objectives.
	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	11. Students with ASD have consistent, supported academic opportunities in general education.
	Students with ASD have consistent, supported academic opportunities in general education. Observations regularly occur to document that this is occurring and students are successful. 

	-----3-----
	Students with ASD have some academic opportunities in general education. Opportunities are not consistent and may not be supported adequately.
	-----1-----
	Students are instructed only in self-contained settings and do not receive instruction relevant to the general education curriculum. 

	12. IEP goals are developed and based on the general education curriculum and address immediate and long-term student independence.
	Academic activities related to IEP goals target skills important for immediate and long-term independence, including literacy and quantity concepts. Instruction is based on students’ present levels of performance and embedded within the context of instruction on grade level state performance standards. Relevant and meaningful activities are emphasized.

	-----3-----
	Academic activities may be linked to the general curriculum but may promote splinter skills or consist of repetitious practice rather than expanding skills. 
	-----1-----
	Academic activities consist of non-functional tasks or are not linked to the general curriculum. 

	13. Accommodations/ modifications to the general education curriculum are systematically implemented in all content areas/subjects to meet individual needs as reflected in IEP goals.
	Accommodations/ modifications to the general education curriculum are systematically and effectively implemented in all content areas/subjects to meet individual needs as reflected in IEP goals; visual organizational strategies, closed strategies, choice strategies, yes/no, and open-ended strategies are used, as appropriate, to facilitate student comprehension
	-----3-----
	Accommodations / modifications to the general education curriculum are included in the IEP and are implemented some of the time and in some subject / content areas. 
	-----1----
	Accommodations / modifications to the general education curriculum are not specified or implemented for students with ASD. 

	14. Collaboration systematically occurs between general and special educators to assure that accommodations and modifications are well-linked with curriculum content.
	General and special education teachers collaborate on a regular basis to assure that accommodations and modifications are appropriate and well-linked with curriculum content for all students who need these adaptations.
	-----3-----
	Collaboration between general and special education teachers occur   periodically – primarily at IEP meetings, or only occurs consistently between some teachers. 
	-----1-----
	General and special education teachers do not have a collaborative relationship and communication about accommodations and modifications rarely occurs.

	15. A system is used to determine appropriate grading based on the accommodations/ modifications to the general education curriculum.
	A system is used, such as a school approved grading matrix, to determine appropriate grading based on the accommodations and modifications to the general education curriculum.
	-----3-----
	Systematic grading based on accommodations/ modifications occurs only sometimes and the procedures are not consistent across all students in the building.
	-----1-----
	Teachers do not have a plan for determining appropriate grading based on accommodations/ modifications to the general education curriculum. 

	16. Progress toward academic goals is assessed frequently and used to inform programming.
	Progress on academic goals is assessed at least weekly and necessary changes are made to programming to ensure improvement.
	-----3-----
	Progress on academic goals is assessed monthly. Assessment information is sometimes used to inform changes to programming. 
	-----1-----
	Progress on academic goals is assessed only at the end of each marking period. Assessment information is not used to inform changes to programming. 

	17. Instruction is presented in a concrete manner matched to students’ skills and abilities.
	All instruction and materials are presented in a concrete manner to facilitate student understanding of the concepts and expectations. Activities/tasks are structured to match the students’ abilities. Instructional prompts are used effectively.
	-----3-----
	Most concepts and expectations are taught using concrete materials to maximize student understanding. Most activities/ tasks are presented in a clear, concrete manner. Instructional prompting occurs inconsistently.
	-----1-----
	Instruction includes abstract information that may not be understood or meaningful to students. Concepts and expectations are inappropriate for students’ abilities. Instructional prompting is not used effectively.

	18. Instruction is differentiated and engaging to meet the needs of diverse learners.
	All instruction maximizes opportunities for student engagement and hands-on active learning. Differentiated instruction is used to promote frequent responding. Multiple strategies are used to enhance engagement, including rapid rotation of a variety of materials. Students may begin another activity if they finish early.


	-----3-----
	Instruction provides some opportunities for student engagement and hands-on active learning and only some activities are differentiated for students. Opportunities for student responses occur intermittently after a period of adult instruction. Instructional pace may need to be improved. Students are not engaged while they wait for others to finish.
	-----1-----
	Instruction rarely includes opportunities for student engagement, hands-on active learning, or student responding. Instruction is rarely differentiated across students in a meaningful way.

	19. Students spend the school day engaged in meaningful instructional activities.
	The majority of the school day is devoted to meaningful instruction and development of skills.
	-----3-----
	Most of the school day is spent on meaningful instruction and development of skills. Students spend part of the day (beyond earned break times) without structured activities and meaningful instruction.
	-----1-----
	Only a few instructional activities occur during the day. Most of the day is spent in non-functional activities, free time, or  waiting.

	20. Targeted instructional strategies are used effectively to teach new skills.
	Pairing, prompting, modeling, shaping, and preference strategies are all considered when teaching new skills. Data helps to inform which strategies are the most appropriate to use in each circumstance.  
	-----3-----
	Behavioral instructional strategies are selected for use when teaching new skills. However, they are implemented with low skill/ fidelity.
	-----1-----
	Behavioral instructional strategies are not implemented when teaching new skills. 


VISUAL AND ORGANIZATIONAL SUPPORTS
Students with ASD benefit from a well-organized and predictable learning environment. Visual supports and cues should be used to help students throughout the school day become more independent. Visual and organizational strategies should be available and used throughout the school building in all environments in which students with ASD participate. Students should be able to access a range of visual supports at the classroom and building level, and visual supports should be provided on an individualized basis for students that require more assistance. 
	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	21. The classroom environment is clutter-free and organized visually.
	Classroom areas are clearly defined (e.g., signs, desk & table arrangement) and readily apparent upon entry to room. The environment maximizes student focus through an arrangement that emphasizes the instructional or leisure purpose of the area and cues expected behavior. Spacing is appropriate for individual students’ needs (teacher and peer proximity) and instructional tasks. Strategies are in place to minimize disruptions as much as possible. 
	-----3-----
	The classroom arrangement cues expected behavior and the purpose of most classroom areas is obvious upon entry to the room. The environment may not maximize student focus (e.g., poor placement of student seats or materials).  Some materials may be visually distracting.
	-----1-----
	Classroom arrangement does not cue expected behavior. The purpose for areas is not clear upon entering the classroom. Spacing does not accommodate individual students’ needs or instructional tasks (e.g. too close to others for individual work). Classroom is disorganized with multiple factors competing for students’ attention.

	22. A clear and consistent daily schedule is used that includes balanced, engaging activities.
	The daily schedule is consistent, clear and predictable, and it reflects a balance of work and preferred activities along with interspersed sedentary and movement activities.  Waiting time or “down time” between activities is minimized. The schedule is appropriate for the age of the students.

	-----3-----
	Classrooms follow a regular daily schedule, but the daily schedule does not always reflect a developmentally appropriate balance of work and leisure activities.  Students may not be engaged throughout activities, or may have significant waiting time.
	-----1-----
	Classrooms do not follow a clear schedule and much of the time students are not informed of activities in advance.  Scheduled activities may be repetitive, redundant, or unappealing. Students may be expected to engage in activities longer than they are able, or time spent waiting may be extensive.

	23. Individual visual schedules accurately reflect student skills, needs and abilities and are used at each transition.
	Individual schedules are in place and are consistently presented in a visual format that is meaningful to the student. Students are taught to use the schedule and they are supported, as needed, to review the schedule before and after each transition.  Schedules are individualized and appropriate to meet specific student needs.  Non-preferred activities are interspersed with highly preferred activities in the student’s individual schedule.
	-----3-----
	Individual schedules are in place and use a visual presentation that is meaningful to the student (objects, photos, icons, words); however students are not always prompted to engage with the schedule at transitions.  Sequencing concepts are taught and implemented intermittently.  
	-----1-----
	Visual schedules are not individualized for students and are rarely used at transitions.  

	24. Visual supports are paired with clear and concise verbal language
	Visual supports are used when making requests, giving directions, providing instruction, and encouraging participation. Visual supports are tailored to match student needs and include icon, written, and/or sign language formats. Adults use clear and concise verbal language paired with visual supports to convey essential instructions, and allow sufficient processing time. 
	-----3-----
	Visual supports are used to clarify requests, give directions, provide instruction, and encourage participation as determined by the needs of the whole group. Some modifications are made, as needed, for individual students. Adults may use more words than necessary to convey relevant instruction and students may not be given sufficient time to process auditory information. 
	-----1-----
	Most instructions are given verbally without the assistance of visual supports. Verbal instructions are often too complex for the students to comprehend.  

	25. Social stories/facts/scripts are developed and used.
	Social stories/ facts/ scripts are developed and used across a variety of contexts and situations. Social facts/scripts are personalized and they include cues to teach or prompt specific social behaviors.
	-----3-----
	Generic social stories/ facts/ scripts are developed and used in limited ways.  Developed social facts/scripts are not individualized to student strengths and needs. 
	-----1-----
	Social stories/ facts/ scripts are not used to teach and help students navigate social situations.

	26. Break cards are used to teach students to exit a situation appropriately when necessary.
	Break cards are used to teach students to exit appropriately when necessary. Behavior is shaped until students are able to recognize when they need to take a break and independently make a request.
	-----3-----
	Break cards are used to teach and cue students to exit appropriately when necessary. Independent use of the break cards is not fully supported or facilitated.
	-----1-----
	Break cards are not used. Adults are responsible for determining if and when students receive a break.

	27. Individualized visual supports (work/task systems, procedure lists) are used to increase independence and task completion.
	Individualized visual supports are used as data shows they are necessary and effective for specific students to increase independence and task completion.
	-----3-----


	Individualized visual supports are used occasionally but may not be specifically tailored to meet individual students’ needs or promote independence. 
	-----1-----
	Individualized visual supports are not used to increase task completion and independence.


FUNCTIONAL COMMUNICATION SYSTEMS

Impairments in communication are one of the core features of autism (APA, 2000) and programming for communication needs is a critical part of special education and related services for a student with an Autism Spectrum Disorder (ASD). Each student should participate in a comprehensive assessment of their communication skills and needs across multiple environments (NRC, 2001). Assessment should directly inform strategies used to enhance communication goals that are incorporated into the IEP process. Functional requests should be directly targeted in order to provide students with the skills to express their needs and wishes and to minimize problem behaviors associated with functional communication deficits (Carr, Levin, McConnachie, Carlson, Kemp & Smith, 1994). Efforts should be made to ensure that students with ASD have constant and ready access to their means of functional communication and that effective strategies are used across environments to promote generalization of skills (Wetherby & Prizant, 2005).

	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	28. Appropriate communication systems are selected and implemented across environments and partners.
	Communication systems match student skills, needs and environments.  Systems are functional, portable, and available in all settings; regular data collection verifies that the communication systems are being used with many partners in all environments


	-----3-----
	Communication systems are matched to student needs and skills (e.g., students with strengths in visual processing use picture-based systems), but systems are not portable and/or are not used in all environments. 
	----1----
	Communication systems are selected without careful matching to student skills, needs and environments. Systems are not functional, portable and/or are not available in all environments. 

	29. Adults consistently respond to both conventional and unconventional (e.g., yelling) communication attempts.
	Adults consistently respond to students’ conventional and unconventional communication attempts. Unconventional communication attempts such as yelling and using adults as tools are consistently used as opportunities to teach the functional communication system, but additional opportunities are provided to teach effective communication outside of problem behavior episodes.

	-----3-----
	Adults regularly respond to conventional communication attempts (e.g., verbalizations, gestures or functional communication systems) but they inconsistently respond to students’ unconventional attempts to communicate (e.g., problem behavior) Opportunities to shape unconventional communication are missed. Adults may teach functional alternatives to inappropriate behavior, but do not respond consistently to the replacement behaviors.

	----1----
	Adults do not respond consistently to students’ conventional initiations and do not shape unconventional communication. Communicative intent is not analyzed.

	30. Functionally-based communication targets (requests, protests) are taught and supported.
	Both verbal and nonverbal students are taught and supported to communicate functionally-based phrases, e.g., protests (not now/can I take a break/go away please/it’s too loud), or requests (can I have it? /help please/I need ___).  Phrases address problem behavior functions that have been individually identified through the functional behavior assessment process, and proactive strategies are implemented to teach the communication system prior to problem behavior.


	-----3-----
	Most students have functionally-based targets as icons or signs within their communication systems (e.g., break, help), but these targets are not systematically taught and supported in all environments.  Phrases/ targets may not be linked with individually-identified functions determined through the functional behavior assessment process.
	----1----
	Students are taught limited communication targets, (e.g., snack foods, labels).

	31. Staff consistently initiate student responding through gesture, sign, icons and spoken language and expect students to use communication skills during the school day.
	Adults create opportunities for conversation and encourage communication using gesture, sign, icons, and spoken language.  Adults initiate interactions across many contexts and activities, and consistently expect and support responses from students.
	-----3-----
	Adults initiate opportunities for interaction during some activities but don’t always wait for some type of response. Adults miss opportunities for interaction (e.g. eat breakfast/lunch in silence or with adults talking to each other).
	----1----
	Adults rarely initiate social-communication with students and primarily communicate by giving directions or providing instruction.

	32. Social-communication targets (greetings, sustaining conversations) are taught and supported.
	Students with ASD are specifically taught social-communication targets (responding to greetings or social overtures, initiating and sustaining interactions or conversation); opportunities to practice these targets are planned and supported with both adults and peers.

	-----3-----
	Social communication targets (initiations, responding to greetings or social overtures, initiating conversation) are taught primarily to verbal students and occasionally to non-verbal students.  Most of these targets are taught and practiced with adults rather than peers.

	----1----
	Social-communication programming is not systematically implemented for students who require it.

	33. Social-pragmatic targets (nonverbal cues) are taught and supported.
	Systematic instruction is provided in nonverbal and pragmatic aspects of language. For example, students are taught to respond to nonverbal signals, use facial expression to understand meaning, and interpret and use gestures.
	-----3-----
	The teaching of social-pragmatics occurs most often in social skills groups but may not be adequately supported to generalize out side of the group, or is taught periodically in natural environments to students.
	----1----
	Little effort is made to develop students’ nonverbal and pragmatic use of language.


ADULT SUPPORT
Staff supporting students with ASD must have the appropriate knowledge and skills to support educational and social growth that is developmentally appropriate using the most effective teaching technologies that maximize the use of student strengths and use educational time wisely (NRC, 2001). Appropriate professional development is available to staff that includes relevant content areas and effective delivery of knowledge and skills using best practices in adult learning (Lang & Fox, 2003). Technical assistance such as coaching is available to staff to promote effective implementation of appropriate practices to support students with ASD. Adults use strategies that promote the independent functioning of students with ASD.

	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	34. Adults demonstrate respect for students’ needs by interacting at an age appropriate level, and talking to, rather than in front of students.
	Adults communicate respect for students by interacting at an age appropriate level, talking to them instead of about them, and by providing chronologically age-appropriate materials and activities. Student successes are celebrated publicly and student problems are discussed in private.
	-----3-----
	Adults communicate respect by interacting at an age appropriate level most of the time. A few age-inappropriate materials are used (e.g. middle school age students being asked to read lower elementary level books). Adults talk to students instead of at or about them and discuss student problems in private.
	----1----
	Adults talk at or about students rather than to them and discuss problems within the students’ hearing. Adults are overly directive in their interactions with students or speak at an age inappropriate manner. Materials and activities associated with younger students are frequently used (e.g., middle school aged students being asked to color). 

	35. Unnecessary conversation between adults is minimal.
	Most staff members limit conversation between adults while supporting students. When communication between adults is necessary, effort is made to ensure that students continue to be adequately supported. 
	-----3-----
	Some staff members are careful to limit unnecessary conversation between adults during student time.  
	
	Many adults spend a considerable amount of time talking amongst themselves. The topic of conversation is often irrelevant to education and supporting students. As a result, students are not being supported adequately.

	36. Paraprofessional support is assigned based on specific and individual needs for direct academic, behavioral or social support.
	Paraprofessional support is assigned only when a student needs direct academic, behavioral, or social support with careful attention paid to each student’s specific needs.  
	-----3-----
	Paraprofessional support is assigned for students who need direct support. Assignment is not based on careful consideration of the settings and circumstances under which specific students will benefit from direct adult support.
	----1----
	All students are assigned the same type and amount of paraprofessional support regardless of their specific needs. School resources or policies are taken into consideration more than each student’s individual needs.

	37. Adults in the students’ environment actively promote independence of students.
	Students are expected to perform routine tasks with minimal assistance. Appropriate supports are provided so that new tasks/expectations are learned and can be performed independently. Students are expected and encouraged to function as independently as possible.
	-----3-----
	Students are encouraged to perform routine tasks independently, but are not expected to try new tasks independently (e.g., expected to open door but if it is locked, adult will open the door without encouraging the student to try).
	----1----
	Adults “do” for students rather than encouraging students to perform tasks independently (e.g. adults open milk cartons, pick up dropped materials).

	38. Paraprofessional responsibilities are clearly communicated and followed.
	Paraprofessionals’ roles and responsibilities are outlined in detail and in writing. These responsibilities are related to, but clearly distinct from the classroom teacher’s role. Paraprofessionals can refer to a list of strategies they are required to implement with the student(s) he/she is supporting.
	-----3-----
	Paraprofessionals’ roles and responsibilities are outlined in writing, but lack specificity in terms of strategies and roles across different school settings/ activities.
	----1----
	Paraprofessionals and teachers working with students with ASD are unsure of their roles and responsibilities and/or teachers and paraprofessionals rarely discuss responsibilities.  

	39. Training, mentoring, and supervision are offered regularly and required for adults working with students with ASD.
	All staff receives training prior to working with students with ASD. Multiple opportunities exist for adults to participate in ongoing professional development. Mentoring relationships are established and supervisors ensure the appropriate implementation of supports.
	-----3-----
	Adults participate in some type of training or mentoring prior to first working with students with ASD. Ongoing training, mentoring is not typically provided. 
	----1----
	Staff receives no training prior to working with students, even if they have had no previous experience supporting students with ASD. 

	40. Adults utilize appropriate prompting procedures to support students in learning routine tasks and new skills.
	The prompt hierarchy is used in a systematic manner and prompt fading is consistently used to promote independence in completing tasks. Data is used to inform the use of prompts and prompt fading.
	-----3-----
	Prompts are used but often in an unsystematic way and data is only occasionally used to inform the use of prompts.
	----1----
	The use of high level prompts reduces student’s opportunities to develop independent skills or prompts are not used enough to support learning. Data is not collected on the use or prompts.

	41. Fading of paraprofessional support occurs as appropriate.
	Fading of paraprofessional support occurs as soon as data shows the students are learning systems that allow them to complete tasks independently. Fading of supports takes place in a systematic way, while continuing to collect data. 
	-----3-----
	Data may be collected to determine the need for paraprofessional support however data is inconsistently used to determine the type and intensity of adult support that is needed over time.
	----1----
	Students continue to receive the same type and intensity of adult support, regardless of data showing a need for increased or decreased support. Or data is not available to determine whether current support is appropriate.


PEER TO PEER SUPPORTS

Systems for helping students with Autism Spectrum Disorder (ASD) to develop socialization skills involve teaching general education peers about ASD and specific information about students with ASD in their building. Acceptance is developed within the general education population and peers assist students with ASD throughout their school day.  Students with autism spectrum disorder practice social skills with peers in multiple settings within the school building to gain social competency in natural environments. 

	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	42. Information about ASD and the students with ASD are provided to the typical peers in the classroom/building in a way that respects parental preferences.

	Thoughtful, clear information about ASD and the students with ASD are provided to the general education peers in the classroom/building in a way that respects parental preferences.
	-----3-----
	Some information may be provided to peers at the beginning of the year without much follow up information provided and/or all information is delivered in a generic way to all classrooms.
	----1----
	Information about ASD is not provided to typical peers and/or parental preferences are not considered when providing information about students with ASD.

	43. Typical peers are actively recruited as peer to peer supports to interact with students with ASD throughout the day.

	Typical peers are actively recruited as peer to peer supports. All peers are presented with this opportunity.
	-----3-----
	Typical peers are hand-selected as peer to peer supports and/or only a limited number of students are recruited to participate.
	----1----
	Typical peers are not used to help support students with ASD. 

	44. Peer supports are trained to interact appropriately and effectively with students with ASD.
	All peer supports are trained to interact appropriately and effectively with students with ASD. Adults prompt typical peers to initiate and sustain the interaction with students with ASD. Peer-to-peer activities are supervised. 

	-----3-----
	Peer supports receive initial training, and minimal ongoing supervision and opportunities for peer supports to reflect on their experiences.
	----1----
	Peer supports do not receive any form of training or direction in how to interact effectively and appropriately with students with ASD.

	45. Peer supports attend regular meetings to discuss the students with ASD.
	Peer supports attend regular meetings to discuss the students with ASD, share successes, challenges, and receive feedback. 

	-----3-----
	Peer supports attend occasional meetings to discuss their support activities. Meetings do not have a specific structure. 
	----1----
	Peer supports do not have a specified time and place where they can discuss their support activities and receive feedback. 

	46. Mediums of exchange are identified for each student with ASD to promote effective interaction with typical peers.
	Mediums of exchange are identified for each student with ASD to promote effective interaction with typical peers. Information about mediums of exchange for each student are shared with school staff and typical peers.
	-----3-----
	Mediums of exchange are often generic and may not be individualized for most students and/or peers are not instructed on how to use mediums of exchange to facilitate interactions.
	----1----
	Mediums of exchange are not identified or may not be age appropriate or interesting. 

	47. A system exists to maintain typical peer involvement with students with ASD.
	Typical peers are regularly encouraged to maintain their involvement with students with ASD (e.g., appreciation meetings/ lunches, certificates). The system is highly motivating for students.
	-----3-----
	Typical peers are occasionally thanked for their involvement with students with ASD. Appreciation is generally informal and/ or inconsistent. 
	----1----
	Typical peers are not specifically encouraged to continue their involvement with students with ASD. 


POSITIVE BEHAVIOR SUPPORT

Prevention of challenging behaviors through the proactive implementation of positive and effective strategies and supports should be a primary focus of individual student behavior planning (National Research Council, 2001; Horner, 2000).  Research evidence suggests that when proactive and positive interventions are in place for students with Autism Spectrum Disorders (ASD), behavioral challenges are reduced (Durand & Merges, 2001; Janney & Snell, 2000).  Such proactive practices must include the active teaching of pro-social skills, the effective structuring of environments, the regular evaluation of intervention effectiveness and the systematic training of staff and families to implement such strategies and supports.
	Quality Indicator
	4 points
	3 points
	2 points
	1 point
	0 points

	48. Clear and consistent expectations for student behavior are established and taught to all students.
	Positively stated and consistent expectations are posted in all environments (classrooms, gym, library, lunchroom, bathroom, hallways, playground, etc.) in which students enter / participate. Expectations are formally taught (using examples and non-examples), are revisited throughout the school year, and students have an opportunity to role play with feedback prior to being held accountable for following expectations.


	-----3-----
	Consistent behavioral expectations have been developed for the whole building, but some or all are stated negatively (e.g. no running, no talking loudly, no hitting). Expectations are formally taught (using examples and non-examples) at the beginning of the school year, but are not revisited throughout the school year.
	----1----
	Behavioral expectations have not been developed / identified for the whole school building. Individual classrooms / teachers / settings have their own expectations. Expectations are not formally taught at any time.



	49. Behavior plans and strategies for students with intensive behavior patterns are developed based on functional behavior assessment and principles of positive behavior support.
	An FBA is conducted for students who demonstrate persistent challenging behavior and includes all of the following components: 

a. operational definition of problem behavior (observable & measureable)

b. multiple data collection methods

c. antecedents

d. consequences

e. setting events

f.  hypothesized function of the behavior

g. prior intervention information

h. other information as necessary (medical, academic)
	-----3-----
	An FBA is conducted for students who demonstrate persistent challenging behavior and includes 4 or fewer of the following components:

a. operational definition of problem behavior (observable & measureable)

b. multiple data collection methods

c. antecedents

d. consequences

e. setting events

f. hypothesized function of the behavior

g. prior intervention information

h. other information as necessary (medical, academic)


	----1----
	FBA’s are not used for supporting students with ongoing or severe behavior concerns, or FBA’s are unnecessarily conducted for students with behavior problems that could be addressed using basic preventive measures.



	50. Individual behavior support plans include strategies for preventing problem behavior, responding to problem behavior and teaching replacement behaviors.
	Behavior support plans address all of the following components:

a. Manipulation of antecedent events

b. Teaching appropriate replacement behaviors & new skills

c. Pairing of contrived reinforcers with natural consequences

d. Positive reinforcement of desired behavior

e. Prevention of rewarding problem behaviors

f. Maximized student independence

g. Non-emotional, non-verbal, non-punitive responses to problem behavior
h. Crisis plan for emergency situation
	-----3-----
	Behavior support plans address only 4 of the following components:

a. Manipulation of antecedent events

b. Teaching appropriate replacement behaviors & new skills

c. Pairing of contrived reinforcers with natural consequences

d. Positive reinforcement of desired behavior

e. Prevention of rewarding problem behaviors

f. Maximized student independence

g. Non-emotional, non-verbal, non-punitive responses to problem behavior
h. Crisis plan for emergency situation
	----1----
	Behavior support plans provide information that is insufficient to fully understand how to effectively reduce problem behavior and increase appropriate behavior. Plans describe only 1 or 2 of the following elements:

a. Manipulation of antecedent events

b. Teaching appropriate replacement behaviors & new skills

c. Pairing of contrived reinforcers with natural consequences

d. Positive reinforcement of desired behavior

e. Prevention of rewarding problem behaviors

f. Maximized student independence

g. Non-emotional, non-verbal, non-punitive responses to problem behavior

h. Crisis plan for emergency situation

	51. Data on the plan is routinely collected and reviewed by the support team to determine effectiveness.
	Behavior support plans contain detailed procedures for how the plan will be carried out, by whom, where, when, and for how long. Data are collected daily, summarized and used as the basis for decision making for modifying students’ goals and 

objectives.
	-----3-----
	Behavior support plans contain procedures for how the plan will be carried out, by whom, where, when, and for how long. Data is collected, but is not used for decision making, or is not collected regularly. 
	----1----
	Behavior support plans do not provide information about who will carry out the plan, staff training, data collection and evaluation. Data is not collected or reviewed by the team.

	52. Behavior support plans are implemented with fidelity across environments.
	Documentation shows that the behavior support plan is implemented with high fidelity across at least 80% of the student’s school day and in most environments.
	-----3-----
	Documentation shows that the behavior support plan is implemented consistently for approximately 50% of the school day.
	----1----
	There is no documentation to show the behavior support plan is being implemented.
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