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ochelle is a preschool teacher in an inclusive classroom at Bright
Honzons Learning Center. She has fourteen 3- and 4-year-olds enrolled
in her classroom, Rochelle prides herself on being an intentional
teacher. Most of the children in her classroom are making progress
toward acquiring knowledge and skills reflected in the state’s pre-
school learning standard's; however, she noticed children who seemed
to be having difficulty playing cooperatively with one another. Rochelle
has introduced some stories and discussion in large group about how
Lo play with friends in the classroom, but Ally and Taegan still seem to
be having challenges taking turns and sharing with friends. Likewise,
Dyian plays mostly by himself and avoids playing with peers. In addi-
tion, Michael does not seem to be making much progress toward his
IEP goals, which include interacting with peers, recognizing his let-
ters, and buslding his expressive vocabulary. Michael usually ends up
playing by himself during playtime, and Rochelle is having a hard time
encouraging him to initiate play interactions with friends. Rochelle
recently attended a workshop about embedded instruction and real-
ized this is an approach she can blend with intentional teaching.

Current recommencded practices endorse the full inclusion of children
with disabilitics with their typically developing peers with the appropriate
SUpports 1o promote their kearning and development (Division for Early
Childhood [DEC|, 2014; DEC/National Association for the Education of
Young Children [NAEYC), 2009). Within inclusive classrooms, there often
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is a blending of weaching approaches 1o address the needs of all young
children. Practitioners in inclusive classrooms must wdentify not only what
to teach but how to teach to ensure that all children have aceess 1o and
participate in the general preschool curriculum while meeting individu-
alized] learning needs. Grisham-Brown, Pretti-Frontezak, Hawkins, and
Winchell (2009) define Mending as an approach in which the curmculum
is purposefully blended across ability Jevels and learning opportunities
o set the stage for teaching all children in inclusive classrooms. For
the purpose of this manuscript, we define frclusion using the DEC
NAEYC (20409) joint position statement on inclusion, which emphasizes
that the defining features of quality, inclusive programs involve acess,
participation, and supports. This position statement specifies that inclu-
sion involves children'’s access 10 a wide range of learning opportunities,
activities, scttings, and environments and incorporates the use of indli-
vidualized accommaodations. supports, and reaching to ensure their full
participation in play and kearning activities with peers and adults

One waching approach, intentional waching, has been described as
an integral component of developmentally appropriate practice ([ DAP];
Copple & Bredekamp, 2009). Intentional teaching is an appeoach asserting
than effective weachers recognize and respond to all opportunities to engage
in andd extenxd children’s learning while also purposcefully organizing the
jearing environment to create learning opportunitics for children (Epstein,
2007, 2014). Thus, intentonal teachers capitalize on children'’s motivation
and engagement and use both chikkinitiated and wacher-initiarxd opportu-
nitics for learning (Epstein, 2007, 2004).

Another teaching approach, embedded nstrucnon, s character-
ized as an approach to providing planned and systematic instraction
during contextually relevant, ongoing activities and routines o support
chikd engagement and learning (Snyder, Hemmeter, Mcbean, Sandall, &
McLaughlin, 2013). Embedded instruction is a recommenced practice in
early interventionfeardy childhood special education ([E/ECSE]; DEC,
2004; Wolery, 20035) in which weachers plan for and embed a sufficient
azember of instructional trials across the day for those children who need
additional and often individualized instructional support. Instructiona
erials are referred o as complete learning trials (CLLS), This erminology
emphasizes the importance of considering the waching prompt or cue
and the feadback or consequence provided to the child when provid-
ing instructional rrials. Embedded instructon bas been established to
he effective for teaching a varety of skills in inclusive preschool class
rooms. For example, embedded instruction has been used 1o weach social
skills (Venn et al., 1993), academic skills {Daugherty, Grisham-Brown, &
Hemmeter, 2001; Horn, Licher, Li, Sandall, & Schwartz, 2000), and lan-
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is a blending of teaching approaches to address the necds of all voung
children. Practitioners in inclusive classrooms must identify not only what
to» teach but how to teach to ensure that all children have access o and
participate in the general preschool curriculum while meectung individu-
alized] learning newds. Grisham-Brown, Preui-Frontezak, Hawkins, and
Winchell (2009) define Sending as an approach in which the curncuium
is purposclully blended across ability Jevels and learning opportunitics
0 set the stage for teaching all chikiren in inclusive classrooms. For
the purpose of this manuscript, we define drcfusion using the DEC
NAEYC (2009} joint position statement on inclusion, which emphasizes
that the defining features of quality, inclusive programs ins Ve 200CSS,
participation, and supports. This position statement specifies that inclu-
sion involves children'’s access 10 a wide range of learning opportunities,
activitics, settings, and environments and incorporates the use of indi-
vidhualized accommaodations. supporets, and reaching to ensure their full
participation in play and kearning activities with peers and adults

One teaching approach, intentional waching, has been described as
an integral component of developmentally appropriate practice ([DAP];
Copple & Bredekamyp, 2009). Intentional teaching is an appeoach asserting
tha effective teachers recognize and respond to all opportunitics (o engage
in and exterxd children’s learning whilke also purposefully organizing the
learning enwvironment 1o create learning opportunitics for children (Epsicin,
2007, 2014). Thus, intenional teachers capitalize on children’s motivation
andl engagement and use both chikdkinitiated and eacherinitiated opportu-
nitics for learning { Epstein, 2007, 2014).

Another teaching approach, embedded mstruction, is character-
ized as an approach o providing planned and systematic instruction
during contextually relevant, ongoing activities and routines o support
chikd engagement and learning (Snvder, Hemmeter, MceLean, Sandall, &
McLaughlin, 2013). Embedded instruction is a recommended practice in
carly intervention/feardy childhood special educanon ([EECSE]; DEC,
2004; Wolery, 2005) in which teachers plan for and embed a sufficient
nrember of instructional trials across the day for those chikdren who need
additional and often individualized instructional support. Instructional
trials are referrad o as complete kearning trials (CLTS), This erminology
emphasizes the importance of considering the weaching prompt or cue
and the feedback or consequence provided to the child when provid-
ing instructional trials. Embedded instrocton has been established to
he effective for teaching a varety of skills in inclusive preschool class-
rooms. For example, embedded instruction has been used 1o weach social
skills (Venn et al., 1993), academic skills (Daugherty, Grisham-Brown, &
Hemmeter, 2001; Horn, Lieber, Li, Sandall, & Schwartz, 2000), and lan-
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guage skills (Grisham-Brown, Schuster, Hemmeter, & llins, 2000) 1o
voung children in inclusive preschool dassrooms,

Blending intentional teaching with embedded instruction leads to
guality instruction forall young children ininclusive preschool classrooms,
Blending these two  approaches
includes setting the occasion for chil
dren’s learning (i.c.. organizing the  Blending intentional teaching
learning  environment to provide with embedded instruction
lcarning opportunitices) and Cnsuring AN S

T e e _ leids to quality instruction for
suthicient opportunitics to respond
(e, CLT). The purposes of this @ young children in inclusive
article are to describe how 1o blend preschool classrooms.
intentional teaching and embedded
instruction approaches and o provide guidance for practitioners to plan
for, implement, and evaluate CLTS during contextually relevant activities.
rovtines, and transitions.

Embedded Instruction

Four considerations are relevant for implementing embedded instruction
(Snyder et al., 2013; Wolery, n.d.):

L. What to teach refers 1o the content of instruction. This involves the
development of instructional learning targets that are @) aligned
with the general preschool curriculum; (b functiional, which
means they are relared 1o skills children will need 10 participatc
in naturally occurring claily activities and routines: () generative,
which refers to skills that can be used across setrings, materials,
and people; (d) and measurable, which means the learning target
is detined in such a way that the teacher can monitor the child’s
progress and make data-based decisions abour instruction

When to teach refers to the processes wachers use to identify

v

relevant instructional contexts in which thev can embed learning
opportunities targeling a child’s or group of children's individual
ized learning targers. Activity matrwes often are used o specify
when teaching will occur (see Figure 1),

3. How to teach refers 1o the processes teachers use 10 icdentify
instructional procedures to align with the learning target skill, the
child’s phase of learning, and the child's kearning history. Phases
ol learning include acquisition (learning bow to do a skill), Muency
(kearning to do the skill smoothly and at natural rates), mainte-
nance {doing the skill after instruction has ended), and generaliza-
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tion {(using the skill across different activites
contexts | Wolery, 20051).

4, How (o evalua
data 10 determine () whether
INSTrUCtic
progress toward the le

10 the implementation

18 |
il

penpdete Learmimg Trials

, people, materials, or

re refers 10 the processes by which teachers Mlect
they are implementing embedded
n practices as planned, (D) whether the child is making
ving target skill, and (©) whether changes

of embedded instruction practices ane

needed, Ongoing progress monitoring is a critical part of embed-

dexd instruction.

Figure 1

Example of a Classroom Activity Matrix
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Complete Learning Trials

in embedded instruction, the term complete
a three-term contingency that inch
antecedent (A) that sets the occasion for a chikl bel
lowed by a naturally oc

(VanDerHeyden,

({8 :l‘:('

contingencies for the teacher.
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Figure 2
ustration of Learn Unit and Complete Learning Trial as Interlocking
Three-Term Contingencies

r LEARS LT \

The
ocher || chuld
paczze || looks &t

ewdal® || the ball.
L the bock

Netealel Ceesegaence
\ COMPLETE LEARNING TRIAL ’

three-term contingencies has been described as a fearn wnit (Albers &
Greer, 1991: Greer, 2002; Greer & McDonough, 1999; Vargus & Vargus,

1991). Figure 2 illustrates the relationship between a learn unir ancd a CLT.

A CLT is defined specifically as the child’s three-term contingency
The kearn unit inchudes the interdocking child and adult three-term con-
tingencies. Learn units can be described in terms of teacher and child
responses: The child's artentionfengagement (€.8., in Figure 2 the child
reaches for the ball) elicits a prompt from the teacher 1o the child (eg,
the teacher says, “Say ball™) which clicits a response from the child (the
child says “ball”), which in turn elicits feedback from the reacher (the
teacher gives the child the ball). Greer and colleagues found a positive
relation between teachers’ rates of accurately implemented learmn units
and student outcomes (Greer & McDonough, 1999),

An intentional teacher using embedded instruction organizes the
learning environment and uses Systematic prompring and feedback
fwithin these kearn units) so CLTs will emerge for the child. For example
referring back to the opening vignette, Rochelle might notice Michael
playing near Dylan at the warter table and say, "M hacl, Dylan wants a turm
with the blue bucket” If Michael looks at Dylan and gives him the bucket,
she might say, “You gave Dylan a turn! That's being a good friend.” Thus,
Rochelle waited for Michael 1o attend, provided a prompt, anl gave imme-
diate feedback about his behavior, CLTs follow this structure, emphasize
children's learning target behaviors, and are provided in contextually

relevant siteations (see Table 1)
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Table 1

0 Vhrough Complore Lis

Examples of Complete Learning Trials (CLTs)

N

Antecedent

' Child Behavior

Consequence

|
| Planned

|

—

Narurally
Oxcurring |
!
!

When child is leoking at
the teacher, the tcacher
USCS @ goesturne 1O prompe
child 10 ok at the child’s
visual schedule.

The teacher hands the
chikd a puzzle prece and

says, "IUs vour turn!

The chik] walks
aver to visual
schodule and
remones the nes
activity card,
which s water

The chalcd puts che
puzzle piece in
the puzzic.

|
g

!

The teacher savs,
“Yes, Cardy, it's
time for water

playt™

The reacher

smiles and says,

| “Ie fits! That is

where it goes!”

The teacher savs o the
small group of children,
“What sounds do vou hear
in bus?® while pointing

1o the ktters B-U-S and 2
pecture of 2 bas.

The children
respond "

| The teacher

saniles and savs,
“Yep! Bus starts
with the b/
sound.”

The teacher rings the bell,
which szgnals the ransis
tion to ckeanup tme,

Children start
cleaning up ovs.

OnNCe woes are
cleaned up, the '
children can wash

hands for snack. |

!

The teacher pours all
children a Intle bat of juice
and puts the jug of juxe
on the counter next o the
tabic.

A chikl drinks his
JRICE, POINts 10
the juce, and asks
far mare.

——————
The teacher |
immadiately |
pours the child 2
litede more juce.

The teacher picks 2 child’s
name out of the name box
10 bes somp, helper during

cirele time,

{(Planned) Ar the end of
circle, the weacher says,
“All children wearing red
toxay can line up to go
outside " She Jooks ar
Devonte andd says, “You
have bright red shoes on
tockav!”

The child recog
nizes her name
and comes 10 the
| fromt of circle and

picks 1 song.

-

The reacher amxd
children star
singing the song
she selected.

Devonre stands
up.

(Naturally occur-
ring) Devonte
leaves cirde time
andd lines up with
peers near the
door 10 go cat
sidle,
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Table 1 {continued)

L Antecedent Child Behavior = Consequence
Mixed ‘ ( Naturally occurring) The | The child con. | The teacher savs,
teacher sits nexr to the unues stacking “Yes! Your baild-
! child in the block area Blocks and says, ing is SO rall,
| and stures stacking blocks | “Ir's ™ Muodly!™
. with the child. .
(Narurally ocourring) The | Josc turns o June | The weacher
teacher purs out just Iwo and says, “Scissors | physically helps
scissaors at the art table for | please?” June give Jose the
all six children 1o use scissors and says, |
“Wow! You all are
sharing so wellr”

Planning for CLTs: Considering Antecedents
and Consequences

CLTs are effective when teachers intentionally plan the antecedent (e.g.,
weaching prompis) and conscquence (¢.2., feedback) in relation to an indi-
vidual child’s or group of children’s learning targets, kearning phase, and
the instructional context. In blending intentional teaching and embedded
instruction, teachers support child initiation and exploration and inten-
tionally and systemanically implement sufficient numbers of CLTs focused
on identified leaming targets. This does not mean teachers simply take
advantage of “teachable moments.” A teachable moment implies the onus
is on the chikl to creare a kearning opportunity or suggests the teacher
waiits for these opportunities to occur. Although capitalizing on weachable
moments is important and intentional teachers recognize and use child-
initated opportunities to expand a childs learning and development
throughout the day, young chikdren with disabilities might not engage
with the environment in appropeate and meaningful ways 1o create a suf
ficient number of teachable moments to ensure kearning (Carta, Schwartz,
Atwater, & McConnell, 1991), Thus, effective weachers in inclusive class-
rooms use blended instruction to systematically and intentionally design
the environment and plan what, when, and bow to embed CLTs to ensure
cach chilkd receives multiple, meaningful instructional opportunities. The
onus 15 on the wacher 10 ensure each child is engaged, panticipating,

learning new skills, and practicing mastered skills

Environmental arrangements/modifications

For some learning targets and some children, the teacher can intentionally

arrange the physical or social environment 10 set the occasion for CLTS.

YOUNG EXCEPTIONAL CHILDOREN Munogreph Seriex No. 14
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Environmental arrangements set the occasion for child-guided kearning
through children’s engagement and participation in everyday activities
and routines (see Table 2). That is, intentional teachers arrange the envi-
ronment 1o support child-guided learning when, for example, chikiren

are motivated to explore new materi
I 15, ask their peers for help or warch
Thus. gffective feachers in inciu- their peers maxdel new behaviors, or
IO A T PO focus on 5('>]\'ill:4.;.[fl:'l blems on their

own (Epstein, 2007, 2014). Examples
instruction o systematically might include using materials related
and intentionally design the to a child’s specific interests, arrang-
; ing the physical environment so a
environment and plan i, child who uses a walker can stand
when, ard bow to embed CLIS next 1 peers at the same level at the
0 enssare each child receives water table, and adapting art materi-
als for a child with low muscle tone to
mdtiple, meaningfid instriec- ensure he or she can grasp and use
ional opportunities them independently with peers. The

cnvironment also can be arranged o
occasion child initatons, For example, an environmental arrangement
for Michael might include putting preferred tovs in the water table to
encourage his play near peers or adding extra paintbrushes 1o the easel

when he is painting to encourage peers Lo paint near him.

Instructional Procedures

In inclusive cassrooms, eachers who are blending intentional teaching
and embedded instruction approaches will have to use more adulr-guided
instruction when children are unlikely o inniate, learn a skill, or have an
‘experience on their own, Teachers might use three types of instructional
procedures to initiate child learning. Teachers select different types of
instructional procedures 1o use depending on the child's learning history
and the specific learning target.

Antecedent-focused procedures. Antecedent-focused procedures
or prompes (¢.g., modeling a new skill, showing a chikl whar 1o do, using
a visual) focus on the “A” of the CLT and involve changing the prompis or
enhancing the way the teacher delivers the prompts o ensure the child
acquires and maintains a skill related 1o the leaming tanget behavior. The
goal should always be 1o decrease (e, fade) the use of the adult’s added
prompt to use what naturally prompts the learing tanget behavior. Thus,
prompts need 1© be intentionally designed and systematically decreased
OVeT times
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For example, consider the system of least prompes, which starts with the
natural prompt and gradually increases the adult prompting and instruc
tion. The teacher nitially would use the natural prompt and then use
increasingly more guidance until the chikl demonstrates the learming rarges
behavior, Using this procedure, prompts are decreased (. fadedy over
time until 2 natural prompt sets the occasion for the behavior 1o occur
For example, when teaching Dylan play skills, Rochelle might place the
toys on the floor in front of him (natural prompt), then give him a choice
of tovs (second prompe), then meodel 2 play behavior (thind prompt), then
use hand-over-hand assistance to help him play (Barton & Pavilans, 2012
If he engages in play at anv point during the instructional trial, Rochelle
would stop her prompting amndd provide specific feedback (C.g. “You fed
vour hungry babyv?”) to complete the learmning trial. In contrast, most-to-least
prompring starts with the maost directive prompe and gradually decreases
the adult prompting and instruction. This means the weacher delivers the
MOST intrusive prompt first, but decreases her guidance over time as the
chikl Iearns the skill. With both the system of least prompts and most-to-
least prompting, the specific types of prompts (e, verbal, physical, visual)

are chosen based on the child’s keaming history and the context.

Time delay. Time delay is an additional antecedent-based procedure
that can be embedded into tvpical routines and activities 1o weach new
skills. With time delay, the teacher initially provides the natural prompr
but immediately follows with the complete guidance (ie., the control-
ling prompt or the most intrusive prompt needed to ensure the target
hehavior occurs), After delivering several of these CLTs, the teacher starts
waiting cither a constant or progressively longer amount of time between
delivering the natural prompe and complete guidance.

,Although the focus of all the aforementioned procedures is on chang-
ing the teacher’s prompe, the instructonal procedures are not effective
unless the weacher also provides feedback immediately following the child’s
behavior. Without feedback, the CLTS are incomplete and might be ineffec
tve regardless of the prompt. Consequence strategies involve systematic
manipulation of the portion of the three-term contingency (i.e, the “C")
that follows the behavior. This might include using specific positive rein-
forcement schedules (e.g., reinforcing every third hehavior or reinforcing
the child every minute for pamticipating in circle), extra help (ic., svstem-
atically delivering dilferent feedback based on the chikd response), and
shaping (ie.. differential reinforcement of successive approximations of the
learning target). For example, shaping might be used o teach a Michael to
request using one word, If Michael is playving with blocks, Rochelle might
hold up a block and say “block.” At first, Rochelle might give Michacl the
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block (consequence) just for kooking at her and the block. Over time, she
might give him the block as a consequence for pointing to ir, then only after
he makes the /b or 2K/ sound, and hinally when he attempts to say “block.”
The CLT in this example is Rochelle showing the block (e, anteced-
ent), Michael kooking at the block, making sournds, or saying “block,” (ic,,
behaviors successively reinforced), and Rochelle giving Michael the block
(i.c., consequence). Shaping teaches Michael to say "block™ in a meaningful
context. Rochelle will intentionally embed multiple, direct CLTs like this
curing the day to ensure Michael masters the learning target hehavior (i,

uses one-wornd phrases)

Chaining. Chaining is another type of instructional strategy that might
be eftective forsome chikiren, particelarly when the learning target involves
sequences of behavior like drinking from a cup or washing hands. Chaining,
involves a specific sequence of behaviors identified through a task analysis
(i.e, breaking a task down into small steps and reinforcing cach step). For
example, if a child is learning 1o drink from a cup, we might identify grasp-
ing the cup, baanging it to his or ber mouth, and drinking as three discrete
behaviors i a “drinks from a cup” chain. Each behavior (e, grasp the cup,
bring to mouth, drink) occurs in sequence immediately after the previous
arl all are related to cach other. A cup on a table (an environmentally
arranged "A7) might sct the occasion for the child wo grasp the cup (e, first
discrete behavior). Grasp of the cup is both a reinforcer for grasping (“C™)
ancl the stimulus (YA”) for bring 1o mouth (second discrete response). This
sequence continues until the child drinks from the cup. Washing hands,
gerting dressed, and brushing weeth are additional examples of learning

targets that might be taught using chaining,

Naturalistic instructional procedures. Naturalistic instructional
procedures including inckdental teaching, naturalistic time delay, and milicu
teaching can be embedded into a variety of routines and activities to teach
a range of skills (Kaiser & Hester, 1994; MeGee, Morrier, & Daly, 1999),
Incidental eaching can be used to improve young chikiren'’s communica
tion skills. The reacher sets up the environment 1o elicit a request from the
childl, waits for the child to initiate, and then prompes the ranget response
For example, Rochelle might plan o give Michael choices during snack,
circle time, and transitions to build his expressive vocabulary. During soack
she gives him just a few crackers, waits for him to point to the crackers, and
provides him the choske between, for example, crackers or a juice. 16 he
sayvs “cracker” or “juice” she gives him the item. If he points at one of them,
shes says the word for the tem he pointed ar (“Cracker, please”™) and waits
[f he savs “cracker” she gives it 1o him ard says, “You want more crackers!”
[f he points again, she says “Cracker, please!” and gives him the cracker. In
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this manner, Rochelle provides a contextually rekevant learning opportunss
based on a funcrional learning target with naturally occurring consequenss

Similarly, with naturalistic time delay, the teacher waits a specified
amount of time before providing the prompt. For example, Rochelle
might plan to use time deday to help Michael learn the letters in his name
She might use placemarts with each child’s name during snack. Whes
Michael comes 1o the table looking for his placement she might point a

the Jetter “M" and say, “Michael starts with a " and waits a specified

amount of time for him to respond. If he says, “M" she gives him the place
mat anc says, “Yes! Michael starts with a M!™ If he does not sav anything or
says the wrong letter, she says, “M, Michael starts with a M™ and gives hin
the placemat. The naturalistic instructional procedures require waiting
for the child o initiate. Teachers might need to use the other antecedens
or consequence-based strategies previously described with children who
imtiate at low rates or are unlikely to initiate.

Planning, Implementing, and Evaluating
Embedded Instruction

Teachers using a blended instructional approach need 1o intentionally
plan for, implement, and evaluate embedded instruction. Intentional
teachers arrange the environment to support child-guided learning,
provide aduli-guided instructon using CLTs. and systematically monitor
progress over time. In the sections below, we descnibe strategies related
to planning, implementing, and evaluating embedded instruction,

Creation of the Written Implementation Plan

As part of being an intentional teacher using a blended approach, it is
important 1o create a written plan detailing the implemeniation of CLTS for
¢ach child or group of chikdren, This mught include a list of the daily rou-
tines and activities and specific plans for which instrectional procedures o
use and how many CETs 10 embed on which learning target behavior within
cach activity across the day. The written forms should allow the weacher o
plan and monitor implementation. Once the plans are created, it is impoe
tant to review the opportunities for CLTs and ensure they are sulficient to
promaode chikl learning. Figure 1is an example of an activity matrix showing
how many trials Rochelle has planned w implement for Michael, Tacgan,
Ally, and Dylan. Activity matrices can be created to show how many CLTs
are planned for multiple children across the entire daily schedule, as shown
in Figure 1, or they can be createxd for specific activities (c.g., centers, arele),
arcas of the classroom (e.g,., sensory table, block area, dramatic play anea),
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or for an indiviclual child. Activity matrices shoukd be used in conjunction
with instructional plans, which provide more detailed information about
the what, the how, and the when for an entire lcarning cvele for the child
(€L, acquisition, fluency, maintenance, and generalization). Figure 3 is an
exampie of a planning form that allows a reacher 1o focus on one leaming
target for a chikd, considler when and how to embed across the day, and

includes a section for progress monitoring

Figure 3

Example of an Instructional Planning Sheet. Adapted From Tools for
Teachers: Planning Module, by S. Sandall, P. Snyder, M. McLean, M. L.
Hemmeter, T. McLaughlin, L. Edelman, and Embedded Instruction for
Early Learning Project, 2009, Gainesville: University of Florida. Copyright
2009 by Embedded Instruction for Early Learning Project. Adapted With
Permission.

Instructional Planning Sheet

Child's Name: Michael

Learning Target: Use at least two words to request objects or food

Routines/Activities: Centers. Lunch. Snack, Small Groups

Materials: Preferred toys, food items at snack, critical materials to complete
activities in small groups

I Artocodont ‘ Behavior Corssquencs

| What do you say or da? What does the okl do? How do you respond?
Aace lopimolfenadfood i? wow ‘ Lise ar ksl 2 woeds two Prowos verbal feadback (you
Cur out of rooch Mguest e fam (e.g., ot Ll | caw fave the cookee, thank you

| v papas, RAT cockiv) | for askvag mo)

Ask Whst 0 yous want?
Givr v

| What, if any, assstance, do you | ¥ incorrect

| prowde? -
iy

! Mool 2-wurtd request

| Data collection: vl k
[ Activity | CLTPlanned | CLT Delivered | Correct Response
i('c:nlq:rs | 8 | 1111 | i1
Lunch | = | i1 ]
| Small Giroap 1 : | F5 ] !
| | Snack | i i1 ]

YOUNG EXCEPTIONAL CHILDREN Maomagraph Series No, 16




Cnnliny Instruction Through Camphese Leaming Trals

B———

Rochelle writes a plan to embed CLTs for Ally, Taegan, Dylan, and
Michael. With Ally and Taegan, she works on taking turns with peers
by embedding ClLTs into small- and large-group activities. At centers,
she will space CLTs with Dylan to help hirm engage in play with a toy
for at Jeast 1 minute. To help Michael with his expressive vocabulary,
Rochelle will distribute CLTs to elicit two-word requests for objects
or food at snack time, small group, and centers. She also will work
on letter recognition by distributing CLTs for Michael to recognize his
printed name at arrival, circle, snack, and departure. Now she can
work on implementing her plan.

Implementation of CLTs

The key to blending intentic ynal teaching and embedded instruction s
that a sufficient number of CLTs are delivered., as intended, into ongo-
ing activities for those children who need extra learning supports
CLTs can be ::nplcmvmcd for an individual child or groups of children
during planned and naturally occurring activitics. This ensures that
children receive the appropriate amount of teaching focused on their
learning targets. Implementation can begin once the learning Largets
for groups and individual children are identified and Instruction s
planned. The planning should guide the when, how, and number of
CITs 10 embed. Table 3 provides a summary of the steps for using
CLTs

Delivery of CLTs. CLTs can be massed, spaced, or distributed within
meaningful contexts (sec Tahles 4 and 5 for examples; Wolery, Ault, &
Dovyle, 1992). Massed CLTs are delivered as consecutive, discrete CLIs
within an activity or routine, Spaced CLTs are also delivered within an
Table 3
Steps for Using Complete Learning Trials (CLTs)
[ |

1| Assess each chikd's present level of developaent and leaming hiszory:.

Ly

Plan to provide a sufficient number of embedded CLTs for each child

3. | Plan how 1o deliver CETs; they can be massed. spaced, or distributed within
meaningzful conexts based on the needs of the ¢hild, the kearning LIRes,
and the context, including what skills are necded for access and participa-
tin in typical activities and routines.

4. | Consider how the kearning, target behavior is redated 10 one of these three

ultimare outcomes: (1) acquiring and using knowledge and skills, (2) having
pasitive sockal e wtional skills, and (3) using appropriate behaviors 1 meet
| their needs. |
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Bn, and activity or routinge; however, there is a noninstructional pause betw
# peers CLTs. Distributed CLTS are embedded within or across routines and ac
genters, pes. Massed, spaced, or distributed CLTs are delivered based on the ¢
kA a toy text (i.e., the expectations within the activity), the chikd's learning targ
Bbulary, and the phase of learning. Children might need massed CLTs if they
objects just learning a skill related to a learning et behavior and diseribu
Wl work CLTs il they are generalizing a skill

nize his For example, massed instruction includes the presentation of gu
khe can consecutive, discrete CETs within an activity or routine. These mi

be appropriate for reaching Michael 1o request items during sna
where there are multiple opportunities for him to request. Rochy
might place a small amount of snack on his plate and wait for hin

p ask for more, give him more, and repeat multiple times. Spaced C
| are often appropriate during small-group activities or routines :
2 ONgo- include delivering CLTs to a child or children with a brief pause with
JEPOLLS. instruction between CELs. For example, Rochelle might pass Ally
Fhildren “turn card,” comment on her turn (e.8., “You picked two apple cards
| g ”"::’: and help her pass the turm card o Taegan. Because Ally and Taegan
pn their still learning 1o take wrns, Rochelle
| s might provide a verbal or gestural  E———
| ek prompt and specific feedback. Using  puentional teachers arrangs

nber of " 38 ‘h chil
| e this strategy, cach child has mul

pr using the envivonment (o support

tiple, meaningful opportunities to

learn how o ke turns or practice child-guided lecorning. provi
L withi aking turns spacec roughout the . ' - .
fwiiun taking turi paced th _l' hout the acidt-geided instruction wsi
[ Ault, & engaging. developmentally appropri
L * v P . ; v od Custinnaarically 3
pre CLTs ate game. Distributed CLITs are deliy CLES, and systematically moi
EBhin an ered within and across activities. lor progress over e

For example, Rochelle might embed

multiple CLETs for Michael to identify his name across routines. Dur
arrival, she might put a label with his name on his cubby and say, “Wh
cubby is yours, Michael?” When Michael identifies his name, she s
“Yes! That says ‘Michael™ and spells out M-i-c-h-a-¢-l. During snack,
might use placements with ¢cach child’s name, She might say, “Wh
is this?™ and hokd up Michaels placemat. She can deliver the same o
of conscequence used during arrival here, During the transition to Cit

time, she might use carpet squares with name labels. She might ¢

“Whaose is this?” and hold up Michael’s carpet square. Again, she

xhru.: deliver the same consequence. Thus, distributed CLTs for the sa
baving

learning target can be embedded across activities, routines, and tra
) el

tions using a sufficient number of CLTs, which promotes both acqu

tion and generalization.
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Individual and group activities. Typical carly childhood class-
rooms include 2 mix of individual and group activities. Embedded instruc
non can be implemented in both types of instructional settings (see
Tables 4 and 5). For example, CLTs focused on the overall goal of the
activity and each child’s individual learning targets can be embedded into
group activities, With careful planning and systemanc instruction, group
activities can provide multiple opportunities for spaced or massed CLIS
depending on the context. Furthermore, group activities provide oppoe
tunities for observational leaming (Ledford, Gasrt, Luscre, & Ayers, 2008
Some children will exhibit a behavior after watching and imitating other
children. However, other children might need individualized instruction
In either situation, it is essential 1o secure the child’s attention prior ©
implementing the CLT, This is particularly important during group activi-
oS,

Planned versus naturally occurring CLTS. [n high-guality, well
planned classrooms with intentional teachers, there will be opportunities
for both naturally occurring and planned CLTS. However, as described
previously, even naturally occurring CETs require intentional planning
When children are first acquiring skills, they might need more planned
CLTs embedded into ongoing activities. However, as children become flu-
ent in target skills, teachers can fade prompt-based antecedents and thin
the consequences 1o ensure naturally occurring antecedent and conse-
quences occasion and maintain the behavior.

Planned CLTs might be particularly important for voung children
with special needs. For example, at the beginning of the year, Rochelle's
stuclents might be learning 1o follow the transition cues, During the
transition from snack to circle time, Rochelle says, “It's time to clean
up. The red table can line up first.” This is the naturally occurring ante
cedent. Most children at the red table know this means to pick up their
plate and cup, place them in the sink, and line up to wash hands. Some
children observe other children doing this and imitate them. The natu-
rally occurring conscequence might be that Rochelle smiles at them or
says, “Pick your seat at circle!™ after they finish washing hands. Michacl
and Dylan might need more support 1o learn this routine. For example,
Rochelle might look at Dylan and point to the sink after saying, “It's
the red table’s warn to clean up.” After he has cleaned up his plate and
washed his hands, Rochelle also might say, “Dvlan, you are all clean! Go
pick a seat on the circle rug!” In this example, the naturally occurring
CLTs are effective for some children, and Rochelle can embed individual
CLTs into the transition to ensure all children are learning to indepen-
dently tollow the routine.
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| class- Evaluatuon of CLTs

An important component of effective blended instruction is evaluatin

P oS : . PRI - g ]

B ¢ the implementation of CLTs. Evaluating CLTS involves collecting data ¢
» <

M i determine whether teachers are implementing CLTs as intended and if

Mm

child or group of children is learmning skills related o their learning ta
eets. Although practitioners often think about collecting data to monite

'
.

child progress, it is equally important 1o examine whether the CETs ar
implemented as planned. For example, Rochelle might collect data o

the number of times Michael initiates an interaction with a peer and fin

TE N N

.
]

that he has not made much improvement over the course of 2 week

One reason might be that the teaching procedures are not aligned wit

r; T his current skill level. It might be that the teaching is appropriate, but th
number of CLTs is not sufficient. Or, it coukld be that both the reachin
procedures and the number of CLTs planned are appropriate, but th

j wcu CLTs are not being implemented appropriately in terms of the prompy

prales used or the consequences provided. Without collecting data on bot

b Michael's progress and the implementation of the CETS, it will be difficu

Py for Rochelle to make informed dedisions.,

nco

e flu- Collecting data on implementation. There are a number «

Be ways teachers can collect and use data on their implementation of CLT

| .. Teachers can count the number of CLTs delivered for a learning targ
and compare it with the instructional plan. This might be uscful in con

T juncrion with child data o determine whether the number of CLTS

h‘ . sufficient. This information also helps the wacher evaluate whether tf

B the instructional plan is being implemented as planned. Tt does not, howeve

Ciean give any information about whether the CLTs delivered were actual

| == CLTs. For example, Rochelle might videotape herself implementing CL

'- = and then review the video to determine whether the CLTS were comple

| - and which instructional procedures were used (Bishop, Snvder, & Cron

‘r_=.: \ 2014; Crowe, Snvder, Crow, & Mullin, 2011), This method for collectis

data provides information on both the implementation of CLTs and chil
behaviors and will help Rochelle make decisions abour whether she nec
to be more intentional in planning or implementing the components oOf

CLT or whether she might want to try a different instructional procedur

S

ana Collecting child data. In addition to collecting data on smplement
PG tion of CLTs, it is important to collect data to monitor children’s progre
fring toward their learning targets. There are several types of data that can
pdual collected 1© monitor child progress, including the frogquency with whi
ppen- the child demonstrates the targetr behavior within and across activitg

the amount of time it rakes 2 child to complete a sk, the percentage
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opportunities in which the chikd demonstrates the target behavior, what
kevel of support is needed, or how fluent the child is in demonstrating the
behavior. The type of data to collect and when 1o collect deperxds on the
chiki’s lcarning rarget, the instructional plan, and whether the goal is to
assess acquisition, fluency, generalizauon, or maintenance. For example,
if Rochddle determined that Ally is able to take tums with her peers when
prompted during circle time, she might assess whether this skill is gencral-
izing across activities and peers. Because Dylan's learning target involves
engaging in play forat least 1 minute, Rochelle might want to time how long
he engages in play routines with different toys, Child data should be used in
conjunction with implementaton data to determine whether changes are
necded o the number of CETs implemented, whether additional support is
needed or prompring can be faded, and whether the child might be ready
for 2 new target skill (Hojnoski, Gischlar, & Missall, 20094, 2009b).

Rochelle decides to ask one of her assistants to videotape small-group
time so she can monitor her implementation of CLTs for Ally, Taegan, and
Michael. When she watches her video, she realizes she did implermnent
CLTs for Ally and Taegan as planned, but she only delivered one learning
trial for Michael’s learning target when she had planned to deliver three.
Although it was a CLT, she is not sure this is sufficient to help him acquire
fus target skill. She notices that Ally takes her own turn and allows her
friend to have a turn after every verbal prompt. Taegan still needs addi-
tional prompts to give a peer a turn 50% of the time. Rochelle decides to
continue giving verbal prompts to Taegan during small group but wants
to start fading verbal prompts for Ally. In her revised instructional plan,
Rochelle decides to try using a gestural prompt for Ally to take her turn.
She realizes she needs to be more intentional about providing opporty-
nities for Michael to request, so she decides to play a game with highly
preferred matenals that he can request. She also keeps her implementa-
tion plan on hand to tally the number of CLTs she implements during the
activity. Rochelle continues to monitor her implementation of CLTs and
child progress so she can make informed decisions about how to con-
tnue individualizing instruction.

Important Considerations for Using CLTs

There are several important factors teachers shoukd consider when plan-
ning o deliver CLTs. First, teachers should make sure they understand
cach child’s present level of development and Jearning history. This will
help with identifving functional, developmentally appropriate learning
targets and effective instructional procedures. For example, children
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with language delays might respond to visual or gestural prompts more
cfficiently than verbal prompts. Chikdren with social de ays might not
respond o social praise at all; tangible items might be more effective
second, reachers should ensure they are prov iling a sufficient number
of CLTs for each child, This involves careful planning of all aspects of
the environment and ongoing progress monitoring. Children need a
mix of opportunities 1 karn new target behavioss and practice tanget
behaviors already learned, If children are spending too much time not
engaged or engaged with the same materials. it might indicate that the
child needs more challenging activities or more learning opportunitics
CLTs shoulkd be continually adapied o ensure children are maimntaining
skills and generalizing them across SCThNGS, aCtvincs, routines, maren

als, and people, Third, part of planning shoukl involve determining how

to defiver the CLTs. They can be massed, spaced, or distributed within
meaningtul contexts based on the needs of the child. the learning target,
and the context. Finally, teachers should remember the ultimate out-
comes from blended instruction focus on preschool children (1) aACqUIr
ing andl using knowledge and skills, including communication and carly
fteracy; (2) having positive social-cmotional skills, in ucdling social rela
tonships; and (3) using appropriate behavior 1o meet their needs (Early
Chikihood Outcomes Center, 2005), As learning 1argets are identified,
teachers should consider how the learning target behavior is related 1o

one of these three functional and ultimate outce IS,

Note
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