Chapter 5

Adapting and Evaluating COMPASS
for Transition-Age Youth for Improving
School Outcomes

Check for
updates

Lisa A. Ruble

Overview The goal of this chapter is to describe the process for adapting
COMPASS for transition-age youth and the outcomes. A case study details the steps
in completing COMPASS with a high school student.

“Begin with the end in mind.”

This was a quote from a parent of a high school student with autism when asked
what good transition planning looks like (it also comes from The 7 Habits of Highly
Effective People by Steven Covey). The goal of beginning with the end in mind was
very insightful and could not be more on target. It is what the federal law of the
Individuals with Disabilities Education Improvement Act of 2004 (IDEA; PL
08-446) means when it requires Individual Education Programs (IEPs) to include
transition services as

‘a coordinated set of activities for a child with a disability’ (Sec. 300.43 Transition services)

and ‘designed to be within a results-oriented process, that is focused on improving the

academic and functional achievement of the child with a disability to facilitate the child’s
movement from school to post-school activities, including postsecondary education, voca-

tional education, integrated employment (including supported employment), continuing
and adult education, adult services, independent living, or community participation.’

Schools, caregivers, and students rely on the transition IEP as the roadmap that
articulates and lays out the results-oriented process described in IDEA. It is a prom-
ise to students and caregivers outlining what will happen to ensure a successful
transition from school to post-school activities. The transition IEP is

based on the individual child’s needs, taking into account the child’s strengths, preferences,

and interests; and includes—(i) Instruction; (ii) Related services; (iii) Community experi-
ences; (iv) The development of employment and other post-school adult living objectives;
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and (v) If appropriate, acquisition of daily living skills and provision of a functional voca-
tional evaluation.

However, a promise is not enough. Laws can establish goals but cannot guaran-
tee outcomes. For positive transition outcomes, evidence-based approaches, includ-
ing careful planning, are necessary to ensure good outcomes. IEPs must prioritize
employment or enrollment in internship or volunteer experiences, structured day
programs, training programs, community college, or universities and have clear
strategies to meet these future outcomes by including carefully thought-out activi-
ties that can be implemented during high school as part of the transition plan. Just
merely identifying a goal of employment is insufficient for ensuring the person will
be employed or be involved in activities following high school. We will reflect on
some reasons behind why transition plans are not enough, and other strategies such
as clear intervention plans, outcome monitoring, and most importantly,
parent/caregiver and student input are critical. We also review more in-depth about
the transition IEP in Chap. 3 and specific areas of improvement based on our
research.

Although there are an abundance of interventions for students with autism that
claim to be evidence-based, surprisingly few are research supported. IDEA does not
stipulate what “results-oriented process” should be used or what plans lead to good
outcomes. It falls on educators to determine the best approaches (Findley et al.,
2022). The promise that transition planning should facilitate families’ abilities to
access services so that a personalized and seamless plan based on the needs, prefer-
ences, and strengths of the whole person with autism is maximized to the fullest
extent possible is far from being realized.

But this gap is not solely the fault of school programs. COMPASS is one of the
few interventions with research support that helps address this gap. With funding
from the National Institute of Mental Health, we adapted COMPASS for high school
students. Our initial work, which is highlighted in our first manual on COMPASS
(Ruble et al., 2012), focused on preschool and elementary school-age children with
strong results and superior IEP outcomes compared to children whose teachers did
not receive COMPASS. In the following section, we will describe the COMPASS
intervention and our work in adapting, making, and testing COMPASS and its effec-
tiveness for older, transition-age autistic youth.

COMPASS Adaptation for Transition Youth

Consistent with IDEA and COMPASS is that all goals and plans or teaching strate-

gies to achieve the goals are individualized and personalized to the student. For

special education programs to produce successful transition outcomes, IDEA ensures
...that all children with disabilities have available to them a free appropriate education that

emphasizes special education and related services designed to meet their unique needs and
prepare them for further education, employment, and independent living.
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Thus, by definition, the ultimate outcome of special education services is a seam-
less and smooth transition from high school to postsecondary opportunities. By the
age of 16, well before the time students with autism reach their final year of school,
postsecondary goals for what they will be doing for employment, training, or col-
lege and where they will be living should be identified in the IEP, along with plans
for achieving them. But even more importantly, not only should goals be identified,
they should also be obtained.

Wong et al. (2021) identified the supports that should be prioritized for facilitat-
ing employment outcomes for students with autism. Researchers found that parent
participation was critical for employment. In addition, important school-based tran-
sition supports should include (a) vocational-related services, (b) supports for tran-
sition planning, and (c) work experience. Vocational-related services included
participation in classes related to job readiness/prevocational training, job shadow-
ing and work exploration, internships, specific job skills training, job search train-
ing, and a job coach. Supports for transition planning included having a transition
plan, receiving teacher implemented instruction on transition planning, and identi-
fying service needs in the IEP. Lastly, work experience includes volunteer or com-
munity service during high school, community-based work, and participation in a
school-sponsored work activity.

There are also services outside the school system that should be considered for
the transition IEP. The Rehabilitation Act of 1973 is a federal law that authorizes
grants to states for vocational rehabilitation services, with emphasis on those with
the most severe disabilities. Several researchers have identified the use of vocational
rehabilitation services as a predictor of positive employment outcomes (Hatfield
etal., 2018; Rast et al., 2020; Burgess & Cimera, 2014). Burgess and Cimera (2014)
found that when individuals with autism received VR services, they were more
likely to be successfully employed compared to the overall population of adults
served by VR. These findings point to the importance of having a VR counselor at
the table during transition planning. Yet Shogren and Plotner (2012) reported that
few agencies, including VR, participated in transition planning, a finding that goes
against best practices and also the needs of individuals with autism who often
require more postsecondary support services compared to students with other dis-
abilities. We will revisit the different players, such as VR, important for transition
planning later and provide an example of the different services and a suggested
timeline for transition planning on our website compassforautism.org.

While high-quality and personalized IEP goals are necessary to ensure we are
headed in the right direction, implementing the strategies related to the goals is
where the rubber meets the road. Clear and effective transition plans are the glue to
ensure goals are put into actions. In other words, IEP goals should be related to and
linked to postsecondary goals to ensure the student is meeting the milestones and
benchmarks necessary for a successful transition. In Chap. 3, Findley discusses
these issues in more detail and a measurement tool that can help bridge the gap
between postsecondary goals and IEP goals.
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Overview of COMPASS

Up to this point, we have identified several factors important for positive transition
outcomes—individualized assessment, goal setting, and intervention planning that
includes VR-related services, work experiences, community college and college
readiness experience, etc. But what about other outcomes—those that we often con-
sider as essential for a good quality of life—outcomes such as independent living
skills, friendships, and participation in leisure activities? What do we know about
these types of outcomes and how can we improve them?

With supports, autistic individuals can achieve a good quality of life that includes
a productive, satisfying, and meaningful life, integrated into their communities.
More than 25 years ago, we proposed an alternative framework for a personalized
perspective for conceptualizing, assessing, and intervening to support and improve
adult outcomes in autism that was based on a transactional approach (Ruble &
Dalrymple, 1996). Because people do not live in isolation, we needed a framework
that considers the complex interplay between the individual, family, school, social,
community, and economic resources, i.e., the critical proximal and distal influences
and interactions between individuals with autism and their environments. Proximal
interactions are those most closely connected with the individual and include fami-
lies, friends, and teachers, for example. Distal influences affect the individual less
directly and can include availability of social and community resources such as voca-
tional rehabilitation services, training experiences, and Medicaid waiver services.

We believe that traditional outcome definitions for autism of normal social devel-
opment and independence articulated decades ago tend to misrepresent and under-
estimate the competencies and critical gains in ability that meaningfully impact the
quality of life of those with autism. The COMPASS model is based on the develop-
mental theory that competency, which serves as a buffer against failure, is the result
of reciprocal and dynamic interactions between individuals and their environments
(transactional). If we can examine carefully and identify the contribution that the
environment makes toward reducing individual risk factors and enhancing protec-
tive factors, then we can influence the development of important quality of life skills
(see Fig. 5.1). In other words, all people have personal challenges that when met
with environmental challenges sets the stage for failure. But when personal and
environmental challenges are countered with personal and environmental supports
and protective factors, competence and success can be achieved.

Competence looks different across the lifespan of the individual and is also
person-specific. Transition to adulthood brings with it vocational decisions as well as
demands for more independent living skills. The individual no longer is faced with
the school routine but must now learn social and leisure activities on his/her own
initiative. The social, communication, self-awareness, and emotional competencies
continue to be refined and utilized throughout adult life. The extreme heterogeneity
in autism requires a framework, such as COMPASS, that can be helpful for individu-
als independent of language, cognitive, or social abilities (Ruble & McGrew, 2013).

COMPASS was first described in 2002 (Ruble & Dalrymple, 2002) and manual-
ized in 2012 (Ruble et al.). The original randomized controlled studies of COMPASS
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Fig. 5.1 COMPASS
balance

CHALLENGES SUPPORTS

C COMPETENCE )

focused on young children ages 3-8 (Ruble et al., 2010, 2012). Two randomized
controlled trials demonstrated that IEP outcomes in the critical areas of social, com-
munication, and learning skills are essentially doubled in COMPASS. Further, the
second study compared a web-based coaching approach with traditional face-to-
face coaching with teachers and resulted in similar outcomes. The success of
COMPASS for young children then led to NIH research funding for adapting
COMPASS for transition-age youth (2018). NIH had a special request for applica-
tions in areas understudied, which included research on interventions to improve
transition outcomes. Thus, this chapter will focus on our approach for adapting and
implementing COMPASS with high school students. For the details of implement-
ing COMPASS, the 2012 manual provides step-by-step instructions and protocols
for the initial consultation and coaching sessions.

Approach

Because COMPASS was originally intended for young children, it was necessary to
adapt it for transition-age students. This was because transition brought about a dif-
ferent way of thinking of IEPs and how we make decisions. For young children, we
assess the needs across developmental areas and use our assessment results to deter-
mine IEP objectives. For transition-age youth, we identify postsecondary outcomes
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and use this information to develop IEP objectives that are designed to reach these
outcomes. For effective transition planning, postsecondary outcomes and the strate-
gies to meet them must be clear, measurable, and consistently revisited over time,
based on careful monitoring of progress or lack thereof.

To ensure that the adaptations made for COMPASS reflected student, parent, and
teacher observations of effective transition planning, we conducted a series of focus
groups (Snell-Rood et al., 2018) to help identify our adaptations. In the following
section, we summarize the results.

Focus Groups

Before we adapted COMPASS for transition-age youth, we wanted stakeholder per-
spectives ahead of time. When adapting an intervention, obtaining information from
the people impacted by the intervention is important because we wanted to confirm
what aspects of good transition were embedded in COMPASS and what needed to
be added. We sought to understand the facilitators and barriers of positive, thought-
ful, and thorough transition planning through the lens of stakeholders. We asked
stakeholders about (1) implementation practices (i.e., critical players, services, pro-
cesses, and outcomes); (2) barriers and facilitators to good transition planning and
transition interventions; (3) the role of collaborative relationships (i.e., interagency,
intra-organization, and family-practitioner) and policies (i.e., federal, state, and
school); and (4) what additional measures should be used to evaluate outcomes.

—_

. What are the critical elements of good IEP transition planning? What would we see as a
result of good transition planning? Who should be involved? Who are the critical players?
And what are the key services that we should be described in the transition plan?

2. What are the main barriers or challenges that make it difficult to achieve good IEP transition
planning and what are potential solutions to these challenges?

3. What are the critical elements of a good transition intervention? What would we be able to
observe with a good transition intervention? What services, agencies, organizations, federal,
state, and local that could/should be accessed and included?

4. What are the main barriers or challenges for good transition intervention and what are
potential solutions to these challenges?

5. How will we know if transition planning has been successful (what intervention outcomes
should we expect), and how could we best observe this or know it has been achieved?

We met with 40 stakeholders who represented individuals with autism, parents,
classroom teachers, school administrators, adult service providers, and state policy-
makers and asked the groups to consider the questions detailed in the box. We ana-
lyzed their responses and identified three major themes related to good transition
planning and implementation of transition plans: (a) the planning process that takes
place in schools to help students prepare for transition; (b) the struggle to initiate
life beyond school; and (c) efforts to gain and maintain employment. The first theme
was most relevant for school-based interventions, such as COMPASS. The other
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themes highlight the importance of context and collaboration and input from key
players, including adult service agencies.

For the first theme concerning the transition planning process, stakeholders
described several limitations of the current process such as inappropriate assess-
ment for goal-setting and skill development, and poor communication, including
insufficient involvement of all key players responsible for decision-making needed
for good planning. Underlying all their concerns, one consistent theme was the cru-
cial need for collaborative relationships between school, home, and community
agencies. Another common concern was the lack of an adequate planning approach
that accounted for the full continuum across the autism spectrum. Families lamented
that overall the responsibility for transition planning and the implementation of the
plans shifted from the schools to them. We will talk more about this finding and its
implications in a later section.

Steps to improve implementation of transition planning. Participants of all back-
grounds suggested that IEP meetings could be improved by holding planning ses-
sions beforehand to prepare participants to make decisions at the actual meeting.
Direct, continued communication between schools, families, individuals with
autism, and community providers is necessary for understanding and informed
decision-making. Moreover, the use of collaborative, accessible language that par-
ents understand would facilitate more equitable involvement. Many recommended
that the key players (e.g., employer and service providers) needed for effective tran-
sition planning might vary depending on student needs.

For the second and third themes: (a) struggle to initiate life beyond school and
(b) efforts to gain and maintain employment, stakeholders likened the experience of
transition to walking off a precipice. They noted a lack of services for young adults
post-transition despite policy mandates, inadequate oversight and accountability of
implementation of adult services, and little training for adult service providers to
work with adults with autism. Policies that emphasized differentiating between chil-
dren and adults were viewed as limiting access to adult services. They repeated the
need for collaborative community relationships, with shared understanding of each
other’s roles and how best to work together to create a more seamless experience to
enhance best practices, and a long-term approach to the measurement of transition
outcomes. They also observed that transition plans do not address educational
benchmarks necessary for employment and that insufficient assessment of employ-
ment abilities and opportunities created barriers. They noted that job and individual-
specific support were essential and that ongoing assessment of employment needs
was necessary. Lastly, they returned to collaboration, noting that collaborative com-
munity relationships are critical to support employment of young adults with autism.

COMPASS Adaptations

Based on the focus groups, we adapted COMPASS accordingly. We made four key
changes to COMPASS for transition youth: (1) We revised the process of the con-
sultation to include a discussion of future plans for the next 5 years. (2) To include
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the voice of the students, we updated the COMPASS Profile Assessment for Middle/
High School Autistic Youth and Adults to include more age-appropriate skills and a
self-report version; this activity led to different forms being used during the consul-
tation. And (3) we developed a top ten list of critical activities to be completed by
parents and youth and (4) a transition process resource guide that helps explain what
transition planning is, who the key players are and their primary responsibilities,
and a timeline for planned activities. We review each of the changes briefly and
provide the forms on our website www.compassforautism.org.

Updating the COMPASS Process

In our first book, we describe the COMPASS intervention and the activities associ-
ated with the two parts of the intervention (initial consultation and teacher coaching
sessions) and provide the forms and handouts used for the program. The basic struc-
ture for COMPASS for young children was retained for the transition-age youth.
The main difference is that the original COMPASS program was developed for
children between preschool and elementary school age. COMPASS for transition,
like COMPASS for the younger children, consists of the same two primary activi-
ties, the initial consultation and coaching sessions, that are distinct but related.

The original framework for the COMPASS intervention is illustrated below
(Fig. 5.2) with the white boxes. It consists of two action steps: first, the initial con-
sultation where goal setting and intervention planning happens with the caregiver,
student, and teacher, and second, the coaching sessions that involve activities of
monitoring student progress, monitoring teacher adherence to the implementation
of intervention plans, and problem-solving or modifying intervention plans as
necessary.

The changes are represented by the dark arrows on the right in Fig. 5.2. The first
arrow refers to an added and necessary discussion of the student’s postsecondary
goals (future planning; see box) following high school. To identify post-school
goals, a training packet (available online compassforautism.org) was created and
provided to all the participants that included, in addition to discussion of future
planning, an overview of COMPASS, best practices for transition, and the outline
for the session.

Future planning

1. What will she/he do during the day? (employment, postsecondary education, community
participation)

2. Where he she/he live?

3. How will she/he move about in the community?

4. How will she/he make decisions about finances?

5. What will she/he do for recreation and leisure?

6. How will she/he develop and maintain friendships and relationships?
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Fig. 5.2 COMPASS activities. (Copyright © 2018 by the American Psychological Association.
Reproduced with permission. Ruble et al. (2019)

After discussion of each of the goal areas, including the postsecondary goals,
intervention plans were made. This plan was revisited during each of the follow-up
coaching sessions. Most importantly progress toward implementation of the plans
was discussed, and, when necessary, problem-solving occurred when progress was
not made and plans were changed accordingly.

Profile Assessment for Middle/High School Youth with Autism

Similar to COMPASS for young children, for transition-age youth, parents, teach-
ers, and students (when possible) are asked to complete a profile. The profile identi-
fies the student’s preferences, strengths, frustrations, and dislikes as well as
self-management, behavior, social, communication, and learning skills strengths
and challenges. The profile is reviewed during the initial consultation so that com-
mon strengths and challenges are identified at home and school, as well as differ-
ences. Further, the profile pinpoints critical self-determination skills of social,
emotional, and learning goals necessary for and linked to positive post-school goals
and aspirations. After the skills are identified and turned into measurable goals,
individualized interventions are developed for each goal with consideration of the
student’s personal/environmental challenges and supports. We provide a detailed
case study later in the chapter that illustrates the full process, including the interven-
tion plans.

In our first book, we referred to the profile as the COMPASS Challenges and
Supports form or the joint summary form, aka the COMPASS Profile. For transition
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youth, the profile was adapted in two primary ways. First, a self-report version of
the assessment was developed. To the greatest extent possible, the voice of autistic
students must be part of the transition planning process. In our test of COMPASS
for transition youth, about 1/3 of the consultations involved students who were able
and desired to complete the self-report. A self-report version of the COMPASS
Profile is available online on our website compassforautism.org. Second, the profile
was updated based on age-appropriateness for autistic youth.

Caregivers and teachers completed the COMPASS profiles separately which
were then aggregated into a single report allowing for ratings to be viewed side-by-
side. As a side, teacher feedback about the usefulness of the profile of the student at
home, school, and in the community was that it was extremely helpful (see Chap. 4
for more details on caregiver and teacher perceptions of COMPASS and especially
the profile). The COMPASS Profile (for adolescents and adults) assessment for
autistic youth is available as a .pdf online at compassforautism.org. There is also an
electronic version available on the website that is part of the electronic consultation
and coaching platform. Both the caregiver and teacher forms are freely available at
no charge.

For students who were unable to complete the profile due to difficulties with
reading and comprehension skills, we met with the students in advance of the con-
sultation and conducted an interest assessment of likes and dislikes. This assess-
ment also included activities designed to elicit work skills (starting and completing
a task independently, asking for help, making a request). Common to these students
were the need for augmentative and alternative communication approaches to facili-
tate comprehension and expression as they were generally nonverbal and also had
intellectual disability. Thus, we also assessed ability to understand visual supports
and identified those which were most comprehensible. This allowed us direct
knowledge of the student that helped generate ideas for goals and intervention strat-
egies during the first consultation.

Top Ten Resource List

As mentioned, our focus group members discussed a need for information that was
accessible and understandable by all key players, especially parents when it comes
to important areas related to transition planning. They also reported a need for infor-
mation on a variety of areas such as guardianship, employment, etc. and where to go
for help. As a result, we generated a resource list that was shared with parents prior
to the initial consultation. We provide an example of our list for one state, Kentucky,
on our website compassforautism.org. We hope that this can serve as a template for
providers to use from other states. It is necessary for consultants located in different
states to update this information to reflect their own state agencies and services as
they change over time.
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Transition Handout Reference Guide

Closely related to the top ten list is another reference guide that focuses on transi-
tion specifically and to important related players. In our reference guide, we describe
what the transition process is, who the important people are that make up the pro-
cess and what their roles are, employment, supported employment, educational
opportunities after high school, and a transition planning timeline. We also provide
the federal and state education law related to transition. The example we provide is
for the State of Indiana. Like the top ten list, the reference guide would need to be
adapted for the consultant’s specific state and updated as laws, agencies, and ser-
vices change.

COMPASS Effectiveness

To test COMPASS for transition youth with the modifications, we conducted a ran-
domized control trial (RCT). Research using RCT designs are the strongest because
participants are randomly assigned (such as with a flip of a coin) to a group. One
group receives the intervention, and the comparison group receives services as
usual. This design ensures that group differences that might account for superior
outcomes within the COMPASS group (e.g., fewer individuals with intellectual dis-
abilities) are equally distributed across the two groups. Making sure the students in
the groups are similar is important because research on early intervention for young
children did not always use RCT designs. The Lovaas study, as an example, was
limited because the researchers failed to randomize group assignment. As a result,
children who were in the intervention had fewer autism symptoms than the com-
parison group who did not get the intervention (Schopler et al., 1989); thus, superior
outcomes could have been due to intervening with less severely impacted individu-
als. We know from other studies on early intervention that the children who start an
intervention with better cognitive, language, or adaptive behavior skills and less
autism severity achieve higher outcomes compared to children with lower scores in
those areas (Ben-Itzchak & Zachor, 2007) as the Lovaas study found.

For our RCT of COMPASS with transition youth, we report details of the study
in our published paper (Ruble et al., 2018) and summarize it briefly here. We
recruited 20 participants including the student, caregiver, and the special education
teacher. Eleven students were randomized into the COMPASS group. The compari-
son group teachers received online professional development on three evidence-
based practices of their choosing in transition planning. The activities reported in
Fig. 5.2 were also completed. After the initial consultation, the COMPASS partici-
pants identified goals that were updated and included in the IEP and then used to
create a goal attainment scale (GAS) for each goal. For the comparison group, goals
from the student IEPs were used to create a GAS. This allowed for direct compari-
son on goal progress and type of goals at the end of the school year. We describe the
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goal attainment scale process in our first book in detail (Ruble et al., 2012). At the
end of the school year, a researcher who was not part of the COMPASS intervention
and who was unaware of what group the teacher or student were assigned conducted
teacher interviews and observed videos of the student’s skill level for the goals.
Having a rater who was blind to group assignment helps reduce bias in the findings
and provides additional confidence in the results. The final GAS scores were aver-
aged, and a mean score of 3.6 was obtained for COMPASS and 1.9 for the compari-
son group. This was a significant result that would be observed by chance in less
than 1/1000 replications. A very large effect size of 2 was obtained meaning out-
comes were more than 2 standard deviations higher for the COMPASS group com-
pared to the services as usual group. To help illustrate the COMPASS process,
below, we provide a detailed case study.

Case Study of Tony

Tony is an 18-year-old senior in high school. He attends both a resource room and
general education classroom. He spends about 5 hours a day in general education
and receives special education services from his IEP under the eligibility of autism
and intellectual disability. His IQ, based on the Kaufman Brief Intelligence Test, is
57, and his language skills, based on the Oral and Written Language Test is 77.
Assessment based on the Behavior Assessment Scale for Children (BASC) revealed
parent-reported standard scores that fell within the average range for externalizing,
internalizing, and aggression (mean scores between 53 and 59). Ratings from the
behavioral symptoms index were elevated (72), and adaptive skills were low (32).
Teacher-reported scores from the BASC were consistent with parent report of exter-
nalizing and aggression subscales, but internalizing behaviors were elevated (73)
along with scores for the behavioral symptoms index (68); further adaptive behavior
was low (37). The Vineland adaptive behavior composite was 77 based on
teacher report.

For services, Tony received Medicaid waiver services. He has a Community
Living Supports (CLS) worker (who is not always available because she is in school)
and a case manager. He receives behavioral therapy about twice a week for about
2 hours. Tony says that he vents his frustrations with her, works on making greetings
and eye contact and social skills. He also receives occupational and speech therapy.
There are more comprehensive services provided through a different waiver pro-
gram, but he is on a waiting list. This program would fund residential services.

Although Tony has intellectual disability in addition to autism, he and his mother
decided that he would leave school after he turned 18 rather than continue his
public-school program. When asked about this decision, his mother explained that
she was ready for Tony to move on because school has not been helpful. She said he
has had the same goals year-after-year, and she does not see any benefit. She shared
Tony’s history of hospitalizations for anxiety and externalizing behaviors and felt
that school was the primary reason for his mental and behavioral health challenges.
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A year ago, Tony was hospitalized for aggression. Although he was allowed through
IDEA to continue his education and despite not having any postsecondary services
planned, his mother was fed up. A review of his IEP revealed that Tony had five IEP
goals, including a goal for communication and the rest for academic skills. However,
he had no social emotional learning skill goals. For postsecondary goals, Tony had
goals related to employment, education/training, and independent living. But they
were written as one goal rather than separate goals making specific plans almost
impossible to follow (see Chap. 3 for more detailed discussion of transition IEPs).

COMPASS Consultation

Prior to the consultation, Tony, his mother, Ms. Blair, and his teacher, Mr. Schall,
completed the COMPASS Profile provided in the appendix. The consultant took
copies of the aggregated parent and teacher ratings represented in the joint summary
report of the COMPASS profile to the consultation. Tony’s self-report was also
included. Both the vocational rehabilitation counselor and his case manager were
invited but unable to attend.

The Initial Consultation: Setting Goals and Developing
Intervention Plans

Future planning. For the initial consultation, the consultant began by discussing
Tony’s future plans for where he would live, what he would be doing, and how he
would spend his leisure time. Projecting out 5 years, Tony said that he could see
himself living on his own, perhaps with a roommate, at which point his mother
reported that he did not have the supports for community living (SCL) waiver that
would help fund residential services and was on a waitlist. He and his mom dis-
cussed a meeting they attended the day before on housing and that, so far, the
options available are based on having SCL services that he does not have access to
yet. His mother went on and said

Parents have set up for their children to be independent. And um, kind of emphasizing too

that you want to get your child as independent as possible. Because if anything does happen

to you, you want it to be a smooth transition and they already know what they’re supposed
to be doing, and they already have their supports in place.

She went on further “And that kind of thing, so you know it’s not a good thing to
think about, but you don’t want them be living with you and then all of the sudden
something happens and it’s just a complete upheaval for them.” Tony does receive a
different Medicaid waiver and has a case manager and community living skills
(CLS) worker. The consultant discussed his current waiver and how it could be used
to teach some of the daily living skills such as cooking and transportation that would
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relate to Tony’s long-term goals of living on his own and asked if the CLS worker
could attend the follow-up COMPASS sessions.

When discussing future employment, Tony reported that he was interested in
being a tour guide. He was especially interested in the paranormal and wants to
work in a haunted house as a tour guide for one located in a different state. When
education or training was discussed, Tony and his mom expressed concern that there
was a training program he wanted to attend but that it was in a different town. If he
moved away to this residential training program, he would lose his waver services
because the CSL services required Tony to receive services at least monthly. She
also mentioned another program with mixed feelings—a college-based experience
for students with intellectual disability located in his town as an option. His mother
concluded

Because I see him struggling here [at school], I don’t understand why he wants to continue
with college. But that’s not his perspective. So, you know I've kind of...Part of me says, I
just need to step back and let him do what he wants to do and make his own conclusion. I
think and I've told him that.

For leisure activities, Tony’s mom reported that he is part of the Special Olympics.
He also enjoys sporting events and horse racing. He described that he wants to be
able to make the same choices as anybody else his age and have survival skills. For
transportation, Tony’s mom wants to work on getting him around independently in
the community because she drives him everywhere. His mom says he will walk or
ride his bike, but he cannot do that where they live.

COMPASS Profile

Next, the consultant turned their attention to review the COMPASS profile (see
Appendix). Tony has several preferences and interests such as horse racing, spy
movies, paranormal, sports, and certain foods. He has a great memory and knowl-
edge of certain topics such as horse racing. Both his teacher and mother reported
independently that he is a kind and caring person. For frustrations, his mom reported
concern of Tony “mirroring behavior” of others if he is confronted. She explained
that if Tony interacts with the police and they confront him, he will mirror their
behavior and things may escalate. His mom described a situation that happened
once with a female police officer who remained calm. Because she was calm, he
remained calm. Mom states that Tony will be aggressive if the person who confronts
him is also aggressive. Tony confirmed that “If my boss yells at me I will say, ‘If you
talk to me like that one more time, I'm quitting.”” Thus, the tone of voice when
being corrected is a trigger for Tony. His fears are being wrongly accused or spoken
to in a stern voice. His mother reported that she worries that he will yell back at the
wrong person and end up hurt or in jail. She doesn’t want others to take advantage
of him. His teacher also reported that Tony ruminates about disappointments, such
as not being in the marching band.
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For adaptive skills, more strengths than weaknesses were noted. Of the chal-
lenges, concerns about sleeping, following directions, accepting correction, partici-
pation with a group, and managing transportation were reported. Tony works from
4 to 9 pm at Goodwill, about 17-18 hours/week. Tony explained that he does not get
home until 9 at night. When he gets home, he eats. His mother said that he some-
times goes to bed late or in middle of the day and does not get enough sleep, even
though he seems like he is not tired. He chooses not to get dinner while at work but
may get a snack at the grocery store. When asked about his job, Tony said he does
not like it sometimes because it is kind of boring. At school, he received job training
from an instructor who works with him during his academic internship. Mom asked
if this trainer could go to Goodwill and help Tony. He is supposed to receive job
coaching at Goodwill but does not. Both his mom and classroom teacher agreed that
the job trainer was a good resource and could help him work on skills that could
generalize to other jobs as well as different jobs at Goodwill. Mom says Tony has
mentioned that he may zone out sometimes, especially while working.

For behaviors, Tony’s mom notes challenges with being overly quiet or with-
drawn, engaging in behaviors that may be distasteful to others, and walking away
from others during interactions. His teacher noted several of the same behaviors.
His mom expressed concern that Tony’s unusual mannerisms or compulsive behav-
ior may get in the way during the work by bringing attention to him.

For social interactions, several strengths were noted in the areas of responding to
initiations. The greatest challenges fell within initiations with peers and understand-
ing friendships. Tony does not initiate greetings to others or use the names of peo-
ple. Tony clarified that he knows the names of people, but he does not like giving
someone’s name to another person. He says he thinks it feels strange if a random
person knows your name. He said “that would be weird” because “it feels like the
name is private information.”

With communication, Tony readily initiates for personal needs such as using the
toilet, but he rarely initiates for asking for information, making a choice, or asking
for help. He also does not initiate with others or directly express his feelings such as
when he is angry or frustrated or experiences pain. For expressing himself when his
feelings get hurt, Tony said he tells people when they hurt his feelings, but some-
times he does not tell unless if it is bad; then he will report it to a teacher. Sometimes
it is hard to tell the person directly who hurt his feelings, and he just ignores it. To
let others know when he feels sad, he puts his head down and makes a face, not
verbalizing or expressing his feelings directly. Mom notices that at home when he
gets frustrated, he will move around more and make noises.

Sensory challenges and supports were also reviewed and revealed that Tony has
difficulty listening or paying attention, makes self-induced noises, eats a small
variety of things, does not make much eye contact, has trouble with using tools,
understanding time perception and doing paper/pencil activities, and has sensitiv-
ity to some smells. Tony says he is sensitive to smells of food he does not like.
Mom says the cafeteria is difficult for him. The cafeteria would not be a good job
placement because of food smells and people and crowds. Tony says he likes the
smells of horses. For sensory supports, he needs to move his body a great deal,
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likes music, the TV, videos, and the computer. Tony says he likes all music except
rap. He listens to music on the computer and does research (getting information).
He was on the cross country team freshman year. Running may be a good recre-
ational activity.

For learning skills, Tony has difficulty with distractions and ability to refocus on
the task at hand, starting a new task once the old one is completed, and organizing
himself to perform tasks when multiple materials are in front of him.

As the consultant went through the profile, several ideas emerged for social com-
munication skills important to help at work and school and with interactions with
others. With much discussion among the team, the following three goals were
selected: (i) When Tony is greeted by or sees someone, he will respond to or initiate
a greeting and will follow up with a question at least twice per day with at least 90%
accuracy. (ii) When feeling that he is being confronted or corrected, Tony will stay
calm, acknowledge the person, and return to his work/task with 100% accuracy.
And (iii) when assigned an activity, Tony will start and complete the task indepen-
dently within the required timeframe with at least 80% accuracy. Table 5.1 summa-
rizes the goals, personal and environmental challenges, and supports related to the

Table 5.1 Tony’s COMPASS goals and intervention plans

Goal One

When Tony is greeted by or sees someone, he will respond to or initiate a greeting and will
follow up with a question at least twice per day with at least 90% accuracy.

Personal Challenges to learning are: Being sleepy, unaware, initiating, anticipating,
uncomfortable using people’s names; perspective
taking

Environmental Challenges to learning are:  People talking too fast

Personal supports for learning are: Knows how to greet someone

Environmental supports for learning are: Mom, Mr. Schall, other school teachers

Teaching Plan Strategies:

Use a social narrative or social story for Tony to understand the importance of greetings.
‘Write down the following steps for him to review:
o Prepare self, think of name, try to think of last thing you talked about with them if you
know them, and then say, “Hi, how are you?”

e Review what is okay to say to people depending on who they are (teachers, bosses, family,
classmates, grocery clerk, etc.) and Learn when it is okay to tell someone another person’s
name.

o Use circle of social boundaries to understand what is appropriate for whom
Role play interactions and review videotape of role plays of self and others
Coach peers to practice social greetings (arrivals and departures) with Tony

Implementers: Mr. Schall, Mr. Hirn (Strategies teacher), Ms. Duncan (Academic Internship
teacher), Mom, family members, speech therapist, peers

Data: Task analysis of interactions with different people in the circle

(continued)
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Table 5.1 (continued)

Goal Two
When feeling that he is being confronted or corrected, Tony will stay calm, acknowledge the
person, and return to his work/task with 100% accuracy.
Personal Challenges to learning are: Does not have a calming strategy, misinterprets tone of
voice; believes it is okay to challenge or respond in
kind; understanding “authority” and long-term

consequences

Environmental Challenges to leaming Confrontational people, not having someone around

are: who can intervene; people with an authoritarian
approach / tone of voice

Personal supports for learning are: Can read, can do role plays

Environmental supports for learning are:  Mom, Mr. Schall, Strategies class; peers

Teaching Plan Strategies
e Review a social narrative / social story with Tony about why it is important to stay calm

when feeling threatened, especially by authority figures, and to use assertive skill instead

of aggression in response to feeling threatened.

Teach Tony who are authority figures (and that we all have them).

Develop a calming strategy with Tony’s input for when confronted, corrected, or stressed.

Teach/practice assertiveness skills strategies

Teach him about the difference between assertiveness and aggressiveness — how does

assertiveness look different from aggressiveness? A video of the two might help him see

the difference.

e “Social autopsies” might help him understand the consequences of confrontation using
pretend examples https://usc-word-
edit.officeapps.live.com/we/(http:/opi.mt.gov/users/dougdoty/weblog/b0fd1/Social_Skills
Autopsies.html)

e Facilitate a discussion between Tony and his peers/peer tutors about their strategies for
remaining calm when confronted or corrected

e Set up situations and role play with peers

e Use visuals for calming strategy such as an emotional thermometer and practice using this
every day

e Practice identifying emotions (how his emotions impact his thoughts and behaviors).

e Try your best before the coaching session. We can also help and would be happy to talk to
Dr. Henry and others.

e Share the plan with others so that we can focus on the positive and how well Tony does.

Implementers:  Mr. Schall, Mr. Himn (Strategies teacher), peers/peer tutors, Dr. Henry

Data: Track if he uses the positive skills of remaining calm and using his words in an
assertive manner (we need to make sure he understands what it would look like
if he was meeting the goal)

(continued)
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Table 5.1 (continued)

Goal Three
‘When assigned an activity, Tony will start and complete the task independently within the
required timeframe with at least 80% accuracy.
Personal Challenges to learning are: Loses track of time, zones out, may not tell time
well on certain clocks
Environmental Challenges to learning are:  Unstructured or open-ended tasks; distractions in
the environment
Personal supports for learning are: Can tell time using five-minute increments
Environmental supports for learning are: ~ Timers, digital clocks, Strategies class
Teaching Plan Strategies:

. Teach self-monitoring skills

o Learn and practice a strategy for managing time (how to decide how much work has to
be done by a certain amount of time)

. Explore options for keeping time (e.g., wristwatch, stopwatch, timer)

. Start in the classroom; when he receives direction of what to do, let him know by what

time, how much work should be done. Then review his progress afterwards. Perhaps have some
kind of visual that shows what percentage of the work he completed within a certain time
period.

Implementers: Mr. Schall, CLS worker, mom, Tony, Mrs. Jenkins
Data: Teacher observation

Post-secondary goals for Tony that are measurable

Goals Plans
1. After high school, Tony will At this time, Tony plans to keep his job at Goodwill.
work and/or take classes. Mrs. Blair will work to get VR involved to provide

any job or educational supports. His teacher will ask
the VR counselor to come to the coaching session.
Tony will contact someone at SHEP (the Supported
Higher Education Project) to learn about the supports
he can receive if he decides to take college classes.
2. After high school, Tony will live  Tony currently has a CLS worker through the
at home until he transitions to a Medicaid waiver program. Tony is currently on the
more independent living waiting list for the SCL waiver. Mrs. Blair will talk
placement that provides with Tony’s CLS case manager about how much CLS
can help provide supports for independent living. They
had thought about Carl Perkins, but given Tony’s job,
have put this to the side.
3. After high school, Tony willuse ~ Mr. Schall will talk with Mrs. Flannery about teaching
public transportation i.e., city bus  and practicing with Tony how to use public
or Wheels. transportation or Wheels. Mrs. Blair will talk with
Tony’s CLS worker about practicing how to use
public transportation with Tony out in the community.

(continued)

community supports




5 Adapting and Evaluating COMPASS for Transition-Age Youth for Improving School... 107

Table 5.1 (continued)

4. After high school, Tony will Tony’s mom is his financial guardian. Mr. Schall will
make financial decisions with talk with Mrs. Jenkins about teaching and practicing
help from his mother — work with ~money management skills with Tony.
teacher (Mrs. F) at school about
using money.

5. After high school, for leisure Tony enjoys many different sports and currently plays
Tony will go to the movies and on different Special Olympics sports team. Tony will
continue to participate in several ~ continue to participate in sports teams. Tony’s CLS
sports teams. worker will take him to the movies and sporting

events. The local university has a peer buddy program
that might be a resource.

6. After high school, Tony will have Tony will try to make friends with his co-workers and
friends through a variety of others on his sports teams, co-workers. Tony may join
activities. a peer buddy program through SHEP or go to the local

YMCA and find friends through these activities.

goals, including the intervention plans for each goal. A template that can be used for
creating teaching plans is available in Chap. 2 and also on our website compass-
forautism.org. Following the intervention plans are the postsecondary goals for
Tony and the plans to reach them.

After the initial consultation, specific recommendations were made and activities
discussed in preparation for the first coaching session (see box).

Recommendations from the Consultation:

The IEP and post-secondary goals will be added through an addendum to Tony’s IEP either at

the IEP meeting scheduled for the spring or earlier. In the meantime, everyone agreed that the

goals will be carried out now.

e There will be four coaching sessions during the academic year. The coaching should take
about 1 — 1.5 hours. Please have the VR counselor and Tony’s CLS worker and case
manager attend. It would be great if Tony could attend for a few minutes as well. Please
share this report with all of Tony’s providers, including the VR counselor.

To make this time as efficient as possible we ask that the following be done:

e Make a short video of Tony working on each of the goals. The consultant will download
and view the clips during the coaching session. They don’t need to be very long, 5 min or so
would do, just need enough to score his progress on his goal.

* We would like to gather information on his progress at home.

Collect the most recent data regarding each of the three goals.

e Be ready to discuss ideas for the teaching plan and any tweaking of the plan that needs to be
done.

e For the goal of learning to stay calm when corrected or confronted, it might be helpful to
invite the school psychologist as we discuss the strategies and evaluate how things are
working.

In addition to discussing the progress on the individual goals, we will also talk about the action
plans for the post-secondary goals described above for Tony.
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Coaching Sessions

Prior to the first coaching session, the consultant prepared a goal attainment scale
(GAS) for each of Tony’s three goals (see Fig. 5.3) The GAS was used for progress
monitoring and decision-making. The bolded wording reflects adjusted criterion
descriptions that if met, would represent progress at that level. Tony, his teacher, and
his mother participated in four follow-up coaching sessions that focused on the
implementation of the intervention plans related to the IEP and to his postsecondary
goals, assessment of Tony’s progress toward his goals, and problem-solving. A sum-
mary of the first coaching session and the fourth (last) coaching session is provided.

2 -1 0 +1 +2
Present level of Progress Expected level = Somewhat more than Much more than
performance of outcome expected expected
(GOAL)

Challenges are ~ When Tony is | When Tony is = When Tony is greeted =~ When Tony is greeted
being sleepy, greeted by or | greeted by or | by or sees someone, he | by or sees someone, he
unaware, sees someone, | sees someone, | will respond to or will respond to or
initiating, he will he will initiate a greeting and | initiate a greeting and
anticipating, respond toor | respond to or | will follow up with a will follow up with a
uncomfortable  initiate a initiate a (two) questions at least = (three) questions at
using people’s  greeting (does = greeting and twice (three times) per | least twice (four times)
names; not need to will follow up | day with at least 90% per day with at least
perspective follow up with a (100%) accuracy. 90% (100%) accuracy.
taking with a question at
Difficulty if question) and | least twice per
people talk too ~ will followup | day with at
fast with a least 90%
Knows how to  question at accuracy.
greet someone  least twice

(once) per day

with at least

90% (45%)

accuracy.
Does not have ~ When feeling | When feeling = When feeling that he is = When feeling that he is
a calming that he is that he is being confronted or being confronted or
strategy, being being corrected, Tony will corrected, Tony will
misinterprets confronted or | confronted or | stay calm, stay calm, acknowledge
tone of voice; corrected, corrected, acknowledge the the person, and return to
believes it is Tony will stay | Tony will stay = person, and return to his work/task with
okay to calm (with calm, his work/task with 100% accuracy. (He
challenge or reminders) acknowledge = 100% accuracy. (He will be able to identify
respond in acknowledge | the person, will be able to identify | several strategies used
kind; difficulty = the person, andretumto | two calming strategies = for relaxation and the
understanding  andreturnto | his work/task = used and/or the other | other person’s
“authority” and = his work/task | with 100% person’s perspective.) | perspectives) or (He

(with accuracy. will have 50% fewer

Fig. 5.3 Tony’s goal attainment scale
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long-term prompting) occasions when he
consequences  with 100% feels confronted or
Uncomfortable = (50%) corrected.)
with accuracy.
confrontational
people, not
having
someone
around who
can intervene;

Loses track of =~ When When When assigned an When assigned an
time, zones out, assigned an assigned an activity (two activities = activity (three

may not tell activity, Tony | activity, Tony | or in the same class or = activities or in the
time well on will start and | will start and | from two different same class or from
certain clocks  completethe | completethe | classes/environments), three different
Difficulties task (with task Tony will start and classes/environments),,
with prompting) independently = complete the task Tony will start and
unstructured or ~ independently = within the independently (and complete the task
open-ended within the required ask someone else to independently

tasks; required timeframe edit his work or get (checking his own
distractions in  timeframe with at least another task) within work or get another
the with at least 80% accuracy | the required timeframe | task and complete it)
environment 80% (40%) once per with at least 80% within the required
Can tell time accuracy once | week. (90%) accuracy once timeframe with at least
using five per week. per week. 80% (100%) accuracy
minute once per week.
increments

Timers, digital

clocks,

Strategies class

are supports

Fig. 5.3 (continued)

Coaching 1

The consultant was delighted that several of Tony’s team members attended the first
coaching session including his Medicaid waiver case manager, Ms. Hirn, and OVR
counselor. The team is also pleased that Tony decided to join the session. Each per-
son participated and contributed valuable information throughout the hour and a
half-long first coaching session. The team discussed the progress of each goal for
Tony that was being followed throughout the school year. The team also reviewed
the progress made toward each of Tony’s postsecondary goals.

Observation and Discussion for Goal 1

For each skill, the team observed a video of Tony’s most current level of perfor-
mance. The first skill is when Tony is greeted by or sees someone, he will respond to
or initiate a greeting and will follow up with a question at least twice per day with
at least 90% accuracy. For this skill, the team observed Tony and Mr. Schall prac-
ticing how to respond to a greeting. Tony and Mr. Schall role-played a greeting and
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response with Mr. Schall explaining different ways Tony could possibly respond.
Mr. Schall and Tony also began discussing what is okay to say to people depending
on who they are such as teachers, bosses, classmates, etc. The next step is to involve
Tony’s academic internship teacher, Ms. Duncan, and learning strategies teacher,
Mr. Hirn, and peers to help Tony practice in a variety of situations. It was suggested
that Mr. Jenkins, the speech language pathologist, may also be able to help Tony
practice this skill. Mrs. Blair suggested that Dr. Henry’s “Lunch Bunch” group
could be a great opportunity for Tony to practice this skill with his peers.

The team reviewed the teaching plan, and Mr. Schall stated he has not yet worked
on social stories with Tony but will begin creating some samples. The skill is worked
on at least once a week and data are being kept. Tony has worked on this goal with
Mr. Schall. A review of progress using the goal attainment scale (GAS) form showed
that Tony is making progress. Based on the video, he received a score of —1.5
because he has role-played greetings.

Observation and Discussion for Goal 2

For the second goal of staying calm, acknowledging the person, and returning to his
work/task with 100% accuracy when Tony feels that he is being confronted or cor-
rected, the team observed a video of Tony and Mr. Schall discussing emotions and
his response to a recent instance when he was corrected at work. In the video, Tony
stated his boss used a firm voice and corrected Tony to put clothes in the right bin.
Tony said that he did not verbally respond to his boss, but did remain calm and did
what his boss said because his boss did not yell at him. Tony also talked about how
he did not stay calm while watching a movie at school because it made him upset.
Tony provided another example when he did not stay calm when his teacher said he
would have to get off the computer, if he did not stay calm. He explained that he did
not yell at her or say anything inappropriate. The consultant reviewed some hand-
outs on social autopsies, relaxation strategies, and maintaining control. At a couple
of different points during the conversation related to this goal, Tony became visibly
upset (rubbing his hands on his pants and breathing heavily). It was difficult for him
to listen to this conversation, but he did remain calm overall. He left the room a few
times. His mom asked him to explain where he was going, and he did. But on his
own, he came back to join the conversation each time.

The teaching plan was reviewed, and the consultant discussed involving Dr. Henry
(school psychologist) to talk to Tony about the importance of staying calm and differ-
ent calming strategies. The consultant also discussed possibly allowing Tony, when he
is upset, the opportunity to state he needs a break, then to step away, calm down, and
then come back when calm as he demonstrated today. Tony’s other teachers would
have to agree to this as well. Tony has worked on this skill one time and data are not
being kept. The consultant discussed tracking data by having Tony report to Mr. Schall
at the end of English class any instances he stayed calm. The following sentence was
developed for Tony to use for his self-report: When I was upset (write number of times
you were upset), I stayed calm (write number of times you stayed calm). Tony has
worked on this skill with Mr. Schall and peers. A review of progress using the GAS
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form showed that Tony is making progress. Based on the video, he received a score of
—1 because he was able to stay calm and return to his work when he was corrected.
He also stayed calm during the conversation of this goal and returned to the discus-
sion. The team praised Tony for his efforts of staying calm and returning to the ses-
sion, and reminded him how important his input was for his program.

Observation and Discussion for Goal 3

For the last goal of starting and completing the task independently within the
required timeframe with at least 80% accuracy, a video of Tony demonstrating the
skill was not made. The team reviewed a sample of Tony’s English assignment given
by Mr. Schall. Mr. Schall said he gave the assignment to Tony, walked away, returned,
and saw that Tony had stopped working. Tony explained he will sometimes “zone
out” while sorting clothes at work and he has been asked to not do this by his employ-
ers. Tony also indicated he sometimes chews clothes when he zones out and says his
counselor at work has told him to not chew on the clothes. He is aware of his chew-
ing and more problem-solving about this would be helpful (such as why he chews,
what can he do to replace this skill with something more appropriate).

The consultant reviewed the teaching plan and clarified the goal for this skill is
to occur once per week. The new goal reads: When assigned an activity, Tony will
start and complete the task independently within the required timeframe with at
least 80% accuracy once per week. The consultant suggested that he work on this
skill daily, even though data might be collected only once a week. The skill has been
worked on once and data are not being kept. The GAS form was reviewed; however,
because no video was available for review, the consultant did not assign a GAS score.

Review of Postsecondary Goals

Next, the consultant reviewed the progress toward each of Tony’s postsecondary
goals. See the attached table for progress toward the goal using the three-point scale
(1 = no progress; 2 = some progress; 3 = completed). Table 5.2 shows the ratings of
progress toward postsecondary goals. Ratings of 2, some progress, were given at the
first coaching session. Some plans had not been implemented and received no score.

Next Steps

The team made the following recommendations for the next coaching session,
including adding the goals into Tony’s IEP and obtaining more involvement from
his team.

1. Adding the goals to the IEP, both the personal goals and the postsecondary goals
2. Getting Ms. Duncan, Mr. Hirn, and Mr. Jenkins involved with goal one
3. Getting Dr. Henry involved with goal two
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This coaching session should take about 1 hour. The consultant hoped that Tony,
Mr. Schall, Mrs. Blair, Ms. Hirn, Ms. Prater, and Tony’s behavior specialist
might attend.

1. To make this time as efficient as possible, please have the following done:

e Make a short video of Tony working on each of the goals.

e Collect the most recent data regarding each of the three goals.

* Be ready to discuss ideas for the teaching plan and any tweaking of the plan
that needs to be done.

2. In addition to discussing the progress on the individual goals, the consultant will

also talk about the action plans for and progress with the postsecondary goals
described below for Tony (Table 5.2).

Table 5.2 Tony’s postsecondary goals and plans

Coaching 1 and Coaching 4 Post-secondary Goal Progress and Planning for Tony
Goal Plan Progress at Coaching 1/ Coaching | Coaching
Progress at Coaching 4 1 4
1. Afier high school, | Mrs. Blair will work to get | The vocational assessment has been 2 3
Tony will work VR involved to provide any | completed.
and/or take classes. | job or educational supports.
His teacher will ask the VR | OVR counselor attended. 3 3
counselor to come to the
coaching session.
Tony will contact someone | Tony applied for the TPSID program, 3 3
at SHEP (the Supported submitted his recommendations, and
Higher Education Project) | has an interview for the program
to learn about the supports | scheduled for March.
he can receive if he decides
to take college classes.
2. After high school, | Tony does not currently
Tony will live at have a CLS worker through
home until he the Michelle P. Waiver.
transitions to a Tony is currently on the
more independent | yairing list for the SCL
living placement waiver.
that provides
community Mrs. Blair will talk with (coaching 1) Tony's case manager 2 3
supports Tony's CLS case manager | will add time management skills to
about how much CLS can | his behavior plan. His case manager
help provide supports for also offered to invite behavior
independent living. Will specialist to next coaching session;
get behavior specialist (coaching 4) behavior specialist
involved with working on | joined meeting by phone and states
goals and skills for going she will work with Tony on the
out in the community. suggested strategies.
3. After high school, | Mr. Schall will talk with (coaching 1) Tony will go on outing 2 2
Tony will use Mrs. Flannery about in January to practice using public
public o teaching and practicing transportation; (coaching 4) Mr.
transportation 1.¢., | with Tony how to use Schall spoke to life skills teacher
city bus or Wheels. | 1 plic wransportation or about upcoming practice
Wheels. opportunities in March.

(continued)
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Tab. 5.2 (continued)
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Mrs. Blair will talk with
Tony's CLS case manager
about practice using public
transportation with Tony
out in the community.

Mrs. Blair will look into the
application process for transportation
* OVR will see if supported

employment can help Tony learn how

to utilize Wheels.

4. After high school,
Tony will make
6 [

Tony's mom is his

financial guardian.

with help from his
mother — work with

Mr. Schall will talk with
Mrs. Flannery about

Mr. Schall and Mrs. Blair will ask
OVR about support for developing

teacher at school teaching and practicing money management skills. * VR says

about using money. | money management skills, | these skills can be worked on at the
including purchasing and | training program.
budgeting, with Tony.

5. After high school, | Tony enjoys many different

for leisure Tony sports and currently plays

will goto the on different Special

mavies and Olympics sports team.

continue to Tony will continue to

:::::;f:::o:s participate in sports teams.

teams.

Tony's CLS worker will
take him to the movies and

Trying to find a new CLS worker.
May use the university Peer Buddy

sporting events. Program.
The local university has a Tony signed up for the peer buddy
peer buddy program that program in Sept. and has a peer

might be a resource.

buddy.

6. After high school, Tony will try to make Trying to find a new CLS worker.
Tony will have friends with his co-workers | May use the Peer Buddy Program.
friends through a and others on his sports
variety of activities. | eams, co-workers.

Tony may join a peer Trying to find a new CLS worker.
buddy program through May use Peer Buddy Program.
SHEP or go to the local
YMCA and find friends
through these activities.

Coaching 4

The consultant met with Tony, Mrs. Blair, Mr. Schall, the VR counselor, and his
CLS worker for the final coaching session. Tony’s behavior specialist was also able
to join us by phone. The team discussed the progress of each goal for Tony. The
team also reviewed the progress made toward each of Tony’s postsecondary goals.

Observation and Discussion for Goal 1

For the first skill When Tony is greeted by or sees someone, he will respond to or initiate
a greeting and will follow up with a question at least twice per day with at least 90%
accuracy, the team watched a video of Tony and Mr. Schall practicing how to greet
someone or respond to a greeting. Tony and Mr. Schall role-played a brief conversation
consisting of a greeting, response, and at least one follow-up question. Mr. Schall
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initiated the first greeting and then let Tony practice initiating. At this first attempt,
Tony’s voice was too low for Mr. Schall to hear. Mr. Schall discussed appropriate vol-
ume and different forms of greetings and let Tony try again. At this next attempt, Tony’s
volume was more appropriate. Throughout the role-play, Tony asked appropriate fol-
low-up questions. The team reviewed the teaching plan. The skill is worked on at least
once a day, and data are being kept with Google Docs. Tony has worked on this goal
with Mr. Schall and other teachers. A review of progress using the goal attainment scale
(GAS) form showed that Tony has exceeded his goal. Based on the video, he received
a score of +1 because he can respond to a greeting and will follow-up with more than
one question. To achieve a higher score, Tony can begin to ask more questions and will
respond to or initiate greetings with different people, such as peers.

Observation and Discussion for Goal 2

For the second goal of staying calm, acknowledging the person, and returning to his
work/task with 100% accuracy when Tony feels that he is being confronted or cor-
rected, the team observed a video of Tony and Mr. Schall role-playing a work situation
in which Tony’s boss is correcting Tony in a stern voice. Tony remained calm when
being corrected in the role-play and in the discussion about the goal. Mr. Schall and
Tony discussed ways Tony could respond assertively in such a situation. Tony and Mr.
Schall also discussed different strategies for staying calm including taking a time out to
take a deep breath and picturing oneself as the eye of a storm to stay calm. Tony shared
an instance in which, while working on the tech crew of a school play, Tony was given
tasks to complete by his teacher in a stern voice. Tony states he stayed calm because he
remembered that doing those tasks are part of his job and that is why he is there. Tony
also shared an instance in which he felt a lot of pressure to do well during a softball
game and states he gave himself a time out, took a deep breath, and then resumed play-
ing. The teaching plan was reviewed. This skill is worked on daily with Mr. Schall, and
other teachers and data are not being kept. A review of progress using the GAS form
showed that Tony has met and exceeded his goal and received a score of +1.

Observation and Discussion for Goal 3

For the last goal of starting and completing the task independently within the
required timeframe with at least 80% accuracy once per week, the team watched a
video of Tony starting and completing a reading task given by Mr. Schall. Tony was
instructed to read a passage and then answer three questions. Mr. Schall and Tony
report he took 15 minutes to complete the task. Tony reports he “zoned out” at one
point during the task but states he was able to bring himself back on task. The team
discussed different ways to help Tony stay on task such as using a wrist watch with
a timer set to vibrate every 5—10 minutes (depending on the task) or using a printout
that Tony can use to self-monitor every 5 minutes by making a checkmark if he has
stayed on task or an “X” if he has zoned out. The team also discussed possibly giv-
ing a reward if Tony is able to stay on task 100% of the time. This will be further
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discussed by Tony and his mom. The team reviewed the teaching plan. This skill is
worked on daily and data are being kept. This skill is worked on with Mr. Schall and
other teachers. Based on teacher report and the video, the team determined that
Tony is at the —0.5 level on the GAS form.

Postsecondary Goals for Tony

Next, the team reviewed the progress toward each of Tony’s postsecondary goals. See
Table 5.2 for the last coaching session ratings. Unlike the first coaching session where
many plans were not yet initiated, all plans were in process during the final session.
Almost half of the goals were achieved. For those areas that were in progress, the team
talked about Tony learning how to contact the local transportation services to set up
rides. The consultant also talked briefly about budgeting and spending. His vocational
rehabilitation counselor will search for resources on teaching budgeting. These would
be good goals to target at school, home, and out in the community.
After the coaching sessions, the following next steps were planned.:

—_—

. Make video of progress on each goal for final evaluation.

2. Continue to work on responding at an appropriate volume, asking more follow-
up questions, and initiating greetings with different people.

3. Continue to practice calming strategies and teaching the difference between

assertiveness and aggressiveness.

For the final assessment of Tony’s progress, the consultant will make plans to call
Mrs. Blair so she can join by phone conference to discuss the postsecondary goals
and their accomplishment. The consultant also planned to take a few minutes to talk
with Tony.

To make this time as efficient as possible, the consultant asked that the following
be done:

* Make a short video of Tony working on each of the goals. If possible, email the
videos ahead of time for a more efficient meeting.

* Collect the most recent data regarding each of the three goals and provide an
example of each.

In conclusion, in this chapter, we described our process for adapting COMPASS
for transition-age autistic youth. We also reported the success of COMPASS for
achieving IEP goals and postsecondary goals. We concluded with a detailed case
study of a student, Tony, and his outcomes. The case study illustrates that complex
decision-making in all areas of life that need to be addressed during transition.
Many individuals are often involved—teachers, pre-employment specialists, voca-
tional rehabilitation counselors, Medicaid wavier personnel, case managers, and
more. But the most important individuals are the autistic youth and young adults
and their family members. We learned that the postsecondary goals for community
living, employment, leisure, transportation, budgeting, etc. require specific planning
and strategies that fall on the autistic student and/or caregiver to implement. Often
these plans generated ideas and discussion that involved a network of services and
people that required organization, communication, and follow-up.
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COMPASS Profile
COMPASS Consultation

Download print-ready, use-ready Versions of many helpful forms at https://com-
passforautism.org/blank-forms/

COMPASS Profile
COMPASS Consultation

Tony R
Student Name

2004-02-02
Date of Birth

ABC school
School Name

Date of Consultation

Ms. Blair
Caregiver

Mr. Schall
Teacher

Lisa Ruble
Consultant


https://compassforautism.org/blank-forms/
https://compassforautism.org/blank-forms/
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1. Likes, Strengths, Frustrations and Fears

Likes/Preferences/Interests:

Comments:

Strengths Or Abilities:

Frustrations:

Comments:

Fears:

TEACHER

Horse Racing And Jockeys,
Sports (He Plays Basketball,
Flag Football, Softball, And
He Has Run Track/Cross
Country), Shows On the
Paranormal.

Tony Loves Horse Racing
and The Paranormal

Tony Has A Great Deal of
Knowledge About Horse
Racing And Its History With
Regards To The Triple
Crown Races, Etc. He Seems
to Have A Sharp Memory in
those Areas Of Interest. Tony
Is Very Kind and A Caring
Person.

Tony's Primary Frustration

Is Note Being Able To
Participate In Marching
Band. He Is Also Frustrated
By Lack Of Attention From
Girls His Age.

Tony Seems To Ruminate
About His With Not Being
In The Marching Band. His
Older Sisters Were In The
Band; He’s Been Unable To
Participate Since He Had An
Incident During The Summer
Practice Sessions A Few
Years Back.

117

CAREGIVER
Movies, Especially Spy
Movies, Ghosts, Spies, Horse
Racing, Pizza, Spaghetti,
McDonalds, Hotdogs, Soft
Taco Shells And Melted
Cheese, Mac and Cheese, Ice
Cream, To Watch And Play
Sports

Tony Usually Has A Good
Memory. He Is Good At
Sports When He Actually
Practices. He Is Usually
Mature. Tony Has A Kind
Heart.

When He Gets Confronted,
He Mirrors The Demeanor Of
The Person Confronting Him
(E.g., If They Yell, He Yells
Back). When He Loses In
Sports.

Poisonous Spiders. Tony Is
Not Afraid Of Much.
However, He Tends To Not
Like Being Wrongly Accused
Or Being Spoken To Sternly.
My Fear is That He Will Yell
Back At The Wrong Person
And Will End Up Hurt Or In
Jail. T Also Don’t Want
Others To Take Advantage
Of Tony.
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2. Adaptive Skills

Directions: Please answer each item using the scale as it presently applies to the individual
with ASD, with "1 " meaning "not at all a problem" and "4" meaning "very much a problem."
Add examples and notes as desired.

SELF MANAGEMENT TEACHER  CAREGIVER
1. Performing Basic Self Care Independently 1 2
2. Entertaining Self In Free Time 2 2
3. Changing Activities -- Transitioning 2 2
4. Sleeping 1 3
RESPONDING TO OTHERS TEACHER CAREGIVER
5. Following 1 or 2 Step Direction 2 3
6. Accepting “no” 2 2
7. Answering Questions 1 1
8. Accepting Help 1 1
9. Accepting Correction 2 3
10. Being Quiet When Required 1 2

UNDERSTANDING GROUP BEHAVIORS
TEACHER CAREGIVER

11. Coming When Called To Group 2 1

12. Staying Within Certain Places — 1 1
Lines, Circles, Chairs, Desks

13. Participating With The Group 3 3

14. Talking One At A Time 2 1

15. Picking Up, Cleaning Up, 2 2

Straightening Up, Putting Away

UNDERSTANDING COMMUNITY

EXPECTATIONS TEACHER  CAREGIVER

16. Understanding Who Is A Stranger 1 2

17. Going To Places In The Community (Place Of 1 2
Worship, Stores, Restaurants, Malls, Homes)

18. Understanding Safety (such As Streets, 1 2
Seatbelts)

19. Managing Transportation (Cars/buses) 2 4
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3. Behaviors*

Directions: Please answer each item using the scale as it presently applies to the
individual with ASD, with "1 " meaning "not at all a problem" and "4" meaning

"very much a problem."

1. Acting Impulsively, Without Thinking

w N

Nowun kA

S

10.
11.
12.

13.
14.

15.
16.

17.
18.

19.
20.

21.

22.

Hitting Or Hurting Others

Damaging Or Breaking Things That Belong To
Others

Screaming Or Yelling

Having Sudden Mood Changes

Having Melt Downs

Having A Low Frustration Tolerance; Becoming
Easily Angered Or Upset

Crying Easily

Being Overly Quiet; Shy, Or Withdrawn

Acting Sulky Or Sad

Being Underactive Or Lacking In Energy
Engaging In Behaviors That May Be Distasteful
To Others, Such As Nose-Picking Or Spitting
Touching Themselves Inappropriately
Engaging In Compulsive Behaviors; Repeating
Certain Acts Over And Over

Hitting Or Hurting Themselves

Becoming Overly Upset When Others Touch Or
Move Their Belongings

Laughing/giggling At Inappropriate Times
Ignoring Or Walking Away From Others During
Interactions of Play

Touching Others Inappropriately

Engaging In Unusual Mannerisms Such As Hand-
Flapping Or Spinning

Having To Do Things In The Same Exact Way
Each Time

Having Difficulty Calming Themselves Down
When Upset Or Excited

*|tems are based on the Triad Social Skills Assessment

TEACHER CAREGIVER

2

1
1

NN N W BN

%]

2

2
2

N N NN

B o
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4. Social Skills

Directions: Please answer each item on a scale of 1-4 as it presently applies to the individual with
ASD, with 1 meaning "not at all a problem "and 4 meaning "very much a problem." Please answer
each item first in terms of the person's interactions with adults, and then with peers or classmates.

AFFECTIVE UNDERSTANDING/ PERSPECTIVE
TAKING TEACHER CAREGIVER
With  With  With  With
Adults Peers Adults Peers

1. Understand What Other People's Facial Expressions Mean? 2 3 2 3
2. Understand What Other People's "Body Language™ Means? 3 2 3 3
3. Use A Wide Range Of Conventional Facial Expressions 3 4 3 3

To Express Their (For Example, Raised Eyebrows To

Express Surprise; A Scowl To Express Anger)?

4. Use A Wide Range Of Gestures Or "Body Language” To 3 Bl 3 3
Communicate (For Example, Use An “OK” Hand Sign;

Cross Arms When Angry)?

5. Understand That Other People Can Have Thoughts And 2 3 2 2
Feelings That Are Different From Their Own?

6. Understand Other People's Perspectives In A Variety Of 3 3 3 3
Situations (I.e., Put Themselves “In Another Person’s

Shoes™)?

7. Understand What Makes Other People Feel Basic 2 3 2 2
Emotions Such As Happiness, Sadness, And Fear?

8. Understand What Makes Other People Feel Complex 2 4 2 2
Emotions Such As Surprise, Guilt, And Embarrassment?

9. Understand How Their Behavior Affects Or Impacts 2 4 2 2
Other People?

INITIATING INTERACTIONS TEACHER CAREGIVER

With With With With
Adults Peers Adults Peers

10. Initiate Greetings To Familiar People On Their Own? 3 4 3 3
11. Invite Others To Join In Activities With Them? 2 g 2 4
12. Join A Group Of Peers Who Are Already Participating 4 4 -4 1

In Another Activity?

13. Ask Others In A Direct Manner For Something They Want? 2 4 2 2
14. Ask Others For Help When They Need It? 3 4 3 3
15. Start Conversations With Others? 2 4 2 3
16. Interrupt Others Appropriately? 4 3 4 4
17. Get The Attention Of Others Before Talking To Them? 4 3 4 4
18. Offer To Assist Others When They Need Help? 2 3 2 2
19. Offer Comfort To Others When They Are Upset Or Hurt? 2 4 2 2
20. Apologize In A Sincere Way For Hurting Someone, 2 3 2 2
Without Being Reminded?

21. Compliment Or Congratulate Other People For Their 2 3 2 2

Accomplishments Or Good Fortune?
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RESPONDING TO INITIATIONS TEACHER CAREGIVER
With  With  With  With
Adults Peers Adults Peers
22. Respond In A Socially Appropriate Manner When They 3 3 3 3
Are Greeted By Others?
23. Respond In A Socially Appropriate Manner When 2 3 2
Others Invite Them To Join An Activity?
24. Respond In A Socially Appropriate Manner To 2 3 2 2
Questions Or Requests From Others?
25. Respond In A Socially Appropriate Manner When 2 4 2 2
Others Try To Start Conversations With Them?
26. Respond In A Positive Way to Compliments? 2 3 2 2
MAINTAINING INTERACTIONS TEACHER CAREGIVER
With  With  With  With
Adults Peers Adults Peers
27. Interact Cooperatively With Other People (E.g., Sharing, 1 3 1 1
Taking Turns, Following Rules)?
28. Have Conversations About A Wide Range Of Topics? 3 3 3 3
29. Talk About Things That Interest The Other Person? 4 -+ 4
30. Keep A Conversation Going By Sharing Information 3 3 3
And Asking The Other Person Questions?
31. Ask For Clarification Or State Uncertainty During 2 3 4 4
Conversations?
32. Stay On The Topic During Conversations? 4 4 4
33. Listen To What Others Say And Use This Information 3 3 3
During Conversations?
34. Share A Conversation By Talking And Listening For 1 3 1 1
About The Same Amount Of Time?
35. Maintain Eye Contact With Others During Interactions? 3 4 3 3
36. Speak In An Appropriate Tone Of Voice During 2 2 2 2
Interactions (E.g., Not Too Loud, Soft, Mechanical, Or
Sing-Songy?)
37. Smile To Be Friendly Or To Indicate To Others That He 2 3 2 2
Like Something?
38. Respect The Personal Space Of Others During 2 2 2 2
Interactions (L.e., Not Stand Too Close Or Too Far Away)?
FRIENDSHIPS TEACHER CAREGIVER
With  With  With  With
Adults Peers Adults Peers
39. Understand What Others Do To Be A Friend? 4 4 4 4
40. Understand What They Can Do To Be A Friend? 4 3 4 4
41. Understand How Friends Are Different From 2 4 2 2
Acquaintances?
42. Understand How To Make Friends? 4 4 4 1
43. Understand How To Maintain Friendships? 4 4 4 4
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5. Communications Skills

Directions: Please describe how the individual with ASD lets you know the following communicative
messages through words or actions. Indicate any method the individual uses to indicate the message.
For example, if s’he does not use words, but instead takes you by the hand to request juice, you would
select from the drop down menu "uses body or hand." If the individual uses words, you would select
from the drop down menu "uses speech"; or if a combination of ways are used, select from the drop
down menu the primary way the individual communicates the message. Rate how effective this method
is using a scale of 1-4, with 1 meaning "very effective”" and 4 meaning "not at all effective."

If the individual with ASD is conversational, feel free to only report on the areas that are problematic.

MAKING REQUESTS TEACHER CAREGIVER
1. Food Uses Speech 1 Uses Speech 1
2. Object Uses Speech 1 Uses Speech 1
3. An Activity Uses Speech 1 Uses Speech 1
4, To Use The Toliet Uses Speech 1 Uses Speech 1
5. Attention Uses Gestures 3 Uses Gestures 2
6. Help Does Not Appear 4 Uses Speech 3
To Communicate
For This Purpose
7. Ask for leisure activity Does Not Appear 1 Uses Speech 1
To Communicate
For This Purpose
8. Information Does Not Appear 3 Does Not Appear 3
To Communicate To Communicate
For This Purpose For This Purpose
9. Choice Does Not Appear 3 Does Not Appear 4
To Communicate To Communicate
For This Purpose For This Purpose
EXPRESSING REFUSALS TEACHER CAREGIVER
1. “Go Away” Uses Behavior 4 Uses Behavior 3
2. *No, I Won’t Do It” Or “I Don’t Want It” Uses Behavior 4 Uses Behavior 3
3. I Want To Be Finished” Or “I Want To Stop Uses Behavior 4 Uses Behavior 3

Doing This”
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EXPRESSING THOUGHTS TEACHER CAREGIVER
1. Greeting To Others Uses Behavior 3 Uses Behavior 4
2. Comments About People/ Environment Does Not Appear 3 Does Not Appear 3
s To Communicate To Communicate
For This Purpose For This Purpose
3. Confusion or “TI Don’t Know” Uses Behavior 4 Uses Behavior 3
4. Comments About Errors Or Things Wrong Uses Speech 4 Uses Speech 3
5. Ask About Past Or Future Events Does Not Appear 3 Does Not Appear 3
To Communicate To Communicate
For This Purpose For This Purpose
6. Agreement Uses Speech 3 Uses Speech 3
EXPRESSING FEELINGS TEACHER CAREGIVER
1. Angry/mad/frustrated Uses Behavior 3 Uses Behavior +
2. Pain/illness/hurt Uses Speech 2 Uses Speech 2
3. Happy/excited Uses Speech 1 Uses Speech 1
4. Hurt Feelings/upset Uses Speech 1 Uses Behavior 1
5. Afraid Does Not Appear 3 Does Not Appear 3
To Communicate To Communicate
For This Purpose For This Purpose
6. Sad Uses Behavior 3 Uses Behavior 3
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6. Sensory Challenges

Directions: Please put a check next to the item that pertains to the individual with ASD.

SOUND/AUDITORY TEACHER  CAREGIVER
Fails To Listen Or Pay Attention To What Is Said To > v
Them

Reacts To Unexpected Sounds v X
Talks A Great Deal X v
Own Talking Interferes With Listening X v
Overly Sensitive To Some Sounds p 4 v
Makes Self-Induced Noises v v
TASTE TEACHER  CAREGIVER
Dislikes Certain Foods And Textures X v
Will Only Eat A Small Variety Of Foods X v
SIGHT/VISION TEACHER  CAREGIVER
Does Not Make Much Eye Contact ) 4 v
SMELL/OLFACTORY TEACHER  CAREGIVER
Sensitive To Smells )¢ v
Reacts Defensively To Some Smells )4 v
MOVEMENT/VESTIBULAR TEACHER  CAREGIVER
Moves Parts Of Body A Great Deal v v
VISUAL/PERCEPTUAL MOTOR TEACHER  CAREGIVER

Has Trouble With Paper/Pencil Activities
Has Problems With Use Of Some Tools
Has Difficulty With Time Perception

Has Problems Organizing Materials And Moving Them
Appropriately

Has Difficulty With Body In Space, Moving
Appropriately

L xXxXKL
x LKL«
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7. Sensory Supports

Directions: Please put a check next to the item that pertains to the individual with ASD.

SOUND/AUDITORY TEACHER CAREGIVER
Likes Music ) 4 v
Likes To Sing And/ Or Dance p 4 v
TASTE TEACHER CAREGIVER
Has Definite Eating Preference ) 4 v
SIGHT/ VISION TEACHER CAREGIVER
Enjoys Watching Moving Things/ Bright Objects v X
Likes TV, VCR, Videos v v
Likes The Computer X v
TASTE TEACHER CAREGIVER

Enjoys Rocking, Swinging, Spinning ) 4 Vg
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8. Learning Skills*

L. A. Ruble

Directions: Please answer each item on the scale of 1-4 as it presently applies to the individual
with ASD, with “I” meaning “can do independently" and 4 meaning "cannot do at all. "

TEACHER

CAREGIVER

1. Clearly Understands The End Goal Of An Activity,
Recognizes What They Must Do To Be Finished, And
Persists On The Task

2. Realizes When They Are Running Into Difficulty And Has
Some Way Of Letting Someone Know They Need Help

3. Once An Activity Is Under Way, Can Walk Away From
The Individual And They Will Keep Working Until
Finished, Maintaining At Least Fairly Good Attention To
What They Are Doing

4. Finishes Work And Remembers On Their Own To Let
The Adult Know (E.g., By Bringing Work To Adult,
Calling Adult, Raising Their Hand)

5. Looks Forward To Earning A Reward, Knows It's Next,
Work Toward It, May Ask For It Or Go Get It On Their
Own When Work Is Finished

6. Is Able To Wait Briefly For A Direction (Anticipates That
They Are About To Be Asked To Do Something), Is Able
To Wait Briefly For Their Turn With A Toy (Anticipating
That It’s About To Return To Them), And/ Or Wait For
Something to Happen

7. May Be Distracted By Outside Sights And Sounds Or
Inner Distractions But Is Able To Refocus Attention To
Work On Their Own After A Short Time And Without A
Prompt Or Reminder From The Adult

8. When One Activity Is Finished, Will Look For Another To
Complete

9. Can Organize Their Responses To Perform Tasks When
Multiple Materials Are In Front Of Them

10. Recognizes When One Strategy Is Not Working And
Tries Another Way

11. Recognizes Their Own Mistakes And Goes Back And
Corrects Them

*Items are based on the Triad Social Skills Assessment

2

3
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9. Environmental Challenges

Directions: Describe environmental challenges of the individual with ASD Environmental
challenges are factors that interfere with the person's learning Examples are loud or confusing
environments, lack of emotional support or lack of sociable coworkers.

TEACHER CAREGIVER

Social Interactions With Others:

Communication (Understanding
Others And Expressing Self To
Others):

Learning Skills (Knowing How to
Complete A Task From Start To
Finish At Home, School, Or Work):

10. Environmental Supports

Inability To Establish Positive Not Having Friends

Routines

Noisy Environment/ Chaotic;

People Who Don’t Know Tony ~ People Who Are

And Misunderstand His Behavior Confrontational

Lack Of Personal Space; Changes Activities Or Work

In Routine That Require A Lot
Of Attention

Directions: Describe environmental supports of the child/student Environmental supports are

factors that facilitate learning Examples are positive routines, use of rewards, and use of visuals

supports

TEACHER CAREGIVER

Social Interactions With Others:

Communication (Understanding
Others And Expressing Self To
Others):

Learning Skills (Knowing How to
Complete A Task From Start To
Finish At Home, School, Or Work):

Establish Positive Work Routines, People Who Are

Develop A Positive Relationship ~ Calm

Built On Mutual Interests And

Caring

Uncluttered Environment, Visual ~ People Who Speak

Supports, Positive Sensory Breaks In A Soft Tone, Not
Authoritative Or

Bossy
Timing Of Work Activities s He Likes To
Adjusted Receive Praise
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11. Summary of Concerns

Directions: Please list one or two concerns under each area that you have about individual
with ASD as they pertain to succeeding at home, community, school, and work and being
a competent person.

TEACHER CAREGIVER
Social and Leisure Skills
1: Making Friends Making Friends
2: Not Being Confrontational To
People Of Authority
Communication Skills
1: Acknowledging Others  Expressing Disappointments
2: Responding to Others  Talking To Peers/Friends
Learning Skills
1: Completing Work Staying Focused
Independently In A
Timely Manner And
Without Prompting
2: Completing A Job Until It’s Done
Adaptive Skills

I: Being More Independent
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12. Future Planning

What will this individual be doing

129

s 5 years from now?

TEACHER

CAREGIVER

Where Will This Individual Be
ILiving? What Will They Be Doing
There?

Not Sure

In A Residential Home Or Without A Supervisor.
Possibly With Just CLS Supports. I Hope Tony Will
Be Able To Take Care Of Himself By Doing His Own
Cooking, Cleaning, Transportation To And From
Work, Money Management, Etc.

What Kind Of Work Will They Be
Doing?

INot Sure

Any Work With People That He Enjoys And Pays
Reasonable Hourly Rate. He Will Need Appropriate
Social Skills, An Ability To Complete A Task
Without Zoning Out, Ability To See What Is Needed
And Do It Without Being Told Each Time, Attention
To Reasonable Detail.

What Skills Are Needed?

[Not Sure

Movies, SOKY Sports, Attending Other Sporting
Events (Horse Racing, Etc.), Group Activities (Rec.
Dept. Therapeutic Programs, Jesus Parties, Etc.).

'What Leisure/ Recreational Skills
'Will The Individual Be Doing?

INot Sure

Friends (If He Gets Any!!) Or CLS

'With Whom Will This Individual Be
Doing Activities?

INot Sure

Supports For Them?

'What Choices Will They Have Not Sure I Hope Tony Will Be Able To Make The Same

iAbout Their Life? Choices A Typical Boy His Age Can Make.

'What General Community Survival [Not Sure How To Respond In All Situations Appropriately

Skills Will This Individual Need? E.g., Don’t Get Angry At Those In Authority); How
To Get Around The City Independently (Bike, Bus);
How To Keep Track Of His Own Stuff (Money And
Other Valuables, Etc.); How And Who To Ask For
Help When Needed.

Who Will Be Providing The Case Manager?

Ongoing Not Sure
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