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He doesn’t try. He is not prepared for class.

H  c n’t t his He couldn’t find 
Do you know this child?

He can t get his 
work done.

his way out of a 
paper bag.

He loses everything.He has no self 
controlcontrol.

He makes off the 
wall commentsHe annoys his friends. wall comments.

He never follows 
directions.

He’s lazy!He doesn’t turn in his work.



I think he’s 
Developmentally Delayed.

I think he has a 
Learning Disability!Learning Disability!  

I think he has ADHD!  

I think he’s on
the Spectrum.

I think he’s a great kid.
But, believe me he’s a 

challenge in the the Spectrum.  challenge in the 
classroom!  



Current brain research says this 
student has Executive Skills Deficits. 



Wh t E ti Skill ?What are Executive Skills?
• From the Neurosciences 

Literature

• The brain-based skills 
i d t trequired to execute or 

perform tasks.
(Dawson & Guare)



People use Executive Skills:

• to analyze situations
• formulate and act on a plan
• adjust actions as required to accomplish a task j q p

Horowitz, 2007

To get from Point A.....Point B, without falling apart.



Executive Skills are like a conductor 
for a mighty orchestra.



Executive skills are localized in prefrontal 
structures of the frontal lobestructures of the frontal lobe.

(Pennington and Orzonoff, 1996)



The Prefrontal Cortex sends out information to:



Functions of the Prefrontal Cortex

• Integration and association (Highest order)
• Flexible behavior
• Using past experiences to plan and modify behavior
• Making decisions based on reward
• Selecting and regulating appropriate responses and behaviors
• Mediating affect and emotion
• Incorporating past experiences and sensory input with internal• Incorporating past experiences and sensory input with internal 

impulses and emotions
• Initiating, selecting and organizing relevant behaviors
• Storing and managing verbal and visual working memory
• Sustaining attention
• Providing temporal memory and organization
• Accessing episodic long-term memory
• Making inferences and decisionsMaking inferences and decisions
• Evaluating  outcomes and new learning by association while engaged in 

task or behavior



So…are executive function skills 
f ll d l d bi h?fully developed at birth?

NNo 
Way!y



The Development of the Frontal Lobe

• Begins before birth 
and continues until 

Growth spurts occur between:
5-7 years

early adulthood. 9-12 years
in adolescence. 



Why is it important for educators to 
understand Executive Functioning?understand Executive Functioning?

• Explains behaviors in terms of brain 
functionu c o

• Explains behaviors with a developmental 
frameworkframework



Frontal lobe functioning 
i t ll th t dimpacts all that we do.



Executive skills involve 
both thinking and doing:bo g a d do g

Dawson  & Guare



W ki MWorking Memory
The ability to hold information in mind while performing

• Drawing on past learning or experience to 

The ability to hold information in mind while performing 
complex tasks. 

g p g p
apply to the situation at hand 

• Projecting/predicting what might happen in the j g g g
future.

• Following directions
• Remembering assignments
• Remembering what has just been readg j
• Memorizing information

Dawson  & Guare



Planning/Prioritizingg g

The ability to create a roadmap to reach a goal or to y p g
complete a task.

• Making decisions about what’s important 
to focus on and what’s not

• Developing a timeline
• Sequencing steps needed to complete aSequencing steps needed to complete a 

task or reach a goal.
Dawson  & Guare



Organization

The ability to design and maintain systems for keeping 
track of information or materials.

• Involves keeping up with materials
• Keeping work area and book bag neatKeeping work area and book bag neat
• Keeping work organized

Dawson  & Guare



Time Management
The capacity to estimate how much time one has, how 
to it, and how to stay within time limits and deadlines.

• Making decisions about what’s important to focus on and what’s 
not
E ti ti h l it ill t k t fi i h• Estimating how long it will take to finish

• Sequencing steps needed to complete a task or reach a goal
• Following through on a study plan
• Sticking with a timeline

Dawson  & Guare



Metacognition
The ability to stand back and take a bird’s-eye view 

• Observing how one problem solves

of oneself in a situation.  

• Keeping focused on the goal

• Tolerating corrective criticism

• Self monitoring, self evaluation skills

• Choosing a topic

K i h t t t d• Knowing what to study

• Understanding the material

• ProofreadingProofreading

• Checking your work
Dawson  & Guare



Response InhibitionResponse Inhibition
The capacity to think before you act.  

• Resisting the urge to say or do something• Resisting the urge to say or do something
• Controlling impulsive behavior
• Thinking before acting

Dawson  & Guare



Emotional Control
The ability to manage emotions in order to achieve 

goals complete tasks or control and direct behaviors

• Using coping strategies to control

goals, complete tasks or control and direct behaviors.

• Using coping strategies to control 
behavior
Anticipating situations that might be• Anticipating situations that might be 
upsetting

f• Planning for emotional situations
Dawson  & Guare



Sustained Attention

The capacity to attend to a situation or task in spite of 
distractibility fatigue or boredom

• Involves completing assignments such

distractibility, fatigue, or boredom.

• Involves completing assignments, such 
as seatwork
Not being easily distracted regardless of• Not being easily distracted, regardless of 
content

• Not being overwhelmed by length or 
complexity of assignments Dawson  & Guare



Task InitiationTask Initiation
The ability to begin a task without undue 

ti ti i ti l f hi

• Involves getting started with work

procrastination, in a timely fashion.

Involves getting started with work
• Following multiple steps in a project
• Knowing where to begin (or how)• Knowing where to begin (or how)
• Turning in assignments on time

Dawson  & Guare



Goal Directed Persistence

The capacity or drive to follow through to the p y g
completion of a goal and not be put off by other 

demands or competing interests.

• Involves sticking with a project no matter 
h twhat

• Not giving up 
• Finishing projects by the deadline

Dawson  & Guare



Flexibility
The ability to revise plans in the face of obstacles, 

setbacks, new information or mistakes.  

• Involves adapting to change
• Framing problems in solutions
• Controlling feelings when things are not g g g

the way they should be
• Sticking with a task when problems ariseSticking with a task when problems arise

Dawson  & Guare



Who has needs in the areas of 
Executive Functioning?



Autism and Executive Functions
Impaired executive function components associated 

with autism:

1. Inability to engage in goal-directed behavior
2. Inability to adjust behavior to meet environmental demands
3. Inability to perform multiple tasks simultaneously
4. Inability to spontaneously adapt to changes in task requirements
5 Inability to demonstrate flexible attention5. Inability to demonstrate flexible attention
6. Difficulty with task planning
7. Preservative errors in task execution



A ’ d E ti F tiAsperger’s and Executive Functions
Impaired executive function components associated

1 Rigid thinking with focus on detail

Impaired executive function components associated 
with Asperger’s:

1. Rigid thinking with focus on detail
2. Poor recognition and understanding of nonverbal cues
3. Poor inhibition for verbalization
4. Difficulty generalizing rote learning
5. Poor motor planning/general disorganization
6 Poor problem solving and reasoning6. Poor problem solving and reasoning
7. Difficulty adapting to change
8. Poor self regulation
9. Impaired social interaction



ADHD and Executive Functions
Impaired executive function components associated

1. Failure to attend to details/careless mistakes

Impaired executive function components associated 
with ADHD:

2. Difficulty sustaining attention

3. Inability to follow through on instructions/completing tasks 

4. Difficulty organizing tasks

5. Easily distracted 

6 F tf l6. Forgetful

7. Impulsive in verbal and motor responses

8 Poor self regulation of social behavior8. Poor self regulation of social behavior



Learning Disabilities 
and Executive Functions

Impaired executive function components 
associated with LD:

1. Difficulty with organization of materials and projects
2. Difficulty planning and completing tasks
3. Trouble sequencing and  communicating details
4. Difficulty turning in assignments, even when they are completed.
5. Difficulties initiating and generating ideas independentlyg g g p y
6. Difficulty retaining information while doing something with it.



Question: So, a student walks into the classroom and 
appears to be having deficits in  
Executive skills functioningExecutive skills functioning. 
What do you do? 



Answer: Determine executive skill 
strengths and weaknesses throughstrengths and weaknesses through 
formal and authentic testing.



A i E ti F tiAssessing Executive Functions
Standardized Tests for Behavioral Rating ScalesStandardized Tests for 
Executive Functioning

• Comprehensive Executive

Behavioral Rating Scales 
for Executive Functioning

• Behavior Rating Inventory of Comprehensive Executive 
Function Inventory (CEFI)

• Test of Everyday Attention 
f Child (TEA Ch)

g y
Executive Function-Preschool 
(BRIEF-P)

• Behavior Rating Inventory of 
for Children (TEA-Ch)

• Woodcock-Johnson III Test 
of Cognitive Abilities 

g y
Executive Function (BRIEF)

• Behavior Rating Inventory of 
Executive Function-Self g

(Analysis-Synthesis, Concept 
Formation, Numbers 
Reversed subtests)

Report (BRIEF-SR)

• Informal Assessment of 
Executive Function Skillsecut e u ct o S s



So… Now What?

Strategy Based Remediation

Content Process

Strategy Based Remediation

Content

The What

Process

The How
• Curriculum

• Specialized programs

• Strategies



Dawson and Guare’s Ten Principles 
for Improving Executive Function

1. Teach deficit skills 
2. Take developmental level into account
3. Move from the external to the internal
4. External includes changes to the environment, the task and 

interaction
5. Use the child’s fight for control-Include the student in plans
6. Modify tasks to match effort capacity
7. Use incentives to augment instruction7. Use incentives to augment instruction
8. Provide just enough support for success
9. Keep supports in place until mastery
10 St t i i d i ti d ll10. Stop supports, supervision, and incentives gradually



Success Map Technique

11. Teach students to use the “Success Map” 
t h i hi h li itl t htechnique which explicitly teaches:
– Awareness and Naming (the Behavior Strategy)

– Planning (Determining a plan of action)

Vi li ti (S f l l ti )– Visualization (Successful completion)









One at a time!One at a time!



Strategy Framework

Plan for monitoring and reinforcement:  g



Modifications/AccommodationsModifications/Accommodations

• Changing the environment to adjust for 
executive skills limitations. 

• Providing supports, controls, schedules
• Moving towards independence from the• Moving towards independence from the 

beginning



Modifications/Accommodations

Changing the 
Physical or Social

Changing the Nature 
of the TaskPhysical or Social 

Environment
• Type teacher to whom a

of the Task
• Shorter assignments
• Multiple choiceType teacher to whom a  

student is assigned
• Seat in classroom

Multiple choice
• Choice in activities
• Copies of notes

• Number of students in 
room

• Design of classroom

p
• Assignments broken 

down
• Design of classroom • Scoring rubrics

Dawson  & Guare



Modifications/Accommodations

Changing the Ways 
Cues are Provided

Changing the Way 
Adults Interact withCues are Provided

• Verbal reminders
• Visual cues

Adults Interact with 
Students

• Level of supervisionVisual cues
• Schedules
• Lists

Level of supervision, 
support, cueing

• Modeling the active use 
of executive skills

• Talk through and coach 
the use of executivethe use of executive 
skills.

Dawson  & Guare



Motivating students and 
i f i f E ti Skillreinforcing use of Executive Skills

• Try motivating, rather than imposing penalties (Talk to kids in 
t f h t th d t h t th d i )terms of what they can do, not what they are doing)

• Help students learn to self talk to motivate use of executive skills
• Determine rewards and consequences that are understandable, 

manageable, and meaningful 
• Write a behavior contract
• Have a system to fade reinforcement at the onsety

Dawson  & Guare



Success Map for Teaching Strategies
Being Deliberate

Name the Strategy
Include the student…he will be the one using it.Include the student…he will be the one using it.



Success Map for Teaching Strategies
Being Deliberate

Make the strategy come alive.
Use social stories, role plays, pictures, books, modeling.p y p g



Success Map for Teaching Strategies
Being Deliberate

Give opportunities to practice the strategy.
In one-on-one and small group, have student practice using the strategy.  

R i f f lReinforce successful use.



Success Map for Teaching Strategies
Being Deliberate

Fade support.
As the student begins to use the strategy, fade support and 

reinforcement.



Success Map for Teaching Strategies
Being Deliberate

Monitor.
Monitor the use of the strategy and reinforce, as planned.



IEP Goals/Objective Operatives
Use the Common Core Standards as a g ide toUse the Common Core Standards as a guide to 

goal setting.

• To verbalize
• To visualize

• To plan
• To complete a task

• To answer questions
• To ask questions

• To define
• To recall

• To sequence
• To predict

• To categorize
• To list

• To explain • To set goals



Improving Executive SkillsImproving Executive Skills

The Bottom Line e otto e



Dawson, P & Guare, R. (2010) Executive skills in Children and Adolescents-A Practical Guide to 
Assessment and Intervention, Second Edition.  New  York:  The Guildford Press.
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How CHC links School Psychologists
with Speech Language Pathologists

(or how to collaborate besides using a staple)(or how to collaborate besides using a staple)

Andrew Shanock, Ph.D., NCSP
College of Saint Rose, Albany NYg y



You can find this presentation at 
http://www.strose.edu/academics/schoolofeducation/school_psychology/article5560

G l Sh k S i t RGoogle – Shanock Saint Rose







Goals
• Provide a contemporary, best practice 
framework for assessment in a true 
collaborative waycollaborative way

• Define CHC XBA and CHC factors

• End the practice of practice effects.  

• Open communication between SLPOpen communication between SLP 
and SP

• How to write a comprehensive eval



What are we doing?

After you've done a thing the same 
way for two years, look it over 

carefully.  After five years, look at it 
with suspicion. And after ten years, 

throw it away and start all over.

(Perlman, 1958)



What are we doing?

THE PRACTICE OFTHE PRACTICE OF 
TODAY IS THE 

MALPRACTICE OFMALPRACTICE OF 
TOMORROWTOMORROW

(Reynolds, 2009)



From here, doctors and researchers are hoping clinical trials and dozens , p g
of  separate drug studies will help to develop new breakthroughs in 
treatment from the findings. Dr. Elizabeth Stark, a breast cancer patient 
and biochemist at Pfizer says she knows it will take time but she'sand biochemist at Pfizer, says she knows it will take time, but she s 
hopeful the research will lead to a cure. "In 10 years, it will be different," 
she said. "I know I will be here in 10 years."



The American Educational System 
Structure

T fd•Turfdom

•Conflicting Programs

Lack of coordination SPED

Gen. 
Ed.

•Lack of coordination 

•bureaucracy for sake of 
bureaucracy

Gifted SPED

•Student grouping not 
instructionally based

Rigidity rules

Migrant

Title I

•Rigidity, rules

•Redundancy ESLAt-Risk



School Psychologist and 
Speech Language Pathologists

T fd

Speech Language 

•Turfdom

•Lack of coordination 

Redundancy Speech Language 
Pathologist

SCHOOL 

•Redundancy 

SCHOOL 

PSYCHOLOGIST



Shared office, separate lives

• For many initial evaluations, the school psychologist and 
the speech language pathologist are asked to do anthe speech language pathologist are asked to do an 
assessment

Th f h i i l i f h• The assessments often happen in isolation of one another

• Little to no discussion about what abilities are to be 
tapped 

• Every kid, no matter what the issue, gets the same battery y , , g y
of tests

• The SP and SLP share results at CSE as separate voicesThe SP and SLP share results at CSE as separate voices 
rather than one.



• SLP’s and SP’s will do the same tests without knowing it

• We report on the same issues without reading each others 
reportp

• Expect parents and teachers to consolidate our findings

• Reports are filled with numbers and not information

• Multiple reports connected by a staple.  



NASPNASP 

ASHAASHA
Tell us we are to work togetherTell us we are to work together



NASP President’s Message
“I would hope that the goal here is to expand the methods 

of assessment available to the practitioner and not to p
limit them. It seems possible that these two very 
valuable approaches can be utilized along a continuum
f ll ti i f ti b t hild th t ldof collecting information about a child that would 

culminate in a very clear and comprehensive evaluation 
that would be of value to all.”

Huff, L. (2005, February). President’s Message. NASP Communique, 33, 2‐3.

5.29.08 – Flanagan Webinar; Pearson Education, Inc. 



ASHA Guidelines for Assessment 
d l iand Evaluation

h ld b b d l i l f f• Assessment should be based on multiple sources of information to 
obtain a comprehensive picture of the child's functioning.  (Division 
of Early Childhood, 2007)y )

• No single measure canprovide sufficient information; therefore, 
assessment data should reflect multiple perspectives (ASHA, 2000)

• In addition to the use of various tools assessment practices should• In addition to the use of various tools, assessment practices should 
include consultation with team members. (ASHA, 2005, 2008b)



ASHA Guidelines for Assessment and 
E l tiEvaluation

E h i th i t f f i l ki• Emphasize the importance of professionals working as a
team for assessment and service provision (DEC, 2007)

• Assessment should provide information to inform 
program planningand intervention decisionsprogram planningand intervention decisions. 
– go beyond the determinationof eligibility for services to include 
the gathering of information that will be useful in making 
decisions for effective intervention planning. (ASHA, 2005)



I love me some IEP meetings!g

Bi f f f i !• Big fan of fanning!

IEP I di id li d• IEPs are so Individualized

• Go Team!• Go Team!

• Parent Friendly• Parent Friendly

• Data based decisions all day every day• Data based decisions, all day every day



Traditional System IssuesTraditional System Issues

• Little emphasis on early intervention and prevention• Little emphasis on early intervention and prevention
– False Positives and False Negatives

• IQ‐Achievement Discrepancy – BAD
(Id tif i CHC Abiliti i i t GOOD!)– (Identifying CHC Abilities, using consistency GOOD!)

• IEP’s did not implement scientifically based instruction
– Start program in September, find out if effective in May
O i f l l/li i i i i i S i l Ed• Overrepresentation of cultural/linguistic minorities Special Ed

• Retention and Social Promotion
• More concern about being in compliance than child’s educational 

success – THE FORGOTTEN GOAL
• Within Student vs. Within System

– Darn those lazy kids.Darn those lazy kids.  



BREAKING NEWSBREAKING NEWS
THE EARLIER THETHE EARLIER THE 

INTERVENTIONRIGHT INTERVENTION RIGHT

THE LOWER THE RISK 

OF ACADEMIC DIFFICULTY

IN THE FUTURE



Traditional Systems Issuey
THIRD GRADE REFERRALTHIRD GRADE REFERRAL



CASE 1:CASE 1:

GTHIRD GRADER

READING DIFFICULTY

WISC

WIAT

TOLDTOLD



CASE 2:CASE 2:

GFIFTH GRADER

WRITING DIFFICULTY

WISC

WIAT

TOLDTOLD



CASE 3:CASE 3:

S GFIRST GRADER

MATH DIFFICULTY

WISC

WIAT

TOLDTOLD



IDEIAIDEIA
What are some of the details of 

the Federal Law?



IQ achievement discrepancy 
no longer required

RTI may be used AS A PART of 
the evaluation… but not as sole 
method



“use a 
variety of 
assessment assessment 
tools”

“not use 
any single y g
procedure”

“assess 
cognitive cognitive 
factors”



non 
discriminatory discriminatory 
assessments

valid and 
reliable 
assessmentassessment



Definition of SLD 
remains the same



New York’s Response







Replacing ‘or’ with ‘and’

The CNYSEA‐NYASP SLD Panel endorse that to 
identify a learning disability, the child must 
fail to respond to interventions AND show a 
pattern of cognitive/academic strengths and 
weaknesses (PSW) that is consistent with 
research indicating a neurological processing 
deficit.  



It was unanimous

Not every student who struggles in school is 
fdisabled nor does every student who fails the 

state test due to learning problems has a SLD

SLD identification should NEVER be for the f f
convenience of adults nor as the only way for a 
child to receive ‘extra’ help they need.  p y



Further, we strongly advise AGAINST 
the use of severe discrepancythe use of severe discrepancy 
criteria due to the many legal, 
historical, statistical, and ethical 

issues.issues. 





Methods for Determining Severe 
Discrepancy

Deviation from Grade/Age LevelG / g
• TOLD 4 – “AE statistical properties are inadequate and their results are misleading.  Nevertheless, AE are 

mandated by many Ed. Agencies.  FOR THIS REASON ALONE, WE PROVIDE THEM (RELUCTANTLY)”

fStandard Deviation from the Mean

Standard Score ComparisonStandard Score Comparison

Regression FormulaRegression Formula



Maintain the SLD definition and strengthen statutory requirement in g y q
SLD identification procedures;
Neither ability‐achievement discrepancy nor RTI is sufficient for SLD 
identification;
To meet SLD statutory and regulatory requirements, a “third method” 
approach that requires evaluation of psychological processing strengths 
and deficits, and associated achievement deficits with this pattern, 
makes the most empirical and clinical sense;makes the most empirical and clinical sense;
An RTI model should be attempted prior to comprehensive evaluation 
unless severity requires an immediate evaluation; and increasing 
intervention intensity will not meet the individual intervention needs of y
children with SLD; and
Assessment of cognitive and neuropsychological processes should be 
used not only for identification, but for intervention purposes as well, 
and these assessment intervention relationships need further empiricaland these assessment‐intervention relationships need further empirical 
investigation.  



DEC-3



“Don’t let the numbers, 
whether it be a 
discrepancy or lack of adiscrepancy or lack of a 
discrepancy dictate 
placement and eligibilityplacement and eligibility 
determination, solely.  
Certainly, it has to be 
there but should not be 
driving the decision 
solel ”solely.” 19:24 mark    



ALRIGHT ALREADY!ALRIGHT ALREADY!

TALK ABOUT CHC!TALK ABOUT CHC!



IQ IQ –– Not so smartNot so smart

• Language impacts g, and g impacts languageLanguage impacts g, and g impacts language
• What is it made of?
• Does it mean anything in relation to• Does it mean anything in relation to 
intervention?

• IQ can no longer mean Wechsler FSIQ• IQ can no longer mean Wechsler FSIQ
• It’s the parts that will identify the strengths and 
weaknesses that impact upon learningweaknesses that impact upon learning



#1 Misconception about Global 
Scores and Eligibility 

DeterminationDetermination
Eligibility can be determinedEligibility can be determined 

without a Theory and 
h dResearch to Guide 

PracticePractice



The CattellThe Cattell--HornHorn--Carroll (CHC) Carroll (CHC) 
CrossCross Battery ApproachBattery ApproachCrossCross--Battery ApproachBattery Approach

• Definition:
The CHC Cross-Battery Approach is a time-
efficient method of assessment that allows 
practitioners to measure validly a wider range (or 
a more in depth but selected range) of cognitivea more in-depth but selected range) of cognitive 
abilities than that represented by any one battery 
in a manner consistent with contemporaryin a manner consistent with contemporary 
psychometric theory and research on the 
structure of intelligence.g







One Battery Does Not Fit All

• Given that no individual battery contains sufficient 
indicators of all of the major CHC abilities a crossindicators of all of the major CHC abilities, a cross 
battery approach has been developed to bridge 
the gap between theory and practice.g p y p

• Do more than simply choose another battery andDo more than simply choose another battery and 
give the whole darn thing.  Be specific.   



Gc Gc 
ComprehensionComprehension KnowledgeKnowledge

• The breadth and depth of

ComprehensionComprehension--KnowledgeKnowledge
• The breadth  and depth of  

knowledge of  a culture

• The ability to communicate one’s 
knowledge (especially verbally)knowledge (especially verbally) 

• The ability to reason using 
previously learned knowledge or 
proceduresprocedures

• Originally described as 
“crystallized intelligence”

“J d ” l h• “Jeopardy” players have waaaay too 
much Gc.  

• Includes Listening Skills and Oral 
C i tiCommunication.  



Gf Gf 
Fluid ReasoningFluid Reasoning

•Novel reasoning and problem

Fluid ReasoningFluid Reasoning
Novel reasoning and problem 

solving that depend minimally on 
learning and acculturation
•Ability to reason, form concepts, 

d l p bl th t ftand solve problems that often 
include novel information or 
procedures
•Induction & deduction are 
hallmarks of  Gf
•Impacts math reasoning, reading 
comprehension, higher level 
thinkingg
•The first few times you do Soduku, 
you are using your Fluid Reasoning.  
After you learn the trick, it becomes 
crystallized knowledge (Gc)crystallized knowledge (Gc)



Glr Glr 
LongLong term (Storage &) Retrievalterm (Storage &) Retrieval

•Ability to store information and fluently

LongLong--term (Storage &) Retrievalterm (Storage &) Retrieval
Ability to store information and fluently 

retrieve it later 

•Ability to retrieve from file cabinet

•Not to be confused with acquired storesNot to be confused with acquired stores 
of  knowledge (Gc)

•There has to be an intervening event.  
Can mean retrieving information learned 
several seconds earlier.

•Not long term memory

•Includes Rapid Naming, Meaningful 
Memory, Associative memory

•All contestants on Jeopardy have good 
Gc, but those who are more effective at 
retrieving the info do better.retrieving the info do better.  



Gsm Gsm 
ShortShort term Memoryterm MemoryShortShort--term Memoryterm Memory

•Ability to apprehend and 
hold information in 
immediate awareness and 
th n it ithin fthen use it within a few 
seconds

• 7 chunks of  information (+ 
/– 3)

• Working Memory and 
Memory Spany p

•Working Memory is key in 
most academic areas.  



Gv Gv 
VisualVisual Spatial ThinkingSpatial Thinking

•Ability to perceive analyze

VisualVisual--Spatial ThinkingSpatial Thinking

•Ability to perceive, analyze, 
synthesize and think with visual 
patterns

Abili d ll i l•Ability to store and recall visual 
representations

•Fluent thinking with stimuli g
that are visual in the “mind’s 
eye”

•Not to be confused with aNot to be confused with a 
“visual learner” or how well 
does someone see.  Can be 
visually impaired and still have y p
good Gv



Ga Ga 
Auditory ProcessingAuditory ProcessingAuditory ProcessingAuditory Processing

•Ability to analyze, synthesize, 
& discriminate auditory stimuli

•Ability to perceive and•Ability to perceive and 
discriminate speech sounds that 
may be presented under 
distorted conditionsdistorted conditions

•Not to be confused with an 
“auditory learner” or how well 

m n h r C n b h rinsomeone hears.  Can be hearing 
impaired and still have good Ga

•Includes Phonemic Awareness



Gs Gs 
Processing SpeedProcessing SpeedProcessing SpeedProcessing Speed

•Ability to perform automatic 
cognitive   tasks, particularly 
when measured under pressure 
to maintain focused attention

• Attentive speediness

•Usually measured by tasks 
that require rapid cognitive 
processing but little thinking

•Card sorting, game of  
Perfection



Cross Battery is y
THEORY/RESEARCH 

focused

NOT

KIT FOCUSED



LET’S WORK TOGETHER



• SLPs measure many of the same abilities SPs doSLPs measure many of the same abilities SPs do
– e.g.. Short Term Memory ‐ Digits forward

Makes sense as the Broad Abilities impact learning– Makes sense as the Broad Abilities impact learning

– Don’t repeat testing 

• Share different expertise and perspective on 
ddata.
– Accuracy of diagnosis

– Accuracy of intervention/intervention development



• Reduce number of subtests administered
Based on referral– Based on referral

– Based on research

R W i i• Report Writing
– No more staple – Comprehensive Report

– Combine results and perspectives

– Parents don’t have to mix and match

• Feedback or IEP meetings
– Stop saying the same thing in different languages p y g g g g



WHAT 

ARE 

WEWE

DUPLICATING



WJ‐III 
Short TermMemory (Gsm)Short‐Term Memory (Gsm)

Numbers Reversed
I am going to say some numbers. Then you say them 
backward. For example, if I say “3…4” you would say 

“4…3.” Number Memory Reversed4…3.       

11.   1…6…3…9

19.  4…7…3…9…5…2

Number Memory Reversed 
(TAPS)

Number Repetition-
Backward (CELF)

Memory for Words
Now you will hear the words from this recording After you hear

Backward (CELF)

…Now you will hear the words from this recording. After you hear 
the double beep, say the word or words back to me in the same 

order.

7 l littl
Word Memory (TAPS)

7. sleep…little…a
y ( )



Background Knowledge (Gc)g g ( )

Verbal Comprehension- 1A Picture Vocabulary  (23 items)

What is this? What is this partWhat is this? What is this part 
of the structure

called? 

Expressive Vocabulary
(CELF)

Verbal Comprehension- 1B Synonyms and 1C Antonyms

1B Synonyms
(15 it )

1C Antonyms (18 items)
(15 items)

y ( )



Long‐Term Retrieval (Glr)Long Term Retrieval (Glr)

Retrieval Fluency

I want you to name different things that you can eat or drink

Retrieval Fluency

I want you to name different things that you can eat or drink.  
You will have one minute to name as many as you can.  When 
I say, “Begin,” say the words as fast as you can.  Begin.

Word Associations
(CELF)



Long‐Term Retrieval (Glr)Long Term Retrieval (Glr)

Rapid Picture Naming Items 1 15Rapid Picture Naming - Items 1-15
•Examinee is required to quickly name pictured objects

in rows of five within a two minute time limit.
Rapid Automatic NamingRapid Automatic Naming

(CELF)



A di P i (G )Auditory Processing (Ga)

Sound BlendingSound Blending
Now you are going to hear some more words. After the 
two beeps tell me what each word is. Phonological Awareness-

(e.g.   f - oo - d)

Incomplete Words

Phonological Awareness
Blending
(CELF)

Phono.Blending (TAPS)Incomplete Words
Now you will hear some words from this audio recording. After each 

word, you will hear two beeps. Then tell me the word that 
the person is trying to say

g ( )

the person is trying to say.

(e.g. s_eech)



Auditory Processing (Ga)

Auditory Attention



WJ-III ACH
Oral Language ClusterOral Language Cluster

Oral Comprehension (Gc)Oral Comprehension (Gc)
Listen Comp or Background Knowledge

S R ll (Gl )Story Recall (Glr)
Listening or Long Term Retrieval

Understanding Directions (Gsm)
Listening Comp or Working Memory

Picture Vocabulary (Gc)
– Expressive Vocabulary (CELF)Expressive Vocabulary (CELF)



WJ-III Ach
Phoneme/Grapheme KnowledgePhoneme/Grapheme Knowledge

Word AttackWord Attack

Spelling of SoundsSpelling of Sounds

Sound AwarenessSound Awareness
Examinee is asked to complete four measures of phonological 

awareness (rhyming, deletion, substitution, and reversal).



Verbal 
Similarities (Gc)

Vocabulary (Gc)

INDEX SUBTESTS                                CHC

FULL

e ba

Comprehension 

Index

VCI

Vocabulary (Gc)

Comprehension (Gc)

Word Reasoning (Gc)

SCALE

VCI

Perceptual 

Information (Gc)

Block Design (Gv)

SCALE Reasoning

Index 

PRI

Matrices (Gf)

Picture Concepts (Gf)

Picture Completion (Gv)

IQ Working 
Memory Index Digit Span (Gsm)

Letter Number Sequencing (Gsm)

(FSIQ)

WMI

Processing

Arithmetic (Gq)

g p ( )

Coding (Gs)
(FSIQ) Processing 

Speed Index

PSI Cancellation (Gs)

Symbol Search (Gs)



VCI
• A measure of verbal concept formation, verbal reasoning, and knowledge 

acquired from one’s environment.

• Vocabulary (Gc‐VL)‐ Define a word read aloud by the examiner

• Similarities (Gc‐VL)‐ Perceive a common element between two words
Word Definitions (CELF) Oral Vocab (TOLD)
Similarities (Gc V ) e ce e a co o e e e t bet ee t o o ds

• Word Reasoning (Gc‐VL)
Word Classes (CELF) Relational Vocab (TOLD)

• Comprehension (Gc‐KO)

• Information (Gc KO)• Information (Gc‐KO)



WIAT‐III
Listening ComprehensionListening Comprehension

• Two testlets make up whole Standard Score
– Receptive Vocabulary (Gc): Identify picture corresponding 
t k dto a spoken word

Picture Vocab (TOLD) 

– Oral Discourse Comprehension (Glr): Listen to narrative & 
answer question

Understanding Spoken Paragraphs (CELF)

Auditory Comprehension (TAPS)



Oral ExpressionOral Expression

• Measures listening comprehension at the level of the 
word, sentence and discourse.  

• Three testlets make up whole Standard Score
– Expressive Vocabulary: Provide a definition

– Oral Word Fluency: Name words in a specific category
Word Associations (CELF)

– Sentence Repetition: Repeat a sentence verbatim

Sentence Memory (TAPS)Recalling Sentences (CELF) Sentence Memory (TAPS)Recalling Sentences (CELF)



NOW LETS LOOK AT SOME SPEECHNOW LETS LOOK AT SOME SPEECH 
LANGUAGE TESTS

I RECOGNIZE SOME OF THE SUBTESTSI RECOGNIZE SOME OF THE SUBTESTS



Test of Language Development-Test of Language Development-
Primary & Intermediate Versions: Fourth Edition

(TOLD P:4)(TOLD-P:4)



Semantic Subtests
“…study of the meaning of language; 

relationship between language andrelationship between language and 
thought.”

(P/I) Picture Vocabulary (Gc-VL)
(P/I) Relational Vocabulary (Gc-LD)( ) y ( )

(P) Oral Vocabulary (Gc-VL)
(I) Multiple Meanings (Gc-VL/LD)( ) p g ( )



Syntactic/Grammar Subtests
“…the structure of the language (order and 

organization among words that determine the g g
relationships between sound patterns and 
meaning through the formation of sentences).

(P) Syntactic Understanding (Gc LS)
(P) Sentence Imitation (Gsm MS)

(I) Sentence Combining (Gc LD; Gsm MW)
(I) Morphological Completion (Gc MY)

(I) Morphological Comprehension (Gc MY)(I) Morphological Comprehension (Gc MY)
(I) Word Ordering (Gc LD)



Phonological Subtests

“…the sound system of language (most important 
component is phonemics the study ofcomponent is phonemics, the study of 
significant speech sounds).”

(P) Word Discrimination (Ga US/U3)
(P) Phonemic Analysis (Ga PC:A)(P) Phonemic Analysis (Ga PC:A)
(P) Word Articulation (Ga PC:S)



Redundancy
WJ-III/WESCHLER TOLD-P:4 Time to Administer

Picture Vocabulary Picture Vocabulary 10 min.
Oral Comprehension Syntactic

Understanding
10 min.

Sentence Repetition Sentence Imitation 5 minSentence Repetition Sentence Imitation 5 min.
Auditory Attention Word Discrimination 10 min.
Sound Awareness Phonemic Analysis 10 min.
Sound Blending Word Articulation 5 min.

Relational Vocabulary
MorphologicalMorphological 

Completion



Test of AuditoryTest of Auditory 
Processing Skills – 3rd Edition

(TAPS-3)
• Assess the auditory skills necessary for the 

development, use, & understanding of language

• Ability to comprehend auditory information



Three Major Indices
I. Basic Phonemic Skills (3 subtests)

– Assessment of basic phonological abilitiesAssessment of basic phonological abilities

II. Auditory Memory (4 subtests)
– Measures basic memory processes

III Auditory Cohesion (2 subtests)III. Auditory Cohesion (2 subtests)
– Higher order skills

Wh h h k i “C h i ”???– What the heck is “Cohesion”???



Basic Phonemic Skills

“Provide quick assessments of very basic y
phonological abilities that allow one to discriminate 
between sounds within words, segment words into 
morphemes and blend phonemes into words”morphemes, and blend phonemes into words

• Word Discrimination (Ga-US/U3)
• Phonological Segmentation (Ga-PC:A)
• Phonological Blending (Ga-PC:S)

Overall, a strong measure of Ga



Auditory Memoryy y
“Measures basic memory processes, 

including sequencing”

Number Memory Forward (Gsm MS)• Number Memory Forward (Gsm-MS)
• Number Memory Reversed (Gsm-MW)
• Word Memory (Gsm MS)• Word Memory (Gsm-MS)
• Sentence Memory (Gsm-MS)

“Basic memory” is really Gsm, and primarily Memory Span



Auditory Cohesion
““Higher order linguistic skill that requires the student 

not only to understand exactly what is said, but 
also to be able to use inferences deductions andalso to be able to use inferences, deductions, and 
abstractions to understand the meaning of a 
passage”

• Auditory Comprehension (Gc-LS; Glr-MM)
• Auditory Reasoning (Gsm-WM; Glr-MM; Gc-K0;Auditory Reasoning (Gsm WM; Glr MM; Gc K0; 

Gf-I) 
– Depends on the question

Not so much “reasoning”



Redundancy

WJ-III/WESCHLER TAPS-3 Time to Administer
Sound Blending Phonological Blending 10 min.Sou d e d g o o og ca e d g 0

Auditory Attention Word Discrimination 10 min.
Numbers Reversed Number Memory 

R d
5 min.

Reversed

Memory for Words Word Memory 5 min.
Sound Awareness Phonological 10 min.Sound Awareness Phonological 

Segmentation
10 min.

Sentence Repetition Sentence Memory 5 min.
A dit C h iAuditory Comprehension

Auditory Reasoning
Digit Span Numbers Forward 5 min.



MAJOR SPEECH LANGUAGE BATTERIES

Broad CELF – 4 TOLD  4
Primary and Intermediate

TAPS 3

Gf Word ClassesW
Semantic Relationships

Gc Sentence Assembly (LD, MY)
Expressive Vocabulary (VL)
Word Classes: Exp/Rec (VL, LD, Gf-I)
Word Definitions (VL)

Generals (LD)
Picture Vocabulary (LD,VL)
Sentence Combining (LD)
Relational Vocabulary (LD)

Auditory Reasoning (K0, LD)

Word Definitions (VL)
Sentence Structure (LS)
Word Structure (LS)
Formulated Sentences (OP)
Concepts/Follow Direction (LS, Gsm-MS)
Semantic Relationship(LS, Gsm-MW, Gf-I,)

Relational Vocabulary (LD)
Oral Vocabulary (VL)
Grammatical Understanding (LS, LD)
Malapropisms (MY, VL)
Grammatic Comprehension (MY)
Grammatic Completion (MY)

Ga Phonological Awareness (PC:S) Phonemic Awareness (PC:A)
Word Discrimination (BR)

Phonological Blending (PC:A)
Word Discrimination (BR)

Gv

Gsm Familiar Sequence (MS, MW)
Number Repetition (MS)
Recalling Sentences (MS, Gc-LD)
Number Repetition Backward (MW)

Word Ordering (MW, Gc-LS)
Sentence Imitation (MS)

Number memory Forward (MS)
Sentence Memory (MS, Gc-LD)
Word Memory (MS)
Number Memory Reversed (MW)Number Repetition Backward (MW) Number Memory Reversed (MW)

Glr Word Associations (MA)
Rapid Automatic Naming (NA)

Gs



Let’s go through the steps!



Presumption ofPresumption of 
NormalcNormalcy

Assessment should be driven by presumptions of 
normalcy rather than pre‐conceptions of 
d fdysfunction. 



STEP 1:  
REASON FOR REFERRAL

• Individualize your assessment batteries. y
– Don’t give WISC/WIAT/TOLD to every single kid who is 
referred.  

• Know what cognitive/language abilities impact the 
specific academic concernspecific academic concern

• Rule out exclusionary factors



Summary of Relations between CHC Abilities and 
Processes and Academic Achievement 

(Flanagan, Ortiz, Alfonso, & Mascolo, 2006)  see : www.iapsych.com( g , , , , ) p y

 
CHC Ability 

 

 
Reading Achievement 

 
Math Achievement 

 
Writing Achievement 

Gf Inductive (I) and general sequential reasoning 
(RG) abilities play a moderate role in reading 

Inductive (I) and general sequential (RG) 
reasoning abilities are consistently very 

Inductive (I) and general sequential reasoning 
abilities is related to basic writing skills primarily ( ) p y g

comprehension. 
reasoning abilities are consistently very 
important at all ages. 

g p y
during the elementary school years (e.g., 6 to 13) 
and consistently related to written expression at all
ages. 

    
Gc Language development (LD), lexical knowledge 

(VL), and listening ability (LS) are important 
t ll Th biliti b i i l

Language development (LD), lexical knowledge 
(VL), and listening abilities (LS) are important 

t ll Th biliti b i i l

Language development (LD), lexical knowledge
(VL), and general information (K0) are 
i t t i il ft 7 Th bilitiat all ages.  These abilities become increasingly 

more important with age. 
at all ages.  These abilities become increasingly 
more important with age. 

important primarily after age 7.  These abilities
become increasingly more important with age. 

    
Gsm Memory span (MS) is important especially when 

evaluated within the context of working 
memory. 

Memory span (MS) is important especially when 
evaluated within the context of working 
memory. 

Memory span (MS) is important to writing, 
especially spelling skills whereas working 
memory has shown relations with advanced 
writing skills (e.g., written expression).g ( g , p )

    
Gv Orthographic Processing May be important primarily for higher level or 

advanced mathematics (e.g., geometry, calculus). 
 

    
Ga Phonetic coding (PC) or “phonological 

awareness/processing” is very important 
during the elementary school years

 Phonetic coding (PC) or “phonological 
awareness/processing” is very important 
during the elementary school years for bothduring the elementary school years. during the elementary school years for both 
basic writing skills and written expression 
(primarily before age 11). 

    
Glr Naming facility (NA) or “rapid automatic 

naming” is very important during the 
elementary school years.  Associative memory 

Naming Facility (NA); Associative Memory (MA) Naming facility (NA) or “rapid automatic naming”
has demonstrated relations with written 
expression, primarily the fluency aspect of 

(MA) may be somewhat important at select ages 
(e.g., age 6). 

writing. 

    
Gs Perceptual speed (P) abilities are important 

during all school years, particularly the 
elementary school years. 

Perceptual speed (P) abilities are important 
during all school years, particularly the 
elementary school years. 

Perceptual speed (P) abilities are important 
during all school years for basic writing and 
related to all ages for written expression. 



Example of Hypothesized CHC DomainExample of Hypothesized CHC Domain--Specific LD Patterns:  Specific LD Patterns:  Ages 6Ages 6--88

Basic 
Reading Skills

Reading
Comp

Math 
Reasoning

Basic 
Math Skills

Ga Auditory 
Processing

Long Term

Ga Auditory 
Processing

Long Term L T

Gc
Crystallized 
Intelligence

Glr Long-Term
Retrieval

Gc
Crystallized 
Intelligence

Glr Long-Term
Retrieval

Gc
Crystallized 
Intelligence

Glr Long-Term
Retrieval

Intelligence

Gs Processing
Speed

Intelligence

Gs Processing
Speed

Intelligence

Gs Processing
Speed

Gs Processing
Speed

Gsm Short-Term
Memory Gsm Short-Term

Memory Gsm Short-Term
MemoryGsm Short-Term

Memory

Gf Fluid 
Intelligence

Gf Fluid
Intelligence



STEP 2:  
CHOOSE A CORE BATTERY

• If you need an overall g you have to do all the core tests If• If you need an overall g, you have to do all the core tests.  If 
not, then you can just do the ones that are related to the 
reason for referral.  

• Not all cognitive batteries address the same cognitiveNot all cognitive batteries address the same cognitive 
areas.  Need to know what the tests are actually 
measuring.  



Broad WISC-IV KABC-II WJ III COG

Gf Pi t C t (I) P tt R i (I G V ) C t F ti (I)

Evaluation of Cognitive Abilities Mascolo (2004). Published in Flanagan & Kaufman (2004) Essentials of WISC-IV 
Assessment.  Wiley

Gf Picture Concepts (I)
Matrix Reasoning (I)
Word Reasoning (I)

Pattern Reasoning (I, Gv-Vz)
Story Completion (I, RG, Gc-K0)

Concept Formation (I)
Analysis Synthesis (RG)

Gc Similarities  (LD & VL), Vocabulary (VL)
Comp.  (K0), Picture Concepts (K0)

Riddles (VL, LD, Gf-RG)
Expressive Vocab. (VL)

Verbal Comp. (VL & LD)
General Info. (K0)p p

Picture Completion (K0)
Information (K0), Word Reasoning (VL)

p
Verbal Know. (VL, K0)

Ga -- See KTEA-II Incomplete Words (PC:A)
Sound Blend. (PC:S)
A di A (US/U3 UR)Auditory Att. (US/U3, UR)

Gv Block Design (SR)
Picture Completion (CF)

Conceptual Thinking (Vz, Gf-I)
Block Counting (Vz, Gq-A3)
Face Recog. (MV), Triangles (SR, Vz)
Rover (SS, Gf-RG, Gq-A3)

Spatial Relations (Vz & SR)
Picture Recognition (MV)

( q )
Gestalt Closure (CS)

Gsm Digit Span (MS & MW)
Letter-# Sequencing (MW)

Word Order (MS, WM)
Number Recall (MS)
Hand Mvmts. (MS, Gv-MV)

Memory for Words (MS)
Numbers Rev. (MW)
Auditory Work. Mem.(MW)

Glr -- Atlantis (MA & L1)
Rebus (MA)
Atlantis Delayed (MA, L1)
Rebus Delayed (MA, L1)

Visual Aud. Learning (MA & MM)
Vis.-Aud. Delayed (MA)
Retrieval Fluency  (FI & FA)
Rapid Pic. Nam. (NA)

Gs Coding (R9)
Symbol Search (P & R9)
Cancellation (P & R9)

See KTEA-II Fluency tests Visual Matching 
(P & R9)
Decision Speed (R4)

Gq Arithmetic (A3) See KTEA-II



STEP 3:  
CHOOSE A SUPPLEMENTALCHOOSE A SUPPLEMENTAL

• Identify the Absence or Underrepresentation y p
– Supplement your core with subtests from another 
battery (Hence the title CROSS BATTERY)

• Find Supplemental tests 
• keep the number of batteries to a minimum (preferably two)p (p y )
• Review the CHC Cross‐Battery Worksheets

• Use confidence bands to identify what has beenUse confidence bands to identify what has been 
measured



This is where SP and SLP can get 
together and see what should 
b d tbe done next.  

How can we supplement rather pp
than duplicate



STEP 4:  
MAKE SCORES COMMUNICATE

• Convert Scaled Scores into Standard Scores

• If crossing batteries find Cluster AverageIf crossing batteries, find Cluster Average.
–Need to understand Confidence Intervals

If h Cl b d l• If the Cluster score on one battery adequately 
measures a Broad Ability, use that score 
rather than averaging.rather than averaging.  



Are converting scores 
and Averaging them 

d h t i ?voodoo psychometrics?



CONSISTENCYCONSISTENCY

AND

DISCREPANCYDISCREPANCY



Integrated Ability Analysis (Flanagan et al., 2002)
KABC-II and KTEA-II Data

-1 SEM 68 % +1 SEM
•Subtests = + 7Confidence Bands: •Clusters = + 5

40          50          60           70           80          90          100         110         120        130         140 150        160Grw Broad/Narrow Cluster
Reading Composite(     )
Sound Symbol ( )

Gf Broad/Narrow Cluster
Story Comp.__ (     )
Pattern Reasoning   (   _)

(     )

Sound Symbol        (     ) 
Reading Fluency__(_ _)

Gsm Broad/Narrow Cluster
Word Order__ (     )
N b R ll ( )

Gv Broad/Narrow Cluster
Rover _              __(     )
Triangles_______ (     )
_______________(     )

_______________ ( )

Number Recall_    (     )
_______________(___)

Ga Broad/Narrow Cluster
Nonsense Wd Decod(     )
Phonol. Awareness (     )

Glr Broad/Narrow Cluster
Rebus_____________(___)
Atlantis_ __________(___)
__________________(___)

_( )
________________(___)

G B d/N Cl t

40           50          60           70           80          90          100         110        120         130        140 150        160

Gs Broad/Narrow Cluster
Assoc. Fluency_____(___)
Naming Facility____(___)
_________________(___)



Integrated Ability Analysis (Flanagan et al., 2002)
KABC-II and KTEA-II Data

-1 SEM 68 % +1 SEM
•Subtests = + 7Confidence Bands: •Clusters = + 5

40          50          60           70           80          90          100         110         120        130         140 150        160Grw Broad/Narrow Cluster
Reading Composite(     )
Sound Symbol ( )

Gf Broad/Narrow Cluster
Story Comp.__ (     )
Pattern Reasoning   (   _)

(     )

Sound Symbol        (     ) 
Reading Fluency__(_ _)

Gsm Broad/Narrow Cluster
Word Order__ (     )
N b R ll ( )

Gv Broad/Narrow Cluster
Rover _              __(     )
Triangles_______ (     )
_______________(     )

_______________ ( )

Number Recall_    (     )
_______________(___)

Ga Broad/Narrow Cluster
Nonsense Wd Decod(     )
Phonol. Awareness (     )

Glr Broad/Narrow Cluster
Rebus_____________(___)
Atlantis_ __________(___)
__________________(___)

_( )
________________(___)

G B d/N Cl t

40           50          60           70           80          90          100         110        120         130        140 150        160

Gs Broad/Narrow Cluster
Assoc. Fluency_____(___)
Naming Facility____(___)
_________________(___)



Integrated Ability Analysis (Flanagan et al., 2002)
KABC-II and KTEA-II Data

-1 SEM 68 % +1 SEM
•Subtests = + 7Confidence Bands: •Clusters = + 5

40          50          60           70           80          90          100         110         120        130         140 150        160Grw Broad/Narrow Cluster
Reading Composite(     )
Sound Symbol ( )

Gf Broad/Narrow Cluster
Story Comp.__ (     )
Pattern Reasoning   (   _)

(     )

Sound Symbol        (     ) 
Reading Fluency__(_ _)

Gsm Broad/Narrow Cluster
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Common Components of Third Method Approaches 
to SLD Identification 

COGNITIVE STRENGTH

Average or higher 
abilities and processes; 

May also include 
strengths in academic 

skills

Statistically significant difference between 
iti i t iti d i ib d

Statistically significant difference between 
iti i t iti d d i kill cognitive integrities and circumscribed 

cognitive ability or processing deficit(s)

Cognitive deficit(s) is specific, not general or 
pervasive, because overall cognitive ability is 

at least average

cognitive integrities and academic skill 
deficit(s)

Academic deficit(s) is unexpected, not 
expected, because overall cognitive ability 

is at least average

ACADEMIC 
WEAKNESS/FAILURE

Academic 

COGNITIVE 
WEAKNESS/DEFICIT

Cognitive Ability or 

Consistent/Concordant

Skills/Knowledge Deficits
g y

Processing Disorder
No Statistically significant 

Performance Difference (constructs 
are related empirically )

Flanagan, Fiorello, and Ortiz (in press); Hale, Flanagan, and Naglieri (2008)



INTERPRET TOGETHER
• C bi ti k l d d li i l• Combine our perspectives, knowledge, and clinical 
understandings to better understand the child.  

lk l d f• Are we talking a language deficit or a cognitive 
deficit or both?

To heck with IEP DIRECT– To heck with IEP DIRECT

• It’s time to be detectives. 

• Follow the clues/data

• Confirmatory data should support any conclusions.  



Subtypes of 
Reading Disability (Fiefer)Reading Disability (Fiefer)

(1) Dysphonetic Dyslexia – difficulty sounding out words in a 
phonological manner (Ga‐Phonetic Coding; Gsm‐Memory Span Workingphonological manner (Ga‐Phonetic Coding; Gsm‐Memory Span, Working 
Memory)

(2) Surface Dyslexia – difficulty with the rapid and automatic 
recognition of words in print (Glr‐Naming Facility; Gv‐Orthographic 
Processing; Gs‐Perceptual Speed; Gc‐Vocabulary Knowledge)

(3) Mixed Dyslexia –multiple reading deficits characterized by(3) Mixed Dyslexia –multiple reading deficits characterized by 
impaired phonological and orthographic processing skills.  It is probably 
the most severe form of dyslexia. (Multiple CHC abilities or processes 
involved; attention and executive functioning)

(4) Comprehension Deficits – the mechanical side of reading is fine 
but difficulty persists deriving meaning from print (Gf‐Induction, General 
Sequential Reasoning; Gc‐ Language Development; attention andSequential Reasoning; Gc Language Development; attention and 
executive functioning)



Subtypes of  reading disability based 
on phonological awareness (PA), rapid 
naming (RN) and vocabulary skillsnaming (RN), and vocabulary skills.

Working memory is not depicted, but 
would also be a subtyping dimension

CHC domain

Lexical 
Deficit

yp g

Gc

Rapid Naming Deficit
Glr/GsGsm

Phonological Deficit Gag

Subtype
PA O l

Subtype
PA & RN

Subtype
PA & RN

Subtype
RN O l

Fletcher et al., (2002).  Fletcher et al., (2002).  

PA Only PA & RN PA & RN,
Lex Global
Language

RN Only



Assessment of Diverse Children:
Dimensions of Standardized Tests Related to Bias

• Tests are culturally loaded:

– the majority of tests used by psychologists were developed and normed in U.S. 
and inherently reflect native anthropological content as well as the culturally 
bound conceptualizations of the test developers themselves.  Many tests require 
specific prior  knowledge of and experience with mainstream U.S. culture

• Tests require language (communication):

– linguistic factors affect administration comprehension responses and– linguistic factors affect administration, comprehension, responses, and 
performance on virtually all tests.  Even nonverbal tests that reduce oral language 
requirements continue to rely on effective communication between examiner and 
examinee in order to measure optimal performance

Tests ar on both dimensions• Tests vary on both dimensions:

– Tests vary significantly with respect to the degree that they are culturally loaded 
as well as the degree of language required 

Cultural Loading and Linguistic Demand

Low Moderate High

Flanagan & Ortiz (2001)



Pattern of  Expected Performance of  
Culturally and Linguistically Diverse Children

Cultural and Linguistic 
Classification of Tests 
Addressing Bias in Test 
Validity and Interpretation 
(Fl  & O i  2001)

y g y

DEGREE OF LINGUISTIC DEMAND(Flanagan & Ortiz, 2001)

LOW MODERATE HIGH
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Individual Differences 
A I t tAre Important
One Size Does Not Fit AllOne Size Does Not Fit All



The Early Catastrophe: 
The 30 Million Word Gap by Age 3p y g

Betty Hart and Todd R. Risley



• SES strong predictor of reading 
problems

• Low SES children with PA 
problems have reading areas 
intact and use the same reading g
areas as controls

• More about underdeveloped 
connections (due to lack ofconnections (due to lack of 
experience, etc.)

• Low SES same reading systems 
but delayed and never reallybut delayed and never really 
catch up (Noble & McCandliss, 
2005)

Elaine Fletcher-Janzen (May 2011) Presented at the 3rdElaine Fletcher Janzen (May, 2011).  Presented at the 3
annual assessment conference, Fordham University. New 
York, NY.



The 30 Million Word Gap

• Given a 100‐hour week (14 hour waking day)
– Avg child in professional families: 215,000215,000 words of language experience

A hild i ki l f ili 125 000125 000– Avg child in working class families: 125,000125,000
– Avg child in welfare families: 62,00062,000

• Given a 5,200‐hour year
P f i l f ili 11 2 illi d– Professional families: 11.2 million words

– Working class families: 6.5 million words
– Welfare families: 3.2 million words

• In 4 years of such experience an average child in a• In 4 years of such experience, an average child in a 
professional family would have accumulated 
experience with almost 45 million wordsp
– Working class: 26 million
– Welfare: 13 million

• Children in professional families are exposed to over 30 million more 
words/language experience than children in welfare familieswords/language experience than children in welfare families

Betty Hart and Todd R. Risley



Linking Assessment to Intervention

• Requires good instruments

• Well trained clinicians

• Well trained teachers and special educators• Well trained teachers and special educators

• A mechanism in place for bringing data together to 
bl l i tt t t ff th tproblem‐solve in an attempt to offer the most 

effective instruction and interventions to children
Mascolo and Flanagan (2008)



Intervention Types
Need to differentiate between Mascolo and Flanagan (2008)

Direct Interventions (remediation)

Accommodations

Compensation

Mascolo and Flanagan (2008)

Compensation

Instructional/Curricular Modifications

Intervention: any technique, product, or approach which intends to directly address an 
identified area of weakness through remediation

Accommodations: any technique or support which intends to directly alleviate the 
symptomatology associated with an identified area of weakness (e.g., circumventing 
the impact of a processing speed weakness via extended time ‐ ‐ the symptom is not 
“Gs deficit” – that’s the problem; the symptom is “unfinished assignments” ‐ ‐ when 
you extend time you alleviate the symptom and assignments are completed.

Compensation: strategies taught to a student that he or she is expected to apply



Tier I Screening

At risk in Reading
•Students

Amy At‐risk in Reading
Decoding

Fluency

Amy
Belinda
Carl Fluency

Comprehension

Carl

Tier II Treatment Protocol
Reading Recovery

Mascolo and Flanagan (2008)



• Amy, Belinda, and Carl are making some gainsAmy, Belinda, and Carl are making some gains 
in Reading Recovery

• No appreciable change in reading• No appreciable change in reading 
performance

Ti II “ d ”• Tier II “nonresponders”

• Need for a comprehensive evaluation that 
includes cognitive assessment

Mascolo and Flanagan (2008)





• Amy’s cognitive testing shows a significant deficit in phonetic coding – she doesn’t 
know how to translate symbols into sounds

G d fi it i t h fl l b d di• Ga deficit impacts her fluency – labored reading

• Lack of decoding and fluency impacts comprehension

• Intervention should focus on Phonemic Awareness – Remediate Ga

Mascolo and Flanagan (2008)



• Gc deficit – language deficit

• Comprehension is poor b/c of low Gc

• Poor vocabulary – needs to re‐read to gain meaning, which impacts fluency

• Intervention should focus on vocabulary development – Remediate Gc‐VL, KO

• Accommodation of extended time due to a global Gs deficitg

Mascolo and Flanagan (2008)



• Gsm deficit

• Decoding is poor he cannot hold the complete phonemic string in mind long enough to say the word• Decoding is poor – he cannot hold the complete phonemic string in mind long enough to say the word

• Comprehension is poor because he needs to allocate all memory space decoding words and therefore 

cannot focus on meaning

• Fluency is impaired because he must re read the text to gain meaning• Fluency is impaired because he must re‐read the text to gain meaning

• Intervention should focus on developing a sight word vocabulary

• Carl needs to be taught compensatory strategies to assist with poor Gsm (text previews; guided notes; 

one comprehension question at a time)one comprehension question at a time)

Mascolo and Flanagan (2008)



All had same academic deficits (decoding, 

h fl )comprehension, fluency)

All made slow gains with Reading 

RecoveryRecovery

All had different patterns of cognitive 

strengths and weaknesses

Reading Recovery – allocating time to areas 

that do not need to be trained

Not enough explicit instruction in main 

problem area because the intervention 

l dwas not tailored
Mascolo and Flanagan (2008)



• No need to focus on comprehension and fluency

• Amy needs phonemic awareness training

Mascolo and Flanagan (2008)





Another 
Program forProgram for 
Ga‐Phonetic 

dCoding 
Deficit





• No need to focus on decoding

• Belinda needs to focus on building her vocabulary

• She will also benefit from strategies/adaptations to build 
flfluency

Mascolo and Flanagan (2008)





http://teacher.scholastic.com/products/texttalk/overview/readaloud.htm

Flanagan & Alfonso, NASP 2012



N d t f h i fl• No need to focus on comprehension or fluency

• Carl needs sight word reading and memory strategies

Mascolo and Flanagan (2008)



htt // ltilit /http://www.multilit.com.au/



"These findings prove the importance of personalizing cancerThese findings prove the importance of personalizing cancer 
drug treatment so that it targets the genetic make up of a 
particular tumour rather than presuming one therapy can p p g py
treat multiple, similar-looking tumours," Steven Jones, co-
author of the study, told the Canadian Press.

Shapira drew a similar conclusion from her study. "The 
striking difference in the patterns of microRNA expression 
b t Af i A i d C i b tbetween African American and Caucasian breast cancer 
patients may provide insight into answering why, when 
receiving similar treatments, outcomes are differentreceiving similar treatments, outcomes are different 
between African Americans and Caucasians," she said.



Manifestations of CHC Ability 
Weaknesses and Empirically-based 

Recommendations and Interventions 
(Flanagan, Alfonso, & Mascolo, 2011)



Gf Deficit
Reading

Difficulties with inferential reading comprehension
Difficulty abstracting main idea

WritingWriting
Difficulty with essay writing and generalizing concepts
Difficulty developing a theme
Difficulty with comparing and contrasting ideas

Math
Difficulties with math reasoning (word problems)Difficulties with math reasoning (word problems)
Difficulties with internalizing procedures and processes 
used to solve problems
Difficulty apprehending relationships between numbersDifficulty apprehending relationships between numbers



• Develop student’s skill in categorizing objectsDevelop student s skill in categorizing objects 
and drawing conclusions

• Use demonstrations to externalize the• Use demonstrations to externalize the 
reasoning process

G d ll ff id d ti ( id d– Gradually offer guided practice (e.g., guided 
questions list) to promote internalization of 
procedures or process(es)procedures or process(es) 



• Targeted feedbackTargeted feedback

• Cooperative learning

i l hi• Reciprocal teaching

• Graphic organizers to arrange information in 
visual format



Targeted Feedback

• Feedback to students is important and needs 
to be concrete and specific
– Highlight parts of the task that they executed g g p y
appropriately

– Identify where things went “wrong” or off‐course

– Describe how to correct the mistakes

– Provide opportunity for self‐correction and/or pp y /
practice







Reading and Writing Examples (Gf)
• Directed Reading‐Thinking Activity (DR‐TA)

– Activating prior knowledge and making a prediction about the story

– Reading and stopping to confirm/revise predictions

– Making new predictions and continuing to stop to confirm/revise

– Process is organized by the teacher and can be implemented with a more g y p
general “predicting” technique whereby the teacher explains what a 
prediction is first and begins by modeling the strategy (e.g., using the 
title/cover art of a book) and progressing through collaborative, guided, and 
finally, independent thinking

• Written Expressionp

– Inspiration software (www.inspiration.com)





Manifestations of CHCManifestations of CHC 
Ability Weaknesses and 

Empirically-based 
Recommendations and 

Interventions (Flanagan,Interventions (Flanagan, 
Alfonso, & Mascolo, 2011)



Manifestations of CHC Ability 
Weaknesses and Empirically-based 

Recommendations and Interventions 
(Flanagan Alfonso & Mascolo 2011)(Flanagan, Alfonso, & Mascolo, 2011)



Manifestations of CHC Ability Weaknesses 
and Empirically-based Recommendations and 
Interventions (Flanagan Alfonso & MascoloInterventions (Flanagan, Alfonso, & Mascolo, 

2011)



Manifestations of CHC Ability Weaknesses and 
E i i ll b d R d ti dEmpirically-based Recommendations and 

Interventions (Flanagan, Alfonso, & Mascolo, 
2011)



Manifestations of CHC Ability Weaknesses andManifestations of CHC Ability Weaknesses and 
Empirically-based Recommendations and 

Interventions (Flanagan, Alfonso, & Mascolo, 
2011)



Reading Comprehension Strategies

Affinity

Anticipation Guide

Pairs‐Read

Paraphrasing
Anticipation Guide 

Cloze

Concept Definition Map

QAR

RAFT

Reciprocal Teaching
Cornell Graphic Organizer

DR/TA

Fishbone

p g

Rock Around the Clock

SQ3R 

Structured Note taking
K‐W‐L‐S

Learning Logs

Minute Paper

Structured Note‐taking

Summarizing

Venn Diagram
Minute Paper Vocabulary in Context



"These findings prove the importance of personalizing cancerThese findings prove the importance of  personalizing cancer 
drug treatment so that it targets the genetic make up of  a 
particular tumour rather than presuming one therapy can treat 
multiple, similar-looking tumours," Steven Jones, co-author of  
the study, told the Canadian Press.

Shapira drew a similar conclusion from her study. "The striking 
difference in the patterns of  microRNA expression between African 
American and Caucasian breast cancer patients may provide insight 
into answering why, when receiving similar treatments, 
outcomes are different between African Americans andoutcomes are different between African Americans and 
Caucasians," she said.
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• While we must adhere to our current legal definitions, 
t th t th d fi iti d t lexperts agree that the definition needs to evolve.

• The aforementioned framework reflects the future of SLDThe aforementioned framework reflects the future of SLD 
assessment‐some issues are not related to processing 
problems but other types of problems.  p yp p

Our job will be to tell the difference between 
th tthe two…

failure to RTI is not going to do this job.

Mather (2012)



Reached our Goals?



















































 

 

Executive Skills Functioning 
Self‐Assessment Rating Scale  

This Self Assessment is for training purposes only.   
It is a compilation of many different scales from a variety of sources listed in the Bibliography. 

 
Working Memory  
Holding facts in mind while manipulating information and completing 
a task.  Accessing facts stored in long term memory. 

Seldom  Sometimes  Frequently 

1.  Difficulty remembering details       
2.  Difficulty following directions (particularly oral)       
3. Forgetful       
4. Difficulty completing tasks       
5. Difficulty with multi‐step tasks       
6. Loses focus/easily distracted        
7. Does not remember what was just heard or read       
8. Overwhelmed/frustrated by too much information       

 
Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 
__________________________________________________________________________________________ 

 
 
 

Planning and Prioritizing  
The ability to create a roadmap to reach a goal 

Seldom  Sometimes  Frequently 

1.  Difficulty setting long and short term goals       
2.  Difficulty developing a timeline for projects       
3. Becomes overwhelmed juggling responsibilities       
4. Difficulty knowing where to start        
5. Not prepared        
6. Difficult time judging how long something will take       
7. Gets caught up in the details and misses big picture       
8. Has good ideas, but does not follow through       

 
Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 
__________________________________________________________________________________________ 

 
 



 

 

Organization 
The ability to arrange things according to a system 

Seldom  Sometimes  Frequently 

1.  Difficulty organizing “stuff”       
2.  Messy       
3. Loses things needed or work that has been done       
4. Difficulty expressing ideas        
5. Difficulty maintaining a sequence       
6. Late        
7. Careless        

 
Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 

 
Time Management  
The ability to estimate how much time one has, how to allocate time, 
and how to stay within time limits and deadlines 

Seldom  Sometimes  Frequently 

1.  Difficulty working efficiently       
2.  Difficulty developing timelines for projects       
3. Difficulty following a schedule       
4. Difficulty estimating time        
5. Late       
6. Difficulty deciding what to focus on first       

 
Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 
 
Metacognition 
The ability to stand back and take a bird’s eye view of oneself in a 
situation; the ability to self monitor and self evaluate 

Seldom  Sometimes  Frequently 

1.  Difficulty time thinking abstractly       
2.  Difficulty problem solving       
3. Difficulty taking another person’s perspective       
4. Unaware socially       
5. Unaware of how behavior impacts others       
6. Difficulty handling criticism       
7. Unaware of errors in work/difficulty checking over work       
8. Difficulty talking through situations       

 
Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 



 

 

Response Inhibition  
The capacity to think before acting. 

Seldom  Sometimes  Frequently 

1.  Interrupts, speaks out of turn, speaks without thinking       
2.  Procrastinates while doing other non‐task related things       
3. Rushes through without reading directions       
4. Inconsistent       
5. Risk taker       
6. Jumps to conclusions       
7. Acts without thinking       
8. Difficulty with delayed gratification       

 
Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 
 
Emotional Control 
The ability to manage emotions to achieve goals 

Seldom  Sometimes  Frequently 

1.  Overacts       
2.  Difficulty calming down and working       
3. Explosions or angry outbursts       
4. Cries easily       
5. Frequent mood changes       
6. Impatient       
7. Low frustration tolerance       

 
Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 
 
Sustained Attention 
The capacity to maintain attention to a situation or task in spite of 
distractibility, fatigue, or boredom 

Seldom  Sometimes  Frequently 

1.  Easily sidetracked       
2.  Short attention span       
3. Becomes overwhelmed juggling responsibilities       
4. Difficulty completing work       
5. Overwhelmed by length/complexity of tasks to be done       
6. Rushes through work       
7. Difficulty noticing details       
8. Forgets  assignments or materials to complete them       

 
Comments:  ________________________________________________________________________________ 



 

 

Task Initiation 
The ability to begin projects without procrastination, in an efficient or 
timely fashion 

Seldom  Sometimes  Frequently 

1.  Difficulty starting work       
2.  Difficulty following multi‐step projects       
3. Becomes overwhelmed juggling responsibilities       
4. Stares at work, but does not begin it       
5. Completes work late       
6. Procrastinates       
7. Appears to be working        

Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 

 
Goal‐Directed Persistence 
The ability to have a goal, follow through to the completion of the 
goal, and not be distracted by competing interests 

Seldom  Sometimes  Frequently 

1.  Difficulty following through on goals       
2.  Difficulty seeing connection between work and long term 

goals 
     

3. Difficulty beginning a task       
4. Difficulty getting back on task if interrupted       
5. Difficulty completing tasks       
6. Difficult time with delayed gratification       
7. Gives up        
8. Easily diverted from a plan or schedule       

Comments:  ________________________________________________________________________________ 
__________________________________________________________________________________________ 
 
 Flexibility 
The ability to shift to a different thought or action according to 
changes in a situation 

Seldom  Sometimes  Frequently 

1. Difficulty with transitions       
2.  Does not tolerate change in plans, schedule, or strategy       
3. Perseverates on thoughts, ideas, activities       
4. Frustrated by interruptions       
5. Difficult time continuing after an interruption       
6. Abandons tasks when they do not go as planned       
7. Does not address problems that arise       
8. Feels anxious about change       

Comments:  ________________________________________________________________________________ 



 
 

 

Executive Skill  Deficits  Accommodations  Strategies 
Working Memory 
 
 

 

• Looks like he is daydreaming 
• Difficulty remembering details 
• Forgetful 
• Short attention span 
• Puts hand up to answer, but 

forgets what he wanted to say 
• Difficulty sequencing events to 

complete 
• Difficulty completing 

activities/abandons activities 
• Forgets how to do a task in the 

middle of it. 
• Difficulty taking notes 

• Simplify directions 
• Provide preferential 

seating 
• Provide purposeful 

checks for 
understanding 

• Provide structure to 
tasks 

• Provide copies of notes 
• Provide rubrics for 

assignments 

• Checklists 
• “How to” lists 
• Outlines 
• Visualization and 

Association 
• Verbal rehearsal 
• Chunking of information 
• Mnemonic strategies 
• Flash cards 
• Visual calendars, 

organizers, planners 
• Method of Loci 
• Exercises to improve WM 

Planning/Prioritization 
 

6 Ps of Planning: 
Proper prior planning 

prevents poor 
performance. 
(Bizmove.com) 

• Unprepared for class 
• Difficulty developing a time line 

for projects 
• Overwhelmed when juggling 

assignments 
• Trouble with main idea or 

determining important 
information 

• Difficulty setting goals 
• Difficulty  determining the most 

important thing to do first and 
following through 

• Starts working at last minute 
 

• Post materials checklist 
outside the classroom 
door 

• Provide schema for 
timelines 

• Provide guided 
“highlighting” activities 

• Develop a behavior plan 
for being prepared 

• Check lists 
• “How to” lists 
• Organizers/binders 
• Color coding 
• Calendars/day planners 
• Schedule planning time 
• Plan for tomorrow, tonight 
• Think in sequence‐Use key 

words to remember 
• Put plan in writing 
• First ten minutes:  look 

over the plan for the day 

Executive Skills Strategies 
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Organization  • Unprepared for class 
• Frequently comes late to class 
• Does sloppy or incomplete work 
• Doesn’t turn in work that has 

been done 
• Loses or misplaces things 
• Work area, book bag, notebooks 

are messy 
• Has good ideas, but cannot 

follow through 
• Written work is difficult to 

follow 
• Misses the main idea, gets 

bogged down in details. 
• Lacks study skills 

• Develop a plan to check 
for organization of 
materials (Binder 
checks) 

• Provide a reward 
system for punctuality 

• Divide work into chunks 
for neat, well thought 
through answers 

• Provide time to plan 
before beginning an 
activity then signal for 
the student to begin 

• Make use of word 
processor when writing 
so that 
organizing/revising  
becomes part of the 
process 

• Check for 
understanding of main 
idea. 
 
 
 
 
 
 
 

 

• Checklists, “How to” lists 
• Reflect on why punctuality 

is difficult.  Get rid of 
obstacles. 

• Develop a plan to be on 
time 

• Use planning time to 
organize thoughts and the 
activity 

• Chunking 
• Use word processor and 

the writing process for 
written assignments. 

• Self questioning strategies 
• Take a study skills class 

 



 
 

 

Time Management  • Difficulty working efficiently 
• Difficulty following a schedule 
• Frequently late to class 
• Difficulty trying to decide what 

to do first 
• Difficulty developing a timeline 

for projects 
• Has hard time estimating time 
• Difficulty learning to tell time 
• Doesn’t turn in work on time 
• Wastes time 

• Provide a syllabus for 
semester projects 

• Provide daily visual or 
written schedules 

• Give transition warnings
• Have student verbally 

state an estimate of 
working time before 
starting 

• Grade work turned in 
and then increase 
amount expected 

• Provide timers 

• Use schedules, day 
planners, calendars 

• Use timers and watches 
• Plan in terms of increments 

of time  
• Write a “task schedule” to 

complete an assignment 
• Verbally estimate time it 

will take to do the task 
• Practice sequencing skills 
• Self reward for staying on 

schedule 
 

Metacognition  • Difficult time talking through 
situations, even when concrete 

• Difficult time thinking abstractly 
• Difficulty recognizing and 

discussing strengths and 
weaknesses 

• Difficulty knowing how he/she 
learns best 

• Easily frustrated 
• Loses sight of goals 
• Difficulty accepting corrective 

criticism 
• Difficulty finding careless 

mistakes 
• Not aware of other people’s 

feelings and perception 

• Model “talking 
through” stories, 
problems, projects 

• Provide visuals/outlines 
for talk throughs 

• Provide one to one 
opportunities to 
practice talking through 

• Use social stories  
• Before turning in 

assignments for a 
grade, let child grade 
his own paper and 
correct errors 

• Use three pluses and a 
wish 

• Practice talking through 
stories, situations, projects 

• Make talk throughs a habit 
• Goal setting rubrics 
• Ask for help 
• Use feeling rubrics to judge 

frustration levels 
• Use feeling rubrics to 

determine how others feel 
• Use social stories 
• Role play 
• Check your work with a 

teacher’s eye 
• Self monitoring rubrics 
• Self assessments before, 

during, after 



 
 

 

Response inhibition  • Calls out 
• Interrupts 
• Acts wild/”out of control” 
• Jumps to inappropriate 

conclusions 
• Is a risk‐taker or dare devil 
• Needs immediate feedback 

(delayed gratification is difficult) 
 
 

• Model conversational 
rules and guidelines 

• Social stories 
• Visual signals 
• “Call out” cards 

• Social stories 
• Role plays 
• Social groups 
• Visual reminders 
• Verbal rehearsal 
• Stop‐Wait Cues 

Emotional Control 
 
 
 
 
 
 
 
 
 
 
 
 

• Tends to over‐react 
• Impulsive 
• Can have angry outbursts 
• Can have mood changes 
• Angry 
• Fearful 
• Cries easily 
• Low frustration tolerance 
• Worries 
• Meltdowns 
• Impatient 

• Model appropriate self‐
regulation 

• Verbalize problem 
solving in stressful 
situations 

• Write social stories with 
the student 

• Use emotional rating 
scales or thermometers 

• Be attuned to the 
student’s emotional 
state to avoid 
meltdowns and rage 

• Provide a safe, calm 
place to de‐escalate 

• Allow student to take 
an emotional break 
from the frustrating 
situation. 
 

• Role plays 
• Social groups 
• Emotional rating scales and 

thermometers 
• Visual cues 
• Verbal rehearsal 
• Self calming techniques 

(breathing, eyes closed, 
counting) 
 



 
 

 

Sustained Attention  • Easily distracted 
• Difficulty staying with tasks and 

completing assignments 

• Provide signals to 
redirect 

• Provide periodic checks 
to ensure on task 
behavior 

• Preferential seating 
• Break work up into 

smaller units, then 
increase the amount 
required 

• Use listening strategies 
• Create a success map for 

completing the assignment 
• Chunk assignments and 

reward for staying with the 
task 

• Self checks for 
understanding and on‐task 
behavior 

• Ask questions during verbal 
lessons 
 
 
 
 
 

Task Initiation  • Has difficulty getting started 
• Looks like he/she is getting 

ready to work, but isn’t 
• Procrastinates 

• Provide structure and 
routine 

• Provide a schedule for 
tasks 

• Stay close to the 
student until the task is 
begun 

• Reward beginning task 
 
 
 
 
 

• Get the pencil moving 
strategy 

• Work first/then cues 
• Self reward getting started 

on a task 



 
 

 

Goal‐Directed 
Persistence 

• Difficulty following through on 
goals set 

• Hard time seeing connection 
between work and long term y 
goals 

• Difficulty beginning a task 
• Difficulty getting back on task if 

interrupted 
• Difficulty completing tasks 
• Difficulty with delayed 

gratification 
• Gives up 
• Easily diverted from a plan or 

schedule 
• Behavior implies they don’t care 

• Model goal setting and 
follow through 

• Guided talk through of 
student’s goals and 
periodic checks for 
follow through 

• Provide written “task 
schedule” for 
completion 

• Provide cues for 
student beginning a 
task  

• Separate how you feel 
about the student’s 
work from feelings 
about the student 

• Set goals  
• Develop a plan and 

timeline for meeting goals 
• Self reward for beginning 

and sticking with a task to 
completion 

• Have a plan for continuing 
work if interrupted (stand 
up and stretch, eyes shut) 

• Talk through goals and 
tasks that have to be done 
to complete.  Write them 
down. 

Flexibility  • Resists change 
• Difficulty with open ended 

questions and assignments 
• Gets upset with changes to 

schedule or routine. 
• Difficulty with transitions 
• Difficulty generating creative 

strategies to solve problems 

• Maintain a structured 
learning environment 

• Prepare student for 
schedule changes 

• Validate frustration, but 
emphasis that a change 
is not a bad thing 

• Provide social stories 
and visual cues for 
unexpected change 
 

• Practice flexibility exercises 
(generating multiple 
responses to situations) 

• Visual /written schedules 
• Self talk 
• Social stories 
• Role play 
• Participate in “structured 

chaos” activities 
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