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Welcome to the third in a series of four workshops focused on embedded 
instruction for early learning. The workshops are organized as learning modules. 
This workshop is Module 3: When to Teach and How to Teach. The four learning 
modules are part of a comprehensive professional development “toolkit” known 
as Tools for Teachers. 

 

The Module 3 Workbook is designed for you to use during the workshop. 
Follow along with the slides and activities. Write your notes and ideas directly 
into this booklet. After the workshop, review the material for a refresher on what 
you have learned. The Module 3 Workbook starts on page 1 of this booklet. 

 

The Module 3 Practice Guide is designed for you to use back home in 
your classroom. The guide provides additional information and references related 
to the content of this workshop. Use the Practice Guide to learn more about 
embedded instruction, refresh your memory, or use the materials to help your 
team learn about embedded instruction. The Module 3 Practice Guide starts on 
page 85 of this booklet. 
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Key Components of Embedded Instruction 
 
Embedded instruction is an approach to instruction that promotes child engagement and 
learning in everyday activities, routines, and transitions. This is accomplished by 
identifying times and activities when instructional procedures for teaching a child’s 
priority learning targets are implemented in ongoing [naturally occurring] activities, 
routines, and transitions.  
 
Embedded Instruction focuses on: 
 

 
 
This guide will focus on ‘When to Teach’ and ‘How to Teach’. The key elements of 
the When to Teach practices is the use of high-quality activities to provide multiple and 
meaningful embedded learning opportunities and the development of an activity matrix 
to plan when and how many learning opportunities to embed within and across 
activities. The key elements of the How to Teach practices is the use of systematic 
instructional procedures. Instructional procedures are used to plan for and implement 
complete learning trials. The most basic complete learning trial has an antecedent, the 
priority learning target behavior, and a consequence. 

 
 
This guide will help you develop an activity matrix, plan when and how many learning 
trials, and identify the instructional procedures and elements of a complete learning trial 
that can be used as part of your daily instructional practice. 
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When to Teach: Key Practices 
	

5. Develop and implement activities, routines, 
and transitions that are designed to support 
the engagement and learning of all children. 
 

6. Select which activities, routines, and 
transitions are logical and appropriate to 
embed meaningful opportunities to practice a 
specified priority learning target behavior. 
 

7. Use massed, spaced, or distributed 
instructional learning trials to embed multiple 
opportunities to practice the priority learning 
target behavior within and across activities, 
routines, and transitions, considering 
frequency, intensity, and duration of instruction 
needed. 
 

8. Develop an activity matrix to record when 
and how many instructional trials I plan to 
embed to optimize child learning on priority 
learning targets. 
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Selecting Activities, Routines, and Transitions 
 

Selecting activities, routines, and transitions for embedding instruction on priority 
learning targets involves examining the “fit” between the priority learning target and the 
characteristics and expectations of an activity, routine, or transition.  

	

	
 

The characteristics and “demands” or expectations of some activities provide natural 
opportunities for a child to practice some behaviors or skills. For example, snack time is 
a natural time for a child to practice requesting because there are multiple opportunities 
for all children to request food or assistance.   

With a little planning, some activities might also be considered “logical” times to embed 
instruction on priority learning targets. This means you can arrange the environment 
and activity so that you can provide intentional and systematic instruction on the priority 
learning target without interrupting the flow of the activity or changing the activity 
characteristics and demands. For example, if a child is working on labeling colors, you 
might plan to have different colored bowls or napkins at snack time so you can ask the 
child what color he or she would like.   

Some priorities might include features that lend themselves to being taught in specific 
types of activities. For example, if a child’s priority learning target is related to pointing to 
objects in books, snack time might not be the best time to embed instruction. Story time 
or when the child is playing in the library center are more natural times of day to embed 
instruction for this particular target. 
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Try it Out 
Take a look at your classroom schedule and one of the priority learning 
targets you have written for a child in your classroom. For each activity, 
routine, and transition, write down whether you think it is a “natural” fit, a 
“logical” fit, or not a good fit for embedded instruction on the priority 
learning target. When deciding about the fit of an activity, think about: 

ü The characteristics and demands of the activity with respect to the 
learning target behavior 

ü How (or if) providing embedding instruction on the learning target 
behavior will impact the characteristics and demands of the activity	
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Planning Which and How Many Trials 
 
One of the unanswered questions when it comes to the use of embedded instruction is 
“How many trials do I need to provide?” This is one of those “it depends” questions. It 
depends on the child and his or her phase of learning.  
 
You will need to provide enough instruction (sufficient number of trials) so that the child 
makes progress and learns. We know that once a day is unlikely to be enough, but it is 
difficult to predict how many trials an individual child will need to make progress. One of 
the benefits of embedding instruction is that if the trials are planned to occur during 
times and activities where the priority learning target (behavior) is needed for 
participation in the activity, then it is possible that the child may receive more trials than 
you officially plan.  
 
Complete learning trials can be distributed throughout the day so that a child has 
several opportunities to practice one skill in multiple activities, routines, and transitions.  
 
Complete learning trials can be massed together so that a child has multiple 
opportunities to practice the skill repeatedly within an activity, routine, or transition.  
 
Complete learning trials can be spaced so that a child has several opportunities to 
practice the skill interspersed with other skills within an activity, routine, or transition.  
 
Each format for delivering complete learning trials can be useful for ensuring a sufficient 
number of learning trials. They can be used individually or in combination. For example, 
you may distribute trials for a child learning to take steps independently with a walker 
during transitions throughout the day. It might also be appropriate to mass trials if each 
step is the desired behavior.  

 
Note: The important point to keep in mind is that complete learning trials 
should occur in a context that is meaningful for the child. In other words, 
complete learning trials focused on a specific target skill should be 
delivered to a child in the context of activities, routines or transitions where 
he/she will naturally use the skill. 
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Distributed Trials 

Learning trials are inserted 
into everyday activities and 

routines and distributed 
throughout the day 

Time between learning 
trials for the child to 
participate in other 

activities and perform 
other skills 

Helpful to support the 
maintenance or 

generalization of a learned 
skill 

 
For Example:  

ü Trials for stacking objects could occur across activities, such as breakfast, 
centers, and lunch. 

ü Trials for using 1-2 words to request objects could occur across activities, such 
as morning circle, centers, and small group games. 

 

Massed Trials 
Learning trials inserted into 

everyday activities and 
delivered closely together 

in time 

Focus on one behavior 
with repeated practice 

 

Helpful when child is 
acquiring a skill or 

becoming fluent in using 
the skill 

 
For Example: 

ü Trials for taking steps would naturally be repeated within an activity. The child 
may repeat these behaviors without engaging in another behavior. 

ü Trials for holding an adapted writing tool and making markings could be repeated 
within an activity. The child may repeat the behavior making 2-3 lines without 
engaging in another behavior. 

 

Spaced Trials 

Learning trials inserted into 
everyday activities and 
pauses between trials 

Practice on target behavior 
spaced between another 

behavior 

Helpful when child is 
acquiring a skill, becoming 
fluent in using the skill, or 
support the maintenance 

or generalization of a 
learned skill 

 
For Example: 

ü Trials for naming colors could occur multiple times within an activity like book 
reading, when you ask the child to name a color every few pages. 

ü Trials for requesting an object using 2-3 words could occur multiple times within 
center time, but naturally the child would play with the object before requesting 
something new. 
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Developing an Activity Matrix 
 
The Activity Matrix helps you plan when, where, and how many complete learning 
trials you will embed within the usual activities of the classroom. There are lots of 
variations of an activity matrix, but there are essential concepts behind the use of any 
activity matrix.  
 
The Activity Matrix  

v It is a grid or matrix. 
v The usual schedule of activities is written down the left column. 
v The names of the child or children go across the top row. 
v It is in the cell or block (at the intersection of the row and column) that you will 

write the priority learning target to identify the time to provide instruction. 
v Instruction is planned ahead of time, including when and how many complete 

learning trials will be implemented on which priority learning targets. 
 

In the next pages of this guide, you will find information about how to develop a 
Classroom Activity Matrix and an Individual Child Matrix.   

Example Class Activity Matrix 
 

 Mia Mathew Leo 

Arrival 2-word combination for 
recurrence - 5 

Follow a two-step 
direction relating to the 
immediate context  - 2 

Move up and down stairs 
without assistance - 2 

Free Play Verbally name at least 3 
different colors - 6 

Follow a two-step 
direction relating to the 
immediate context  - 4 

Use a chair or table to 
stand up from the floor 
without adult support  - 5 

Circle Imitate at least one action 
performed by a peer  - 5 

Move objects or himself 
in relation to another 
object or location - 3 

Will express his needs to 
adults and peers using 2-
words - 2 
3 word sentences - 2 

Outside 
2-word combination for 
recurrence - 3 
Imitate at least one action 
performed by a peer - 5 

Move objects or himself 
in relation to another 
object or location - 3 

Move up and down stairs 
without assistance - 2 

Snack 2-word combination for 
recurrence - 4 

Follow a two-step 
direction relating to the 
immediate context - 2 

Will express his needs to 
adults and peers using 2- 
words - 2 
3 word sentences - 3 

Class 
Activity 

2-word combination for 
recurrence - 3 

Hold adapted paint 
brush and make 
markings - 4 

Use a chair or table to 
stand up from the floor 
without adult support  - 2 

Departure  
Move objects or himself 
in relation to another 
object or location - 2 

Move up and down stairs 
without assistance - 2 

Transitions Verbally name at least 3 
different colors - 4 

Follow a two-step 
direction relating to the 
immediate context  - 2 

Use a chair or table to 
stand up from the floor 
without adult support  - 4                 

 



Embedded Instruction for Early Learning Module 3 Workbook and Practice Guide (Fall, 2017)	 97	

Classroom Activity Matrix 
A classroom activity matrix is constructed in the following way:  

1. The classroom schedule of activities is written down the left column.  
2. The names of the children in the classroom (or at least the children who have 

special learning needs) are written across the top row.  
3. The cells or blocks (at the intersection of the row and column) are used to 

indicate the priority learning target behavior or skill that will be embedded within 
that time and the number of trials that will be embedded. 

4. A reminder about the instructional strategy to be used might also be included in 
the cells. 

 
For planning purposes, the classroom activity matrix reminds the teacher and team of 
the usual activities of the day, all of the individual children’s special learning needs, and 
the availability of adult resources. For example, on certain days the speech-language 
therapist might be in the classroom for an hour or on other days a volunteer might be 
available.  
 
To make a classroom activity matrix, teachers and teams will need:  
 

v The usual classroom schedule 
v List of “specials” (e.g., music day, bike day, etc.) 
v List of children and their current priority learning targets  
v Schedules of the adults in the classroom  

 
The teacher and team use these resources to put together the master classroom activity 
matrix. The goal is to provide children with sufficient embedded instruction opportunities 
within activities, routines, and transitions that are the best “fit” for teaching their priority 
learning targets.  
 

Teachers will want to think about: 
1) The most naturally occurring time for instruction to occur 
2) Availability of adults 
3) Child preferences  
4) Other children’s needs  

 
 
 
It’s a juggling act! For this reason, it might be helpful to use a format that can easily be 
changed (such as a system with post-it notes or a whiteboard, shown below). 
 
 

Note: When you develop the activity matrix it does not mean the teacher 
or other members of the child’s team will never teach the target behavior 
during unplanned activities if a natural or logical opportunity presents 
itself, but it does describe the minimum number of planned learning trials 
the teacher believes the child will need to meet the specified criterion. 
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Example Class Activity Matrix 
 

  
An activity matrix highlights how busy 
preschool classrooms really are. Teachers 
sometimes remark that the schedule is just 
too big to fit on a single piece of paper or 
even on a whiteboard. Many teachers have 
one big master schedule/activity matrix but 
then put more detail on smaller activity-
specific matrices.  

 
 
 
 
 

Example Activity Specific Matrix 
 
 

For example, many teachers have a separate 
activity matrix for learning centers, free choice 
time, or recess. This type of activity matrix 
has the interest areas listed in the left column 
and the children’s names across the top row.  
Here’s an example of what an activity matrix 
might look like for outdoor play. 
 
 
 
 
 

Example Interest Center Activity Matrix 
 

 
Other teachers go even further and make 
separate activity matrices for each interest 
center area. In most classrooms, children 
spend a considerable amount of their 
preschool day at these areas. It is important 
to plan how individual children will use these 
areas and how you can provide instruction 
when the child arrives at an interest center. 
 
This means it is important to plan what 
materials or toys will be available in the 
interest center or how it will be set up, in 
addition to planning for embedding complete 
learning trials in that area. 
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Individual Child Activity Matrix 
 
An individual child activity matrix is used to plan when and how many learning trials will 
be implemented for each individual child’s priority learning targets. In everyday practice, 
the individual child matrix is often developed before the classroom matrix. In the 
individual child matrix, the schedule of classroom activities goes in the left column and 
each of the current priority learning targets for the child go in the row across the top.  
 
The individual child matrix gives the full picture of all of the child’s current priority 
learning targets. Right away, the team can think about how reasonable it is to presume 
that the child will receive planned instruction on all of the priority learning targets. It also 
pushes the team to think about simpler ways to provide learning opportunities. For 
example, a curriculum modification (like using the child’s preferred materials or adding a 
photographic cue) might be sufficient to support child participation and learning within 
an activity. That frees the adults to provide more hands-on support for other priority 
learning targets or for other children. Laying out all of the child’s priority learning targets 
on the individual child matrix may also encourage the team to think about prioritizing 
learning targets or becoming more aware of teaching prerequisite learning targets that 
can then increase the possibility that the child will learn from the typical activities. 
 
Let’s look at an example for Mia: 

Activity Matrix for 
Mia 

Verbally name at 
least 3 different 

colors 

Imitate one action of 
peer 

2-word 
combinations for 

recurrence 

Arrival   5 

Free Play 6   

Circle  5  

Outside  5 3 

Snack   4 

Class Activity   3 

Departure    

Transitions 4   

 
Individual child matrices are updated as the child makes progress on individual learning 
targets. Individual matrices can be used when putting together the Classroom Matrix as 
described above. You may find that you need to modify the number of trials or times of 
day when opportunities are offered when moving from an activity matrix for one child to 
a classroom activity matrix. 
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Other Considerations for Developing  
an Activity Matrix 

 
Some other things to think about when developing and using an activity matrix:	

Ø Write the priority learning target in a way that all members of the team will know 
what the behavior looks and sounds like. Involve the team in developing and 
updating the matrix. If just one person writes it, other team members may not 
know what’s on the matrix. 
 

Ø Remind therapists that using the matrix is a great way to ensure therapy is 
provided in the classroom. 
 

Ø Update it regularly. If the matrix gets out of date, team members will get out of 
the habit of using it. 
 

Ø Use change of color or other tricks to draw team member’s attention to the 
matrix. If the matrix looks the same week after week, team members may stop 
looking at it. Use a new color of post-it note or use a different colored marker. 

 
Ø Align the number of trials on the activity matrix with the priority learning 

target criterion. Use these opportunities throughout the day to collect data on 
the child’s progress and to determine if a sufficient number of trials are being 
offered. 

 

Try it Out 
 

First, take a look at Mia’s Individual Activity Matrix on page 100.  

• Are the activities planned for embedding instruction on her priority learning 
targets a “natural”, “logical”, or not a good fit? 

• Are there any changes you might make to this activity matrix? 

Next, use the Individual Child Activity Matrix and Classroom Activity Matrix to 
work with your team to plan embedded instruction for two children in your classroom.  
Remember to consider the characteristics and demands of the activity in relation to 
the child’s priority learning targets and choose activities that are a natural or logical fit 
for embedded instruction. 
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How to Teach 
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How to Teach: Key Practices 
	

9. Use and fade systematic prompting 
strategies to teach the priority learning target 
behavior and promote child engagement 
and learning. 
 

10. Implement complete learning trials that 
include (a) an environmental arrangement 
and/or prompt to elicit the priority learning 
target behavior (antecedent), (b) additional 
help to elicit the priority learning target 
behavior if the behavior does not occur, and 
(c) an appropriate response following the 
child behavior (consequence). 

 
11. Individualize an instructional plan based 

on the characteristics of the child (e.g., 
preferences, interests, phase and pace of 
learning) and the target behavior (e.g., type 
of skill and level of support needed). 
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Complete Learning Trials 
 
 
Complete learning trials are used to embed intentional teaching into naturally occurring 
activities, routines, and transitions (Barton, Bishop & Snyder, 2014). A basic complete 
learning trial occurs when there is a “complete” [or linked] A-B-C sequence.  
 
 

 
 
 
One way a complete learning trial can occur is when a logically occurring or planned 
antecedent results in a behavior that leads to a logically occurring or planned 
consequence.  
 
By logically occurring, we mean something that occurs logically in the child’s 
environment.  
 
By planned, we mean something that the teacher or another adult has done to 
encourage a behavior that would not otherwise have occurred. 
 

By Antecedent, we mean something that sets the occasion for a child’s behavior.  
This always includes a natural cue for the behavior and might also include a prompt.  

By Behavior, we mean something the child does following the antecedent.  

By Consequence, we mean something that happens in the child’s environment 
immediately following his/her behavior. 
 
 
We can use complete learning trials to provide targeted, intentional, and systematic 
instruction on a child’s priority learning targets in the ongoing activities, routines, and 
transitions of preschool classrooms.
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A teacher might provide additional help after an incorrect behavior to make sure that 
each trial is a complete learning trial. 
 

 

 
 
 
On the following pages, we will look closer at the parts of complete learning trials: 

Ø Antecedents [Natural Cue(s) or Natural Cue(s) Plus Prompt(s)]  
Ø Additional Help (Prompts) 
Ø Consequences 
Ø Feedback  

 
Complete Learning Trial with Additional Help 
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Antecedents 
 
Antecedents are environmental objects, events, or behaviors of people that set the 
occasion for the targeted behavior. Antecedents are ‘cues’ for the child, indicating which 
behaviors are appropriate or desired at particular times or in particular settings.  

 
The antecedent is something that lets children know that they should perform the 
behavior being targeted. The antecedent begins a trial for the adult and child. 
Antecedents always include natural cues to elicit the target behavior. Antecedents 
might include natural cue(s) plus a prompt(s) to elicit the target behavior. 
 
Natural Cues 
 
Natural cues are antecedents that might occur in the natural environment. Examples of 
natural cues include:  
 
1. The target behavior might occur in response to materials, objects, or people that are 

part of classroom activities. This includes materials in the environment or 
preferred objects (e.g., toys, games, food, or other objects) that the child is 
interested in obtaining or communicating about. For example: 

 
ü The child might really like to play with trucks with sirens, so the teacher places 

this item on the table within view, but just out of the child’s reach. The child has 
an opportunity to ask for the preferred object. 

ü The target behavior might occur in response to adults or peers (people) that are 
part of the classroom. For example, when Davion sees his peer, he might ask 
“Can I play?” 

 
2. A target behavior might occur in response to a situation or event. This could include 

situations in which something unexpected or unusual has occurred or typical 
and routine events, including familiar social situations or classroom routines. For 
example: 
 
ü A typical event might be when a child asks for juice because she is sitting at the 

snack table. In this example, snack is an event.  
ü An unexpected or unusual situation might be when the child goes to the art 

center activity to draw a picture, but all the crayons are missing (i.e., the teacher 
“forgot” to put out the crayons). The child has an opportunity to ask the teacher 
for the crayons. Remember that an unexpected or unusual situation might 
happen as part of the preschool day or you might plan for these “unexpected” 
situations as part of embedded instruction. 

 

Antecedents signal to the child  
that a particular behavior should be emitted  

and is likely to result in a desired consequence. 
 

 



Embedded Instruction for Early Learning Module 3 Workbook and Practice Guide (Fall, 2017)	 107	

3. A target behavior might also occur in response to a direction or question. A response 
to directions or questions might involve: 

 
ü Verbal behaviors, which include comments, directives, requests, or questions 

from either adults or other children. For example, a teacher might say “How many 
cars do you have?”, providing an opportunity for the child to tell how many cars 
he/she has. 

ü Non-verbal behaviors, which include gestures or pictures that cue the child. For 
example, a teacher might point to the shelf where the toys should be placed. The 
child might put toys on shelf. 
 

4. Finally, a target behavior might occur in response to a previous behavior in a chain 
or sequence of behaviors. In addition to the behavior chains or sequences of 
behaviors that children put together when completing tasks like washing their hands 
(i.e., put soap on hands, rub hands together, rinse soap off hands); or taking a drink 
from a cup (i.e., grasp cup, lift to mouth, tilt cup, swallow liquid, place cup on table), 
children might also respond to steps in a familiar routine. Completing one step in a 
well-known routine (a consequence) might cue the next step in the routine and thus 
also serve as an antecedent. For example: 
 
ü If a child is “cued” by the water faucet (A) to turn the faucet (B), then water 

comes out (C). Water coming out serves as cue (A) to put hands under the 
water. After sufficient experience with a routine, one event or behavior might 
become an antecedent for the event or behavior that follows.  
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Prompts 
 
Prompts can be thought of as a hierarchy ranging from the least supportive to the most 
supportive. Some or all levels of prompts may be needed to support a child in the 
process of learning or mastering a target behavior.   
 

 
Examples: 
 
Verbal or gestural cues   
 

ü Asking a question: Asking Matthew, “Can you help me clean up the cars?” while 
he sorts cars and blocks onto the correct shelves during a clean-up time 
transition. 

ü Giving a direction: Saying to Matthew, “Put the small cars in the basket” during 
clean-up time transition. 

ü Gestural cue: Pointing to the shelf for toy cars while Matthew is putting away toy 
cars and blocks during clean-up time transition. 

 
Verbal or gestural model  
 

ü Verbal model: Model a 2-word phrase to request for more for Matthew during a 
clean-up time transition by saying, “Need more cars.” (Matthew is likely to 
approximate this request: “More cars.”) 

ü Gestural model: Demonstrating for Matthew how to put the blocks on the shelf 
and the cars in the basket during clean-up time transitions. 

 
Physical Prompts 
 

ü Partial physical prompt: A light touch or nudge on Matthew’s elbow when 
assisting him to put the cars on a shelf during clean-up time. 

ü Full physical prompt: Hand over hand assistance given to Matthew as he is 
putting cars on a shelf during clean-up time. 
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Selecting Prompts 
 
Prompts are useful when natural cues do not provide the support children need to 
produce target behaviors. In addition, there may be cultural considerations in selecting 
which prompt or prompts to use. You will want to select the prompt that will help to elicit 
the desired behavior for the particular child, but is also the least intrusive. 
 
Verbal or gestural cues provide the least amount of support and are generally the most 
frequently used prompts. Providing a verbal or gestural model for a child to imitate 
provides a little more information for the child, making it more likely that the child will 
produce the desired behavior (that is, if the child can imitate).  
 
It is also important to remember that in the prompt hierarchy physical prompts are listed 
in order of support provided. A full physical prompt provides more support than a partial 
physical prompt.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Fading Prompts 
 
Prompts might be necessary to elicit a desired behavior and can be part of a complete 
learning trial. It is important to remember that when you use prompts, you should be 
careful to fade them out so that the child is eventually performing the priority learning 
target skill independently.   
 
When fading, prompts are gradually diminished until behaviors occur with the natural 
cues. This is called transferring stimulus control from the adult to a naturally occurring 
cue or stimulus in the environment. The instructional strategies of least-to-most 
prompting and most-to-least prompting are strategies for fading prompts, as they both 
lead to the child producing the desired behavior without any prompts.  
 
Through fading, prompts are gradually diminished until behaviors occur without any 
prompts.  
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Strategies for fading prompts include: 
ü Decreasing the number of prompts by implementing some complete learning 

trials that don’t include a prompt.    
ü Decreasing the intensity with which you give a prompt by voicing a verbal prompt 

more softly over time or reducing the control of a physical prompt over time.  
ü Increasing the time between a naturally occurring antecedent and the delivery of 

a prompt by pausing to see if the target behavior will occur in response to the 
antecedent before you provide a prompt. This is called “time delay”. 

 
 
Examples of fading prompts: 
 

ü To help Davion learn to walk up and down stairs, you might fade from a full 
physical prompt (most intrusive), to partial physical assistance, to possibly a 
verbal reminder to hold the rail, and then eventually independently performing the 
skill. 
 

ü To help Davion use 3-word phrases when making requests, you could use time 
delay to gradually lengthen the amount of time between the antecedent and the 
prompt until he is able to produce the behavior without your prompt.  
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Providing Additional Help (Prompts) 
 
If the child does not perform the target behavior following the antecedent, the teacher 
can provide additional help to increase the likelihood that the child will perform the 
target behavior.  

 
Providing additional help gives the teacher another chance to elicit the target behavior 
and, if successful, provide a consequence that would complete the learning trial. There 
are several options to consider when selecting the additional help prompt: 

ü Repeat the initial antecedent, if you think the child did not see it or did not  
attend to it. 

ü Provide a different or more supportive prompt that will help the child perform 
the target behavior. 

ü Provide a prompt in which you guide the child through the target behavior 
(physical prompt). Remember this is not possible for all behaviors. With verbal 
behaviors, you can typically only provide a model.  

 
In some situations, you might use a successive combination of these options.  
 
Your choices for prompts depend on (a) the characteristics of the child, (b) the behavior 
you want the child to perform, (c) the child’s phase of learning, and (d) other 
circumstances in the activity (e.g., if peers are waiting for the child to do the behavior, it 
is important for the child have quick success and praise). 
 
Hopefully, the use of a prompt will result in eliciting the desired behavior so that a 
consequence can be provided.  
 

ü For example, Davion is asked to count the number of cups that are on the table 
for snack (3 cups). His teacher says, “Davion, how many cups do we have?” 
Davion touches the first cup and says “one”, but as he touches the second cup, 
he says “three.” His teacher then provides an additional help prompt to make 
sure that he counts the three cups correctly so that a positive consequence can 
be provided. She says, “How many cups? Count them again.” She guides his 
hand to move each cup (physical prompt) and verbally models counting each one 
for him so that he counts the cups correctly. 

 

 

Additional help increases the likelihood that the child will 
perform the target behavior and should be provided if 

the target behavior does not occur following the 
antecedent. 
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Consequences 
 
A consequence is something that happens in the child’s environment immediately 
following his/her behavior. A consequence can increase or decrease the likelihood that 
a behavior will occur again in the presence of the same antecedent. The embedded 
instruction approach uses positive consequences. 

 
It is important that consequences occur immediately after the target behavior. It is also 
important to pair the consequence with the behavior every time it occurs, especially 
when the child is initially acquiring or learning the behavior.  
 
Selecting Consequences 
 
Consequences need to be individualized for children because one child may not desire 
what another child desires. Also, for a particular child, desired consequences may 
change over time. It’s important that the adult continually consider whether 
consequences provided for a particular child are desired enough by the child to increase 
their motivation to produce the targeted behavior. 
 
Types of Consequences 
 
Naturally Occurring Consequences:  
 

ü Access to preferred toys, materials, activities, or people. Some examples would 
include being allowed to play with a toy after requesting it, using a 3-word 
phrase, listening to music after activating an adapted switch, sitting in a special 
chair after signing to request a turn, or playing with friends after using a comment 
to enter an ongoing play interaction.  

 
ü Continued social interaction. An example would be an adult or peer who 

continues to engage in a desired activity with the child such as continuing to roll a 
ball back and forth after the child holds out his arms.  

 
ü  Acknowledgment or praise from another. This can be verbal or non-verbal 

recognition from an adult or child.  
 

® Verbal recognition examples would include phrases such as, “I like the 
way you____!” “Good job,” “Awesome!”  However, praise is most effective 
if it is descriptive and tells what the child did. For example, saying “Good, 

 

A positive consequence is something that is presented 
in the child’s environment immediately following the 

behavior, which increases the likelihood that the 
behavior will occur again in a similar situation. 
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you asked your friend for a block.” is more effective than saying “Good 
job.” Acknowledgement should also attribute children’s success and 
improvement to their effort rather than to external factors such as luck.   

 
® Non-verbal recognition examples would include smiling enthusiastically, 

giving high-fives or thumbs up, a pat on the back, hugs, or proximity to 
child. 

 
ü Understanding, learning or mastering. The child understands that he or she is 

learning or mastering a skill and shows a sense of joy or excitement. For 
example, the child puts together the puzzle and says, “I did it!”. 

 
Planned Consequences:  
 

ü Token, food, or preferred object. The child is given an object along with verbal 
recognition after the desired behavior occurs. For example, the child is given a 
piece of cereal each time she names a picture in a storybook. The cereal is 
unrelated to the target behavior of naming pictures. While planned consequences 
such as the cereal may be less related to the target behavior than natural 
consequences, they are sometimes necessary to motivate children when a 
natural consequence is not sufficient.  
  

® It is important that the unrelated consequence be paired with a 
natural consequence such as verbal recognition and that the 
unrelated consequence is faded over time (e.g., Say, “You’re right! 
That is a house.” while giving the child the piece of cereal.).  

 
ü Praise. Praise is a form of feedback that tells the child they have accomplished 

the desired behavior or performed the correct behavior (e.g., “Good job, you did 
it!”).  
 

ü Descriptive Feedback. Providing descriptive feedback gives the child information 
about his/her performance by making explicit for the child what was correct and 
what was not correct about the behavior.  For example, saying “Good, you asked 
your friend for a block.” is more effective than saying “Good job.”  
 

® Descriptive feedback can also be used when the target behavior does 
NOT occur after additional help is provided. In this case, descriptive 
feedback is used to model or tell the child what the desired target behavior 
is. For example, saying, “If you want a block, you should say, ‘Can I have 
a block?’” provides specific feedback about what target behavior is 
expected. 
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Feedback 
 

Sometimes the target behavior does not occur even after additional help is provided to 
the child. When this happens, it might be necessary to end the trial without the behavior 
occurring. Before moving on to another instructional learning trial or activity, it is 
important to end the trial by providing feedback.   

 

Feedback should describe what the child did or what the child should have done.  

ü For example, if despite several prompts to elicit a 2-word request, the child does 
not produce 2 words, the teacher might decide to end the trial by saying, “You 
said ‘milk’ but I wanted you to say ‘more milk.’” The teacher would simply move 
on after providing the feedback and would come back to the child later and 
provide another opportunity for the child to demonstrate the target behavior (2-
words request).   

When a trial ends with feedback, it has been implemented with fidelity (i.e., a correct 
learning trial) because the teacher implemented all components of the trial correctly, but 
the target behavior did not occur. 

 

A Correct Learning Trial with No Child Behavior 
 

	 	

Feedback is used to end a learning trial when the target 
behavior does not occur, even after additional help is 

provided. 
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Putting the Pieces Together for 
Complete Learning Trials 

 
 

Basic Complete Learning Trial 
 

Antecedent Behavior Consequence 
The teacher says, 

“Matthew, put the red car 
in the garage,” while she 

points in the garage. 

Matthew drives the car into 
the garage. 

The teacher says, “Good 
job! You parked the car in 

the garage.” 

 
 

Complete Learning Trial with Additional Help 
 

Antecedent Behavior Additional 
Help Behavior Consequence 

The teacher 
gives Davion 2 

blocks and says, 
“How many 

blocks do we 
have?”  

Davion points to 
one block and 

says, “1.” 

The teacher 
says, “You said 
one. There are 

two blocks.” The 
teacher takes 
Davion’s hand 
and points to 
each block, 

saying, “1, 2.”  

Davion points to 
each block and 

says, “1, 2.” 

Teacher says, 
“Great job. You 

counted two 
blocks,” while 
counting the 

blocks again: “1, 
2.” 

 
Correct Learning Trial with Feedback 

 

Antecedent Behavior Additional 
Help Behavior Feedback 

The teacher 
gives Davion 2 

blocks and says, 
“How many 

blocks do we 
have?” 

Davion points to 
one block and 

says, “1.” 

 
The teacher 

says, “You said 
one. There are 

two blocks.” The 
teacher takes 
Davion’s hand 
and points to 
each block, 

saying, “1, 2.” 
 

Davion points to 
one block and 

says, “1.” 

Teacher says, 
“You counted 

one block”. The 
teacher models 

counting two 
blocks, “1, 2,” 
and then says, 

“We will try 
again later.” 
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Instructional Procedures 
 
 

The following instructional procedures can be used to ensure you are implementing 
complete learning trials. These procedures have been taken from a variety of sources 
emphasizing different aspects of instruction. Each procedure is unique in the way it 
promotes complete learning trials. Procedures can be used together to ensure complete 
learning trials. Instructional procedures include universal design, modifications or 
adaptations, naturalistic instructional strategies, prompt and prompt/fading strategies, 
and consequence and feedback strategies. 
 

 

 

 

Remember: instructional procedures are effective when they result in a  
complete learning trial. 
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Naturalistic Instructional Strategies	

Naturalistic instructional strategies help children learn a new behavior or skill. They 
typically involve following the child’s lead and helping the child to expand or elaborate 
on his/her behavior. We will look at three naturalistic strategies in detail. 
 
Naturalistic strategies include, but are not limited to: 

 Incidental Teaching 
 Mand-Model 
 Naturalistic Time Delay 

 
Incidental Teaching 
 
Incidental teaching is a naturalistic strategy that is initiated by the child. The child 
initiates an interaction in response to something in the environment that he wants to 
obtain or wants to communicate about. The adult uses this initiation as an opportunity to 
elicit more elaborate behavior by prompting the child. When the child produces the more 
elaborate target behavior, a positive consequence is provided.  
 
When to use: 

ü The adult might arrange the environment to encourage the child’s desire for 
interactions and might also use incidental teaching as it naturally occurs during 
the day. Incidental teaching is useful for priority learning targets focused on 
communication, but can also be used with other types of skills including social 
skills. Incidental teaching is more useful in naturally occurring routines and 
activities in which child initiations are likely to occur. 

 
Who to use it for: 

ü Incidental teaching is useful for children with a variety of disabilities who are able 
to initiate communication or engage with materials.   

 
Mand-Model 
 
Mand-model is a naturalistic strategy initiated by the teacher. In this strategy, the 
teacher provides a mand to the child followed by a model of the target behavior. For 
example, the teacher might want the child to use single words to communicate. The 
teacher might say to the child “say juice” (mand-say; model-juice). After the child says 
“juice” the teacher provides descriptive feedback (e.g., “Good job you said ‘juice’ and I 
gave you the juice box.”).  
  

	 Naturalistic Instructional Strategies 
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When to use: 
ü Mand-model is useful when the child is unlikely to produce the target behavior 

without a model demonstration to imitate.  
 
Who to use it for: 

ü Mand-model is useful for children with a variety of disabilities who need to 
expand their communication skills. Children should be able to imitate for this 
strategy to be effective.   

 
Naturalistic Time Delay 
 
Naturalistic time delay involves using a naturally occurring antecedent in the 
environment that sets the occasion for the child to: (a) request assistance, (b) ask for an 
object, or (c) request to join an activity. 
 
The occasion is a naturally occurring activity for which the adult has identified a target 
behavior and prompt. Following a natural antecedent, the adult should: 1) establish joint 
attention, 2) look expectantly at the child, and 3) wait for about 5 seconds for the child to 
perform the targeted behavior. If the child performs the targeted behavior, a naturally 
occurring consequence will be obtained. If the child does not perform the targeted 
behavior, a prompt that will elicit the behavior should be given. If the targeted behavior 
occurs following the prompt, the consequence will be obtained. If the child produces a 
behavior that is not the target behavior, additional help (i.e., correction procedure) that 
will elicit the behavior should be used. If the targeted behavior occurs following the 
additional help, the consequence will be obtained.  
 
When to use: 

ü Naturalistic time delay is easy to use in ongoing routines and activities. It can 
also be used across domains, including self-help, social, pre-academic, and 
communication skills. Naturalistic time delay is useful when working with 
individual children or during group instruction. Also, it is useful when focusing on 
individual behaviors or sequences of behaviors.  

 
Who to use it for: 

ü Naturalistic time delay can be useful for children with mild or significant 
disabilities. It is also effective with children who are motivated to respond. 

 
 

 
 
Prompt/Prompt Fading Strategies 
 
Prompt/prompt fading strategies provide explicit support to help children perform 
skills/behaviors. Prompt/prompt fading strategies are similar to naturalistic instructional 
procedures. However, prompting strategies typically are given specific names and have 
specific instructional steps that are followed. 
 

	 Prompt/Prompt Fading Strategies 
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Prompt/prompt fading strategies include, but are not limited to: 
 System of Least Prompts (SLP) (increasing assistance) 
 Most-to-Least Prompts (MLP) (decreasing assistance) 

 
System of Least Prompts 
 
In a system of least prompts, the child is given increasing amounts of help until the 
learning trial is complete. Two or more levels of help may be needed in a single 
complete learning trial. If the child only needs a little help, a verbal prompt may be 
enough. If more adult help is necessary, the adult would provide increasingly supportive 
prompts until the target behavior is elicited. All of the levels of prompts may be used or 
only selected levels from less supportive to more supportive. 
 
When to use: 

ü The system of least prompts is very useful for skills that a child is able to perform, 
but not with accuracy or fluency. It also can be used to support generalization.  
This system provides the opportunity for the child to respond as independently as 
possible. However, using a system of least prompts may also allow the child to 
make errors. In some cases, the child may learn that help is coming if he waits, 
which can create dependency on prompts. 

 
Who to use it for: 

ü The system of least prompts is useful for children with a variety of disabilities. 
 
Most-to-Least Prompts 
 
In most-to-least prompts, the adult only gives one level of assistance per complete 
learning trial. To prevent child errors or help a child learn a behavior not in his 
repertoire, the adult initially uses the most assistance needed to ensure a correct 
response. The help will be gradually decreased across future complete learning trials 
until the child performs the target behavior without help.  
 
When to use: 

ü Most-to-least prompts are useful when a child is acquiring a skill. It is also useful 
for teaching behaviors that are made up of a sequence or chain of behaviors 
such as dressing or grooming skills. The advantage of most-to-least prompting is 
that child errors are kept at a minimum with respect to the target behavior.  
However, teachers should probe to determine when support levels should be 
reduced. 

 
Who to use it for: 

ü Most-to-least prompts are particularly effective with children with significant 
disabilities. 
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Consequence/Feedback Strategies 
 
Consequences and feedback strategies are used in conjunction with other instructional 
procedures to ensure a complete learning trial. 
 

Positive Consequences 
 
If the child responds to an antecedent with a correct behavior, a positive consequence 
should always be provided. A positive consequence makes it more likely that the child 
will produce the behavior again in relation to the antecedent. Positive consequences 
can occur naturally as a result of the situation or they can be planned and delivered by 
the adult. For information about positive consequences see the consequences section 
of this guide (page 112).  
 

Feedback 
 
Descriptive feedback can be paired with a positive consequence. Descriptive feedback 
provides the child with more information about the situation. For example, a teacher 
might ask a child, “Where is the red car?” The child hopefully will respond by pointing to 
the red car. The teacher might say, “Yes, you found the red car. Good pointing.”  In this 
situation, the teacher has described for the child what they did that is resulting in praise.  
 
Feedback can also be provided to end a trial when the target behavior does not occur, 
even with additional help. In this case, it is important to provide feedback to the child to 
model the expected target behavior. Using the example above, if the child does not find 
the red car after additional help, the teacher might point to the red car and say, “This is 
the red car. We can try again later.” For information about feedback see the 
consequences section of this guide (page 114). 
 
When to use: 

ü Consequence and feedback strategies are useful for increasing the child’s 
demonstration of the reinforced skill or behavior in the presence of a similar 
antecedent. 
 

Who to use it for: 
ü Consequence and feedback strategies are useful for all children. 

	 Consequence/Feedback Strategies 
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Instructional Procedures Reference Chart 
 

 
Instructional Procedures 

 
Specific Strategies 

 
Example 

 

Naturalistic 
instructional strategies 
help children learn a new 
behavior or skill. They 
typically involve following 
the child’s lead and 
helping the child to 
expand or elaborate on 
his/her behavior.  

  

 

• Naturalistic Time Delay 
• Mand-Model 
• Incidental Teaching  

 
• A child’s priority learning target 

involves using a finger to push 
buttons to activate toys. The child is 
using her fist to try and activate the 
toy. The adult joins the child’s play, 
imitates the child’s pushing action 
and then uses a finger to point to the 
button on the toy and says, “Use 
your finger to push the button.” If the 
child does not respond within a 
certain time period (e.g., 5 seconds), 
the adult might prompt the child 
again to push the button. 

------------------------------------ 

• The teacher shows the child that the 
ball is available for use during play 
(the child really likes soccer balls).  
The teacher waits 5 seconds for the 
child to request the ball. If the child 
does not request the ball, the teacher 
models asking for the ball (e.g., ball, 
please; I want ball). The child gets to 
play with the ball after asking for it, 
following the adult model. 
 

 

Prompt/prompt fading 
strategies are used to 
increase the probability 
that the child will 
respond. Many types of 
prompting strategies are 
available; however, 
prompts should be faded 
as soon as possible.   

 

 

• System of least 
prompting 

 

 

 

 

 

 

• Most to least prompting 

 

• Mia is working on naming pictures in 
books. The teacher gestures to a 
picture and waits for Mia to respond.  
Mia does not. The teacher then says, 
“Oh, I see a ___.” and waits for Mia 
to respond. If Mia does not respond, 
the teacher will continue to provide 
more intrusive prompts (i.e., prompt 
hierarchy). For example, the teacher 
might point to the object and say, 
“What’s this?” or “Say dog.” 

 
• Sam is learning to imitate adult 

actions. His teacher starts by 
providing a full physical prompt to 
show him how to perform the action. 
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After Sam can imitate with a full 
physical prompt the teacher will 
provide partial physical help to 
perform the actions. Periodically the 
teacher will check to see if Sam can 
perform the action with a gesture 
rather than a partial physical prompt 
and will continue to fade the level of 
prompting over time (e.g., full 
physical, partial physical, gestural 
cue, verbal cue, natural cue).  

 
 

Consequence/Feedback 
strategies are used in 
conjunction with other 
instructional procedures. 
They should always be 
used after a child has 
demonstrated a targeted 
behavior so that a 
complete learning trial is 
obtained.   

 
• Providing a positive 

consequence - A 
consequence for a 
behavior that 
increases the 
likelihood that the 
behavior will occur 
again with more 
intensity or for longer 
duration. 

-------------------------------- 

• Providing descriptive 
feedback - Praise is 
most effective if it 
describes what it was 
the child did that was 
targeted. Descriptive 
feedback is used to let 
the child know what 
they did that was 
correct.  

-------------------------------- 

• Providing feedback to 
end a trial when the 
target behavior does 
not occur - If the target 
behavior does not 
occur even after 
additional help is 
provided, it is 
important to provide 
feedback to tell or 
show the child the 
expected behavior. 

 

• After a child counts to 5, the teacher 
says, “Wow, way to go counting to 
5.” (planned consequence).   

• After a child asks for his favorite 
book, the teacher gives the book to 
the child (naturally occurring 
consequence). 

 
 
------------------------------------ 

• If a child wants a toy truck that is out 
of reach and asks their peer if they 
can have the toy, the teacher might 
say, “Good job using your words to 
ask Benji for the truck.”   

 
 
 
 
 
 
 
 
 
 
 
 
 

--------------------------------- 

• If a child’s target behavior is to use a 
3-word phrase to request and she 
uses a 2-word phrase to request a 
ball after additional help is provided, 
the teacher might say, “If you want 
the ball, you should say, ‘I want ball.’” 
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Using the Instructional Plan  
 
Use the instructional plan in the Appendix to:  

ü Identify the target behavior 
ü Identify the antecedents, including the instructional context, natural 

cues to elicit the target behavior and what, if any, prompts will be 
used  

ü Identify what additional help (prompts) will be provided if the target 
behavior does not occur 

ü Identify the consequence(s) that will occur if the child demonstrates 
the correct target behavior 

ü Identify what feedback you will provide if the target behavior does not 
occur, even with additional help 

 
 

 
 
 
Selecting and individualizing the right instructional procedure for a 
particular child or a particular priority learning target is a problem-solving 
process. With practice and experience, teachers get faster at making these 
selections. 
 
Remember to consider: 

ü Characteristics of the child (including preferences and interests) 
ü Type of skill or behavior   
ü Child’s phase and pace of learning (acquisition, fluency, 

maintenance, generalization, adaptation) 
ü Instructional procedure(s) that is least intrusive and most effective 

 
Adjust the instructional plan as child learning progresses. 
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Wrap-Up 
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Wrap-up 
 
The purpose of this practice guide was to provide you with additional resources and 
practice for implementing key embedded instruction practices related to ‘When to 
Teach’ and ‘How to Teach’.  
 
Now, you should know how to: 

Ø Provide high-quality classroom activities, 

Ø Select appropriate times and activities for embedded instruction, 

Ø Develop individual and classroom activity matrices to plan for when and how 
many trials to provide, and 

Ø Plan for and implement complete learning trails. 
 
With the information from this and previous modules you should now be planning and 
implementing complete learning trials in your classroom! 
 
Remember to develop an instructional plan to guide the implementation of complete 
learning trials. Use the questions below to guide the development of your instructional 
plan.  

• What is the target behavior? 

• What will you say or do to elicit the target behavior, given the instructional 
context? 

o What prompts will you provide, if any? 

• What additional help will you provide if the target behavior does not occur or is 
only an approximation of the target behavior? 

• How will you respond when the target behavior occurs? 

• What you will do to end the trial if the behavior is incorrect or does not occur after 
additional help? 

•  

  
 

In future modules (How to Evaluate), you will learn more about evaluating embedded 
instruction to determine if you have implemented embedded instruction as planned and 
whether it has resulted in child learning and involving your team.  
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Activity Planning and Implementation Checklist for  

Use with Embedded Instruction 
	 I do 

this 
well 

I want to 
do this 
better 

All	Activities	 	 	

1. I plan for and implement developmentally appropriate 
activities. 

	 	

2. I plan for and implement activities that build on children’s 
interests. 

	 	

3. I plan for and implement engaging activities that are 
meaningful for children. 

	 	

4. I plan for and implement activities that include action 
components for children (what children will do or say).  

	 	

5. I use principles of universal design when designing 
activities. 

	 	

6. When necessary, I provide modifications and adaptations to 
support all children’s access to and participation in 
activities. 

	 	

7. I structure activities to encourage peer interactions. 	 	

8. I rotate materials regularly (e.g., at least every month) 
within and across activities. 

	 	

9. I teach children the expectations and sequences of 
activities. 

	 	

10. I plan for and implement a variety of types of activities each 
day. 

	 	

Teacher-Directed	Large-Group	Activities	 	 	

1. I plan for and implement large group activities with respect to 
children’s learning goals. 

	 	

2. I vary the structure and activities for large-group activities on 
a regular basis (e.g., vary based on themes, child).  

	 	

3. I provide opportunities for children to be actively involved in 
large-group activities. 

	 	

4. I provide opportunities for peer-to-peer interactions during 
large-group activities. 

	 	

5. I limit the duration of large-group activities to 15-20 minutes. 	 	
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	 I do 
this 
well 

I want to 
do this 
better 

6. I monitor children’s engagement and modify the structure or 
activities when children lose interest in large-group activities. 

	 	

7. I use repetition during large-group activities to provide 
children with multiple learning opportunities. 

	 	

8. I design large-group activities so they have a logical 
beginning, middle, and end. 

	 	

Teacher-Directed	Small-Group	Activities	 	 	

1. I plan for and implement small group activities with respect 
to children’s learning goals.  

	 	

2. I vary the structure and activities for small-group activities on 
a regular basis (e.g., vary based on themes, child interests, 
learning goals). 

	 	

3. I provide opportunities for children to be actively involved in 
small-group activities. 

	 	

4. I provide opportunities for peer-to-peer interaction during 
small-group activities. 

	 	

5. I limit the duration of a small-group activity to 15-20 minutes. 	 	

6. I monitor children’s engagement and modify the structure or 
activity when children lose interest in small-group activities. 

	 	

7. I use repetition during small-group activities to provide 
children with multiple learning opportunities. 

	 	

8. I design small-group activities so they have a logical 
beginning, middle, and end. 

	 	

Child-Initiated	Activities	 	 	

1. I provide access to a variety of materials during child-
initiated activities and ensure materials are readily 
accessible for all children. 

	 	

2. I provide children with repeated opportunities to make 
choices during child-initiated activities. 

	 	

3. I effectively select, arrange, and use materials in child-
initiated activities that promote child engagement and 
learning (e.g., preferred, novel, aligned with themes or 
projects, culturally relevant). 

	 	

4. I follow the child’s lead and expand on child interests and 
preferences during child-initiated activities. 

	 	

5. I encourage peer-to-peer interactions during child-initiated 
activities through environmental arrangements and use of 
peer-mediated intervention strategies. 

	 	

6. I consider how to adjust child-initiated activities by adapting 
the materials and their access to promote embedded 
learning opportunities. 
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	 I do 
this 
well 

I want to 
do this 
better 

7. When necessary, I provide individualized modifications and 
adaptations to support children’s access and participation in 
child-initiated activities. 

	 	

Routines	 	 	

1. I plan for and implement predictable routines. 	 	

2. When necessary, I provide individualized modifications and 
adaptations to support children’s access and participation in 
routines. 

	 	

3. I plan for how to adjust routines by changing what children 
do in them (e.g., use snack time to embed instructional 
opportunities related to communication or social goals). 

	 	

4. I plan for and implement routines so they have a logical 
beginning, middle, and end. 

	 	

5. I teach children the expectations and steps of the routine. 	 	

Transitions	 	 	

1. I plan my schedule to minimize the number of transitions 
children have during the day. 

	 	

2. I plan for and implement short transitions (i.e., 5 min or less). 	 	

3. When necessary, I provide individualized modifications and 
adaptations to support children’s access and participation 
during transitions. 

	 	

4. I plan for and implement instruction during transitions for 
some children. 

	 	

5. I plan for and implement transition “warnings” consistently 
throughout the day. 

	 	

6. I teach children the expectations and steps of a 
transition. 

	 	

7. I plan for and implement transitions so that children have 
something to do while they are waiting for other 
classmates or teachers. 
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Individual Child Activity Matrix 
	

Child’s	Name:	______________________	Today’s	Date:	______________	
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Classroom Activity Matrix  
(Three Children) 
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Classroom Activity Matrix 
(Five Children) 
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