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Special educators are often charged with
equipping transition-age (i.e., ages 14-21)
students with disabilities for the transition
from adolescence into adulthood
(Individuals With Disabilities Education
Improvement Act, 2004; Smith et al.,
2016). In particular, teachers play a critical
role in preparing their students for
successful outcomes, including
competitive, integrated employment in
the community (Gilson & Carter, 2018).
Prior research demonstrates the
importance of teacher self-efficacy on
their instructional skills related to
promoting student independence (e.g.,
Benitez et al., 2009). Morningstar and
Benitez (2013) investigated the
relationship between special educator
efficacy with transition skills (i.e., how
well teachers thought of their ability to
plan and deliver) and the frequency with
which teachers taught specific transition
skills. Data indicated a significant and
positive relationship between educator
preparedness (e.g., experience) and the
frequency of delivery of transition services
(Morningstar & Benitez, 2013, p. 11).

To increase self-efficacy, teachers need
to be well trained in research-based
instructional strategies to promote student
independence. Recent reviews of the
secondary transition literature have
affirmed the promise of strategies such as
task analysis, modeling, and prompting
hierarchies (e.g., Gilson et al., 2017; Rowe
et al., 2020). Success in a competitive
employment setting requires a consistent
demonstration of skill independence, or
the ability to attend to tasks with
minimum prompting for extended periods
of time. We present a framework to assist
teachers with executing the steps needed
to promote independence in employment
skills for secondary students. This
framework comprises several research-
based practices to teach secondary
transition skills, including community-
based instruction, peer-assisted
instruction, response prompting,
simulation, and self-determination and
self-management instruction (Rowe et al.,
2020).

Sophia (Ms. S.) is entering her eighth year
teaching special education and has been with
the same high school for more than 5 years.
Last semester, Ms. S. was in an individualized
education program (IEP) meeting where one

M2F presents a method emphasizing the

prominence of support at the beginning of the

learning process and underscores the reduction

of proximity, the importance of learning through

struggle, and the dignity of independence.

of her students was discussing her plans for
the future. In that meeting, the IEP team
discussed the student’s lack of independence
and employment skills. The student was
unable to accomplish simple tasks from
beginning to end on her own, would exhibit
undesirable behavior when a paraeducator
was not standing directly beside her, and often
began playing on her phone in the middle of
classes. Ms. S. agreed with the
characterization, but she was also frustrated
with herself and her own lack of training in
this critical area.

After the [EP meeting, Ms. S. reflects on
the discussion. “T am not going to let this
happen again,” she thinks to herself. She
adopts the easy-to-remember mnemonic called
MADE 2 FADE (MZ2F) to guide her plan to
help her student become more independent. She
now collaborates with her paraeducators, a
local business, and their employees and works
on the implementation.

Marcus is a 10th-grade student with an
intellectual disability in her self-contained life
skills mathematics class. He is funny, energetic,
and consistently demonstrates academic growth
toward his transition goals. He aspires to
manage his own restaurant when he graduates
from high school. Ms. S. engages her students
in employment skills training through
on-the-job experience at a local coffee shop.
Here her students are able to learn and practice
job skills through the intentional integration of
the math and social skills curricula. She knows
that Marcus has the prerequisite skills (e.g,,
identifying money, determining value, and
counting change), but he struggles with
practicing these skills independently. Thus, Ms.
S. pairs him with a peer and two coworkers at
the coffee shop to practice during his time
running the customer counter. However, she is
unsure of how to best appropriately fade her
own supports to allow Marcus space for growth
and discovery in these skills.

A Strategy to Support
Student Independence

MADE 2 FADE

M2F provides a framework for supporting
students to become more capable and
confident toward reaching their
employment goals. However, this
framework may also be applied when
teaching academics, functional skills, or
social skills. M2F presents a stepwise
process to support educators in fading
from their students to achieve
independent skill mastery while increasing
student self-efficacy. M2F comprises a
combination of research-based strategies,
including community-based instruction,
peer-assisted instruction, response
prompting, simulation, and self-
management instruction (Rowe et al.,
2020). The first half of M2F is about skill
acquisition, and the second half is about
independence. Teachers can implement
the strategies within M2F as a whole or
extract the most relevant steps to enhance
their instructional practices. The premise
of M2F is that the process of learning
independence toward employment
outcomes can be both simple and
systematic, based on successful practices in
transition (National Technical Assistance
Center on Transition [NTACT], 2020).
The M2F process is based on the
understanding that instruction should be
tailored to specific students, tasks, and
settings with the goal of gradually
reducing teacher supports and increasing
skill and social independence (Brooke
et al., 2009). Fading support is key for
increasing independence, but this process
must be done gradually (e.g., one
component at a time) for the benefit of
long-term retention for the students
(Estrapala et al., 2018). As students move



closer to exiting high school, fading is
especially important for practicing
sustained independence and social skills
outside of school contexts, such as
employment settings (e.g., Martin et al.,
2003; Murray et al., 2021).

Fading can be challenging for
educators and students if it is not done
appropriately and with proper supports.
For example, time delay is an evidence-
based practice used in transition settings
to give room for students to think and
respond (NTACT, 2020). Strategies such
as time delay and least-to-most prompting
allow teachers to fade prompting as
students acquire more skill (Collins, 2012).
However, these strategies may not always
be implemented with fidelity (Harn et al.,
2013). For example, instead of allowing
for an appropriate amount of time or the
student to work through the process
(structural fidelity), teachers may jump in
to finish the task themselves, issue a
prompt too quickly (procedural fidelity;
Harn et al., 2013, p. 183), or provide
verbal encouragement that is not behavior
specific (e.g., “great job”). M2F presents a
method emphasizing the prominence of
support at the beginning of the learning
process and underscores the reduction of
proximity, the importance of learning
through struggle, and the dignity of
independence. See Table T for a full
summary and Table 2 for a shortened,
quick-reference version.

Begin modeling with a chained task
demonstration of the intended skill. Model
the steps using a task analysis or list for
discrete chaining (Collins, 2012).
Demonstrate the total chained task,
beginning to end. As you start a step,
reference the task analysis and verbalize
your own metacognitive processes as
appropriate. If you make a mistake while
teaching the task, continue to model how
to correct it and redirect. Repeat the
process until you are confident the student
understands the expectations. Bandura
(1977) posited that much of what people
learn behaviorally occurs through modeling
and mirroring. Once students comprehend
the task or interaction, the newly acquired
skill may then be faded further to a less
intrusive modality through the use of
technological reminders, such as video
prompts or audio cues (e.g., Gilson &
Carter, 2018; Smith et al., 2016). A shorter
or limited task analysis may also be used
when low-tech visual prompts are more
appropriate or technology is not available.

A task analysis can be created several
different ways. Steps can be developed
after watching someone else perform the
task correctly (e.g., a student who is able
to complete the task independently),
which may help the teacher identify
additional steps (Snodgrass et al., 2017).
When specific skills are too complex or
vocation explicit (e.g., mechanics),
teachers may consult experts with the
knowledge of the targeted behavior to
obtain the step-by-step breakdown
(Stokes et al., 2010).

“Here we are at our new job!” Ms. S.
encourages excitedly. “Marcus, you are our
lead barista for this semester, and the owner
of the shop, Miss Tiffany, is so happy you will
be helping her. Let’s get started with your
training for Friday’s shift. [ will show you
what to do, then give you a chance to practice
with me. Then you will be able to do it on your
own. First me, then we will do it together, then
you will show me.”

The student nods and smiles. Ms. S. picks
up her task analysis and says, “There will be
two types of customers: those who have placed
orders before they get there and those who will
walk up to the counter and order. Today we
will be learning about the way we prepare the
store and make coffee for customers who come
inside to order their coffee. First, we go get our
list of restock items for the coffee bar from Miss
Tiffany. It will be on the green clipboard in the
break room.” Ms. S. picks up the clipboard and
points to the list, which reads: 2% milk, large
cups, and lids. “These are the things we need
to refill to make sure the customer counter is
ready for business.” Ms. S. models the stocking
process and referencing the task list in her
hand. “Next, we make sure the fresh items are
in the display case.” Ms. S. continues modeling
each of the general procedures and gesturing to
the task list as she goes.

A: assess understanding. Collect data
to ensure students understand the task.
Before you fade prompting or give
students an opportunity to complete the
task, you need to be sure they understand
what to do. Formative assessment data

provide information teachers need to
guide instructional decisions (e.g., adapt,
modify their instruction for greater
efficacy; Ruiz-Primo & Brookhart, 2018).
Ruiz-Primo and Brookhart (2018)
asserted, “assessment information comes
to a student as instructional feedback to
facilitate student learning” (p. 124).
Students can also use feedback from
formative assessments to gain a better
understanding of their level of knowledge
and skills and make improvements (e.g.,
Hattie & Timperley, 2007). Either way,
before teachers expect students to
complete a task on their own, they can
collect data through formative assessments
to see what students have learned so far.
See Table 3 for an implementation plan
template.

Two useful tools for assessing
understanding are task analyses and
multiple opportunity methods. Just as a
task analysis can be used as an
instructional method, it can also be used
as an assessment tool in which teachers
evaluate their students’ rate of completion
or accuracy based on the overall steps of
the task. The task analysis can be created
in collaboration with students and
designed specifically to the task directed
and the student’s age and intellectual and/
or emotional support needs (e.g., Martin
etal., 2003).

The multiple opportunity method (see
Figure 1) is similar to a task analysis and
can be useful for documenting the transfer
of knowledge, namely, which steps
students can and cannot complete (Cooper
et al., 2020). It helps identify the steps of
the tasks that present a struggle for the
students. When used correctly, a multiple
opportunity method can function as a
visual cue for teachers when prompting
(or intentionally withholding prompts)
and can reinforce processes that help
students successfully complete the
sequence of steps over time. In addition,
the strategy provides relevant data
teachers can use to show progress toward
transition goals and specific goals

Before you fade prompting or give students

an opportunity to complete the task, you need

to be sure they understand what to do.

Mon/Mon 2021
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Table 1 MADE 2 FADE: Overview

MADE 2 FADE When do [ use When do |
step Definition it? move on? Example
M = model The First time After the task Ms. S. visibly gestures to
the task or demonstration introducing or interaction her task list as she stocks
interaction of a task or a task, has been the shelves and fresh
interaction. reinforcement, completed. pastry case while Marcus
peer mediation looks on. She physically
(they teach acts out the activity and
each other). speaks her thoughts
out loud so Marcus can
also see what she is
thinking. “It looks like we
need a blueberry muffin
and a scone from the
refrigerator. I'll get those
first.”
A = assess Check your data The task or The data show “Marcus, what is the
understanding | to make sure they | interaction that the student | first thing we do when a
understand what has been successfully customer comes up to

measured by

an agreed-on
threshold (e.g.,
80%; 4 of 5 trials).

repeated and
in the proper
contexts that
warrant the
evaluation.

threshold (e.g.,
80%). The data
confirm this.

you are asking modeled and/ understands the register? What do
them to do, not or explained. the task. we say? Can you show
the performance me what that looks like?”
of the task. Ms. S. refers to her data
sheet to make sure what
Marcus says and what he
has actually done are the
same.
D= Change up the Students do The activity Ms. S. (thinking) “It looks
differentiate instructional not repeat is modeled like Marcus needs a couple
instruction method used, the activity as well enough more steps when giving
setting, student modeled. to evaluate for customers change. | will
display, or level of mastery. add ‘Count out loud when
difficulty, etc. giving change back to
the customer’ to his task
analysis. | think a picture
placed there as a visual
reminder will help too.”
E = evaluate The evaluation Successful The task is “Data from today’s trial
mastery of the task or completion successfully tells me Marcus needs
interaction of the task completed to some explicit instruction
to fidelity as has been an agreed-on on what to say to a

customer when the coffee
shop is out of an item.
Let’s add phrases to his
task analysis and target
this skill specifically
tomorrow.”

“According to our data,

it looks like Marcus

has shown about an

80% success rate when
counting change. | think
he’s ready for me to begin
the FADE.”

(continued)




Table 1 (continued)

MADE 2 FADE When do I use When do |
step Definition it? move on? Example
2 = repeat as Repeat the MADE | There may The missing “I think we should take this
necessary steps as often as be one or pieces one from the top. It looks
needed. more specific have been like Marcus’s data sheet
points that addressed, shows he’s just missing the
the student is though not ‘thank you for coming.” We
consistently perfect. Data can focus on that point
missing support the and then try again.”
according to decision to
the data sheet. begin fading.
F = fade Reduce (in Students Students “Marcus is ready to work
order): prompting | are ready to continue through this on his own
(e.g., verbal try more on to improve with less prompting.”
or gestures), their own. without your “It looks like he’s getting
proximity (how This process help, without this 85% of the time. | am
close or available | provides you close by, going to move away from
the teacher is to opportunity on | and without him while he performs the
the student), and | a continuum, you there. task this time.”
presence (limiting | but fading " . .
access to the should be done I am going _to see if he can
teacher at all). in order. do this by h'mself whe’r,w I
am not available at all.
A = allow Teachers do not Students Sooner than “l want to jump in and tell
room for intervene when continue to teachers him what to do, but | know
failure and every trouble work toward are often he has to be able to do
adjustment is coming. automaticity comfortable this on his own. Mistakes
Struggle develops | but may make Use the data help him learn. | will only
independence. mistakes. to inform intervene if absolutely
Teachers n_nentor your decision necessary, and_ if he asks
through mistakes. room because a question, | will respond
failure without with the question, ‘What
data can do you think?’ or ‘Who can
easily become you ask?"”
frustration.
D= Release new Mistakes are They are ready “l am so proud of Marcus.
demonstrate levels of few and far and may be He has really conquered
trust responsibility, between on able to teach his fear and seems to
choice, and average. their peers as a be enjoying the social
independence mentor. interactions. | am going to
both within the let him choose which task
task and, when he completes first today.”
ready, across “Marcus, | see that you are
contexts. ready to be a leader with
this task. Why don’t you
show Ryder what you have
learned so he can learn it
too?”
E = empower Eliminate teacher Redirect They are ready Mrs. S. is no longer the
the student presence and to natural and willing to “go to” help and natural
to be allow the student supports in all go out on their supports have replaced
independent to function instances. own. your presence when help
independently. is requested.

Mon/Mon 2021
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Table 2 MADE 2 FADE: Shortened Version

Mnemonic category Explanation

M Model the task or
interaction

Model the expected task or social interaction (e.g., live modeling,
metacognition, task chaining) and take data.

A Assess understanding

Has your student understood and applied the instruction
successfully? If so, allow them to continue. If not, repeat.

D Differentiate instruction

If the method of instruction was not successful over time and
attempts, change it up and do something else (e.g., add a visual
component such as a task analysis).

E Evaluate for mastery

Now that your student has demonstrated a few successful
attempts, evaluate their ability to complete the task
independently.

2 Repeat as necessary

Repeat modeling, assessment, diversification, and evaluation
process until the student has shown an appropriate amount of
mastery (independence). When they do, begin to fade (3 Ps:
prompting, proximity, and presence).

F Fade

Reduce prompting (intervention), proximity (physical closeness),
and presence (availability). Shift to the use of natural supports
and independent means of task completion. Step in on/ly when
absolutely necessary.

A Allow room for failure
and adjustment

Remove yourself from the equation and allow the benefit of the
recovery from a struggle to strengthen their self-efficacy. Guide
them toward what they learned and what they will do next time
and away from what happened.

D Demonstrate trust

Allow a student to return to the task or situation when/where they
first failed. Show them that failure is not the end, but a welcome
part of the process. Let them get back up and try again, without
judgment, and give them choices as they are successful.

E Empower your student
to be independent

Work yourself out of a job. The true test of independence is the
use of strategies and supports without the reliance of prompting
from a teacher, parent, or job coach.

achieved. The insights gained through
data and feedback loops in a multiple
opportunity method show students where
they have mastered skills and where they
might need to adjust.

Ms. S. wants to know how much her students
know about social interactions with customers.
She has collaborated with her paraeducators to
create a task analysis that will break the
overall interaction into manageable steps. The
task analysis will also serve as a visual for
feedback for Marcus, just like she modeled at
the coffee shop. She models the social
interaction with one of the other employees at
the store using the task analysis while
explaining what she is thinking. Now it is
Marcus’s turn. He picks up the laminated sheet
with the conversation cues and reads them to
himself while Ms. S. picks up her data sheet to
record his progress.

D: differentiate instruction.
Differentiate instruction based on each

The next interaction, although smoother
than the last, lacks verbal initiation. Ms. S.
records her observational data on her multiple student’s individualized needs. Teachers
opportunity data sheet and knows exactly know that different students need
which step Marcus is missing: the eye contact differentiated instruction and methods.
that signals him to greet his customer. She can To identify specific student needs,
easily see that Marcus greets customers with consider barriers to learning that may be
enthusiasm each time he is looking up when unrelated to the diagnosis. Are there

they approach the coffee counter. cultural or linguistic differences that have

It is important to consider previous knowledge
or skills within the task that might be taken
for granted. Do students have the background

knowledge needed to complete the task?




Table 3 MADE 2 FADE: Student Implementation Plan Template

MADE 2 FADE step | Definition Implementation plan

instruction

M = model the The demonstration of a task or Task:
task or interaction interaction Data:
A = assess Check your data to make sure they Method:
understanding understand what you are asking them Data:

to do, not the performance of the task.
D = differentiate Change up the instructional method Method:

used, setting, student display, or level
of difficulty, etc.

E = evaluate
mastery

The evaluation of the task or interaction
to fidelity as measured by an agreed-on
threshold (e.g., 70%; 4 of 5 trials)

Mastery criteria:
Data:

2 = Repeat as

Repeat the MADE steps as often as
needed.

Milestones/missing:

for failure and

necessary Data:

F = fade Reduce (in order): prompting (e.g., Prompting:
verbal or gestures), proximity (how Proximity:
close or available the teacher is to the P )
student), and presence (limiting access rESEmeE:
to the teacher at all).

A = allow room Teachers do not intervene when every I will allow:

trouble is coming. Struggle develops

| will prompt if/when:

the student to be
independent

adjustment independence. Teachers mentor
through mistakes.
D = demonstrate Release new levels of responsibility, Open doors:
trust choice, and independence both within
the task and, when ready, across
contexts.
E = Empower Eliminate teacher presence and allow Next steps:

the student to function independently.

not been taken into account? It is
important to consider previous knowledge
or skills within the task that might be
taken for granted. Do students have the
background knowledge needed to
complete the task? If so, differentiation
can be as simple as varying a skill so the
student is able to apply it to a specific
personal or life goal, which reinforces
their commitment to learn problem-
solving skills.

One method of instructional
differentiation that may be overlooked is
providing a change in setting. Students
benefit from varied contextual
applications, community-based learning
experiences, and instructional methods
(Flanagan & Kutscher, 2020).
Employment skills are more likely to
become generalized when practiced in

natural contexts (e.g., Gilson et al., 2017;
Smith et al., 2016). Therefore, creating
opportunity for students to apply what
they know in community settings (e.g.,
places of business where the skill may be
practiced) may be a way to help them
become more self-sufficient.

After other considerations, teachers
may differentiate methods by scaling
back difficulty. Is the task too
complicated? Revisit the multiple
opportunity data when the student first
attempted the task (see Figure 7). Is there
a particular step in the process that needs
to be retaught? If so, target the skill and
use a different method of teaching such
as video prompting or peer-mediated
supports (e.g., Smith et al., 2016). If not,
proceed to the summative evaluation for
mastery of the skill.

After reviewing the data she collected while
observing Marcus in his shift, Ms. S. realized
that her initial method of modeling the social
interaction was not as effective as she would
have liked. That morning at the coffee shop,
Marcus was able to successfully stock the
counter with the materials needed for the shift.
Her data indicated a pattern of missed social
cues, however, when he was prompted to reply
to customer interactions while they paid for
their orders. The data recorded on the multiple
opportunity method data sheet indicated his
gap in understanding. “He needs a bit more
support when he transitions from selecting the
coins from the drawer to counting back the
change to the customer,” she says pointing to
the data sheet. “Marcus has missed the cue to
count out loud when giving change back to
customers four out of the six trials he
attempted. [ need to adjust this task analysis

Mon/Mon 2021
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Figure 1 Making coffee: multiple opportunity data sheet example (completed)

Task: Making Coffee Student_Name: Marcus
Steps 10/1 10/2 10/3 10/4 10/5
1. Greet Customer “Hello” “Welcome” o + +
Review Order Sheet o + + + +
3. Confirm Additions “l see you would (0] 0 + A +
like s/f cream and no sugar?”
4. Add Coffee to Cup + + + + +
5. Add Cream/ Sugar and Stir 0 0 + + +
6. Place lid on Coffee + + + + +
7. Hand coffee to customer (0] (0] + + o
8. Say “Thank You” 0 + 0 +

Note: + = Steps completed without prompt; O = Steps not completed until prompted;

“Blank” = Step refused when prompted

from four to six steps, explicitly breaking
down that part of the process for him. I will
also add visual supports to help him connect
what this process could look like.” She makes
the alterations to Marcus’s task analysis for
tomorrow.

E: evaluate the practice for

mastery. Collect data throughout the
skill acquisition process to prepare for the
summative evaluation of skill mastery.
Successful evaluations are completed
based on data-driven decisions clearly
defined mastery criteria (Flanagan &
Kutscher, 2020). Let data and patterns of
progress inform your decisions.

Ms. S. begins her evaluation of Marcus’s skill
acquisition. She glances at his multiple
opportunity sheet to remind herself of past
problems and the mastery criteria she has
written down for the task. “Okay, Marcus, I'd
like you to make me a coffee this time, take
my payment, and count back my change.” Ms.
S. places her purse on the counter and smiles.
Marcus makes eye contact.

“Welcome to Java Jitters, Ms. S.” Marcus
laughs as he greets his teacher.

‘Td like a tall coffee with heavy cream and
vanilla flavoring please,” says Ms. S.

Marcus writes down her order and begins
to fill Ms. S.’s cup with coffee. He retrieves the
correct cream from the refrigerator and adds it
to the cup. Marcus pauses. The bottle of vanilla
syrup is missing from the sweetener shelf. He
looks down at the order and up again at the
shelf: Marcus begins to sway in frustration,
almost spilling the coffee on his hands. I can’t
make you your coffee. Sorry, come back next
time.” He tosses the coffee in the trash and turns
away.

Ms. S. slows her breathing to help create a
calming space for Marcus. “What happened?”

“There is no vanilla syrup! No vanilla
syrup, no coffee order. I can’t make it like you
want.”

“T can see why you thought that, Marcus.
love the way you are using your order sheet
and the task list. That is very good, but let’s
talk through some other ways we can use our
tools to make sure customers get coffee even

Collect data throughout the skill acquisition process to

prepare for the summative evaluation of skill mastery.

when things come up that are unexpected...like
missing vanilla syrup. OK?”

Ms. S. takes notes on her data sheet. They
work through some possible phrases explaining
missing coffee preparation items. Marcus
practices saying, “I'm sorry, we are out of
vanilla. Would you like another flavor?” They
simulate the interaction with and without the
new supports. Eventually, Marcus is ready for
her to begin to fade.

2: repeat as necessary. After
evaluating the task for mastery, repeat the
previous steps until you feel confident the
student is capable of accomplishing their
goals independently. Now it is time to do
more by doing less.

Ms. S. provides encouragement for Marcus
when she visits him the next day during his
shift. During a break, she pulls him aside to
show him the data trend. ‘I am so proud of the
hard work you have put into learning how to
work the coffee counter at work. Look at all of
your improvement! See this line? That's you
getting better and better at this, Marcus.” Ms. S.
gestures to the data graph on her device that
shows an obvious upward trend. Marcus smiles.
“Now see this step in our task analysis?”
She points to the dip in the data. “This is the
step we are going to work on this time. I know
you can do it. All of your effort will pay off in
the skills you are learning. Everything you are
doing now you can apply in your restaurant.”



Fading in response to data ensures the students

have adequately grasped the material and

that they can apply what they learned.

Marcus receives his revised task analysis
from Ms. S, which now has visual supports. It is
clear after a few times through the exercise
that Marcus is ready to begin the transition to
work on his own. Ms. S. ultimately finds that
with the new tool and multiple opportunities to
practice different social situations, Marcus
successfully completes the task several times
without prompting or gestures.

F: fade. Fade supports and proximity by
making yourself less available to students in
the employment setting. Independence is
often increased through systematic fading
and data collection. Fading in response to
data ensures the students have adequately
grasped the material and that they can
apply what they learned. This can be
monitored through a hierarchy of reducing
supports related to prompting, proximity,
and presence (Gilson et al., 2021).

Prompting. First, decrease prompting.
Prompting might be verbal, auditory, or
a physical gesture. It is the generation of
information that requires a student to do
something, or an act during or following
a procedure that solicits a response by the
student. For example, a verbal prompt might
take the form of a question (e.g., “What do
you do next?”) or praise (e.g., “Fantastic job
completing your task.”). When teachers
decrease prompting after the student has
shown mastery of the skill, students may
rely more on their own understanding
(self-questioning) and experience, which
has been shown to help them generalize the
skill (Shepley et al., 2018). Prompt reduction
is the first step to transferring ownership of
the efficacy to complete a task.

Proximity. Next, decrease proximity
to the student while performing the task.

Fading proximity may include taking a
few steps back away from the student
as they work. It might also be standing
on the other side of the table instead of
directly beside them.

Presence. Lastly, fade presence from
the student’s surroundings as a form
of redirection. Your proximity might
still be moderately close; “out of sight”
is not a requirement. If a student asks a
question, redirect them to a coworker or
supervisor so they grow accustomed to
going to someone other than the teacher.
Eventually, the goal is for teachers to be
able to leave the room altogether while
encouraging students to engage in requests
from natural supports. Natural supports
are people that students will find at the
workplace who are not paid to support
them, including coworkers and supervisors.

Ms. S. sits at a small table in the back of the
coffee shop. She has kept Marcus in her line of
sight and watches as he prepares to assist the
first customer in a long line. The customer
approaches the counter to place an order. He
makes eye contact when listening to the order
and takes the money from the customer.
Change is required.

Marcus catches Ms. S’s eye and gives her a
worried look. She smiles without prompting
and nods in encouragement but stays where she
is, careful not to increase her proximity.
Marcus softens at the gestured praise
reinforcement and continues to count the
change back to his customer. Marcus’s
coworker, Ryder, hands him the cream.
Marcus stirs the creamer and places the lid on
the coffee. He picks up the finished beverage
and hands it over.

“Thank you, Marcus.” The customer smiles,
reading his name tag.

Everyone teaches transition skills,

independence, and employment skills.

Marcus blankly stares over the customer’s
shoulder toward Ms. S., who gently turns away
from him and looks toward the window.

After about 10 seconds, Ryder offers a
reply, “You're welcome, ma'am. Have a nice
day!”

“Yeah, you're welcome,” Marcus adds
hurriedly as he takes a step backward.
Flustered by the interaction, Marcus drops the
hot coffee on the floor, splattering Ryder. He
looks at Ms. S, his eyes welling with tears.

“Don’t rescue him...don’t rescue him....”
Ms. S. reminds herself. “He has to learn he can
recover from mistakes.”

A: allow room for failure and
adjustment. Acknowledge that learning
new things is an inherently challenging
and imperfect process. Give your students
space to experience failure, reflect on their
mistakes, and emerge with lessons
learned. These lessons will be vital for
promoting success in dynamic workplace
environments.

Many teachers often have a unique
relationship with students where explicit
conversations can happen outside of an
escalated emotional incident. Adults, if not
trained properly, may mirror the emotions
of their students, which could amplify the
negative emotion (Long & Fecser, 2000).
Teachers must resist the tendency to rescue
or jump back in after presence has been
faded. If the teacher’s presence is not
completely removed at the time of incident,
redirection may be an alternative to direct
instruction, which unintentionally
reinforces dependence. Teachers can model
techniques like slow breathing without
explanation while allowing students to fail,
adjust, and recover on their own (Martin
etal., 2003). In doing so, they reinforce
moments and conversations that give
students permission to fail and recover.
Such interactions are critical to a student’s
growth and self-reliance.

Marcus wipes his eyes and runs over to Ms. S.
“Tdon’t want to do this anymore!” he yells.

Ms. S. speaks kindly to Marcus. “Okay, but
let’s wait for your coworker, Ryder. He might
need some help, and we have to make sure our
partner isn't left alone, right?”

Marcus screams at the top of his lungs, “No!
I don’t want to!”

Ms. S. breathes deeply and slowly and holds
a pleasant look on her face, giving Marcus the
“gift of calm.”

Marcus scowls and mutters something
under his breath. Soon, she notices Marcus
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Balancing student autonomy (choice) and trust with

higher levels of performance may be challenging at

times, but demonstrations of trust are possible in

situations where teachers do not step in to rescue or to

reprimand when there is ample opportunity to do so.

has begun to mirror her slow breathing.
“Ooh, look at that. Ryder just counted that
change. You did such a great job at counting
change. Remember? Mistakes are the chances
we get to do better next time. The most
important thing is... Marcus, did you learn
something?”

Marcus nods and calms.

“So, what will you say next time a customer
in your restaurant says ‘thank you?” she asks,
tying in Marcus’ goals to the social lesson.
“You're welcome” he responds.

“That’s right. You know exactly what to
do next time. You want to try again? It looks
like it’s getting busy in here, and Ryder can
use some of your awesome coffee-making
skills.”

Marcus gives Ms. S. a side smile and walks
over to the barista bar. He bends down and
begins to help the cleanup.

D: demonstrate trust. Trust that your
students will be able to flourish
independently in the workplace on their
own timeline. Build a relationship of trust
with students through cocreating goals
that include smaller achievements in the
process while providing opportunities for
success and choice making. Choice is a
primary element of self-determination
and requires self-regulation skills, which is
a key component in independence
(Korinek & deFur, 2016; NTACT, 2020).
Doing so can be a successful practice to
both increase student buy-in and improve
student outcomes (Martin et al., 2003;
NTACT, 2020).

Trust is also reciprocated when the
student sees the educator model consistent,
healthy self-regulation language and skills
(Korinek & deFur, 2016). An educator’s
own self-awareness level can directly
impact a student’s successful acquisition of
healthy social skills. Students mirror what
they see consistently. Trust is built when
the responses to undesirable behavior
support the empowerment process.
Balancing student autonomy (choice) and
trust with higher levels of performance
may be challenging at times, but
demonstrations of trust are possible in
situations where teachers do not step in to
rescue or to reprimand when there is
ample opportunity to do so.

Even though Marcus makes mistakes, Ms. S.
knows (and her data sheet reflects) that he is
able to complete the task and that he is proving
more capable the more she withdraws. Although
Marcus is nervous to work with Ryder
following the last outburst, she helps him
understand that it’s okay to be embarrassed and
explains. ‘T know this is tough, but we all learn
from our mistakes, right?”

Marcus nods. “Okay, Ms. S. If you think I
can do it, [ will trust you.”

‘T know you can Marcus.” Ms. S. smiles in
encouragement. “Why don’t you choose which
job you would like to begin with today?
Would you like to stock the shelves or run the
register?” He smiles at the opportunity to
choose and gestures toward the register.
Marcus soon masters the skills necessary and
becomes confident in his ability.

The M2F framework can help teachers increase

their confidence and empower their students toward

independent lives and successful employment outcomes.

E: empower the student to be
independent. Encourage your students
to gain the confidence needed to move
toward independence. Reinforce positive
self-esteem and self-determination to
empower independence through
behavior-specific praise and achievable
goal setting. When students are
empowered (e.g., through achievable
goals; Estrapala et al., 2018), their
perception of their ability changes for the
better and increases their self-esteem
(Branden, 1994). Teachers who encourage
their students are those who have
successfully reinforced positive self-
determination in their students such that
they are both able to function without
them and have an intrinsic desire to do so
(e.g., Martin et al., 2003). The successful
transfer of efficacy develops through
self-esteem, self-determination, and
participation in other activities in school
and community life (e.g., Murray et al.,
2021). When self-efficacy and self-
determination increase alongside the
technical skills, so too will independence
and the likelihood of successful
employment outcomes (e.g., Martin et al.,
2003; Murray et al., 2021; NTACT, 2020).

Ms. S. stands near the front door of Java Jitters
as Marcus and his new peer pass on their way
to get the green clipboard with the list of
restock items for the morning. She can see the
task analysis in the peer’s hand and smiles to
herself as she hears Marcus say, ‘I know the
list looks long, but you'll get the hang of
it...sooner or later.”

Conclusion

The research-based practices within M2F
are designed to assist teachers with the
process of equipping their students to grow
socially, academically, and in real-world job
skills. This is done through systematic
reduction in support, demonstrating trust,
and allowing students to learn from failure,
thereby empowering them for greater
independence (e.g., Collins, 2012). The
M2F framework can help teachers increase
their confidence and empower their
students toward independent lives and
successful employment outcomes.

All educators are encouraged to expand
their expectations of their students by
adopting this mindset to guide the work
they do: Everyone teaches transition skills,
independence, and employment skills.
Regardless of teachers’ content area, grade
level, or specific role, they are all preparing



These seemingly insignificant exchanges, accumulated

over time, have the potential to promote healthy

social skills that are vital to community life and

competitive employment after high school.

students for life skills in the long term.
Students experience hundreds of
interactions with individuals both inside
and outside of the school setting every day.
When casual interactions are framed
differently, teachers are more likely to be

intentional with their words and examples.

These seemingly insignificant exchanges,
accumulated over time, have the potential
to promote healthy social skills that are
vital to community life and competitive
employment after high school.
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