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OVERVIEW OF CONTENT

1. Table of VS Contents: This list details the specific VS resources that apply to Visual 
Supports.

2. What is VS: A quick summary of salient features of Visual Supports, including what it is, 
who it can be used with, what skills it has been used with, and settings for instruction.

3. Evidence-base: The evidence-base details the National Clearinghouse on Autism Evidence 
and Practice (NCAEP) criteria for inclusion as an evidence-based practice and the specific 
studies that meet the criteria for Visual Supports.

4. Planning Checklist: This checklist details the steps for planning for Visual Supports, 
including what prerequisite learning of practices are needed, collecting baseline data of the 
interfering behavior if needed, and what materials/resources are needed.

5. Other Resources: Other resources may include decision trees, checklists, and/or template 
forms that will support the use of Visual Supports.

6. Step-by-Step Guide: Use this guide as an outline for how to plan for, use, and monitor 
Visual Supports. Each step includes a brief description as a helpful reminder while learning 
the process.

7. Implementation Checklist: Use this checklist to determine if Visual Supports are being 
implemented as intended.

8. Monitoring Progress Checklist: Use this form as a method for collecting and analyzing 
data to determine if the learner on the spectrum is making progress towards the interfering 
behavior.

9. Tip Sheet for Professionals: Use this tip sheet, intended for professionals working with 
learners on the spectrum, as a supplemental resource to help provide basic information 
about Visual Supports.

10. Parent Guide: Use this guide intended for parents or family members of learners on the 
spectrum to help them understand basic information about Visual Supports and how it is 
being used with their child.

11. Additional Resources: This list provides additional information for learning more about 
Visual Supports as well as resources.

12. CEC Standards: This list details the specific CEC standards that apply to Visual Supports.
13. Glossary: This glossary contains key terms that apply specifically to Visual Supports.
14. References: This list details the specific references used for developing this VS module in 

numerical order.
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VISUAL SUPPORTS

WHAT IS VS?
Visual supports are concrete cues that are paired with, or used in place of, a verbal cue to 
provide the learner with information about a routine, activity, behavioral expectation, or skill 
demonstration.4 Visual supports might include: pictures, written words, objects, arrangement of 
the environment, visual boundaries, schedules, maps, labels, organization systems, timelines, 
and scripts. 
Individual types of visual supports might not have been shown to be as effective for learners. 4 
For example, graphic organizers do not have as strong of evidence-base as individual visual 
schedules.  
The various types of visual supports can be divided into three categories: visual boundaries, 
visual cues, and visual schedules. The table provides an overview of the three categories, 
samples of the types of visual supports associated with each category, a definition of the type, 
and how the visual support might be used to address a skill or behavior. 

EVIDENCE-BASE:
Based upon the 2020 systematic review conducted by the National Clearinghouse on Autism 
Evidence and Practice (NCAEP), Visual Supports is a focused intervention that meets evidence-
based practice criteria with 104 single case design and 2 group design studies. Visual Supports 
has been effective for early intervention (0-2), preschoolers (3-5 years), elementary school 
learners (6-11 years), middle school learners (12-14 years), high schoolers (15-18 years), and 
young adults (19-22 years) on the spectrum. Studies included in the 2020 EBP report 
(Steinbrenner et al., 2020) detail how Visual Supports can be used to effectively address the 
following outcomes for a target skill/goal/behavior: academic, adaptive/self-help, behavior, 
communication, joint attention, motor, play, school readiness, social, and vocational.

HOW IS VS BEING USED?
Visual Supports can be used by a variety of professionals, including teachers, special educators, 
therapists, paraprofessionals, and early interventionists in educational and community-based 
environments. Parents and family members also can use Visual Supports in the home.

Suggested Citation:
Sam, A., & AFIRM Team. (2024). Visual Supports, Updated. The University of North 
Carolina at Chapel Hill, Frank Porter Graham Child Development Institute, Autism 
Focused Intervention Resources and Modules. https://afirm.fpg.unc.edu 
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EVIDENCE-BASE

The National Clearinghouse on Autism Evidence and Practice has adopted the following criteria 
to determine if a practice is evidence-based. The 2020 EBP report (Steinbrenner et al., 2020) 
provides more information about the systematic review process.

Efficacy must be established through high-quality, peer-reviewed research in scientific journals 
using:

• At least 2 randomized or quasi-experimental group design studies, or
• At least 5 single subject/case design studies, or a
• Combination of evidence of 1 randomized or quasi-experimental group design study and 

3 single subject/case design studies

OVERVIEW:
Based upon the 2020 systematic review conducted by the National Clearinghouse on Autism 
Evidence and Practice (NCAEP), Visual Supports is a focused intervention that meets evidence-
based practice criteria with 104 single case design and 2 group design studies. Visual Supports 
has been effective for early intervention (0-2), preschoolers (3-5 years), elementary school 
learners (6-11 years), middle school learners (12-14 years), high schoolers (15-18 years), and 
young adults (19-22 years) on the spectrum. Studies included in the 2020 EBP report 
(Steinbrenner et al., 2020) detail how Visual Supports can be used to effectively address the 
following outcomes for a target skill/goal/behavior: academic, adaptive/self-help, behavior, 
communication, joint attention, motor, play, school readiness, social, and vocational.

In the table below, the instructional outcomes identified by the evidence base are shown by age 
of participants.
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0-2 Yes Yes Yes Yes Yes Yes Yes

3-5 Yes Yes Yes Yes Yes Yes Yes Yes Yes

6-11 Yes Yes Yes Yes Yes Yes Yes Yes Yes

12-14 Yes Yes Yes Yes Yes Yes Yes

15-18 Yes Yes Yes Yes Yes Yes Yes Yes Yes

19-22 Yes Yes Yes Yes Yes Yes
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EARLY INTERVENTION (0-2 YEARS):
Miller, S. A., Rodriguez, N. M., & Rourke, A. J. (2015). Do mirrors facilitate acquisition of motor imitation in 

children diagnosed with autism? Journal of Applied Behavior Analysis, 48(1), 194-8. 
https://doi.org/10.1002/jaba.187

PRESCHOOL (3-5 YEARS):
Bennett, K., Reichow, B., & Wolery, M. (2011). Effects of structured teaching on the behavior of young children with 

disabilities. Focus on Autism and Other Developmental Disabilities, 26(3), 143-152. 
https://doi.org/10.1177/1088357611405040

Betz, A., Higbee, T. S., & Reagon, K. A. (2008). Using joint activity schedules to promote peer engagement in 
preschoolers with autism. Journal of Applied Behavior Analysis, 41(2), 237-241. 
https://doi.org/10.1901/jaba.2008.41-237

*Cale, S. I., Carr, E. G., Blakeley-Smith, A., & Owen-DeSchryver, J. S.  (2009). Context-based assessment and 
intervention for problem behavior in children with autism spectrum disorder. Behavior Modification, 33(6), 
707-742. https://doi.org/10.1177/0145445509340775

Carlson, B., McLaughlin, T., Derby, K. M., & Blecher, J. (2009). Teaching preschool children with autism and 
developmental delays to write. Electronic Journal of Research in Educational Psychology, 7(1), 225-238. 
https://doi.org/10.25115/ejrep.v7i17.1313

Carp, C. L., Peterson, S. P., Arkel, A. J., Petursdottir, A. I., & Ingvarsson, E. T. (2012). A further evaluation of 
picture prompts during auditory-visual conditional discrimination training. Journal of Applied 
Behavior Analysis, 45(4), 737-51. https://doi.org/10.1901/jaba.2012.45-737

*Elicin, O., & Tunali, V. (2016). Effectiveness of tablet computer use in achievement of schedule-following 
skills by children with autism using graduated guidance. Education and Science, 41(183), 29-46. 
https://doi.org/10.15390/EB.2016.5358

Fleury, V. P., Miramontez, S. H., Hudson, R. F., & Schwartz, I. S. (2014). Promoting active participation in book 
reading for preschoolers with Autism Spectrum Disorders: A preliminary study. Child Language 
Teaching and Therapy, 30(3), 273-288. https://doi.org/10.1177/0265659013514069

Giles, A., & Markham, V. (2017). Comparing book- and tablet-based picture activity schedules: Acquisition 
and preference. Behavior Modification, 41(5), 647-664. https://doi.org/10.1177/0145445517700817

Hong, E. R., Neely, L., Rispoli, M. J., Trepinski, T. M., Gregori, E., & Davis, T. (2015). A comparison of general 
and explicit delay cues to reinforcement for tangible-maintained challenging behaviour. 
Developmental Neurorehabilitation, 18(6), 395-401. https://doi.org/10.3109/17518423.2013.874378

Hudson, R. F., Sanders, E. A., Greenway, R., Xie, S., Smith, M., Gasamis, C., Martini, J., Schwartz, I., & Hackett, 
J. (2017). Effects of emergent literacy interventions for preschoolers with autism spectrum disorder. 
Exceptional Children, 84(1), 55-75. https://doi.org/10.1177/0014402917705855

*Knight, V. F., Smith, B. R., Spooner, F., & Browder, D. (2012). Using explicit instruction to teach science 
descriptors to students with autism spectrum disorder. Journal of Autism and Developmental 
Disorders, 42(3), 378-89. https://doi.org/10.1007/s10803-011-1258-1

Krantz, P. J., & McClannahan, L. E. (1998). Social interaction skills for children with autism: A script-fading procedure 
for beginning readers. Journal of Applied Behavior Analysis, 31(2), 191-202. 
https://doi.org/10.1901/jaba.1998.31-191

*Kurkcuoglu, B. U., Bozkurt, F., & Cuhadar, S. (2015). Effectiveness of instruction performed through 
computer- assisted activity schedules on on-schedule and role-play skills of children with autism 
spectrum disorder. Educational Sciences: Theory & Practice, 15(3), 671-689. 
https://doi.org/10.12738/estp.2015.3.2432

*Ledbetter-Cho, K., Lang, R., Davenport, K., Moore, M., Lee, A., Howell, A., Drew, C., Dawson, D., Charlop, M. 
H., Falcomata, T., & O'Reilly, M. (2015). Effects of script training on the peer-to-peer communication 
of children with autism spectrum disorder. Journal of Applied Behavior Analysis, 48(4), 785-799. 
https://doi.org/10.1002/jaba.240

Matson, J. L., Sevin, J. A., Box, M. L., Francis, K. L., & Sevin, B. M. (1993). An evaluation of two methods for increasing 
self-initiated verbalizations in autistic children. Journal of Applied Behavior Analysis, 26(3), 389-398. 
https://doi.org/10.1901/jaba.1993.26-389
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Morrison, R. S., Sainato, D. M., Benchaaban, D., & Endo, S.  (2002). Increasing play skills of children with autism using 
activity schedules and correspondence training. Journal of Early Intervention, 25(1), 58-72. 
https://doi.org/10.1177/105381510202500106

*Murdock, L. C., & Hobbs, J. Q. (2011). Picture me playing: Increasing pretend play dialogue of children with autism 
spectrum disorders. Journal of Autism and Developmental Disorders, 41(7), 870-878. 
https://doi.org/10.1007/s10803-010-1108-6

Murdock, L. C., & Hobbs, J. Q. (2011). Tell me what you did today: A visual cueing strategy for children with ASD. 
Focus on Autism and Other Developmental Disabilities, 26(3), 162-172. 
https://doi.org/10.1177/1088357611405191

Murdock, L. C., Ganz, J., & Crittendon, J. (2013). Use of an iPad play story to increase play dialogue of 
preschoolers with Autism Spectrum Disorders. Journal of Autism and Developmental Disorders, 43(9), 
2174-89. https://doi.org/10.1007/s10803-013-1770-6

*O'Hara, M., & Hall, L. J. (2014). Increasing engagement of students with autism at recess through structured 
work systems. Education and Training in Autism and Developmental Disabilities, 49(4), 568-575.

*Richardson, A. R., Lerman, D. C., Nissen, M. A., Luck, K. M., Neal, A. E., Bao, S. M., & Tsami, L. (2017). Can 
pictures promote the acquisition of sight-word reading? An evaluation of two potential instructional 
strategies. Journal of Applied Behavior Analysis, 50(1), 67-86. https://doi.org/10.1002/jaba.354

*Strain, P. S., Wilson, K., & Dunlap, G.  (2011). Prevent-teach-reinforce: Addressing problem behaviors of students 
with autism in general education classrooms. Behavioral Disorders-Journal of the Council for Children with 
Behavioral Disorders, 36(3), 160-171. https://doi.org/10.1177/019874291003600302

*West, E. A. (2008). Effects of verbal cues versus pictorial cues on the transfer of stimulus control for children with 
autism. Focus on Autism and Other Developmental Disabilities, 23(4), 229-241. 
https://doi.org/10.1177/1088357608324715

Whalon, K., Martinez, J. R., Shannon, D., Butcher, C., & Hanline, M. F. (2015). The impact of reading to engage 
children with autism in language and learning (RECALL). Topics in Early Childhood Special Education, 
35(2), 102-115. https://doi.org/10.1177/0271121414565515

ELEMENTARY SCHOOL (6-11 YEARS):

Angell, M. E., Nicholson, J. K., Watts, E. H., & Blum, C.  (2011). Using a multicomponent adapted power card strategy 
to decrease latency during interactivity transitions for three children with developmental disabilities. Focus 
on Autism and Other Developmental Disabilities, 26(4), 206-217. https://doi.org/10.1177/1088357611421169

Bethune, K. S., & Wood, C. L. (2013). Effects of wh-question graphic organizers on reading comprehension 
skills of students with autism spectrum disorders. Education and Training in Autism and 
Developmental Disabilities, 48(2), 236-244. 

Bock, M. A. (1999). Sorting laundry: Categorization strategy application to an authentic learning activity by children 
with autism. Focus on Autism and Other Developmental Disabilities, 14(4), 220-230. 
https://doi.org/10.1177/108835769901400404

*Brown, J. L., Krantz, P. J., McClannahan, L. E., & Poulson, C. L.  (2008). Using script fading to promote natural 
environment stimulus control of verbal interactions among youths with autism. Research in Autism Spectrum 
Disorders, 2(3), 480-497. https://doi.org/10.1016/j.rasd.2007.08.006

*Cale, S. I., Carr, E. G., Blakeley-Smith, A., & Owen-DeSchryver, J. S.  (2009). Context-based assessment and 
intervention for problem behavior in children with autism spectrum disorder. Behavior Modification, 33(6), 
707-742. https://doi.org/10.1177/0145445509340775

*Carlile, K. A., Reeve, S. A., Reeve, K. F., & DeBar, R. M. (2013). Using activity schedules on the iPod touch to 
teach leisure skills to children with autism. Education & Treatment of Children, 36(2), 33-57. 
https://doi.org/10.1353/etc.2013.0015

Charlop-Christy, M. H., & Kelso, S. E.  (2003). Teaching children with autism conversational speech using a cue 
card/written script program. Education and Treatment of Children, 26(2), 108-127. 

*Cihak, D. F. (2011). Comparing pictorial and video modeling activity schedules during transitions for students with 
autism spectrum disorders. Research in Autism Spectrum Disorders, 5(1), 433-441. 
https://doi.org/10.1016/j.rasd.2010.06.006

https://afirm.fpg.unc.edu/


VSVisual Supports
For more information, please visit: https://afirm.fpg.unc.edu/ 

VS
Sam, A., & AFIRM Team, 2024 Update

Page 8 of 35

Cihak, D. F., & Foust, J. L. (2008). Comparing number lines and touch points to teach addition facts to students with 
autism. Focus on Autism and Other Developmental Disabilities, 23(3), 131-137. 
https://doi.org/10.1177/1088357608318950

*Cihak, D. F., Wright, R., & Ayres, K. M. (2010). Use of self-modeling static-picture prompts via a handheld computer 
to facilitate self-monitoring in the general education classroom. Education and Training in Developmental 
Disabilities, 45(1), 136-149. 

*Elicin, O., & Tunali, V. (2016). Effectiveness of tablet computer use in achievement of schedule-following 
skills by children with autism using graduated guidance. Education and Science, 41(183), 29-46. 
https://doi.org/10.15390/EB.2016.5358

*Ganz, J. B., Kaylor, M., Bourgeois, B., & Hadden, K.  (2008). The impact of social scripts and visual cues on verbal 
communication in three children with autism spectrum disorders. Focus on Autism and Other Developmental 
Disabilities, 23(2), 79-94. https://doi.org/10.1177/1088357607311447

*Grossman, M., Peskin, J., & San Juan, V. (2013). Thinking about a reader's mind: Fostering communicative 
clarity in the compositions of youth with autism spectrum disorders. Journal of Autism and 
Developmental Disorders, 43(10), 2376-92. https://doi.org/10.1007/s10803-013-1786-y

Hume, K., & Odom, S. (2007). Effects of an individual work system on the independent functioning of students with 
autism. Journal of Autism and Developmental Disorders, 37(6), 1166-1180. https://doi.org/10.1007/s10803-006-
0260-5

Hume, K., Plavnick, J., & Odom, S. L. (2012). Promoting task accuracy and independence in students with 
autism across educational setting through the use of individual work systems. Journal of Autism and 
Developmental Disorders, 42(10), 2084-99. https://doi.org/10.1007/s10803-012-1457-4

Kaplan-Reimer, H., Sidener, T. M., Reeve, K. F., & Sidener, D. W.  (2011).  Using stimulus control procedures to teach 
indoor rock climbing to children with autism. Behavioral Interventions, 26(1), 43852. 
https://doi.org/10.1002/bin.315

*Knight, V. F., Smith, B. R., Spooner, F., & Browder, D. (2012). Using explicit instruction to teach science 
descriptors to students with autism spectrum disorder. Journal of Autism and Developmental 
Disorders, 42(3), 378-89. https://doi.org/10.1007/s10803-011-1258-1

*Krantz, P. J., & McClannahan, L. E.  (1993). Teaching children with autism to initiate to peers: Effects of a script-
fading procedure. Journal of Applied Behavior Analysis, 26(1), 121-132. https://doi.org/10.1901/jaba.1993.26-
121

Krantz, P. J., MacDuff, M. T., & McClannahan, L. E. (1993). Programming participation in family activities for children 
with autism: Parents' use of photographic activity schedules. Journal of Applied Behavior Analysis, 26(1), 137-
138. https://doi.org/10.1901/jaba.1993.26-137

*Kurkcuoglu, B. U., Bozkurt, F., & Cuhadar, S. (2015). Effectiveness of instruction performed through 
computer- assisted activity schedules on on-schedule and role-play skills of children with autism 
spectrum disorder. Educational Sciences: Theory & Practice, 15(3), 671-689. 
https://doi.org/10.12738/estp.2015.3.2432

*Ledbetter-Cho, K., Lang, R., Davenport, K., Moore, M., Lee, A., Howell, A., Drew, C., Dawson, D., Charlop, M. 
H., Falcomata, T., & O'Reilly, M. (2015). Effects of script training on the peer-to-peer communication 
of children with autism spectrum disorder. Journal of Applied Behavior Analysis, 48(4), 785-799. 
https://doi.org/10.1002/jaba.240

Ledbetter-Cho, K., Lang, R., Moore, M., Davenport, K., Murphy, C., Lee, A., O'Reilly, M., & Watkins, L. (2017). 
Effects of video-enhanced activity schedules on academic skills and collateral behaviors in children 
with autism. International Journal of Developmental Disabilities, 63(4), 228-237. 
https://doi.org/10.1080/20473869.2017.1290022

*MacDuff, G. S., Krantz, P. J., & McClannahan, L. E.  (1993). Teaching children with autism to use photographic 
activity schedules: Maintenance and generalization of complex response chains. Journal of Applied Behavior 
Analysis, 26(1), 89-97. https://doi.org/10.1901/jaba.1993.26-89

Mavropoulou, S., Papadopoulou, E., & Kakana, D. (2011). Effects of task organization on the independent play of 
students with autism spectrum disorders. Journal of Autism and Developmental Disorders, 41(7), 913-925. 
https://doi.org/10.1007/s10803-010-1116-6

McKissick, B. R., Spooner, F., Wood, C. L., & Diegelmann, K. M. (2013). Effects of computer-assisted explicit 
instruction on map-reading skills for students with autism. Research in Autism Spectrum Disorders, 
7(12), 1653-1662. https://doi.org/10.1016/j.rasd.2013.09.013
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*Murdock, L. C., & Hobbs, J. Q. (2011). Picture me playing: Increasing pretend play dialogue of children with autism 
spectrum disorders. Journal of Autism and Developmental Disorders, 41(7), 870-878. 
https://doi.org/10.1007/s10803-010-1108-6

O'Connor, A. S., Prieto, J., Hoffmann, B., DeQuinzio, J. A., & Taylor, B. A.  (2011). A stimulus control procedure to 
decrease motor and vocal stereotypy. Behavioral Interventions, 26(3), 231-242. 
https://doi.org/10.1002/bin.335

*O'Hara, M., & Hall, L. J. (2014). Increasing engagement of students with autism at recess through structured 
work systems. Education and Training in Autism and Developmental Disabilities, 49(4), 568-575. 

Reeves, L. M., Umbreit, J., Ferro, J. B., & Liaupsin, C. J. (2013). Function-based intervention to support the 
inclusion of students with autism. Education and Training in Autism and Developmental Disabilities, 
48(3), 379-391. 

*Richardson, A. R., Lerman, D. C., Nissen, M. A., Luck, K. M., Neal, A. E., Bao, S. M., & Tsami, L. (2017). Can 
pictures promote the acquisition of sight-word reading? An evaluation of two potential instructional 
strategies. Journal of Applied Behavior Analysis, 50(1), 67-86. https://doi.org/10.1002/jaba.354

*Rousseau, M. K., Krantz, P. J., Poulson, C. L., Kitson, M. E., & McClannahan, L. E.  (1994). Sentence combining as a 
technique for increasing adjective use in writing by students with autism. Research in Developmental 
Disabilities, 15(1), 19-37. https://doi.org/10.1016/0891-4222(94)90036-1

*Schenning, H., Knight, V., & Spooner, F. (2013). Effects of structured inquiry and graphic organizers on social 
studies comprehension by students with autism spectrum disorders. Research in Autism Spectrum 
Disorders, 7(4), 526-540. https://doi.org/10.1016/j.rasd.2012.12.007

*Strain, P. S., Wilson, K., & Dunlap, G.  (2011). Prevent-teach-reinforce: Addressing problem behaviors of students 
with autism in general education classrooms. Behavioral Disorders-Journal of the Council for Children with 
Behavioral Disorders, 36(3), 160-171. https://doi.org/10.1177/019874291003600302

Stringfield, S. G., Luscre, D., & Gast, D. L. (2011). Effects of a story map on accelerated reader postreading test scores 
in students with high-functioning autism. Focus on Autism and Other Developmental Disabilities, 26(4), 218-
229. https://doi.org/10.1177/1088357611423543

Thiemann, K. S., & Goldstein, H. (2004). Effects of peer training and written text cueing on social communication of 
school-age children with pervasive developmental disorder. Journal of Speech, Language and Hearing 
Research, 47(1), 126-144. https://doi.org/10.1044/1092-4388(2004/012)

*West, E. A. (2008). Effects of verbal cues versus pictorial cues on the transfer of stimulus control for children with 
autism. Focus on Autism and Other Developmental Disabilities, 23(4), 229-241. 
https://doi.org/10.1177/1088357608324715

Wichnick-Gillis, A. M., Vener, S. M., & Poulson, C. L. (2016). The effect of a script-fading procedure on social 
interactions among young children with autism. Research in Autism Spectrum Disorders, 26, 1-9. 
https://doi.org/10.1016/j.rasd.2016.03.004

*Zakas, T. L., Browder, D. M., Ahlgrim-Delzell, L., & Heafner, T. (2013). Teaching social studies content to 
students with autism using a graphic organizer intervention. Research in Autism Spectrum Disorders, 
7(9), 1075-1086. https://doi.org/10.1016/j.rasd.2013.06.001

MIDDLE SCHOOL (12-14 YEARS):
*Brown, J. L., Krantz, P. J., McClannahan, L. E., & Poulson, C. L.  (2008). Using script fading to promote natural 

environment stimulus control of verbal interactions among youths with autism. Research in Autism Spectrum 
Disorders, 2(3), 480-497. https://doi.org/10.1016/j.rasd.2007.08.006

*Carlile, K. A., Reeve, S. A., Reeve, K. F., & DeBar, R. M. (2013). Using activity schedules on the iPod touch to 
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YOUNG ADULTS (19-22 YEARS):

*Hughes, C., Golas, M., Cosgriff, J., Brigham, N., Edwards, C., & Cashen, K. (2011). Effects of a social skills intervention 
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TYPES OF VISUAL SUPPORTS

VISUAL BOUNDARIES:

Room arrangement – a type of visual support that includes arranging the environment in a 
systematic way, including covering materials unnecessary for performing the skill with sheets

VISUAL SCHEDULES:

Classroom schedule - a type of visual support that includes posting a class schedule in a 
central location available for all students.

First/then schedule - a type of visual support that includes the sequencing of two events to 
help a student understand what comes next.

Individual schedule - a type of visual support that includes visually presenting the learner's 
day.

VISUAL CUES:

Choice boards - a type of visual support that includes a visual representation of choices a 
learner can select

Graphic organizers - a type of visual support that includes a visual display, diagram, or outline 
for organizing concepts or ideas

Labels - a type of visual support that includes a visual representation to show were an item 
belongs

Scripts - 

Visual instructions - a type of visual support that includes visually organizing an activity or 
task
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PLANNING CHECKLIST

Learner’s Name:        Date/Time:     
Observer(s):              
Target Skill/Goal/Behavior:           
Directions: Complete this checklist to determine which type of visual support to use with the 
learner on the spectrum as well as if VS is ready to be implemented.

VISUAL BOUNDARIES: 

 Is there a safety concern?

Does the learner have difficulty staying in one place?

Does the learner not know what they are to be working on in an area?

Does the learner ever leave a location because of frustration?

 Does the learner ever have difficulty with entering others’ workspace and/or making use of 
others’ work or personal materials?

If you checked off any of these questions, visual boundaries might be helpful to use with 
the learner.

VISUAL CUES: 

Does the activity, event, or concept cause frustration for the learner?

Does the activity, event, or concept cause anxiety for the learner?

 Is adult support required for the learner to be successful with the activity, event, or concept?

 Is the activity, event, or concept difficult for the learner to understand when only verbal 
information is provided?

If you checked off any of these questions, visual cues might be helpful to use with the 
learner.
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VISUAL SCHEDULES: 
Does the learner struggle moving from one area to the next?

Does the learner forget what s/he is asked to do next?

Does the learner exhibit disruptive/inappropriate behavior when transitioning?

If you checked off any of these questions, visual schedules might be helpful to use with 
the learner.

PLANNING: 

Has the target goal/behavior/skill been identified?

Has baseline data and/or a functional behavior assessment been collected through direct 
observation of the learner?

 Is the target goal/behavior/skill measurable and observable? Does it clearly state what the 
target goal/behavior/skill is, when it will occur, and how team members/observers will know 
it has been mastered?

 Is Visual Supports appropriate for the learner’s target goal/behavior/skill?

Does the learner have needed prerequisite skills/abilities?

Does the learner require additional adaptations/modifications/supports? Such as a 
communication device?

Have reinforcers/rewards for the learner been identified based on the learner’s 
interests/preferred items and/or activities?

Are additional materials and/or resources for using Visual Supports ready and available?

SELECT VISUAL SUPPORTS TYPE:

Boundaries Cues Schedule

SELECT ADDITIONAL EBPS:
Prompting

Modeling
Reinforcement

Other:      
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FIRST/THEN BOARD

Learner’s Name:        Date/Time:     
Observer(s):              
Target Goal/Behavior/Skill:            
Directions: Use this template to create a first/then visual schedule.

First Then
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CHANGE

Learner’s Name:        Date/Time:     
Observer(s):              
Target Goal/Behavior/Skill:            
Directions: Use this template to teach flexibility or prepare learners for changes in daily 
schedules.

Change Alert
Instead of … We will be …
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CHOICE BOARD

Learner’s Name:        Date/Time:     
Observer(s):              
Target Skill/Goal/Behavior:           
Directions: Use this template to create a Choice Board for the learner to select a desired or 
preferred object, activity, or food. 

__________________’s Choice Board

1     2     3
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MONITORING PROGRESS CHECKLIST

Learner’s Name:        Date/Time:     
Observer(s):              
Target Skill/Goal/Behavior:           
Directions: Complete this checklist to determine if the learner is making progress with using 
Visual Supports. 

MONITORING PROGRESS: 

 Is the target skill or behavior well defined?

 Is the skill or behavior measurable and observable?

Has data been collected and analyzed?

 Is the skill or behavior too difficult for the learner?

Was Visual Supports used with fidelity?

Are there too many reinforcers?

Are there too few reinforcers?

Are all team members using Visual Supports in a consistent manner?

 Is Visual Supports occurring at a sufficient level to maintain the behavior or target skill?

ANECDOTAL NOTES:

https://afirm.fpg.unc.edu/
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COLLECT DATA:
Collect data on target behaviors. Be sure to include the level of support needed for each of the 
steps or tasks. 

Dates

Steps/Tasks

Amount of time learner was ON-TASK or 
OFF-TASK (CIRCLE ONE)

Prompt Key: VB = Verbal; VSP = Prompt to use Visual Support; G = Gestural; M = Model; P = Physical; I = No prompts needed/Independent; IS = 
Independent with support (VS = Visual Support; VM = Video Modeling; SN = Social Narratives)

SELECT REPRESENTATION & PRESENTATION: 

Objects

Pictures

Drawing or Icons symbols

Words/Phases

Other:

1 item

2 items

3-4 items

5-7 items

8 or more items

https://afirm.fpg.unc.edu/


VSVisual Supports
For more information, please visit: https://afirm.fpg.unc.edu/ 

VS
Sam, A., & AFIRM Team, 2024 Update

Page 20 of 35

STEP-BY-STEP GUIDE

This step-by-step practice guide outlines how to plan for, 
use, and monitor Visual Supports.

BEFORE YOU BEGIN…
Each of the following points is important to address so that 
you can be sure Visual Supports is likely to address the 
target goal/behavior/skill of your learner on the spectrum.

HAVE YOU FOUND OUT MORE INFORMATION ABOUT…?
 Identifying the interfering behavior…?
 Collecting baseline data through direct observation…?
 Establishing a target goal or outcome that clearly states 

when the behavior will occur, what the target goal or 
outcome is, and how team members and/or observers 
will know when the skill is mastered…?

If the answer to any of the above questions is ‘No,’ review 
the process of how to select an appropriate EBP 
(https://afirm.fpg.unc.edu/selecting-EBP).

For more information about Visual Supports, please visit 
https://afirm.fpg.unc.edu/ .

STEP 1: PLANNING FOR VS
The planning step details the initial steps and considerations 
involved to prepare for using Visual Supports with a learner 
on the spectrum.

1. Identify visual supports needed to acquire or maintain 
target skills  
To identify when visual supports should be used, think 
about activities and events that occur throughout the day 
and what behaviors or target skills you might want to 
address. 
The Visual Support Planning Checklist found in the 

Resource section will help you determine the category 
of supports (visual boundaries, visual cues, or visual 
schedules) that would work best for the learner on the 
spectrum. 

Keep in mind that 
the three Visual 
Supports types 

are:
• Boundaries
• Cues
• Schedules

While each 
category is slightly 

different, the 
practice guide is 
applicable to all. 

When unique 
features are tied to 
a specific category, 

we will identify 
them through 
examples or 

cautions. 
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2. Develop/prepare visual support for learner based on individualized assessments  
Use assessments to develop and prepare the presentation of the visual support that will be 
most beneficial to the learner on the spectrum. This process is slightly different for each 
category of visual supports. 

• Visual Boundaries
 When creating boundaries, remember boundaries provide information about 

where a particular area in the classroom or at home begins or ends or what 
activities are completed in an area or setting.

 To create boundaries, use natural boundaries, objects, furniture, tape on the 
floor, or rugs to clearly designate the boundary area.

• Visual Cues
 Visual cues include graphic organizers, visual instructions, labels, and choice 

boards.
 When preparing visual cues consider:
 The information needed to be presented visually.
 Form of representation (objects, photographs, drawing or picture symbols, words, 

phrases, or a combination of formats).
• Visual Schedules

To create a visual schedule, consider the five core components of a schedule: 
 Form of representation:  functional objects,  representational objects, 

photographs,  drawings or picture symbols,  words or phrases, or  a combination
 Length of the schedule: One item, signifying upcoming transitions; Two items, 

presented left-to-right or top-to-bottom; Three to four items, presented left-to-
right or top-to-bottom; Half-day, presented left-to-right or top-to-bottom;  Full 
day, presented left-to-right or top-to-bottom; or Technology based schedule.

 Method of manipulating the schedule: 
 Learner on the spectrum carries an object that will be used in the 

upcoming activity,
 Learner on the spectrum carries an object/visual cue that represents an 

upcoming area and then matches the object/visual cue to a pocket, basket, 
or envelope in the represented location,

 Learner on the spectrum turns over the visual schedule cue or places the 
cue in a “finished” location when activity is completed, or 

 The learner on the spectrum marks of the visual cue on schedule as 
completed. 

 Location of the schedule: 
 Schedule information brought to the learner, 
 A stationary schedule in a central location (on a wall, shelf, desk), or 
 A portable schedule that a learner on the spectrum can carry across 

locations (e.g., clipboard, notebook, handheld device). 
 Determine the method to initiate schedule use and transitioning from one 

activity to the next 
 Staff bring schedule information to the learner on the spectrum or 
 The learner on the spectrum moves to the schedule using a visual 

transition cue.  
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3. Organize all needed materials
Before learners on the spectrum arrive, make sure visual boundaries are in place and all 
visual cues and schedules are ready.

STEP 2: USING VS
This step details the process of implementing Visual Supports with a learner on the spectrum.

1. Teach learner on the spectrum how to use visual support  
The process of teaching how to use a visual support varies based upon the category. 

• Visual Boundaries 
 Introduce the learner on the spectrum to the established boundary and point out 

the important boundaries and tasks completed in that area.  
 Use modeling to teach the learner on the spectrum to stay within the boundary. 
 Use reinforcement when learner on the spectrum stays within a boundary. 
 Use corrective feedback when learner does not stay within the boundary. 

• Visual Cues 
 Show the learner on the spectrum the developed visual cue. 
 Stand behind the learner when prompting the use of the visual cue in order to 

make sure the learner is looking at the visual information and not the adult. 
 Use concise, relevant words/terms while teaching the visual cue. 
 Assist learner in participating in the activity/event with the visual cue.

• Visual Schedule 
 Stand behind the learner on the spectrum when prompting use of the visual 

schedule. 
 Place schedule information in learner’s hand.  
 Use concise, relevant words/terms (identify location where learner is 

transitioning). 
 Assist learner on the spectrum in getting to designated activity/location, and 

prompt learner to place schedule materials in appropriate location. 
 Ensure learner remains in scheduled location until prompted to use schedule to 

transition. 
 Repeat steps until learner on the spectrum is able to complete the sequence 

independently across activities/locations.   

2. Fade prompts as quickly as possible when criterion met  
By fading prompts quickly, adults will teach learner on the spectrum not to rely on adult 
prompts but rather use the visual supports independently.   

3. Use visual support consistently and across settings   
Make sure all adults working with the learner on the spectrum are consistent with 
expectations, reinforcement, correction, and follow-through regarding the use of visual 
supports. 
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STEP 3: MONITORING VS
The following step details how to monitor the use of Visual Supports with a learner on the 
spectrum and how to determine next steps based on the data.

1. Collect and analyze data 
It is important to continuously collect and review data with the VS team. Collect data on:

• setting of observation
• sensory experiences available in the setting by modality
• learner’s response to sensory stimuli
• level of prompting needed for learner to participate in that sensory setting
• other VSs or strategies used to support the learner

Use the Monitoring Progress Checklist to collect data and monitor learner progress 
toward VS goals.

2. Determine next steps based on learner progress
Collecting data will help team members decide about the effectiveness of using Visual 
Supports and whether the learner on the spectrum is making progress. If a learner is making 
progress based upon data collected, team members should continue to use the selected 
strategies.

If team members determine that the learner is not making progress, consider the following:
• Have team members received VS training or is additional training needed?
• Is the target goal/behavior/skill well defined?
• Is the target goal/behavior/skill measurable and observable?
• Has enough time been devoted to using Visual Supports (frequency, intensity, and/or 

duration)?
• Is the target goal/behavior/skill being targeted during appropriate routines and 

activities?
• Is VS appropriate or a ‘good fit’ for the target behavior?
• Are VS strategies addressing the target behavior?
• Does the learner need additional supports?
• Are the selected materials and activities intrinsically motivating for the learner?

If these issues have been addressed and the learner on the spectrum continues not to show 
progress, consider selecting a different evidence-based practice to use with the learner on 
the spectrum.
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IMPLEMENTATION CHECKLIST: VISUAL BOUNDARIES

BEFORE YOU START, HAVE YOU…?
 Identifying the target goal/behavior/skill…?
 Collecting baseline data through direct observation…?
 Establishing a target goal or outcome that clearly states when the behavior will occur, what 

the target goal or outcome is, and how team members and/or observers will know when the 
skill is mastered…?

If the answer to any of the above questions is ‘No,’ review the process of how to select an 
appropriate EBP (https://afirm.fpg.unc.edu/selecting-EBP).

Observation: 1 2 3 4 5

Date:

Observer’s Initials:

STEP 1: PLANNING

1.1 Identify visual supports needed to acquire or 
maintain target skills

1.2 Develop/prepare visual support for learner based on 
individualized assessments

1.3 Organize all needed materials

STEP 2: USING
2.1 Teach learner how to use visual support

2.1a Introduce boundary to learner 

2.1b Use modeling to teach learner to stay within 
boundary 

2.1c Use reinforcement to encourage learner to stay within 
boundary 

2.1d Use corrective feedback when learner does not stay 
within boundary 

2.2 Fade prompts as quickly as possible when criterion 
met 

2.3 Use visual support consistently and across settings 

STEP 3: MONITORING

3.1 Collect data on target behaviors

3.2 Determine next steps based on learner progress
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IMPLEMENTATION CHECKLIST: VISUAL CUES

BEFORE YOU START, HAVE YOU…?
 Identifying the target goal/behavior/skill…?
 Collecting baseline data through direct observation…?
 Establishing a target goal or outcome that clearly states when the behavior will occur, what 

the target goal or outcome is, and how team members and/or observers will know when the 
skill is mastered…?

If the answer to any of the above questions is ‘No,’ review the process of how to select an 
appropriate EBP (https://afirm.fpg.unc.edu/selecting-EBP).

Observation: 1 2 3 4 5

Date:

Observer’s Initials:

STEP 1: PLANNING

1.1 Identify visual supports needed to acquire or 
maintain target skills

1.2 Develop/prepare visual support for learner based on 
individualized assessments

1.3 Organize all needed materials

STEP 2: USING
2.1 Teach learner how to use visual support

2.1a Show learner visual cue 

2.1b Stand behind learner when prompting use of visual 
cue 

2.1c Use concise, relevant words/terms while teaching 
visual cue 

2.1d Assist learner in participating in activity/event with 
visual cue 

2.2 Fade prompts as quickly as possible when criterion 
met 

2.3 Use visual support consistently and across settings 

STEP 3: MONITORING

3.1 Collect data on target behaviors

3.2 Determine next steps based on learner progress
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IMPLEMENTATION CHECKLIST: VISUAL SCHEDULES

BEFORE YOU START, HAVE YOU…?
 Identifying the target goal/behavior/skill…?
 Collecting baseline data through direct observation…?
 Establishing a target goal or outcome that clearly states when the behavior will occur, what 

the target goal or outcome is, and how team members and/or observers will know when the 
skill is mastered…?

If the answer to any of the above questions is ‘No,’ review the process of how to select an 
appropriate EBP (https://afirm.fpg.unc.edu/selecting-EBP).

Observation: 1 2 3 4 5

Date:

Observer’s Initials:

STEP 1: PLANNING

1.1 Identify visual supports needed to acquire or 
maintain target skills

1.2 Develop/prepare visual support for learner based on 
individualized assessments

1.3 Organize all needed materials

STEP 2: USING
2.1 Teach learner how to use visual support

2.1a Stand behind learner when prompting use of visual 
schedule 

2.1b Place schedule information in learner’s hand 

2.1c Use concise, relevant words/terms

2.1d Assist learner in getting to designated 
activity/location, and prompt 

2.1e Ensure learner remains in scheduled location until 
prompted to use

2.1f Repeat steps until learner is able to complete the 
sequence independently across activities/locations 

2.2 Fade prompts as quickly as possible when criterion 
met 

2.3 Use visual support consistently and across settings 

STEP 3: MONITORING

3.1 Collect data on target behaviors

3.2 Determine next steps based on learner progress
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TIP SHEET FOR PROFESSIONALS

VISUAL SUPPORTS …
• Is a foundational  evidence-based practice for children 

and youth on the spectrum from 0-22 years old that can 
be implemented in multiple settings.

• a group of specific interventions that minimize adult 
support while increasing the independence of learners on 
the spectrum . This practice includes visual boundaries, 
visual cues (graphic organizers, choice boards, and visual 
instructions) and visual schedules. 

WHY USE WITH LEARNERS ON THE SPECTRUM?
• Learners on the spectrum struggle with verbal 

instructions of what to do or what will happen next.   
• Visual supports present information in a way that helps 

learners on the spectrum focus on key elements.   
• Visual supports can increase on-task behavior and foster 

the independence of learners on the spectrum. 

INSTRUCTIONAL OUTCOMES:
The evidence-base for Visual Supports supports its use to 
address the following outcomes, according to age range, in 
the table below:

TIPS:
• Consider target skills or 

behavior to determine 
which category of visual 
supports would best meet 
the needs of the learner. 

• Use a form of 
representation based 
upon individual 
assessments to visually 
present target skills or 
behavior.

• Fade adult support to 
promote the 
independence of the 
learner.

Age A
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Vo
ca
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al

0-2 Yes Yes Yes Yes Yes Yes Yes

3-5 Yes Yes Yes Yes Yes Yes Yes Yes Yes

6-11 Yes Yes Yes Yes Yes Yes Yes Yes Yes

12-14 Yes Yes Yes Yes Yes Yes Yes

15-18 Yes Yes Yes Yes Yes Yes Yes Yes Yes

19-22 Yes Yes Yes Yes Yes Yes
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STEPS FOR IMPLEMENTING:
1. PLAN

• Develop/prepare visual support for learner based on 
individualized assessments

• Organize all needed materials

2. USE
• Teach learner how to use visual support
• Fade prompts as quickly as possible when criterion 

met 
• Use visual support consistently and across settings 

3. MONITOR
• Collect and analyze 
• Determine next steps based on learner progress

Visual Supports
VS

This sheet was designed as 
a supplemental resource 

to provide basic 
information about Visual 

Supports for professionals 
working with learners on 

the spectrum.

For more information 
about this selected 

evidence-based practice, 
please visit 

https://afirm.fpg.unc.edu/.
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PARENT’S GUIDE

WHAT IS VS?
• Visual Supports is a foundational evidence-based practice 

for children and youth on the spectrum from 0-22 years 
old.

• Visual supports provide key information in the form of 
objects, photographs, drawing, or print to help learners 
on the spectrum.  

• Visual boundaries (visually defining a space where an 
activity occurs), visual cues (graphic organizers and visual 
instructions), and visual schedules are types of visual 
supports. 

WHY USE THIS VS WITH MY CHILD?
• Visual supports provide expectations for the learner, 

increase on-task behavior, and promote independence. 
• Research studies have shown that Visual Supports has 

been used effectively with many age groups to achieve 
outcomes in the following areas: academic, adaptive/self-
help, behavior, communication, joint attention, motor, 
play, school readiness, social, and vocational.

WHAT ACTIVITIES CAN I DO AT HOME?
• Develop a schedule for a routine (such as going to bed or 

getting ready for school) or an activity (such as taking a 
shower or going to the bathroom) using pictures, words, 
or an app.   

• Take pictures of your child’s favorite activities and then 
place on a board. Your child can select an activity from 
the choice board.   

• Several apps are available to help create visual supports

Visual Supports
VS

This parent introduction to 
VS was designed as a 

supplemental resource to 
help answer questions about 

Visual Supports.

To find out more about how 
this VS is being used with 

your child, please talk with:

  

For more information about 
this selected evidence-based 

practice, please visit 
https://afirm.fpg.unc.edu/.
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ADDITIONAL RESOURCES

APPS:

Icon Developer Name Available Pricing

AssistiveWare Pictello iPhone
iPad $19.99

Handhold Adaptive, LLC iPrompts
Android
iPhone

iPad
Starts at $9.99

Bee Visual, LLC Choiceworks iPhone
iPad $11.99

Good Karma 
Applications, Inc.

First Then Visual 
Schedule HD

iPhone
iPad $14.99

BOOKS:

Cohen, M., & Sloan, D. (2016). Visual supports for people with autism: A guide for parents and 
professionals. Bethesda, MD: Woodbine House.

WEBSITES:

Autism Grown Up (2024). Visual Supports. https://www.autismgrownup.com/collections/visual-
supports?srsltid=AfmBOooP0rDCGUkgbeWgXbVZdXYhgBdST_l21c-p7BYIK0XsEcgxZIJu 

Center for Autism and Related Disabilities (2015). Visual supports: Helping your child understand 
and communicate. http://card.ufl.edu/resources/visual-supports/   

Indiana Resource Center for Autism (2015). Visual supports. 
https://www.iidc.indiana.edu/irca/resources/visual-supports/index.html 
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CEC STANDARDS
INITIAL PRACTICE-BASED STANDARDS FOR EARLY INTERVENTIONISTS/EARLY 
CHILDHOOD (0-5 YEARS; CEC, 2020)
Standard 1: Child Development & Early Learning
1.1 Demonstrate an understanding of the impact that different theories and philosophies of 

early learning and development have on assessment, curriculum, intervention, and 
instruction decisions.

1.4 Demonstrate an understanding of characteristics, etiologies, and individual differences 
within and across the range of abilities, including developmental delays and disabilities, 
their potential impact on children’s early development and learning, and implications for 
assessment, curriculum, instruction, and intervention.

Standard 6: Using Responsive and Reciprocal Interactions, Interventions, and Instruction
6.3 Engage in ongoing planning and use flexible and embedded instructional and environmental 

arrangements and appropriate materials to support the use of interactions, interventions, 
and instruction addressing developmental and academic content domains, which are 
adapted to meet the needs of each and every child and their family.

6.6 Use responsive interactions, interventions, and instruction with sufficient intensity and types 
of support across activities, routines, and environments to promote child learning and 
development and facilitate access, participation, and engagement in natural environments 
and inclusive settings.

6.7 Plan for, adapt, and improve approaches to interactions, interventions, and instruction 
based on multiple sources of data across a range of natural environments and inclusive 
settings.

INITIAL PRACTICE-BASED STANDARDS FOR (GRADES K-12; CEC, 2020):

Standard 5: Supporting Learning Using Effective Instruction
5.1 Use findings from multiple assessments, including student self-assessment, which are 

responsive to cultural and linguistic diversity and specialized as needed, to identify what 
students know and are able to do. They then interpret the assessment data to 
appropriately plan and guide instruction to meet rigorous academic and non-academic 
content and goals for each individual. 

5.2 Use effective strategies to promote active student engagement, increase student motivation, 
increase opportunities to respond, and enhance self‐regulation of student learning. 

5.3 Use explicit, systematic instruction to teach content, strategies, and skills to make clear what 
a learner needs to do or think about while learning. 

5.6 Plan and deliver specialized, individualized instruction that is used to meet the learning 
needs of each individual. 

https://afirm.fpg.unc.edu/


VSVisual Supports
For more information, please visit: https://afirm.fpg.unc.edu/ 

VS
Sam, A., & AFIRM Team, 2024 Update

Page 32 of 35

Standard 6: Supporting Social, Emotional, and Behavioral Growth
6.1 Use effective routines and procedures to create safe, caring, respectful, and productive 

learning environments for individuals with exceptionalities. 
6.2 Use a range of preventive and responsive practices documented as effective to support 

individuals’ social, emotional, and educational well-being. 
6.3 Systematically use data from a variety of sources to identify the purpose or function served 

by problem behavior to plan, implement, and evaluate behavioral interventions and social 
skills programs, including generalization to other environments. 

ADVANCED PRACTICE-BASED STANDARDS (CEC, 2012):

Standard 3: Programs, Services, and Outcomes
3.1 Design and implement evaluation activities to improve programs, supports, and services for 

individuals with exceptionalities.
3.2 Use understanding of cultural, social, and economic diversity and individual learner 

differences to inform the development and improvement of programs, supports, and 
services for individuals with exceptionalities. 

3.3 Apply knowledge of theories, evidence-based practices, and relevant laws to advocate for 
programs, supports, and services for individuals with exceptionalities.
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GLOSSARY

Baseline - information gathered from multiple sources to better understand the target 
behavior, before using an intervention or practice

Baseline data - data collected on current performance level prior to implementation of 
intervention

Choice boards - a type of visual support that includes a visual representation of choices a 
learner can select.

Classroom schedule - a type of visual support that includes posting a class schedule in a central 
location available for all students.

Direct training for target student and peer - a type of peer-mediated instruction and 
intervention that trains peers and learner on the spectrum specific target skills.

First/then schedule - a type of visual support that includes the sequencing of two events to 
help a student understand what comes next.

Frequency data - used to measure how often the learner on the spectrum engages in the target 
skill or behavior.

Graphic organizers - a type of visual support that includes a visual display, diagram, or outline 
for organizing concepts or ideas.

Individual schedule - a type of visual support that includes visually presenting the learner's day.

Individualized Intervention - an intervention that is planned and implemented in a way 
specific to the learner receiving the intervention

Labels - a type of visual support that includes a visual representation to show were an item 
belongs.

Positive reinforcement - refers to the presentation of a reinforcer after a learner uses a target 
skill/behavior, therefore encouraging him/her to perform that behavior again.

Prompt - any help provided that will assist the learner in using specific skills. Prompts can be 
verbal, gestural, or physical.

Room arrangement - type of visual support that includes arranging the environment in a 
systematic way.

Target behavior - the behavior or skill that is the focus of the intervention. Behavior may need 
to be increased or decreased.

Team members - includes the parents, other primary caregivers, IEP/IFSP team members, 
teachers, therapists, early intervention providers, and other professionals involved in providing 
services for the learner on the spectrum.

Verbal prompts - includes any verbal assistance provided to learners to help them use a target 
skill correctly. Verbal cues range in intensity level from least to most restrictive.
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Visual boundaries - a type of visual support that includes covering materials unnecessary for 
performing the skill.

Visual instructions - a type of visual support that includes visually organizing an activity or 
task.

Visual prompt - pictorial or object cues that provide learners with information about how to 
use the target skill or behavior.

Visual supports - visual supports are concrete cues that are paired with, or used in place of, a 
verbal cue to provide the learner with information about a routine, activity, behavioral 
expectation, or skill demonstration.
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