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Program Book Overview 
 
Skillstreaming is a prosocial learning program designed to help children and youth learn 
positive ways to have their needs met.  

This guide employs Skillstreaming’s evidence-based four-part training approach—modeling, 
role-playing, performance feedback, and generalization—to teach prosocial skills in a small-
group context. 

The book includes a total of 80 skills specifically tailored to the needs of learners with high-
functioning autism and related disorders. 

The introduction offers a framework for understanding high-functioning autism disorders, 
defines unique characteristics of this population, and emphasizes the role of individualized 
coaching and the assistance of supportive peers in helping these learners meet their unique 
challenges. The remainder of the book presents skills and related materials. 

Skill Groups 

• Group I: Relationship Skills (Beginning and Advanced) 
Sample skills: Listening Without Interrupting • Staying on Topic • Sharing • Ending a 
Conversation • Communicating Preferences 

• Group II: Social Comprehension 
Sample skills: Reading Others • Giving Information Nonverbally • Respecting Another’s 
Boundaries • Taking Another’s Perspective 

• Group III: Self-Regulation 
Sample skills: Regulating Your Attention • Dealing with Anxiety • No Means 
No • Dealing with Boredom • Affirming Yourself 

• Group IV: Problem Solving 
Sample skills: Determining Private Information • Planning for Stressful 
Situations • Considering Alternatives • When a Rule Doesn’t Work • Making a Complaint 

• Group V: Understanding Emotions 
Sample skills: Knowing Your Feelings • Feeling Different • Showing 
Affection • Recognizing Another’s Feelings • Understanding Another’s Intentions 

• Group VI: School-Related Skills 
Sample skills: Ignoring Distractions • Taking a Break • Following Adult 
Directions • Organizing Materials • Dealing with Transitions 

Each skill includes an outline for group leaders with helpful advice for teaching specific skill 
steps and a listing of appropriate role-play situations. Two reproducible homework reports are 
provided for each skill. Appendixes provide skill checklists and other evaluation forms, as well 



as dialogue from two sample Skillstreaming sessions. Reproducible forms and handouts for this 
title are available on our downloads page. 

NOTE: It is essential for successful implementation of this curriculum to first have the high-
functioning autism program book before attempting to utilize other related Skillstreaming 
products in the high-functioning autism category. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



v

Contents

Figures and Tables    xi

Preface    xiii

Acknowledgments    xv

Introduction    1

Why Teach Social Skills?    1

Historical Background    2

Population Characteristics    2

Social Skills    2

Emotional and Behavioral Characteristics    3

Language and Communication Characteristics    3

Cognitive Characteristics    4

Academic and Learning Characteristics    4

Sensory Characteristics    5

Physical and Motor Skills    5

New Skills and Skill Groupings    5

Relationship Skills    7

Social Comprehension    7

Self-Regulation    8

Problem Solving    8

Understanding Emotions    9

School-Related Skills    9

Skill Combinations and Context    9

Skillstreaming Program Arrangements    10

Instructional Settings and Team    11

Program Implementation     11

Core Skillstreaming Learning Procedures    14

Modeling    14



vi Contents

Role-playing    14

Feedback    14

Generalization    14

Steps in the Skillstreaming Session    15

Step 1: Define the Skill    15

Step 2: Model the Skill    17

Step 3: Establish Learner Skill Need    18

Step 4: Select the First Role-Player    18

Step 5: Set Up the Role-Play    18

Step 6: Conduct the Role-Play    19

Step 7: Provide Feedback    20

Step 8: Select the Next Role-Player    21

Step 9: Assign Skill Homework    21

Assessment    25

Skill Outlines and Homework Reports    29

Homework Reports follow each skill.

Group I: Relationship Skills    31

Beginning Relationship Skills

  1.	 Listening Without Interrupting    33

  2.	 Greeting Others    36

  3.	 Responding to a Greeting    39

  4.	 Asking a Question About the Topic    42

  5.	 Staying on Topic    45

  6.	 Responding to Questions     48

  7.	 Taking Turns    51

  8.	 Complimenting Others    54

  9.	 Helping Others    57

10.	 Encouraging Others    60

11.	 Cooperating with Others    63

12.	 Sharing    66

13.	 Asking a Favor    69

Advanced Relationship Skills

14.	 Starting a Conversation    72

15.	 Continuing a Conversation    75



viiContents

16.	 When to Introduce a New Topic    78

17.	 Accepting a Topic Change    81

18.	 Ending a Conversation    84

19.	 Responding to Offers to Join In    87

20.	 Asking to Join In    90

21.	 Communicating Preferences    93

22.	 Accepting Another’s Opinion    96

Group II: Social Comprehension    99

23.	 Reading Others    101

24.	 Reading the Environment    104

25.	 Using a Friendly Voice    107

26.	 Using a Respectful Voice    110

27.	 Giving Information Nonverbally    113

28.	 Attending to a Model    116

29.	 Respecting Another’s Boundaries    119

30.	 Showing Interest in Others    122

31.	 Understanding Differences    125

32.	 Taking Another’s Perspective    128

Group III: Self-Regulation    131

33.	 Regulating Your Attention    133

34.	 Recognizing Anxiety    136

35.	 Deciding What Causes Your Anxiety    139

36.	 Dealing with Anxiety    142

37.	 Checking Your Voice and Interests    145

38.	 No Means No    148

39.	 Using Self-Control    151

40.	 Dealing with Change    154

41.	 Dealing with Boredom    157

42.	 Responding to Authority    160

43.	 Checking Your Behavior    163

44.	 Affirming Yourself    166

Group IV: Problem Solving    169

45.	 Determining Private Information    171

46.	 Understanding Rules of Swearing    174



viii Contents

47.	 Understanding Rules of Touch    177

48.	 Planning for Stressful Situations    180

49.	 Defining a Problem    183

50.	 Considering Alternatives    186

51.	 Choosing an Alternative    189

52.	 When to Change Strategies    192

53.	 When a Rule Doesn’t Work    195

54.	 Giving Feedback    198

55.	 Seeking Attention    201

56.	 Accepting Attention    204

57.	 Making a Complaint    207

58.	 When You Don’t Understand    210

Group V: Understanding Emotions    213

59.	 Knowing Your Feelings    215

60.	 Feeling Different    218

61.	 Expressing Your Feelings    221

62.	 Calming Your Feelings    224

63.	 Showing Affection    227

64.	 Recognizing Another’s Feelings    230

65.	 Showing Concern for Another    233

66.	 Understanding Another’s Intentions    236

67.	 Dealing with Another’s Anger    239

Group VI: School-Related Skills    243

68.	 Asking for Help    245

69.	 Ignoring Distractions    248

70.	 Contributing to Discussions    251

71.	 Taking a Break    254

72.	 Setting a Goal    257

73.	 Completing Assignments    260

74.	 Following Adult Directions    263

75.	 Asking for Information    266

76.	 Organizing Materials    269

77.	 Making Corrections    272

78.	 Preparing for Class    275



ixContents

79.	 Dealing with Transitions    278

80.	 Interrupting    281

Appendix A: Program Forms and Checklists    285

Appendix B: Sample Skillstreaming Sessions    347

References    359

About the Author    365



1

Introduction

High-functioning autism disorders are neurologi-
cally based conditions (Myles & Simpson, 1998) 
characterized by social skills deficits (Zager, Weh-
meyer, & Simpson, 2012). Children and adoles-
cents with high-functioning autism and similar 
disorders such as Asperger disorder typically pos-
sess normal cognitive and language abilities but 
struggle with a variety of social skills deficits in 
interactions with others (American Psychiatric 
Association, 2000, 2013). Social interaction defi-
cits include difficulties reading subtle social cues, 
forming and maintaining age-appropriate adult 
and peer relationships, understanding nonverbal 
behavior, social reciprocity, and following funda-
mental social standards. These learners also tend 
to engage in stereotypic activities, including fixat-
ing on narrow areas of interest. It is not unusual 
for such youth to be described by others as socially 
stiff and uncoordinated, inflexible, and lacking in 
tact and empathy (Baron-Cohen, 1995; Simpson 
& Myles, 2011).

As these children become older, and espe-
cially during their adolescent years, social diffi-
culties are often intensified by changes with pu-
berty and complicated by teenage social norms 
and expectations. While these youth often im-
prove their skills in basic communication, they 
frequently continue to struggle with social com-
munication (Schall & McDonough, 2010). As 
a result, even when they actively try to engage 
with others, they often experience rejection and 
social isolation. These social challenges have a 
profound impact not only on the individual who 
is struggling, but also on teachers, peers in the 
classroom, parents, and the community.

WHY TEACH SOCIAL SKILLS?
Despite the challenges children and youth with 
high-functioning autism disorders face, there is 
strong reason to believe that, with appropriate edu-
cation and support, they have the potential to lead 
effectively normal lives (Simpson & Myles, 2011). 
Indeed, many attend college and have successful 
careers (Harpur, Lawlor, & Fitzgerald, 2004).

Research and experience tell us that indi-
viduals with high-functioning autism disorders 
who receive training in social skills and who are 
provided support in doing so are better able to re-
spond to social demands, interact with greater so-
cial ease, and become more resilient (Baker, 2004; 
Garcia Winner, 2008; Koegel, Kuriakose, Singh, & 
Koegel, 2012). Specifically, learning socially de-
sirable skills has been shown to positively impact 
academic and school-related success, employment 
success, independent living, and overall quality 
of life (Chan et al., 2009; Cotugno, 2009; Stich-
ter, O’Connor, Herzog, Lierheimer, & McGhee, 
2012), while the failure to learn and use appropri-
ate social skills is associated with more negative 
outcomes (Lee, Odom, & Loftin, 2007; Simpson, 
Ganz, & Mason, 2012).

Skillstreaming has been employed success-
fully with a wide range of individuals and in a 
wide range of settings. This volume extends the 
Skillstreaming approach to social skills instruc-
tion to address the specific social learning needs 
of this group of children and adolescents. The 
same skill-learning procedures as for other Skill-
streaming programs—modeling, role play, feed-
back, and generalization—provide the foundation 
for instruction with this population. However, a 
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significant difference concerns the presumption 
that Skillstreaming instruction will be integrated 
into existing overall educational and therapeutic 
plans for these learners, and that, to the degree 
necessary, they will receive individualized skills 
instruction and one-to-one coaching from mental 
health providers, teachers, peers, and families.

HISTORICAL BACKGROUND

In 1943, Leo Kanner first identified what he called 
“early infantile autism” in 11 children in whom he 
observed high intelligence, a profound preference 
for being alone, and an obsessive insistence on the 
preservation of sameness. In 1944, Viennese phy-
sician Hans Asperger observed a group of children 
who displayed some typical autistic behaviors, 
such as self-stimulation and insistence on envi-
ronmental sameness. In his description, he identi-
fied these individuals as socially odd, socially un-
informed, and awkward, but with at least average 
intellectual ability and normal language develop-
ment. Asperger contended that this newly identi-
fied disorder had a neurodevelopmental cause.

Through the 1960s, psychiatrists continued 
to view autism as a form of childhood schizo-
phrenia. Also popular through the 1960s was the 
now-debunked idea that autism resulted from 
emotionally distant mothering. The 1970s brought 
understanding that autism stemmed from bio-
logical differences in brain development. Objec-
tive criteria for diagnosing autism followed in the 
1980s, as did increased interest in Asperger disor-
der, when Wing (1981) brought the disorder to the 
attention of researchers and clinicians by translat-
ing Asperger’s original work into English. Wing 
further clarified the disorder through extensive 
clinical descriptions and case examples.

Until recently, Asperger disorder and other 
high-functioning autism disorders were included 
as subcategories of pervasive developmental disor-
der in the two common diagnostic manuals used 
by mental health clinicians and others: the fourth 
edition of the Diagnostic and Statistical Manual of 
Mental Disorders (DSM–IV; American Psychiatric 
Association, 2000) and the corresponding interna-

tional classification system, the International Sta-
tistical Classification of Diseases and Related Health 
Problems (World Health Organization, 2007).

Although some have advocated approaching 
these two disorders as separate and distinct (e.g., 
Polirstok & Houghteling, 2006), over time the two 
conditions have been increasingly viewed as exist-
ing within a single classification. Today, autism, 
Asperger disorder, and other related disorders are 
commonly included on the continuum of autism-
related disabilities known as the autism spectrum. 
The fifth edition of the Diagnostic and Statistical 
Manual of Mental Disorders (DSM–V; American 
Psychiatric Association, 2013) lists Asperger dis-
order as a component of the autism spectrum, no 
longer identifying it as a separate diagnosis.

It is important to note that this diagnostic 
reclassification is somewhat controversial among 
those who feel that Asperger disorder is in fact a 
separate entity. However, as is consistent with the 
most current conceptual understanding and us-
age, Asperger disorder, high-functioning autism, 
and related disorders are referred to throughout 
this book as high-functioning autism disorders.

POPULATION CHARACTERISTICS

Each child and adolescent with a high-functioning 
autism disorder is unique, with highly variable intel-
lectual, cognitive, language, behavioral, adaptive be-
havior, and social abilities (Heflin & Alaimo, 2007; 
Thompson, 2007). However, learners with high-
functioning autism disorders do tend to express their 
differences across the following main areas.

Social Skills

By definition, children and youth with high-
functioning autism disorders demonstrate social 
excesses and deficits that frequently persist into 
adulthood. These youth are typically socially moti-
vated and are interested in interacting with others. 
Their interactions, however, tend to be unskilled, 
and often these individuals struggle in carrying on 
age-expected social interactions, including partic-
ipating in organized group activities and appropri-
ate play. These deficits appear to be more a func-
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tion of a lack of understanding of social customs 
and poor skill in participating in social interac-
tions than a lack of interest in or fear of social con-
tact. Learners with these disorders, for example, 
may appear ill-mannered or odd because they do 
not take turns in play and conversations or fail to 
understand a peer’s social cues. These individuals, 
whether school-age or adult, are often easy targets 
for bullying and teasing (Simpson & Myles, 2011). 
Often by the time they are adults, these children 
and youth have become unwilling to engage so-
cially with others, perhaps due to social rejection 
and other negative responses to their attempts to 
connect with others.

Some individuals in this group may be so-
cially gregarious and socially active; others may 
withdraw from social interaction. Still others are 
often able to participate in routine social inter-
actions (e.g., join and participate in an assigned 
cooperative group in a classroom) yet find it dif-
ficult to engage in extended contact and unstruc-
tured social interactions or form close friendships 
based on shared interests. Wherever they fall on 
the social continuum, they are typically perceived 
as socially stiff, emotionally blunted, self-centered, 
rigid, and lacking in social understanding. In spite 
of their frequent lack of social awareness, many of 
these individuals are aware of their social differ-
ences, and as a result may suffer from feelings of 
poor self-worth.

Emotional and Behavioral 
Characteristics

It is common for those with high-functioning au-
tism disorders to experience emotional vulner-
ability and high levels of anxiety and stress, and 
to communicate these feelings through inappro-
priate or aberrant behaviors. A variety of stressors 
impact emotions and behaviors, including chang-
es in routines and schedules, being unexpectedly 
thrust into unfamiliar social surroundings with 
unknown people, pressure to perform within a set 
time or within a performance standard, and feel-
ing a loss of control or inability to predict what 
may happen (e.g., in unstructured or new situa-

tions). In other words, when persons with these 
disorders experience behavior problems it is most 
likely due to social ineptness, obsessive interests, 
high stress, or anxiety. Furthermore, these feelings 
and problems are likely to reduce their motivation 
for further social interaction and contact.

As these individuals get older, they are also 
likely to develop additional social and mental 
health problems, such as depression (Attwood, 
2007; Barnhill, 2001; Tantam, 2000) and increased 
distress and anxiety in social situations (Cesaroni 
& Garber, 1991; Ghaziuddin, Weidmer-Mikhail, 
& Ghaziuddin, 1998). Other conditions that com-
monly co-occur with high-functioning autism 
disorders include obsessive-compulsive disor-
der, bipolar disorder, anxiety, affective disorders, 
attention-deficit/hyperactivity disorder, and psy-
chosis (American Psychiatric Association, 2013; 
Bregman & Higdon, 2012; Volkmar & Klin, 2000). 
Such comorbid conditions may further complicate 
social performance.

Language and Communication 
Characteristics

Unlike children and youth with classic forms of 
autism, those with high-functioning autism disor-
ders typically do not display clinically significant 
language delays (American Psychiatric Association, 
2013; Thompson, 2007), and, in general, they ac-
quire and use words and phrases within generally 
expected developmental norms. Their communica-
tion, however, may be described as “odd in its use” 
(Frith, 1991, p. 3). While there is some disagree-
ment among professionals related to language de-
lays and deficits (American Psychiatric Association, 
2013; Mesibov, Shea, & Adams, 2001; Wetherby & 
Prizant, 2000), there is little argument that these 
children and youth manifest a variety of abnormal 
communication characteristics, particularly in their 
pragmatic, social, and conversational language skills 
(e.g., one-sided monologues). For example, a child 
may repeat the same phrase over and over; talk with 
exaggerated inflections or in a monotone; discuss at 
length a single topic that is of little interest to others; 
or have difficulty sustaining conversation unless it 
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focuses on a particular, narrowly defined topic of 
their interest. The adult-like, pedantic speaking 
style of some children and adolescents may further 
lessen their appeal to their peers.

Nonverbal communication deficits such as 
standing closer to another person than is custom-
arily accepted, making unusual gestures or move-
ments while talking, intensely staring at another 
person for long periods, maintaining abnormal 
body posture, failing to make eye contact or dis-
playing an inexpressive face, failing to use or inter-
pret conventional gestures and facial expressions, 
and paraverbal deficits (abnormal voice quality, 
monotonic voice) further impact the social accep-
tance of these individuals.

While a child with a high-functioning autism 
disorder may develop language commensurate 
with his or her nondisabled peers, other language 
and communication challenges exist that further 
complicate both social and academic learning. 
For example, learners may have difficulty com-
prehending theoretical, conceptual, and abstract 
ideas; understanding and correctly using figures 
of speech such as metaphors, parables, and idi-
oms; and grasping the meaning and intent of rhe-
torical and metaphorical questions (Shore, 2003). 
Because these conventions and language styles are 
commonly used by teachers and occur in school 
texts, these deficits may have a negative effect on 
students’ academic success. Inappropriate behav-
iors, anxiety, or avoidance may also be responses 
in reaction to the lack of understanding and con-
fusion in both academic and social situations.

Cognitive Characteristics

As previously noted, a defining characteristic of 
high-functioning autism disorders is average or 
above-average intellectual capacity (American 
Psychiatric Association, 2013; World Health Or-
ganization, 2007). Several researchers have re-
ported that these individuals display an uneven 
cognitive profile on measures of intelligence and 
cognition, including the widely used Wechsler 
intelligence scales (Wechsler, 1989, 1991). For ex-
ample, significantly higher scores on performance 

items (and thus Performance IQ scores) when 
compared with verbal performance and Verbal IQ 
scores have been noted (Ehlers et al., 1997; Lin-
coln, Courchesne, Kilman, Elmasian, & Allen, 
1988). More specifically, the individuals assessed 
obtained their lowest scores on the Comprehen-
sion subtest, which assesses understanding of so-
cial mores and interpersonal situations and is re-
lated to one’s social judgment, common sense, and 
grasp of social conventionality.

Several theories have been proposed to ex-
plain the uneven cognitive performance. One the-
ory suggests that individuals with high-function-
ing autism disorders have a theory of mind deficit 
(Baron-Cohen, Golan, Wheelwright, & Hill, 2004; 
Baron-Cohen et al., 1985). “Theory of mind” re-
fers to an individual’s ability to think about and 
use information related to one’s own and others’ 
intentions, beliefs, and mental states. A theory of 
mind deficit may also help explain the weaknesses 
in perspective taking and empathy characteristic 
of individuals with these disorders.

Academic and Learning Characteristics

While the vast majority of these learners have aver-
age intellectual abilities, they often experience diffi-
culties in academic performance (Zager & Dreyfus, 
2012). Specific difficulties include communication 
deficits, in combination with obsessive and narrow-
ly defined interests; concrete, inflexible, and literal 
thinking styles; poor problem-solving ability; weak 
organizational skills; and difficulty in discriminat-
ing relevant from irrelevant information. As a re-
sult, some children and youth with these disorders 
are diagnosed with learning disabilities (Attwood, 
2007; Frith, 1991; Siegel et al., 1996). These learn-
ers also have a tendency to resist academic subjects 
that don’t align with their special interests, further 
impacting their academic success.

Students with high-functioning autism dis-
orders may demonstrate notable capability to 
comprehend factual material (Church, Alisanski, 
& Amanullah, 2000), yet this strength does not 
always translate into high academic achievement. 
For example, Griswold, Barnhill, Myles, Hagi-
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wara, and Simpson (2002) reported that academic 
achievement scores in their sample of youth di-
agnosed with Asperger disorder and high-func-
tioning autism ranged from significantly below 
average to significantly above average. Relative 
strengths were found in oral expression and read-
ing recognition; relative weaknesses were identi-
fied in listening comprehension and written lan-
guage. Low mathematics scores were also found, 
especially in using math skills to solve application 
problems. Students who participated in the study 
also had significant difficulties in the areas of criti-
cal thinking and problem solving.

Finally, these learners also frequently have 
difficulty applying and generalizing previously 
learned knowledge and skills to new situations 
and problems. Thus, even when they have mas-
tered specific subject matter such as math facts 
and principles, they frequently have difficulty us-
ing what they have learned to solve problems.

Sensory Characteristics

Kanner (1943) and Asperger (1944) both observed 
that children with autism and those with Asperger 
disorder were prone to unusual responses to sen-
sory stimuli. These reactions have been validated 
by researchers (Dunn, 2008) as well as regularly 
confirmed by countless teachers and parents who 
watch, sometimes with anguish, as students strug-
gle to deal with loud and unpredictable sounds, 
unanticipated touch from others, and so forth. 
Some children have an obsessive insistence on 
wearing a particular type of clothing (e.g., com-
fortable sweatpants), prefer certain foods or food 
textures, or engage in self-stimulatory responses 
such as repeatedly spinning objects, especially 
when they experience stress, fatigue, or sensory 
overload (Myles, Cook, Miller, Rinner, & Robbins, 
2000). Such behavioral excesses impact both their 
ability and willingness to participate in planned 
school, family, and community activities.

Physical and Motor Skills

Wing (1981) observed that children with high-
functioning autism have a tendency to have 

poor motor coordination and balance problems. 
These observations have been confirmed by oth-
ers (Attwood, 2007; Dunn, 2008; Smith, 2000; 
Smith & Bryson, 1994). Thus, many children 
and adolescents with these disorders are clumsy 
and uncoordinated, making it difficult for them 
to participate successfully in games that call for 
good motor skills. These problems significantly 
affect their ability to interact in social situations 
and may contribute to poor self-esteem and lack 
of acceptance from others. Fine motor skill prob-
lems have implications for a variety of school 
activities, such as handwriting and art (Todd & 
Reid, 2007).

NEW SKILLS AND SKILL GROUPINGS

Existing Skillstreaming curricula have been 
used successfully with a variety of children and 
youth, including individuals with Asperger dis-
order and high-functioning autism (Lopata et 
al., 2006, 2008; Tse et al., 2007). Why, then, are 
new skills presented to guide work with learners 
with high-functioning autism? In brief, youth 
with these disorders respond best when com-
plex social behaviors are separated into small 
amounts of information. For example, when 
teaching how to deal effectively with anxiety, a 
youth must first recognize anxiety, decide what 
has created this emotion, and then plan to deal 
with it. It is more effective for these youth, then, 
to learn three discrete skills: Recognizing Anxi-
ety (Skill 34), Deciding What Causes Your Anxi-
ety (Skill 35), and, finally, Dealing with Anxiety 
(Skill 36).

In addition, the skills included in this cur-
riculum have been designed to relate directly to 
the needs of learners with high-functioning au-
tism. Specifically, skills are organized according 
to the following six groups: Relationship Skills 
(Beginning and Advanced), Social Comprehen-
sion, Self-Regulation, Problem Solving, Under-
standing Emotions, and School-Related Skills. 
Table 1 lists the 80 skills in these categories; the 
rationale for teaching the skills in these group-
ings is next discussed.
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Table 1: Skillstreaming Curriculum for Youth with High-Functioning Autism Disorders

Group I: Relationship Skills

Beginning Relationship Skills

  1.	 Listening Without Interrupting

  2.	 Greeting Others

  3.	 Responding to a Greeting

  4.	 Asking a Question About the Topic

  5.	 Staying on Topic

  6.	 Responding to Questions

  7.	 Taking Turns

  8.	 Complimenting Others

  9.	 Helping Others

10.	 Encouraging Others

11.	 Cooperating with Others

12.	 Sharing

13.	 Asking a Favor

Advanced Relationship Skills

14.	 Starting a Conversation

15.	 Continuing a Conversation

16.	 When to Introduce a New Topic

17.	 Accepting a Topic Change

18.	 Ending a Conversation

19.	 Responding to Offers to Join In

20.	 Asking to Join In

21.	 Communicating Preferences

22.	 Accepting Another’s Opinion

Group II: Social Comprehension

23.	 Reading Others

24.	 Reading the Environment

25.	 Using a Friendly Voice

26.	 Using a Respectful Voice

27.	 Giving Information Nonverbally

28.	 Attending to a Model

29.	 Respecting Another’s Boundaries

30.	 Showing Interest in Others

31.	 Understanding Differences

32.	 Taking Another’s Perspective

Group III: Self-Regulation

33.	 Regulating Your Attention

34.	 Recognizing Anxiety

35.	 Deciding What Causes Your Anxiety

36.	 Dealing with Anxiety

37.	 Checking Your Voice and Interests

38.	 No Means No

39.	 Using Self-Control

40.	 Dealing with Change

41.	 Dealing with Boredom

42.	 Responding to Authority

43.	 Checking Your Behavior

44.	 Affirming Yourself

Group IV: Problem Solving

45.	 Determining Private Information

46.	 Understanding Rules of Swearing

47.	 Understanding Rules of Touch

48.	 Planning for Stressful Situations

49.	 Defining a Problem

50.	 Considering Alternatives

51.	 Choosing an Alternative

52.	 When to Change Strategies

53.	 When a Rule Doesn’t Work

54.	 Giving Feedback

55.	 Seeking Attention

56.	 Accepting Attention

57.	 Making a Complaint

58.	 When You Don’t Understand

Group V: Understanding Emotions

59.	 Knowing Your Feelings

60.	 Feeling Different

61.	 Expressing Your Feelings

62.	 Calming Your Feelings

63.	 Showing Affection

64.	 Recognizing Another’s Feelings

65.	 Showing Concern for Another
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Relationship Skills

Relationships with both peers and adults are 
hampered by the social characteristics of high-
functioning autism disorders. Interactions 
with others are often one-sided, with the learn-
er’s attempting to control the play or conversa-
tion. When a peer desires to change the topic 
or engage in another play activity, the learner 
often becomes distressed and may act out or 
withdraw. Social rules, when learned, are often 
applied universally. Lacking the social nuance 
of “tact,” the learner may make comments that 
offend or irritate others without understand-
ing that doing so creates embarrassment for 
the other person. Friendships are a protective 
factor and help build resiliency to deal effec-
tively with life’s stressors. However, while im-
provements in many areas have been found as 
youth with these disorders grow older, friend-
ships are the area with the least improvement 
(Seltzer et al., 2003).

Social skills within this group, organized 
into beginning and advanced categories, focus on 
improving a range of prosocial behaviors. Begin-
ning relationship skills include Listening With-
out Interrupting (Skill 1) and Sharing (Skill 12), 
whereas more advanced skills include Commu-
nicating Preferences (Skill  21) and Accepting 
Another’s Opinion (Skill 22). Skills included are 
intended to provide learners with new behaviors 
in order to successfully participate in a variety of 
social activities and settings.

Social Comprehension

Social comprehension is defined by Weiss (2013) 
as “the complicated social responses and initia-
tions that are part of navigating the social world. 
Individuals are required to understand social 
rules, engage in behaviors that are expected in 
given contexts, and interpret social nuances” 
(p. 36). Often, as a result of misinterpreting so-
cial cues and nonverbal messages, learners with 
high-functioning autism disorders have diffi-
culty understanding and adapting to differences 
in people, situations, and settings. Lack of social 
comprehension leads to communication chal-
lenges for these learners, including the tendency 
to interpret simply what was stated versus con-
sidering the context and other variables (Bolick, 
2001). In other words, these individuals interpret 
what was said rather than what was meant. This 
deficit may be due in part to their inability to un-
derstand nonverbal language or nonverbal social 
cues. These learners further find it challenging 
to focus on more than one thing at a time and 
as a result often miss salient nonverbal informa-
tion (Moyes, 2001). For example, they typically 
find it difficult to attend to an event, activity, or 
object that a social partner is attending to and at 
the same time monitor the other’s attention to the 
object (Jones & Carr, 2004). Two components are 
included in such “joint attention”: following the 
gaze of another person to an object or activity 
(responding to joint attention) and using the di-
rection of one’s gaze to direct another’s attention 

66.	 Understanding Another’s Intentions

67.	 Dealing with Another’s Anger

Group VI: School-Related Skills

68.	 Asking for Help

69.	 Ignoring Distractions

70.	 Contributing to Discussions

71.	 Taking a Break

72.	 Setting a Goal

73.	 Completing Assignments

74.	 Following Adult Directions

75.	 Asking for Information

76.	 Organizing Materials

77.	 Making Corrections

78.	 Preparing for Class

79.	 Dealing with Transitions

80.	 Interrupting
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(Mundy et al., 2007). Other social communica-
tion challenges noted by Bolick (2001) relate to 
lack of abilities in “reading between the lines” of 
an exchange, knowledge of unspoken rules, and 
expression of modesty and discretion.

As previously discussed, theory of mind re-
fers to an individual’s ability to infer the mental 
state of another person—the other’s feelings, de-
sires, beliefs, thoughts, and perceptions (Bolick, 
2001; Weiss, 2013). Through theory of mind, we 
are able to make sense of the world around us 
to better understand various social situations 
and predict the behavior of others (Bellini, 2006; 
Ozonoff & Miller, 1995). Some consider deficits in 
theory of mind as defects in the drive for coher-
ence, or the way in which pieces of information 
are shaped into coherent pictures (Baron-Cohen, 
2001). These deficits contribute to the challenge 
in determining what is useful information versus 
what is not useful. Also referred to as “mindsight,” 
this ability is often absent in youth with high-func-
tioning autism disorders (Goleman, 2006). These 
youth often appear “mind-blind,” or insensitive to 
what others are thinking or feeling (Baron-Cohen, 
2001).

Addressing deficits in theory of mind involves 
teaching learners perspective taking, thus address-
ing what is perhaps the central social deficit of au-
tism (Weiss, 2013). Without this skill, it is quite 
improbable that learners will express empathy 
toward others. Grizenko et al. (2000) found more 
lasting improvement from social skills instruction 
when social perspective taking was added. Specifi-
cally, students who are able to show empathy and 
understanding of others and their perspectives 
are less likely to act out aggressively toward oth-
ers, are more accepted and sought after in social 
situations, are more able to participate in resolving 
interpersonal disputes, and tend to be more satis-
fied with themselves.

The purpose of this group of skills, then, is to 
teach “social thinking skills,” such as understand-
ing and reacting to others on the basis of their 
thoughts and perceptions. Skills within this sec-
tion emphasize nonverbal (e.g., Skill 24, Reading 

the Environment) and paraverbal (e.g., Skill  25, 
Using a Friendly Voice) communication, as well as 
perspective taking (e.g., Skill 32, Taking Another’s 
Perspective; Skill 30, Showing Interest in Others).

Self-Regulation

Learners with high-functioning autism disorders 
are often hypersensitive to sound, sight, taste, 
smell, and touch (Rosaler, 2004) and show strong 
preferences for certain foods, types of clothing, or 
textures. Many are also fearful that they may be 
exposed to unpleasant stimuli (Foley & Staples, 
2003) and may therefore respond in a negative 
manner even without direct exposure. Myles and 
Southwick (1999) refer to this type of response as 
a “defensive panic attack,” resulting from a lack of 
social understanding, high stress level, lack of en-
vironmental control, or perseverating on a certain 
interest. Such attacks may occur without obvious 
warning. Safran, Safran, and Ellis (2003) further 
note that problematic behaviors in need of self-
monitoring include off-task questioning, lack of 
monitoring voice level, not attending to personal 
space, and frequent interrupting. Toward the goal 
of dealing with these and other issues, the skills 
in this grouping therefore focus on behaviors that 
teach learners to self-monitor and manage their 
own behaviors.

Skills to develop and improve self-regula-
tion include Checking Your Voice and Interests 
(Skill  37), No Means No (Skill  38), and Dealing 
with Change (Skill 40). Other skills, such as Rec-
ognizing Anxiety (Skill 34) and Affirming Yourself 
(Skill 44), help mitigate internal emotional states 
that contribute to disregulation.

Problem Solving

Learners with high-functioning autism disorders 
tend to see issues and events as bound by rules 
such as “right or wrong.” This characteristic poses 
stress and confusion when dealing with complex 
feelings such as embarrassment or sexual feelings. 
Such learners also tend to desire rules without 
exceptions, which creates challenges in problem 
solving through difficulties, holding onto the facts 
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of a situation, and mentally testing possible solu-
tions to the problem (Bolick, 2001). Furthermore, 
it is typical for these learners to have only one 
strategy to solve a problem. They may persist with 
this strategy, even though unsuccessful, which 
may result in a behavioral outburst (Myles & 
Simpson, 1998). As stated by Weiss (2013), “Chil-
dren with [these disorders] often have difficulties 
with deciphering the ambiguity of social problems 
and evaluating options for a course of action. They 
may fail to see the range of options or respond im-
pulsively” (p. 44).

Social problem solving skills permit learn-
ers to function in a variety of settings and cir-
cumstances and with different individuals (Gar-
cia Winner, 2008). Examples of problem-solving 
skills include Determining Private Information 
(Skill 45), When a Rule Doesn’t Work (Skill 53), 
and Making a Complaint (Skill 57).

Understanding Emotions

Many learners with high-functioning autism dis-
orders deal with their feelings in inappropriate 
ways. Understanding the emotions of others, as 
well as their own, proves challenging, and expres-
sions of feelings often are incongruent with their 
behavior. For example, a learner who is frustrated 
may have a meltdown and become aggressive to-
ward property. Another learner who has positive 
feelings about another person may invade person-
al boundaries and appear aggressive. Just as these 
youth have difficulty recognizing and interpreting 
social cues, they are challenged in understanding 
and responding appropriately to the context (or 
“big picture”) of an interaction or feeling. Learners 
need both motivation and opportunity to use these 
types of skills (Flavell, Miller, & Miller, 1993).

This group of skills focuses on the emotions 
that create stress for the individual learner and 
contribute to negative behaviors and interactions. 
Skills such as Knowing Your Feelings (Skill  59), 
Calming Your Feelings (Skill  62), and Feeling 
Different (Skill 60) help to mitigate this concern. 
Other skills in this group create a basis for some 
of the skills included in the Social Comprehen-

sion group, such as Recognizing Another’s Feel-
ings (Skill 64) and Showing Concern for Another 
(Skill 65).

School-Related Skills

As previously noted, learners with these disorders 
are often challenged by classroom and learning 
expectations. Executive functioning skills such 
as self-management, organization, and regulat-
ing one’s attention are often lacking. Shonkoff and 
Bales (2011) refer to these skills as “air traffic con-
trol” in the brain. As these authors state, “Being 
able to focus, hold, and work with information 
in mind, filter distractions, and switch gears is 
like having an air traffic control system at a busy 
airport to manage the arrivals and departures of 
dozens of planes on multiple runways” (p. 1). The 
lack of such skills creates difficulties in a variety 
of school and classroom-related behaviors, such 
as regulating or shifting attention and identifying 
what to listen to or look for (Bolick, 2001), transi-
tioning, changing routines, sensitivity to stimuli, 
organization (Batesko, 2007), revising plans as 
needed, and controlling impulses (Shonkoff et al., 
2011).

Because these learners generally have strong 
skills in some academic areas, teachers and others 
in the school setting may not understand why their 
requests to make corrections on assignments, con-
tribute appropriately to class discussions, or follow 
adult directions are not easily achieved. They may 
make the assumption that these learners “could do 
it if they wanted to.” This is a faulty assumption, 
inasmuch as the skills that enable these learners 
to accomplish these goals are not within their rep-
ertoire.

Skills such as Organizing Materials (Skill 76), 
Dealing with Transitions (Skill 79), and Complet-
ing Assignments (Skill  73) are included for in-
struction within this skill group.

Skill Combinations and Context

Many learners experience negative reactions 
from others when challenged with complex so-
cial situations. Single-skill responses, even when 
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performed correctly, prove inadequate. Suppose, 
for example, Keisha wants to have a conversa-
tion with a classmate and uses Starting a Con-
versation (Skill  14) effectively. However, when 
the classmate becomes bored with the discus-
sion and changes the topic, she becomes angry 
and frustrated, walking away while remarking, 
“I didn’t really want to talk with that stupid kid 
anyway! He knows nothing!” In another exam-
ple, Jordan has successfully learned to commu-
nicate preferences (Skill 21) but remains socially 
isolated because he is unable to accept another’s 
preference or opinion (Skill 22). Or in her desire 
to be accepted, Isabel frequently offers to help 
others (Skill 9), but often invades the other per-
son’s boundaries by touching them or standing 
too close (Skill 29).

Some useful skill combinations include the 
following:

▶▶ Listening Without Interrupting (Skill 1) and 
Responding to Questions (Skill 6)

▶▶ Starting a Conversation (Skill  14), Continu-
ing a Conversation (Skill  15) and Ending a 
Conversation (Skill 18)

▶▶ Reading Others (Skill 23) and Showing Inter-
est in Others (Skill 30)

▶▶ Understanding Differences (Skill  31) and 
Taking Another’s Perspective (Skill 32)

▶▶ Recognizing Anxiety (Skill  34), Deciding 
What Causes Your Anxiety (Skill  35), and 
Dealing with Anxiety (Skill 36)

▶▶ Using Self-Control (Skill 39) and No Means 
No (Skill 38)

▶▶ Using Self-Control (Skill  39) and Dealing 
with Change (Skill 40)

▶▶ Defining a Problem (Skill  49), Considering 
Alternatives (Skill 50), and Choosing an Al-
ternative (Skill 51)

▶▶ Defining a Problem (Skill 49) and Making a 
Complaint (Skill 57)

▶▶ Knowing Your Feelings (Skill  59) and Ex-
pressing Your Feelings (Skill 61)

▶▶ Recognizing Another’s Feelings (Skill 64) and 
Showing Concern for Another (Skill 65)

▶▶ Using Self-Control (Skill  39) and Dealing 
with Another’s Anger (Skill 67)

▶▶ Ignoring Distractions (Skill  69) and Com-
pleting Assignments (Skill 73)

▶▶ Staying on Topic (Skill 5) and Contributing to 
Discussions (Skill 70)

▶▶ Reading Others (Skill  23) and Checking 
Your Voice and Interests (Skill 37)

The context for skill use is also important. 
For example, the target of skill use (parent, 
teacher, peer, etc.) may not respond in a manner 
that helps the learner resolve the conflict or oth-
erwise meet the learner’s needs. At other times, 
the learner may use a skill proficiently but at-
tempt it with a person not in a position to ac-
cept this skill (e.g., starting a conversation with 
an adult in a manner more appropriate with a 
peer). In still other cases, a learner may correct-
ly use a skill but choose a poor time or misper-
ceive the appropriateness of the social context. 
Skill instruction must therefore involve not only 
individual skill competency but also coaching to 
perform the skill (or skill combination) at the 
right time, in the right place, and with the right 
persons.

SKILLSTREAMING PROGRAM 
ARRANGEMENTS

Because the needs and abilities of each child and 
youth with a high-functioning autism disorder are 
unique, it is impossible to present a standard set 
of required training supports or to specify hard-
and-fast guidelines for the duration or intensity of 
instruction and generalization efforts. However, 
the following discussion outlines some impor-
tant considerations for those implementing Skill-
streaming with these learners. Readers may also 
wish to consult the other Skillstreaming program 
guides (McGinnis 2012a, 2012b, 2012c) for addi-
tional detail, as is appropriate for their learners’ 
age and developmental level.
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Instructional Settings and Team

Skillstreaming instruction may take place in ei-
ther the school or clinic setting. Typically, in a 
school setting, the Skillstreaming team consists 
of a person in a school leadership role, one or two 
support staff members (e.g., school psychologist, 
school counselor, paraprofessional), a classroom 
teacher, a special educator (if the learner receives 
special education services), and parent(s). If the 
learner receives special education services, the 
intervention team may include members of the 
learner’s Individual Education Program (IEP) 
team. Many youth with high-functioning au-
tism disorders attend treatment clinics outside 
the school setting. Health centers and autism 
specialty clinics often provide small-group Skill-
streaming instruction in the form of “friendship 
groups,” with the goal of fostering peer interac-
tion and friendships among these learners. In 
some cases, learners’ behavior, attention span, 
and learning needs indicate that instruction is 
initially best in a clinic setting. In other cases, if 
a learner with a high-functioning autism disor-
der is one of few in the school or has particular 
needs (e.g., requires low level of distraction or 
activity), a clinic setting may the only option. In 
a clinic setting, a member of the treatment team 
(e.g., therapist), parent, and a school representa-
tive (e.g., support staff member) usually compose 
the team. In either setting, individuals with high-
functioning autism disorders can serve as self-
advocates and can be encouraged to participate 
to the greatest extent possible.

In general, it is the responsibility of the inter-
vention team to do the following:

1.	 Gather and review Skillstreaming assess-
ment data

2.	 Determine the learner’s social goals (if not se-
lected by the IEP team)

3.	 Suggest the specific social skills, or sequence 
of skills, to meet the learner’s social goal

4.	 Monitor the learner’s progress in skill learn-
ing and skill use

5.	 Suggest opportunities for the generalization 
of skills

The Skillstreaming leader plays a central 
role in the success of intervention efforts. Teach-
ers, counselors, and psychologists in the schools; 
youth care workers in treatment facilities; and so-
cial workers and therapists in mental health and 
other community agencies have been successful 
Skillstreaming group leaders. Typically, with this 
population, the primary group leader will be a 
school- or clinic-based professional—that is, an 
individual who spends the majority of time in the 
school or clinic. This is necessary to observe and 
develop a relationship with learners and to com-
municate with others regarding the learners’ skill 
performance. Often the primary group leader is 
a special education teacher, school psychologist, 
therapist, or case manager.

The individuals working directly with the 
learners, as well as others who have regular con-
tact with them, should receive training as needed 
to provide support within the scope of their roles. 
The intensity and comprehensiveness of the train-
ing will depend more on the function or type of 
involvement they have in Skillstreaming, rather 
than on their school or clinic role.

Program Implementation

As noted previously, Skillstreaming instruction 
for these learners will be highly variable due to 
the wide range of individual needs and depend-
ing on the context of existing therapeutic and 
educational plans. However, some general steps 
in implementing a program are as follows:

1.	 Establish and prepare the instructional team

2.	 Select participants
3.	 Assess participant skill need
4.	 Determine logistics: setting, time factors, and 

materials
5.	 Conduct individual orientation sessions
6.	 Determine group and individual supports
7.	 Conduct Skillstreaming sessions



12 Introduction

8.	 Provide ongoing learner support
9.	 Assess skill acquisition and program effec-

tiveness

It is important to note that this sequence is 
not invariable and that steps are not necessarily 
discrete. For example, the need for learner support 
and assessment of skill acquisition and program 
effectiveness are ongoing.

Establish and Prepare the Instructional Team

The first step is to establish and then prepare the 
individuals who will be involved in Skillstream-
ing instruction. It is presumed that each learner 
will have a team composed of those who inter-
act with him or her on a regular basis: classroom 
teacher(s), support staff, families, Skillstreaming 
group leader, and peers. Team composition will 
vary based on the setting and learners’ individual 
needs; there may be overlap with existing IEP or 
clinical teams that provide service.

Select Participants

If only a small number of youth with high-func-
tioning autism disorders (i.e., up to five) attend a 
school or reside on a unit, all may be included in 
the same Skillstreaming group, as many will have 
similar skill needs. If a larger number (i.e., more 
than five) attend, skill groups may be planned 
based on common, priority learner skill needs. 
The Skill Grouping Chart, listing all 80 skills and 
included in the appendix, is helpful for this pur-
pose. One benefit of this chart is providing a vi-
sual for the Skillstreaming leader to select skills 
for instruction needed by the majority of group 
members.

The participation of peers from the general 
population will be essential to the success of Skill-
streaming instruction for this group. Across sev-
eral settings, peers have been successfully used 
in modeling and prompting social skills (Chan et 
al., 2009; Matson, Matson & Rivet, 2007; Owen-
DeSchryver, Carr, Cale, & Blakeley-Smith, 2008). 
In particular, they have been found to accelerate 
the learning of prosocial behaviors by youth with 

high-functioning autism disorders (Simpson et al., 
2012; Thiemann & Kamps, 2008).

Peer strategies include teaching peers to initi-
ate interactions, respond to social overtures, and 
sustain social interactions. In addition to increas-
ing learners’ prosocial skills, use of such strategies 
has been found to increase peer acceptance and 
development of helpful peer relationships (Na-
tional Autism Center, 2009). In fact, peer involve-
ment may be the single most significant factor in 
generalizing skill use and long-term learner out-
comes (Thiemann & Kamps, 2008).

It is best if the peers selected for Skillstream-
ing groups are those the learners like and want 
to emulate and are included in the learners’ same 
classroom, unit, or social group. In addition, they 
should display positive social skills; be supportive 
of individual differences and the needs of learners 
with high-functioning autism disorders; be able 
to initiate, respond, and support social interac-
tions with peers with disabilities; and be willing 
to participate in training and direction from the 
Skillstreaming team. A small number of peers may 
initially be recruited to participate, with additional 
peers included at a later time or to substitute for 
some or all of those initially selected. However, 
the more who are trained as supportive peers, the 
more opportunities learners will have to receive 
positive and encouraging feedback for skill use.

Assess Participant Skill Need
Prior to instruction, the specific skill needs of 
the learners must be identified. A variety of tools 
are helpful in pinpointing these needs for in-
struction, including direct observations and skill 
checklists. Checklists specific to Skillstreaming 
are included in Appendix  A. The Teacher/Staff 
Checklist is completed by a teacher or another 
person in the school or clinic environment who 
has ongoing contact with the learner in mul-
tiple situations or settings. The Parent Checklist 
is completed by one or more parents or guard-
ians. With both checklists, the rater (e.g., par-
ent, teacher) is asked to gauge the frequency of 
the learner’s use of each of the 80 Skillstreaming 
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skills according to a five-point scale from “almost 
always” to “almost never.” These checklists also 
provide an opportunity for raters to identify situ-
ations in which skill use is particularly problem-
atic, information that will be useful for later mod-
eling scenarios. The numerical value assigned to 
each skill prioritizes the most important skills for 
the learner. The Learner Checklist assesses par-
ticipants’ perceptions of their own skill use by 
asking how often they use the skill. The five-point 
rating scale is the same as that used in the other 
checklists. Ratings for each learner may be sum-
marized on the optional Skill Checklist Summa-
ry. This summary form reveals strengths, needs, 
and rater discrepancies.

Determine Logistics: Setting, Time Factors, and 
Materials

Skillstreaming leaders, along with other members 
of intervention teams, will next need to decide 
on the logistics necessary for group instruction. 
Where will group instruction occur and when? 
What is an appropriate time frame for instruc-
tion? What materials are necessary? These consid-
erations include desirable settings in the school, 
when to implement Skillstreaming in a clinic set-
ting, frequency of sessions, when to introduce new 
skills, program duration, and options for support 
materials.

Conduct Individual Orientation Sessions

Many youth with high-functioning autism dis-
orders will likely be reluctant—and perhaps 
even resistant—to learning new social behav-
iors or participating in a group setting to do so. 
Therefore, it is productive to meet individually 
with group members to explain why they need 
to learn alternative skills, describe the purpose 
of the group, and discuss the activities in which 
they will participate.

Determine Group and Individual Supports

Structuring both group and individual learning 
supports is necessary to maximize the effective-
ness of instruction. These supports, important 

to include in not just Skillstreaming but all learn-
ing opportunities for these youth, may include 
environmental structure (e.g., clear expecta-
tions and routines); group supports (e.g., jour-
naling, visual cues, supportive peer networks); 
and individual supports (e.g., visual schedules, 
social narratives, reinforcement, consequence 
maps, self-management strategies, priming, 
video modeling). The specifics of such efforts 
are highly dependent on individual learner 
needs and beyond the scope of this book; each 
learner’s intervention team will be instrumental 
in defining necessary supports.

Conduct Skillstreaming Sessions

Core Skillstreaming learning procedures and 
specific steps in conducting Skillstreaming ses-
sions are detailed in subsequent sections of this 
introduction. Two sample Skillstreaming ses-
sions, one for an elementary group and one for 
an adolescent group, are provided in Appendix B 
to illustrate these learning procedures and steps. 
As shown in these sessions, a co-leader is a desir-
able (if not essential) part of instruction.

Provide Ongoing Learner Support

During Skillstreaming instruction, learners re-
ceive a great deal of support, encouragement, 
and reward for their efforts. However, between 
sessions or after instruction ends, many learners 
receive far less support for skill use. As a result, 
the social skills learned in the group often fail over 
time, with new people, and in varied situations 
and settings. Therefore, continued adult support at 
a level individualized for each learner will be criti-
cal to continued use of learned skills.

Assess Skill Acquisition  
and Program Effectiveness

Ongoing assessment of both learners’ skill acqui-
sition and program effectiveness is a requirement 
for Skillstreaming program success. (Discussion 
of assessment concerns appears at the end of this 
introduction.)
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CORE SKILLSTREAMING LEARNING 

PROCEDURES

The individual Skillstreaming learning proce-
dures of modeling, role-playing, feedback, and 
generalization are strongly supported by research 
and have been successfully employed when 
teaching prosocial behaviors to both children 
and older youth with high-functioning autism 
disorders (Gerhardt & Crimmins, 2013; Simpson 
et al., 2012; Stichter et al., 2012). Briefly, these 
procedures may be described as follows.

Modeling

Modeling is defined as learning by imitation. 
Learning from modeling typically involves an 
individual’s acquiring the skill to perform a new 
behavior or strengthen an existing behavior by 
watching someone perform the response. There 
is strong evidence that individuals with Asperger 
disorder prefer and learn best when shown such 
visual stimuli (Ganz, 2007). Therefore, a visual 
demonstration of a skill is a necessary tool for 
these learners.

Research on modeling has successfully iden-
tified a number of modeling enhancers, or circum-
stances that increase the degree to which learning 
by imitation occurs. These modeling enhancers 
are characteristics of the model, the modeling dis-
play, or the observer (the learner). Such variables 
affect learning, as does illustrating a coping model.

Role-playing

Role-playing, the “practice” component of Skill-
streaming, involves having learners enact the skill 
steps under the supervision of group leaders. As 
Mann (1956) noted, role-playing is helpful when 
an individual is asked to demonstrate behaviors 
that are not typical or that do not already exist 
in the person’s existing repertoire. Learning is 
improved when the learner has the opportunity 
and is encouraged to rehearse or role-play the 
behaviors and is rewarded for doing so. The use 
of role-playing to help a person change behavior 
or attitudes has been proven useful over many 

years. However, as for modeling, behavior or at-
titude change through role-playing will occur and 
be more lasting only if certain conditions are met. 
Specific role-play enhancers include choice on the 
part of the group member regarding whether to 
take part in the role-play; public commitment to 
the behavior; improvisation in enacting the role-
played behaviors; talking oneself through the skill 
(verbal mediation); and reward, approval, or rein-
forcement for performing the behaviors.

Feedback

Feedback is defined as providing the learner with 
information on how well he has done during role-
playing. It may take such forms as constructive sug-
gestions for improvement, reteaching, material re-
wards, coaching, and social reinforcement such as 
praise and approval. Social reinforcement has been 
shown to be an especially potent influence on be-
havior change. In addition, positive feedback from 
peers has been shown to increase peer acceptance 
as well as appropriate behavior ( Jones, Young, & 
Friman, 2000; Moroz & Jones, 2002; Skinner, Cash-
well, & Skinner, 2000). In addition, many learners 
with high-functioning autism disorders would wel-
come positive comments from peers instead of the 
many negative ones they typically receive.

Generalization

The main interest of any intervention program 
and where most programs fail is not the per-
formance of the learner during instruction but, 
instead, to what degree the learner uses newly 
learned skills in natural contexts and experiences 
to improve his or her quality of life. The goal of 
Skillstreaming is successful social functioning in 
school, at home, and in the community.

In brief, generalization training assists the 
learner in identifying where, when, and with 
whom skill use is desired or necessary. Although 
a detailed discussion of the principles involved in 
this complex topic cannot be provided here, pro-
gram planners may find the suggestions listed in 
Table 2 helpful in planning for and evaluating the 
success of skill generalization.
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STEPS IN THE SKILLSTREAMING 
SESSION

Carrying out the core Skillstreaming teaching 
procedures—modeling, role-playing, perfor-
mance feedback, and generalization—involves 
leading the group through a specific nine-step 
procedure. These steps are summarized in Ta-
ble 3 and described in the following discussion.

Step 1: Define the Skill

The Skillstreaming leader presents a skill poster, 
skill card, or both, on which the name of the skill 
and the skill steps are listed, then leads the group 
in a discussion of the skill to be taught during the 
remainder of the session. The goal of this discus-
sion is to help learners understand the meaning 

of the skill, its corresponding skill steps, when, 
where, and with whom the skill could be used, 
and the potential positive consequence that will 
result from skill use. This process can typically 
be achieved in just a few minutes; a long lecture 
is not required. The following dialogue shows a 
group leader briefly defining Skill 45, Determin-
ing Private Information.

	 Leader:	 Good morning. I’m so glad you are 
here today because we are going to 
work on another very important skill. 
It’s called Determining Private Infor-
mation. Can anyone tell me what pri-
vate information is?

	 Josie:	 Is it something not to tell?

Table 2: Methods for Enhancing Generalization in Skillstreaming Instruction

Before Instruction

1. 	Group members include peers with whom the
learners interact outside of the group.

2. One instructor has ongoing, regular contact with
the learners.

3. Additional supports are implemented to reduce
the likelihood of competing behaviors hampering
learning and generalization.

During Instruction

4. Learners know the specific behavioral skill steps
and can perform them well.

5.	  Attempts made to create similarities between the
instructional and real-life situations and settings.

6.	 Numerous trials of correct skill performance pro-
vided.

7.  Variability of situations (range of settings, various
people, variety of reasons for skill use, various
cues) provided.

8. When possible, instruction occurs in the real-life
environment where the skill is to be used.

9. Some flexibility allowed in order to meet individ-
ual learner needs and settings.

10.	 Positive reinforcement provided often, then gradu-
ally reduced as the learners gain proficiency.

11.	 Prompts (e.g., cue cards) are gradually faded as the
learner gains skill proficiency.

12.	 The learners are taught self-reinforcement for skill
performance (e.g., positive self-talk).

After Instruction

13. Homework assignments provided after learners
competently perform role-plays.

14. Skill use prompted or coached when daily situa-
tions suggest skill use, then gradually faded.

15. Skill use continues to be reinforced with gradual
thinning and delaying of reinforcement.

16. Instruction in self-mediated generalization (e.g.,
self-recording, self-reinforcement) provided as ap-
propriate to learner need.

17. When needed, booster sessions (e.g., group re-
view, individual coaching) are provided for skills
not frequently used.

18. Natural opportunities for skill use planned and
implemented.
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Table 3: Skillstreaming Session Outline

Step 1: Define the skill

1.	 Select skills relevant to the needs of the learners.

2. Discuss each skill step and any other relevant in-
formation pertaining to each step.

3. Use skill cards and/or a poster or white board
or easel pad on which the skill steps are written
so all group members may see the skill and skill
steps.

Step 2: Model the skill

1. Use at least two examples for each skill demon-
stration.

2. Select situations relevant to the learner’s real-life
needs.

3.	 Use clear, brief modeling displays that demonstrate
all the behavioral steps of the skill in the correct
sequence.

4.	 Use modeling displays that depict only one skill (or
skill sequence) at a time. (All extraneous content
should be eliminated.)

5.	 Show the use of a coping model.

6.	 Have the model “think aloud” steps that ordinarily
would be thought silently.

7.	 Depict only positive outcomes.

8. Reinforce the model who has used the skill cor-
rectly by using praise or encouraging self-reward.

9. Use modeling supports (e.g., simplify the informa-
tion as needed, point out the skill steps as they are
modeled, use supportive peers as model).

10. Follow the modeling with supports (e.g., draw at-
tention to nonverbals and to reinforcement re-
ceived by the model).

Step 3: Establish learner skill need

1.	 Elicit from learners specific situations in which the
skill could be used or is needed.

2. List the names of the group members. The leader
(or co-leader) may then list the situations identi-
fied by each learner and record the theme of the
role-play.

Step 4: Select the first role-player

1.	 Select as the main actor a student who describes a
situation in his or her own life in which skill use is
needed or will be helpful.

2.	 Provide encouragement and reinforcement for the
learner’s willingness to participate as the main ac-
tor.

Step 5: Set up the role-play

1. Have the main actor choose a coactor who most
reminds him or her of the other person involved
in the problem.

2. Ask the main actor to provide relevant informa-
tion surrounding the real event (i.e., describe the
physical setting and events preceding the problem).

3.	 Use props when appropriate.

4. Review skill steps and direct the main actor to
look at the skill card or the skill steps on display.

5. Assign the other group participants to watch for
specific skill steps.

Step 6: Conduct the role-play

1.	 Instruct the main actor to “think out loud.”

2. As needed, assist the main actor (e.g., point to
each behavioral step as the role-play is carried out; 
have the co-leader, if included, sit among the group
members, directing attention to the role-play).

3. As needed, use supports (e.g., carefully guide the
selection of the coactor, coach the learner through
the skill steps, make sure the environment is en-
couraging and pleasant, allow learners to show
their uniqueness).

Step 7: Provide feedback
1. Seek feedback from the co-actor, observers,

leader(s), and main actor in turn.

2. Provide reinforcement for successful role-plays at
the earliest appropriate opportunity.

3. Provide reinforcement to the coactor for being
helpful and cooperative, and praise the coactor’s
use of a prosocial skill.
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	 Leader:	 Yes, it’s information you shouldn’t 
just tell anyone. Anyone else?

	Donovan:	 Maybe you should never, ever talk 
about it.

	 Leader:	 Yes, you shouldn’t talk about it with 
whom?

	 Max:	 Um. Maybe anybody.

	 Leader:	 Thanks for participating, Max. Pri-
vate information is something that is 
personal to you or someone else. It’s 
not public information, to be shared 
with just anyone. But if it’s related to 
your safety or someone else’s, you 
could tell a trusted adult, like a par-
ent or a teacher. Who would you tell 
if the information could hurt you or 
someone else?

	 Lucy:	 I’d tell my mom.

	 Leader:	 Yes, she would be a good person to 
tell. What if the information isn’t a 
safety concern, but just something 
people don’t have a right to know? 
One example would be how much 
money your parents make. Is this 
anyone else’s information to know?

(The group shake their heads “no.”)

	 Leader:	 Good. When we learn this skill, we’ll 
be able to decide what things are pri-

vate and shouldn’t be shared with 
others.

Step 2: Model the Skill

Before the session, leaders should plan their mod-
eling displays. Displays that relate to the group’s 
real-life concerns and needs will always be most 
effective as long as these displays incorporate the 
following guidelines:

1. Use at least two examples for each skill dem-
onstration. If a skill is used in more than one
group session, develop two new modeling
displays.

2. Select situations relevant to learners’ real-
life circumstances.

3. The model (i.e., the person enacting the
behavioral steps of the skill) should be por-
trayed as an individual reasonably similar to
the group members in age, socioeconomic
background, verbal ability, and other char-
acteristics.

4. A coping model should be portrayed with
skills that typically elicit strong emotion.

5. The model should “think aloud” what would
normally be thought to oneself as the model-
ing display unfolds.

6. Modeling displays should depict positive out-
comes. In addition, the model who is using
the skill well should always be reinforced.

4.	 Praise particular aspects of performance (e.g., “You
stood an arm’s length away from the person. Good
for you!”).

5. Provide reinforcement in an amount consistent
with the quality of the role-play.

Step 8: Select the next role-player

Ask, “Who would like to go next?”

Step 9: Assign skill homework

1. Assign homework to the main actors who have
successfully role-played the skill.

2. Provide the main actors with the appropriate
Homework Report.

3. Discuss with each main actor when, where, and
with whom he or she will use the skill in real life.

4. Discuss and arrange for needed supports, noting
these on the reports.
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7.	 Modeling displays should depict all of the 
behavioral steps of the skill in the correct 
sequence without extraneous or distracting 
content.

8.	 Modeling displays should depict only one 
skill at a time.

Group members are asked to watch and listen 
closely as the modeling unfolds. Particular care 
should be given to helping learners identify the 
behavioral steps as they are being modeled. The 
leader can do this by pointing to the steps in the 
course of the modeling. As the model follows the 
behavioral steps, he or she “thinks out loud” what 
would normally be thought silently. At the conclu-
sion of each modeling vignette, leaders ask “Did I 
follow the first step?” and “How do you know I did 
this?” The model may also provide self-reinforce-
ment, such as “Yes, I followed all of the skill steps! 
I think I did a good job using this skill!”

Learners with high-functioning autism disor-
ders may find focusing on more than one element 
of a modeling display or attending to relevant de-
tails difficult. If so, modeling supports are neces-
sary for these learners. These supports include 
simplifying the information, pointing out specific 
key behaviors that need to be learned, using sup-
portive peers as models, drawing attention to non-
verbals (e.g., facial expressions, tone of voice), and 
drawing attention to potential reinforcement.

Step 3: Establish Learner Skill Need

Before group members begin role-playing, it is 
important to identify each learner’s current and 
future need for the skill. Reenactment of a past 
problem or circumstance is less relevant unless 
the learner predicts that such circumstances are 
likely to reoccur in the future. Current learner 
needs will likely have been established earlier 
as part of the selection and grouping process 
through use of the Skillstreaming Checklists. 
Nonetheless, an open discussion within the 
group is needed to establish realistic and mean-
ingful role-plays. If a learner is unable to identify 
a situation in which the skill could be used, infor-

mation from the parent and teacher Skillstream-
ing checklists may help provide prompts. For 
example, “Many students have challenges staying 
on topic in a conversation with a friend. Is this a 
time when the skill of Staying on Topic (Skill 5) 
could be used?”

Each group member in turn is asked to de-
scribe briefly where, when, and with whom he or 
she would find it useful to use the skill just mod-
eled. To make effective use of this information, 
it is often valuable to list the names of the group 
members on a whiteboard or easel pad at the front 
of the room and to record next to each name the 
theme of the role-play and the name or role of the 
person with whom the skill will be used.

Step 4: Select the First Role-Player

All members of the Skillstreaming group will 
be expected to role-play each skill taught, and 
therefore it is not of great concern who does so 
first. Typically, group leaders ask for volunteers 
to begin the role-play series. If there are group 
members who appear to be reluctant to role-play 
a particular skill on a particular day, it is helpful 
not to ask them to role-play first or second. Ob-
serving other learners do so first can be reassur-
ing and may help ease their way into the activity. 
For a few learners, reluctance may turn into re-
sistance and refusal. In such cases, coaching the 
learner through skill performance on a one-to-
one basis (priming) prior to role-playing in the 
group may be helpful.

Step 5: Set Up the Role-Play

Following the selection of the role-player, he 
or she is designated as the main actor. The 
main actor chooses a second person (the coac-
tor) to play the role of the other person (e.g., 
teacher, peer, parent) with whom he or she 
will use the skill in real life. The main actor 
should be encouraged to select as the coactor 
someone who resembles the significant other 
in as many ways as possible—in other words, 
someone who most reminds the main actor of 
the actual person.
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The group leader then elicits from the main 
actor any additional information needed to set the 
stage for the role-play. In order to make role-play-
ing as realistic as possible, the leader should obtain 
a description of the physical setting, the events im-
mediately preceding the situation, and the mood 
or manner the coactor should portray, along with 
any other information that would enhance real-
ism. Initially, providing such information may be 
challenging for the learner, as he or she may not 
be used to attending to these characteristics. The 
group leader may need to provide more concrete 
prompting, such as “Does the person’s face look 
more like this (angry), or this (neutral)?” It may be 
helpful to some learners to plan their description 
of the role-play setting and target person prior to 
the group session. Props may be used if available 
and appropriate.

Role-play supports may include coaching 
from either the Skillstreaming leader or co-leader, 
in the form of verbally guiding the learner through 
performing the behavioral steps to the skill as the 
role-play unfolds. Coaching behaviors should be 
individualized to fit the needs and preferences of 
each learner. For example, some learners prefer or 
learn best when a coach uses a “physical prompt-
ing” approach that walks the learner through the 
required actions. In contrast, a learner who is hy-
persensitive to touch or grimaces when another 
person comes into close proximity would respond 
best to a coaching approach relying on no or mini-
mal physical contact. In this case, for example, 
placing tape on the floor to mark where the stu-
dent should stand when role-playing would be 
helpful. Other learners may be more receptive to 
coaching from a supportive peer. Still others may 
have certain sensitivities (e.g., noise level; difficul-
ty performing two actions simultaneously, such as 
“looking at someone while talking”) that must be 
taken into consideration.

The leader should also be very active in mak-
ing sure the main actor (and the coactor, as ap-
propriate) does not deviate from the skill steps. 
Instead, the leader should intervene as necessary 
with verbal or physical reminders (e.g., “The next 

step is to . . .” or pointing to the written step on a 
skill poster or skill card).

Step 6: Conduct the Role-Play

At this point the group leader reminds the learn-
ers of their roles and responsibilities:

▶ Main actor: Follow the behavioral steps
and “think aloud” what would normally be
thought silently.

▶ Coactor: Stay in the role of the other person
and be helpful to the main actor.

▶ Other learners: Watch carefully for the en-
actment of the behavioral steps.

It is useful to assign each observer a specific
behavioral step, have observers watch for the dis-
play of the skill step, and then report on the perfor-
mance of the step during the feedback session that 
follows. Observers will also need to be coached re-
garding the kinds of cues to observe (e.g., posture, 
words chosen, tone of voice, facial expression). It 
is helpful to ask the observers to attend to specific 
cues that they themselves have been working to 
improve.

Then the role-players are instructed to begin. 
It is the leader’s responsibility to provide the main 
actor with any help or coaching needed to keep the 
role-play going according to the behavioral steps. 
Learners who “break role” to offer other infor-
mation should be urged to get back into the role 
and explain later. If the role-play is clearly going 
astray from the behavioral steps, the scene can 
be stopped, needed instruction provided, and the 
role-play resumed. If both the group leader and a 
co-leader are present, one should be positioned 
near the skill poster, if one is used, and point to 
each of the behavioral steps as they are enacted. 
Doing so will help the main actor, as well as the 
observers and coactor, follow each of the steps in 
sequence.

Role-playing should be continued until all 
group members have had an opportunity to par-
ticipate in the role of the main actor. Sometimes 
this will require several sessions for a given skill. 
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Each session, however, should begin with two 
modeling vignettes for the selected skill, even if 
the skill is not new to the group. It is important 
to note that, although the framework (behav-
ioral steps) of each role-play remains the same, 
the content can and should change from role-
play to role-play. Each learner should display a 
level of proficiency in performing the skill as the 
main actor (e.g., follow all the behavioral steps 
in sequence; understand the purpose of the skill 
and when, where, and with whom the skill can 
be used; display acceptable nonverbal behaviors 
throughout the role-play) before being asked to 
complete a homework report.

Other strategies may be used to increase 
the effectiveness of the role-plays. For example, 
role reversal is often useful. If the main actor 
has a difficult time perceiving the coactor’s 
point of view, having the two exchange roles and 
resume the role-play can be helpful. On occa-
sion, the group leader can also assume the coac-
tor role in an effort to give learners the opportu-
nity to handle types of reactions not otherwise 
role-played during the session. For example, it 
may be important to have a difficult adult role 
realistically portrayed or to help less verbal or 
more hesitant students. The leader, serving as 
coactor, may also be indicated with particular 
skills such as Understanding Another’s Inten-
tions (Skill  66) or Dealing with Another’s An-
ger (Skill  67), which otherwise would require 
the group member to engage in inappropriate 
or attention-getting behaviors as the coactor. 
Finally, in some circumstances it is also helpful 
for a supportive peer to play the role of the coac-
tor, particularly if the supportive peer is a part 
of the same classroom or unit as the main actor.

In many cases the coactor is also role-play-
ing a skill. For example, when the main actor at-
tempts Greeting Others (Skill 2), the coactor in 
turn should greet the main actor (Responding 
to a Greeting, Skill 3). And when the main actor 
uses the skill When to Introduce a New Topic 
(Skill  16), the coactor will use the skill of Ac-
cepting a Topic Change (Skill 17). If there is not 

a group participant who can effectively perform 
a companion skill in response to the main actor, 
a supportive peer or group leader should initially 
serve in this role.

Step 7: Provide Feedback

Feedback follows each role-play. The purpose of 
the feedback is to let the main actor know how 
well he or she followed the behavioral steps, eval-
uate the impact of the role-play on the coactor, 
and give the main actor encouragement to try the 
behavior in real life. For this population of learn-
ers, it is particularly important that feedback also 
be provided regarding the main actor’s use of 
nonverbal behaviors.

Feedback is presented in the following order: 
The coactor is asked to react first. Asking ques-
tions such as “How did you feel when she said that 
to you?” and “What were the facial expressions 
and manner that showed you she was friendly?” 
may be needed to prompt the coactor’s feedback. 
The coactor should be thanked for being helpful to 
the main actor and also praised for positive behav-
ior displayed during the role-play, including the 
specific skills he or she may have used.

Next, each observer in turn comments on 
whether or not the skill step he or she was as-
signed to watch for was followed and on other rel-
evant aspects of the role-play. When asking for this 
feedback, it is useful to ask questions such as “Did 
he follow the first step?” and “How do you know 
he did this?” If the first step is to think about the 
situation, many group members will likely explain 
that they heard the main actor talk about his or her 
thinking (think aloud).

Then the group leaders comment in partic-
ular on how well the behavioral steps were fol-
lowed and provide social reinforcement (praise, 
approval, encouragement) for close following of 
the skill steps and other aspects of the role-play 
as appropriate (e.g., nonverbal behaviors, voice 
tone).

After listening to the feedback from the co-
actor, observers, and group leaders, the main 
actor is asked to make comments regarding the 
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role-play and, if appropriate, to respond to the 
comments of others. In this way, the main actor 
can learn to evaluate the effectiveness of his or 
her skill performance in light of others’ view-
points.

Leaders should provide enough role-playing 
for each group member to have sufficient oppor-
tunity to be reinforced. The leader should not 
provide reinforcement when the role-play departs 
significantly from the behavioral steps (except for 
“trying”). However, reinforcement may be provid-
ed for an individual learner’s improvement over 
previous performances.

In all aspects of feedback, group leaders must 
maintain the behavioral focus of Skillstreaming. 
Leader comments must point to the presence or 
absence of specific, concrete behaviors and not 
take the form of general evaluative comments or 
generalizations. Feedback may be positive or take 
the form of suggestions for improvement. Positive 
feedback should always be given first; otherwise 
the student may be concentrating on the sugges-
tion or what the learner may feel is a negative 
comment and not hear other feedback. Group 
leaders will need to model constructive comments 
before allowing group members to give this type 
of feedback. Teaching the skill of Giving Feedback 
(Skill 54) will also help the group learn how to pro-
vide helpful feedback.

Whenever possible, learners failing to follow 
the behavioral steps in the role-play should be giv-
en the opportunity to repeat the same behavioral 
steps after receiving constructive comments. At 
times, as a further feedback procedure, the role-
play may be videorecorded. Doing so gives the 
learners the opportunity to observe themselves, 
enabling them to reflect on their own verbal and 
nonverbal behaviors in a private setting with the 
Skillstreaming leader.

Because a primary goal of Skillstreaming is 
skill flexibility, role-play enactment that departs 
somewhat from the behavioral steps may not be 
“wrong.” That is, a different approach to the skill 
may actually work in some situations. Group 
leaders should stress that they are trying to teach 

effective alternatives and that learning the be-
havioral steps as presented will increase positive 
outcomes.

Step 8: Select the Next Role-Player

The next group member is selected to serve as 
main actor, and the sequence just described is 
repeated until all members of the group are reli-
ably demonstrating proficiency in using the skill 
in the group setting.

Step 9: Assign Skill Homework

Skill homework constitutes the generalization 
component of Skillstreaming and is key to fa-
cilitating skill use outside the training situation 
(Frankel et al., 2010). Following each successful 
role-play, learners are instructed to try in their 
own real-life settings the behaviors practiced 
during the session. It is most useful to begin 
with relatively simple homework assignments 
using situations that occur in the training set-
ting. Doing so will allow for providing the sup-
port needed (e.g., coaching) to assure this prac-
tice is successful. As mastery is achieved, more 
complex assignments can be given (e.g., using 
the skill in the home or community setting). 
This sequence provides the leader and others 
who have been trained in Skillstreaming with 
the opportunity to reinforce each approxima-
tion toward proficiency. The learner should not 
be expected to perform the skill perfectly when 
first using it in real-life contexts. Reinforcement 
should be given as the learner’s performance 
becomes closer to the ideal. Successful experi-
ences when beginning to use the skill in the real 
world and rewards received for doing so are 
critical in encouraging future attempts to use 
the skill.

Homework assignments begin with the lead-
er and learner together deciding when, how, and 
with whom the learner will use the skill and prog-
ress to the stage where the student independently 
records the skills practiced. One of three levels of 
homework can be assigned. It is best to begin with 
Homework Report 1 for each skill and gradually 
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progress to more independent levels, providing 
help for those who may have difficulty with read-
ing, writing, or comprehension as needed.

Homework Report 1

When using Homework Report 1, the learner 
thinks of a situation (either at home, at school, 
or with peers) in which he or she feels the need 
to practice the skill. For some learners, especial-
ly initially, the group leader may need to suggest 
situations and allow the student to choose one. 
It is especially useful if the selected situation is 
one the learner has role-played, as having prior 
practice will likely increase the learner’s com-
fort level in trying the skill. As shown on the 
sample in Figure 1, the learner or leader lists the 
learner’s name and the date the assignment is 
made. Together, the leader and learner decide 
on and enter the name of the person with whom 
the skill will be tried and the time the learner 
will make the attempt (e.g., during recess, in a 
specific class, at home). The leader may decide 
independently the supports that are needed to 
facilitate a successful practice attempt or may 
make this decision jointly with the learner. The 
support to be provided is marked in the second 
section of the report. Typically, both coaching 
and practice with a supportive peer are the sup-
ports most often used and are therefore listed 
here along with space to identify the name of 
the coach or peer. Other supports may also be 
noted. It is important for this section to be com-
pleted prior to the practice opportunity, low-
ering anxiety for the learner and assisting the 
leader in planning additional homework assign-
ments and reporting learner progress.

After skill use, the learner writes what hap-
pened, then evaluates skill use by circling a num-
ber corresponding to one of evaluative comments 
on Homework Report 1. In many cases, it is ini-
tially helpful for the learner and leader to discuss 
the reason for this evaluation. The learner then 
writes or dictates the explanation on the report. It 
is important to convey to learners that this evalu-
ation pertains to how well they performed the 

skill steps, rather than how well the skill actually 
worked.

Group leaders may also use the blank Home-
work Report 1 form in Appendix  A. Having the 
learner list the skill steps on the blank form can 
be a good way to enhance skill learning, provided 
that handwriting is not a struggle.

Homework Report 2

The learner who has nearly achieved mastery 
of a given skill (i.e., who knows the steps well 
and shows success with the assignments on the 
first level of homework) is ready to attempt self-
recording, or monitoring skill practice more 
independently. Following a Skillstreaming ses-
sion, the learner is given a Homework Report 2 
(see sample in Figure 2). Then, throughout the 
course of the day or week, the learner lists the 
times of skill practice and completes the self-
evaluation portion of the homework report 
according to the same criteria used in earlier 
homework assignments. It is important to note 
that supports (e.g., coaching, prompting) may 
continue to be necessary at this level. Therefore, 
the section at the end of this report lists the sup-
ports provided during homework and should be 
completed by either the learner or leader. Again, 
this record provides data to assist with monitor-
ing progress, as well as provides reinforcement. 
A blank version of this form is provided in Ap-
pendix A.

Homework Report 3

Following mastery of each of the skills inde-
pendently, it’s time to put them together for a 
more complex social interaction. Homework 
Report 3, therefore, provides for practice of 
a sequence of skills. The learner’s name and 
date of plan are noted on the form. Then the 
situation in which the skill sequence is needed 
is described and written. The most appropri-
ate skills needed for the situation are then de-
fined, with the steps to each skill listed. As in 
the other levels of homework, supports nec-
essary to facilitate success of the practice are 
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Figure 1: Sample Homework Report 1

Skill 30: Showing Interest in Others

Name _________________________________________________________________ Date _____________________________

SKILL STEPS

1.	 Look at the person or group.

2.	 Describe what the person or the group is doing.

3.	 Decide what to do next.

FILL IN NOW

With whom will I try this? ______________________________________________________________________________

When? _________________________________________________________________________________________________

_________________________________________________________________________________________________________

SUPPORTS

,  Coaching with (name) _______________________________________________________________________________

,  With supportive peer (name) ________________________________________________________________________

,  Other (specify) ______________________________________________________________________________________

,  None

FILL IN AFTER YOU PRACTICE THE SKILL

What happened? _______________________________________________________________________________________

_________________________________________________________________________________________________________

How did I do? (circle the number)	 4	 3	 2	 1

	 Really good!	 Pretty good.	 So-So.	 I need to try again.

Why did I circle this? ___________________________________________________________________________________

_________________________________________________________________________________________________________

Ms. Crawford

Choices for Step 3 listed on cue card

Sammi� 11/18

               I watched. I got closer. I said hello.
They asked if I wanted to play. I said yes.

                  I said it but didn’t play with them.
I will try again.

0

V

V

Kids in my class

Recess
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Figure 2: Sample Homework Report 2

Skill 36: Dealing with Anxiety

Name _________________________________________________________________ Date _____________________________

SKILL STEPS

1.	 Think of your choices.

2.	 Make a plan.

3.	 Say, “I can follow my plan.”

4.	 Follow your plan.
	 How did I do? (circle the number)
	 Really	 Pretty		  I need 
When did I practice?	 Good!	 good.	 So-So.	 to try again.

1.	 ___________________________________________	 4	 3	 2	 1

2.	 ___________________________________________	 4	 3	 2	 1

3.	 ___________________________________________	 4	 3	 2	 1

SUPPORTS

		 Practice Situation (circle)

With prompting	 1	 2	 3

With coaching	 1	 2	 3

With supportive peer	 1	 2	 3

Other support (specify) _____________________________________________	 1	 2	 3

_____________________________________________________________________

None	 1	 2	 3

Sebastian� 3/1

School assembly

Subsitute teacher

Noisy classroom

0
0

0

0
0

0
0

Video modeling
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decided upon and noted. Following homework 
practice, the learner writes what happened, 
evaluates how well he or she followed all of the 
steps to the skill sequence, and writes why this 
evaluation was made. Figure 3 shows a sample 
Homework Report 3. A blank form is provided 
in Appendix A, with skill names and steps to be 
added as appropriate.

Recording Progress

Two tools to document and record Skillstream-
ing progress include the Homework Data Re-
cord and the Group Self-Report Chart, pro-
vided in Appendix A. Following completion of 
each homework assignment, the Skillstreaming 
leader records the learner’s performance on the 
Homework Data Record. Both the learner and 
leader are identified, along with the skill (or skill 
sequence) and date the practice was completed. 
Then the level of the homework assignment is 
circled and the learner’s self-evaluation and 
specific supports provided are noted. Finally, a 
space for comments is provided. This record is a 
useful way to share data with individual student 
support or IEP teams, monitor the learner’s so-
cial skill progress, and plan future homework 
assignments.

Following learners’ successful skill perfor-
mance on Homework Reports 1 and 2, the Group 
Self-Report Chart may be used in the classroom 
or other group setting to enhance continued use 
of learned skills. The teacher or other staff mem-
ber assists each group member in making a tally 
mark on this form next to each skill he or she 
practiced that day. Teachers or staff members 
praise skill use liberally; as time permits, learners 
may be asked to describe the specific situations in 
which they used a skill or skills. As group mem-
bers become used to this self-reporting method, 
they may be record their skill use on the chart 
independently. If group members do record their 
own skill use, it is important for teachers or staff 
members to continue to comment on the self-re-
porting, thus providing reinforcement. Although 
the primary purpose of this chart is to encour-

age the continued use of skills taught in earlier 
Skillstreaming sessions, the chart also provides 
a record of the skills learners are continuing to 
practice. If learners do not report using specific 
skills, leaders will know which areas need review 
or reteaching.

ASSESSMENT

Because each learner’s Skillstreaming experience 
will necessarily be highly individualized, assess-
ing variables in skill acquisition may be complex. 
However, when administered before and after 
instruction, the Teacher/Staff Checklist, Learn-
er Checklist, and Parent Checklist—or similar 
checklists derived from them—will be helpful in 
gauging skill learning. The Skillstreaming Rubric, 
also included in Appendix  A, provides another 
measure from which to assess the degree of learn-
ers’ skill proficiency.

Measuring implementation integrity is neces-
sary to derive accurate conclusions regarding the 
effectiveness of an intervention and to understand 
outcomes such as the behavior change of the tar-
get individuals (Lane, Menies, Barton-Arwood, 
Doukas, & Munton, 2005; Wood, Umbreit, Li-
aupsin, & Gresham, 2007). To know whether the 
Skillstreaming program is producing the desired 
behavior change, monitoring the quality and 
quantity of the instruction is essential.

Both the Leader’s Session Implementation 
Checklist and the Observer’s Session Imple-
mentation Checklist, included in Appendix  A, 
are helpful in ensuring that Skillstreaming ses-
sion procedures are conducted as intended. The 
leader’s checklist is completed by leaders at the 
completion of each session when first beginning 
Skillstreaming instruction. When leaders are 
consistently implementing all of the steps, this 
checklist may then be used every two or three 
weeks. The checklist may also serve as a planning 
guide to coach leaders through a Skillstreaming 
session. The observer’s checklist is designed for 
use by a highly skilled trainer of Skillstream-
ing leaders to provide feedback to improve 
performance in implementing Skillstreaming 
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Figure 3: Sample Homework Report 3

Name _________________________________________________________________ Date _____________________________

Situation (describe) _____________________________________________________________________________________

__________________________________________________________________________________________________________

With whom will I try this? _______________________________________________________________________________

When? ________________________________________________________________________________________________

SKILLS NEEDED AND SKILL STEPS

Skill _________

________________________________

Steps

Skill _________

________________________________

Steps

Skill _________

________________________________

Steps

SUPPORTS

,  Coaching with (name) _______________________________________________________________________________

,  With supportive peer (name) ________________________________________________________________________

,  Other (specify) ______________________________________________________________________________________

,  None

FILL IN AFTER YOU PRACTICE THE SKILL

What happened? _______________________________________________________________________________________

_________________________________________________________________________________________________________

How did I do? (circle the number)	 4	 3	 2	 1

	 Really good!	 Pretty good.	 So-So.	 I need to try again.

Why did I circle this? ___________________________________________________________________________________

T.J.� 3/1

                  My little brother keeps bothering me and 
I cannot think.

Joshua my brother
On Saturday when he comes home

    49

Defining a Problem

 1. �Think about what hap-
pened.

 2. �Decide on your part in 
the problem.

 3. �Say, “The problem is 
________________ .”

    50

Considering Alternatives

 1. �Think of options to help 
resolve the problem.

 2. �Think of the 
consequences of each 
option.

 3. �Decide whether the 
consequences are 
positive, negative, or 
neutral for you and 
others.

    51

Choosing an Alternative

 1. �Decide on one alterna-
tive.

 2. �Decide if you can do 
this.

 3. �Make a plan to do this.

 4. �Follow your plan.

0
                I said I would play a game with him at 4:00 PM 
if he would not talk to me until that time.

                  I made a plan and followed the plan I devised.

V My mom
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instruction. This observation form should be 
used frequently to provide feedback when lead-
ers first begin as Skillstreaming instructors. This 
form also has been used by leaders to observe one 
another, thereby providing feedback to enhance 
their own skills.
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Skill 1: Listening Without Interrupting

SKILL STEPS

1.	 Look at the person.
Explain and demonstrate what looking at the person means (i.e., looking at the person’s face, looking 
away briefly, then looking at the person again). Explain the difference between appropriate eye gaze 
and staring.

2.	 Carefully listen.
Encourage the learner to think about what is being said. The learner may want to say to himself or 
herself, “I know I can listen.”

3.	 Nod your head.
Discuss both verbal (e.g., “Yes,” “I see”) and nonverbal messages that show someone is listening.

SUGGESTED MODELING SITUATIONS

School: Your teacher is presenting a lesson.
Home: A brother or sister is telling about an incident at school; your parent is telling you about her day.
Peer group: A friend is talking about his weekend.
Community: The coach is explaining what you will do at practice.

COMMENTS

This skill is also useful for a variety of other skills. Through modeling, role-play, and coaching, point out 
the verbal and nonverbal behaviors that show someone is listening. This skill focuses only on the nonver-
bal behaviors of the learner.
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Homework Report 1

Skill 1: Listening Without Interrupting

Name _________________________________________________________________ Date _____________________________

SKILL STEPS

1.	 Look at the person.

2.	 Carefully listen.

3.	 Nod your head.

FILL IN NOW

With whom will I try this? ______________________________________________________________________________

When? _________________________________________________________________________________________________

_________________________________________________________________________________________________________

SUPPORTS

,  Coaching with (name) _______________________________________________________________________________

,  With supportive peer (name) ________________________________________________________________________

,  Other (specify) ______________________________________________________________________________________

,  None

FILL IN AFTER YOU PRACTICE THE SKILL

What happened? _______________________________________________________________________________________

_________________________________________________________________________________________________________

How did I do? (circle the number)	 4	 3	 2	 1

	 Really good!	 Pretty good.	 So-So.	 I need to try again.

Why did I circle this? ___________________________________________________________________________________

_________________________________________________________________________________________________________
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Homework Report 2

Skill 1: Listening Without Interrupting

Name _________________________________________________________________ Date _____________________________

SKILL STEPS

1.	 Look at the person.

2.	 Carefully listen.

3.	 Nod your head.
	 How did I do? (circle the number)
	 Really	 Pretty		  I need 
When did I practice?	 Good!	 good.	 So-So.	 to try again.

1.	 ___________________________________________	 4	 3	 2	 1

2.	 ___________________________________________	 4	 3	 2	 1

3.	 ___________________________________________	 4	 3	 2	 1

SUPPORTS

		 Practice Situation (circle)

With prompting	 1	 2	 3

With coaching	 1	 2	 3

With supportive peer	 1	 2	 3

Other support (specify) _____________________________________________	 1	 2	 3

None	 1	 2	 3
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Skill 2: Greeting Others

SKILL STEPS

1.	 Look at the person and smile.
Explain that looking at the person means to look at the person’s face (distinguish looking at the per-
son from “staring” at the person). Explain that the learner may look at the person while continuing 
to walk. If learners are being asked to perform two actions at the same time (e.g., looking and walk-
ing), practice of this skill step in isolation may be needed.

2.	 Say “hi” or “hello” and the person’s name.
Explain to the learner that if he/she does not remember the person’s name, it’s okay to leave this out. 
However, if the learner does remember and use the person’s name, the person will appreciate it.

3.	 Walk on if you don’t want to have a conversation.
Discuss appropriate times to walk on (e.g., the learner doesn’t know the person well, it’s time for 
class or otherwise not an appropriate time to have a conversation) and appropriate times to have a 
conversation with the person.

SUGGESTED MODELING SITUATIONS

School: You are in the hallway walking to class.
Home: You come home after school and greet your parent.
Peer group: You greet a friend after school.
Community: You see a friend’s brother or sister at grocery store.

COMMENTS

It is important to distinguish between greeting adults, peers the learner knows well, and classmates he or 
she does not know well. Taking a walk around the school and practicing greeting others, with coaching of 
these social nuances, will assist in building the skill.

If learners desire to have a conversation after a greeting, Skill 14 (Starting a Conversation), Skill 15 
(Continuing a Conversation), and Skill 18 (Ending a Conversation) should be taught following this skill.
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Homework Report 1

Skill 2: Greeting Others

Name _________________________________________________________________ Date _____________________________

SKILL STEPS

1.	 Look at the person and smile.

2.	 Say “hi” or “hello” and the person’s name.

3.	 Walk on if you don’t want to have a conversation.

FILL IN NOW

With whom will I try this? ______________________________________________________________________________

When? _________________________________________________________________________________________________

_________________________________________________________________________________________________________

SUPPORTS

,  Coaching with (name) _______________________________________________________________________________

,  With supportive peer (name) ________________________________________________________________________

,  Other (specify) ______________________________________________________________________________________

,  None

FILL IN AFTER YOU PRACTICE THE SKILL

What happened? _______________________________________________________________________________________

_________________________________________________________________________________________________________

How did I do? (circle the number)	 4	 3	 2	 1

	 Really good!	 Pretty good.	 So-So.	 I need to try again.

Why did I circle this? ___________________________________________________________________________________

_________________________________________________________________________________________________________
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Homework Report 2

Skill 2: Greeting Others

Name _________________________________________________________________ Date _____________________________

SKILL STEPS

1.	 Look at the person and smile.

2.	 Say “hi” or “hello” and the person’s name.

3.	 Walk on if you don’t want to have a conversation.
	 How did I do? (circle the number)
	 Really	 Pretty		  I need 
When did I practice?	 Good!	 good.	 So-So.	 to try again.

1.	 ___________________________________________	 4	 3	 2	 1

2.	 ___________________________________________	 4	 3	 2	 1

3.	 ___________________________________________	 4	 3	 2	 1

SUPPORTS

		 Practice Situation (circle)

With prompting	 1	 2	 3

With coaching	 1	 2	 3

With supportive peer	 1	 2	 3

Other support (specify) _____________________________________________	 1	 2	 3

_____________________________________________________________________

None	 1	 2	 3
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In-service training or workshops can be provided for your school, facility, or 
organization. For more information and available dates, please contact: 

 

Dr. Sheldon Braaten - Behavioral Institute for Children and Adolescents 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://www.researchpress.com/rp-author/dr-sheldon-braaten/
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Skill Cards Overview 
 
The Skillstreaming High-Functioning Autism Skill Cards provide a convenient, 
easy-to-use visual support for reinforcing the 80 prosocial skills taught in 
Skillstreaming Children and Youth with High-Functioning Autism: A Guide for 
Teaching Prosocial Skills. 

Designed as 3″ × 5″ cue cards for use during group sessions, individual instruction, 
and homework activities, each card clearly outlines the behavioral steps associated 
with a specific skill. Six cards are included for every skill, for a total of 480 skill 
cards. 

These cards help children and youth review, practice, and apply social skills across 
a variety of settings, supporting continued reinforcement beyond structured 
instruction. They can be used during role-play activities, guided discussions, and 
real-life practice opportunities to encourage skill retention and generalization. 

Note: For effective implementation, the core program book Skillstreaming 
Children and Youth with High-Functioning Autism: A Guide for Teaching 
Prosocial Skills should be used prior to incorporating additional Skillstreaming 
materials. 

 

 

 

 

 

 

 

 

 

 

 



List of Skill Card skills 
 
Group I: Relationship Skills 

Beginning Relationship Skills 

1. Listening Without Interrupting 

2. Greeting Others 

3. Responding to a Greeting 

4. Asking a Question About the Topic 

5. Staying on Topic 

6. Responding to Questions 

7. Taking Turns 

8. Complimenting Others 

9. Helping Others 

10. Encouraging Others 

11. Cooperating with Others 

12. Sharing 

13. Asking a Favor 

Advanced Relationship Skills 

14. Starting a Conversation 

15. Continuing a Conversation 

16. When to Introduce a New Topic 

17. Accepting a Topic Change 

18. Ending a Conversation 

19. Responding to Offers to Join In 

20. Asking to Join In 

21. Communicating Preferences 

22. Accepting Another’s Opinion 



Group II: Social Comprehension 

23. Reading Others 

24. Reading the Environment 

25. Using a Friendly Voice 

26. Using a Respectful Voice 

27. Giving Information Nonverbally 

28. Attending to a Model 

29. Respecting Another’s Boundaries 

30. Showing Interest in Others 

31. Understanding Differences 

32. Taking Another’s Perspective 

Group III: Self-Regulation 

33. Regulating Your Attention 

34. Recognizing Anxiety 

35. Deciding What Causes Your Anxiety 

36. Dealing with Anxiety 

37. Checking Your Voice and Interests 

38. No Means No 

39. Using Self-Control 

40. Dealing with Change 

41. Dealing with Boredom 

42. Responding to Authority 

43. Checking Your Behavior 

44. Affirming Yourself 

Group IV: Problem Solving 

45. Determining Private Information 

46. Understanding Rules of Swearing 



47. Understanding Rules of Touch 

48. Planning for Stressful Situations 

49. Defining a Problem 

50. Considering Alternatives 

51. Choosing an Alternative 

52. When to Change Strategies 

53. When a Rule Doesn’t Work 

54. Giving Feedback 

55. Seeking Attention 

56. Accepting Attention 

57. Making a Complaint 

58. When You Don’t Understand 

Group V: Understanding Emotions 

59. Knowing Your Feelings 

60. Feeling Different 

61. Expressing Your Feelings 

62. Calming Your Feelings 

63. Showing Affection 

64. Recognizing Another’s Feelings 

65. Showing Concern for Another 

66. Understanding Another’s Intentions 

67. Dealing with Another’s Anger 

Group VI: School-Related Skills 

68. Asking for Help 

69. Ignoring Distractions 

70. Contributing to Discussions 

71. Taking a Break 



72. Setting a Goal 

73. Completing Assignments 

74. Following Adult Directions 

75. Asking for Information 

76. Organizing Materials 

77. Making Corrections 

78. Preparing for Class 

79. Dealing with Transitions 

80. Interrupting 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 





Student Workbook & Group Leader’s Guide Overview 
 
The Skillstreaming Children and Youth with High-Functioning Autism Student Workbook and 
Group Leader’s Guide are designed to accompany Skillstreaming Children and Youth with High-
Functioning Autism: A Guide for Teaching Prosocial Skills. Together, these resources provide 
educators, counselors, clinicians, and other professionals with structured support for teaching 
essential social skills to children and adolescents with autism. 

The program incorporates evidence-based instructional strategies that support effective social-
emotional learning and skill development. Through structured practice and guided activities, 
students learn how to build relationships, manage conflict, understand emotions, regulate 
behavior, and navigate social situations more successfully at school, in the community, and 
beyond. 

The Skillstreaming approach is built around four core learning activities: 

• Modeling — demonstrating appropriate social behaviors and responses  

• Role-Play — practicing skills within a supportive group setting  

• Feedback — reinforcing strengths and identifying opportunities for improvement  

• Generalization — applying skills in real-life situations through guided homework and 
practice opportunities  

This structured process helps students strengthen social understanding while encouraging skill 
use across multiple settings and interactions. 

The Student Workbooks and Group Leader’s Guide provide step-by-step guidance for 
implementing the Skillstreaming program. Workbook activities help students practice both the 
Skillstreaming process and important social nuances that support successful communication and 
interaction. 

Group Leader’s Guide 
The Group Leader’s Guide offers clear instructional support for practitioners implementing the 
Skillstreaming model. It includes teaching guidance, structured activities, and additional 
strategies designed to strengthen student engagement and skill performance. The guide is 66 
pages in length. 

Student Workbooks 
The Student Workbook helps orient students to the Skillstreaming process through structured 
activities and guided practice. Students are encouraged to share completed sections with parents, 
caregivers, or educators to reinforce learning beyond the instructional setting. The workbook is 
77 pages in length. 



Available as a packet containing 10 Student Workbooks and one Group Leader’s Guide. 

Note: For effective implementation, the core program book Skillstreaming Children and Youth 
with High-Functioning Autism: A Guide for Teaching Prosocial Skills should be used prior to 
incorporating additional Skillstreaming materials. 
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Activity 1.3—Thomas’ Consequence Map

Be sure you have a yellow marker or highlighter, and a red and 
green pen or marker. Now, read the vignette below with your 
group leader. 

Thomas has difficulty getting the attention of peers at recess. 
When peers are playing basketball and Thomas is not included, he 
will often run through the gameplay area, attempt to grab the ball 
and shoot baskets, try to defend a basket, or otherwise disrupt the 
game. This frustrates his peers, which often leads to arguments 
and name calling. Thomas initially gets angry, but later expresses 
remorse and says his peers never let him play with them, which is 
somewhat true because the peers are frustrated by his interference 
when it’s not his turn to play. When this happens Thomas often 
ends up playing by himself at recess.

One day, after talking with his group leader, Thomas waits on the 
edge of the basketball court for a pause in the game. He then quickly 
approaches his peers and asks if he can play during the next game. 
His peers agree, and the next game Thomas plays on a team with 
some of the students from his grade. He makes a few good passes, 
and his teammates are happy with him.

Now, follow the steps below to identify triggers, behaviors, and 
consequences. You will use these to build a consequence map for 
Thomas. Ask your teachers and peers for assistance if you need 
help or ask your group leader if you may work with a partner.

1.	 Find the trigger: Use a yellow highlighter or marker and high-
light the possible trigger for Thomas’ behavior. 

2.	 Find the inappropriate behavior: Use the red marker or pen 
to underline Thomas’s behavior that resulted in the undesired 
outcome. 

3.	 Circle the undesired outcome using the red marker or pen.
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4.	 Find the appropriate behavior: Use the green marker or pencil 
to underline Thomas’s behavior that resulted in the desired 
outcome. 

5.	 Circle the desired outcome using the green marker or pencil. 

Build a Consequence Map for Thomas

Now that you have identified the trigger, inappropriate behavior, 
appropriate behavior, and outcomes, together we will use the 
consequence map template to develop positive and negative conse-
quences for Thomas. Our goal is to help him connect his actions 
to likely outcomes. Listen to your group leader provide you with 
direction.
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Think Aloud Example 1:  
Seeking Attention

Henry: “I think I want someone 
to notice me.”

Henry: “I think the new girl 
looks cool and I want her to 

notice me.”

Henry: “I don’t want to act 
silly or foolish to get her 
attention. I don’t want to 
pretend I’m accidentally 

bumping into her. She would 
not like that! What’s a good 
choice? I could smile at her. 
Or after class I could say 
hello to her and ask where 

she moved from.” 

“I think this is a good plan. It’s 
good for a start . . . it’s a  

low-key plan!” 

Step 1: Decide if you want. Step 2: Ask, “From whom?”

Step 3: Think of how to get 
attention in a positive way. Step 4: Decide. 

Step 5: Do it. (After class, Henry follows his plan.)
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Discussion

Answer the following questions:

•	What did Henry want? 

•	How do you know? 

•	What choices did Henry consider? 

•	What did he decide to do?

•	Did Henry follow the skill steps in order?

Thinking aloud helps with learning by:

•	Stopping impulses that may be a poor choice.

•	Organizing our actions to better follow our plan.

•	Telling others what we are thinking.

When first learning a skill, you will think out loud what you 
normally would think to yourself. Later on, once you have learned 
the skill well, you will think these thoughts silently. 
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Activity 1.7—Types of  Verbal Feedback

Hot: Statements that use mean, angry, or unhelpful words.

Warm: Words that tell what was done well and what specific actions could 
help make it even better.

Cold: Words that are very general, gushy, and not helpful. 

Read the statements below. Decide if the words are Hot, Warm, 
or Cold. 

1. “You sounded like you meant 
what you said.”

HOT WARM COLD

2. “You were wonderful.” HOT WARM COLD
3. “How you acted was stupid.” HOT WARM COLD
4. “You followed all the skill steps.” HOT WARM COLD
5. “You thought out loud so we 
knew your thinking.”

HOT WARM COLD

6. “You looked at your co-actor in a 
nice way.”

HOT WARM COLD

7. “What a great actor you are!” HOT WARM COLD
8. “Most of the time you stood up 
straight but sometimes you looked 
down at your feet.”

HOT WARM COLD

9. “You talked about why the choice 
you made was important.”

HOT WARM COLD

10. “What you said sounded dumb 
to me.”

HOT WARM COLD
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Skit Preparation Guide

List each character and their role in the skit:

Character: _____________________________________________________

Role: __________________________________________________________

Character: _____________________________________________________

Role: __________________________________________________________

Character: _____________________________________________________

Role: __________________________________________________________

Describe the setting: 

Did you find props: ___Yes ___No

On a blank piece of paper, write the character’s name. Then write each cue with 
the character’s lines and actions. Keep the page for others to use when switching 
roles during a skit. 

Mark the number of rehearsals completed: ___  ___  ___
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Homework Report 2

Name:                                            Date: �

SKILL STEPS

1. Decide if  you want attention.

2. Ask, “From whom?”

3. Think of  how to get attention in a positive way.

4. Decide.

5. Do it.

FILL IN NOW

When will you try the skill?                                                

FILL IN AFTER YOU PRACTICE THE SKILL

What happened when you did the homework?

Which skill steps did you really follow?

How did I do? (circle the number)        4        3        2        1

                                Really Good!      Pretty good.       So-So.    I need to try again.

Why did I circle this? �

SUPPORTS

❑ Coaching with (name) �

❑ With supportive peer (name) �

❑ Other (specify)

❑ None
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Activity 1.4—Learning Example

•	 Ask students to turn to Activity 1.4 on pages 18 and 19 in their 
workbooks. 

•	 Together, read the directions to the activity. 
•	 Assist individual students as necessary and modify the activity (e.g., 

allow a student to provide only one example) as needed. 
•	 When students have completed the activity, ask for students to share 

out loud. 

Together read the brief statements on page 20 of the Student Workbook 
to introduce how the group will learn social skills. 

Then, explain that they will learn the parts to Skillstreaming by 
working with the following social skill. 

•	 Display the Seeking Attention skill poster. 
•	 Direct the students to look at the skill steps as you point to them. 
•	 Tell students that these skill steps are also on page 21 of their Student 

Workbook.

Skill 55: Seeking Attention

Steps: 

1.	 Decide if you want attention.
2.	 Ask, “From whom?”
3.	 Think of how to get attention in a positive way.
4.	 Decide.
5.	 Do it. 

Modeling

Explain to students that they will first learn the steps to the skill—or their 
plan to act out the skill—through watching someone perform the skill 
well. Explain that this is called Modeling. Together: read the description 
of Modeling on page 21 of the Student Workbook.

Think Aloud Example 1: Seeking Attention

Explain to the group that they will watch the model and listen to the 
model think aloud. Together: 

•	 Read the Think Aloud Example 1 on Student Workbook on pages 
21 and 22.
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Activity 1.7—Types of Verbal Feedback

Introduce Activity 1.7 on page 32 of the Student Workbook. 

•	 Discuss with students what Hot, Warm, and Cold feedback means. 
Check for understanding. 

•	 Ask students to decide whether each statement is Hot, Warm, or 
Cold feedback by circling that word following the statement. 

•	 Ask students to repeat this process with all 10 statements. 

Group Leader Note: Depending on the needs of the students, the 
activity may be as a total group, individual, or in pairs.

Activity 1.8—Types of Nonverbal Feedback 

This activity is designed to be completed as a total group. 
•	 Read together the definitions of Hot, Warm, and Cold, nonverbal 

feedback on page 33 of their workbooks. 
•	 Read the following statements in the manner noted. 
•	 After each reading discuss why each nonverbal was either Hot, 

Warm, or Cold. 
•	 Ask students to take notes on the activity page on page 33.

Statements

“I thought you followed all of the steps really well.” (Say it in a gushy, really 
sweet way.)

“You said that everyone can have a different opinion. It’s OK.” (Say it in a 
mean, angry way like you really don’t mean what you are saying.)

“You looked at your co-actor and seemed to listen to what he said.” (Say it 
in a friendly, helpful way.)

Discussion

As a group discuss the three questions following the activity.
Explain to the group that the specific words that were used in all 

three examples of feedback were positive. They were stated positively, 
told what was done well, and mentioned specific actions. What was 
different was the way the examples were said. If desired, ask students to 
say each of the sentences with positive non-verbals to make all of the 
examples into warm feedback.
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in the scene? Why are there (items) in this scene? Be sure to ask the 
students what they think will happen based on the clues identified. 

Step 4: After the clip has concluded, ask again what skill the students 
saw in the clip and reveal the correct answer. Discuss why the skill 
shown was appropriate or inappropriate and have students explain 
why. Replay and pause the clip to show clues that were overlooked 
or important. Ask the students about body language, facial expres-
sion, tone of voice, setting, and other aspects of the scene to identify 
nonverbal aspects which were perhaps initially overlooked. 

Step 5: Explain to the students that you have three additional video 
clips about showing affection that are loaded on their laptops. 
Explain that they will watch these clips and report their observations 
using the Video Breakdown form in their Student Workbooks on 
page 42. Instruct the students to watch the videos independently and 
complete the worksheet by checking whether the video showed an 
appropriate or inappropriate way to show affection. For each video 
clip the students will write briefly how the person in the clip showed 
the skill, as well as one reason why they thought it was appropriate 
or not. 

Step 6: After each student has independently reviewed and completed 
their analysis of the three clips, have a whole group discussion to 
share each other’s findings. Consider each response and lead a 
discussion about why they made those decisions. Show segments of 
the clip that support (or do not support) the student’s analysis.

Activity 2.2—Video Breakdown

What social skill was featured in Clip 1? ________________________
Describe how the character used the skill:  

Did this clip feature an appropriate or inappropriate demonstration of the skill? 
___ Appropriate 	 ___ Inappropriate

Give at least one reason why you selected appropriate or inappropriate:

What social skill was featured in Clip 2? ________________________
Describe how the character used the skill: 

Did this clip feature an appropriate or inappropriate demonstration of the skill? 
___ Appropriate 	 ___ Inappropriate

Give at least one reason why you selected appropriate or inappropriate:
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Video Feedback Rubric Form

Unacceptable Ok Good

Listening Without 
Interrupting

Cutting the other 
person off when they
are talking

Talking loudly over
someone

Letting the other 
person finish, but then 
making comments that
are completely 
unrelated and focus 
only on your interests

Using poor listening
skills (e.g., not looking 
at the person, not 
engaged with what 
they are saying)

Allowing someone to 
finish speaking before
making your comment

Responding to what
the person said with a 
relevant response

Using good listening 
skills (e.g., looking at
the person, nodding
your head, etc.)

Peer Evaluation 

Many students with autism have a difficult time informally learning 
social behaviors by watching others. One reason for this may be that 
they fail to attend to the most important features of another person’s 
behavior. Using structured peer-evaluations requires students to key 
their attention to specific, relevant aspects of peer behavior. Similarly, 
many students have difficulty receiving constructive feedback about 
their social behavior from peers, often leading to arguments with the 
peer. This strategy provides feedback opportunities to be structured in 
safe and supportive instructional environments where both students will 
benefit. Therefore, this strategy is used for the following skill groups: 
Group II: Social Comprehension and Group IV: Problem Solving.

Activity 2.8—Peer Evaluation Form

Materials: Student Workbooks; Giving Information Non-Verbally Skill 
Poster

Step 1: Provide a brief review of this previously learned skill. Include 
examples and non-examples of communicating specific behavior 
through body position, facial expressions, and gestures. 



41

Homework Report 1

Explain that the first part of the homework assignment will be their plan 
for using the skill.

•	 Write your name and the date on the lines at the top of page 63.
•	 Skill Steps. Typically, the skill steps for this skill will be written for 

you. Sometimes you may need to copy the skill steps that your group 
leader provides onto your Homework Report.

•	 With whom will I try this? Then you will plan with whom and when 
you will try the skill. 

•	 When? When will you try your plan?
•	 Supports. As part of your plan, you and your group leader will decide 

on the supports that will help you be successful in your practice of 
the skill. Examples of supports may include coaching (someone 
guiding you through the skill), a supportive peer (a friend who will 
prompt you if needed), or another support. 

Explain that the following section will be completed after they try out 
their plan for skill use.

•	 What happened? After you have practiced the skill, write about what 
you did. You may want to add what the other person did after you 
used the skill. 

•	 Which skill steps did you really follow? (List)
•	 How did I do? Then you will evaluate how well you did by circling 

one of the numerals indicating if your skill use was Really Good! (4), 
Pretty Good (3), So-So (2), or I Need to Try Again (1).

•	 Why did I circle this? Finally, you will explain why you decided on 
this rating.

Explain to students that when they become more proficient in completing 
Homework Report 1 and generalizing skill use outside of the classroom 
or clinic setting, the group may return to this workbook for instruction 
in the other homework levels. 

When students are ready to move to the other levels of homework, 
read together these sections in their student workbooks.



Accepting Another’s 
Opinion

1. Listen without interrupting.

2. Think about what is said.

3. Say to yourself, “Everyone 
can have a different opinion. 
It’s okay.”

4. Answer or comment in a 
respectful way.

Skillstreaming Children and Youth with High-Functioning Autism  
© 2017 (Champaign, IL: Research Press, www.researchpress.com, 800-519-2707).  

May not be reproduced without permission.
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The Role I Played  
(Starting a 

Conversation)

What was my role? _____________________
If you were the main actor, check off the items that you did: 

❏ � I told about the time I need the skill.
❏ � I chose a co-actor.
❏ � I gave the co-actor information.
❏ � I acted out the skill steps.
❏ � I did my thinking aloud.

If you were the co-actor, check off the items that you did:

❏ � I was helpful to the main actor by acting in a real-life way.
❏ � I gave helpful feedback to the main actor.

If you were an observer, check off the items that you did:

❏ � I listened.
❏ � I watched.
❏ � I said if the main actor followed the step I was watching 

for.
❏ � I gave helpful feedback.
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Skill Posters Overview  
 
The Skillstreaming Children and Youth with High-Functioning Autism Skill Posters are a set of 
80 large-format 12″ × 18″ visual supports designed to reinforce the prosocial skills taught in the 
Skillstreaming curriculum. 

Each poster clearly displays the behavioral steps associated with a specific skill, providing 
students with an accessible visual reference that supports learning, review, and real-world 
application. These posters are ideal for classrooms, counseling environments, social skills 
groups, and other instructional settings where consistent reinforcement of skill steps is beneficial. 

By presenting each skill in a clear and structured format, the posters help children and youth 
strengthen social understanding, improve retention, and build confidence in using prosocial 
behaviors across a variety of situations. 

Note: For effective implementation, the core program book Skillstreaming Children and 
Youth with High-Functioning Autism: A Guide for Teaching Prosocial Skills should be used 
prior to incorporating additional Skillstreaming materials. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



List of Poster skills  
 
Group I: Relationship Skills 

Beginning Relationship Skills 

1. Listening Without Interrupting 

2. Greeting Others 

3. Responding to a Greeting 

4. Asking a Question About the Topic 

5. Staying on Topic 

6. Responding to Questions 

7. Taking Turns 

8. Complimenting Others 

9. Helping Others 

10. Encouraging Others 

11. Cooperating with Others 

12. Sharing 

13. Asking a Favor 

Advanced Relationship Skills 

14. Starting a Conversation 

15. Continuing a Conversation 

16. When to Introduce a New Topic 

17. Accepting a Topic Change 

18. Ending a Conversation 

19. Responding to Offers to Join In 

20. Asking to Join In 

21. Communicating Preferences 

22. Accepting Another’s Opinion 



Group II: Social Comprehension 

23. Reading Others

24. Reading the Environment

25. Using a Friendly Voice

26. Using a Respectful Voice

27. Giving Information Nonverbally

28. Attending to a Model

29. Respecting Another’s Boundaries

30. Showing Interest in Others

31. Understanding Differences

32. Taking Another’s Perspective

Group III: Self-Regulation 

33. Regulating Your Attention

34. Recognizing Anxiety

35. Deciding What Causes Your Anxiety

36. Dealing with Anxiety

37. Checking Your Voice and Interests

38. No Means No

39. Using Self-Control

40. Dealing with Change

41. Dealing with Boredom

42. Responding to Authority

43. Checking Your Behavior

44. Affirming Yourself

Group IV: Problem Solving 

45. Determining Private Information

46. Understanding Rules of Swearing



47. Understanding Rules of Touch 

48. Planning for Stressful Situations 

49. Defining a Problem 

50. Considering Alternatives 

51. Choosing an Alternative 

52. When to Change Strategies 

53. When a Rule Doesn’t Work 

54. Giving Feedback 

55. Seeking Attention 

56. Accepting Attention 

57. Making a Complaint 

58. When You Don’t Understand 

Group V: Understanding Emotions 

59. Knowing Your Feelings 

60. Feeling Different 

61. Expressing Your Feelings 

62. Calming Your Feelings 

63. Showing Affection 

64. Recognizing Another’s Feelings 

65. Showing Concern for Another 

66. Understanding Another’s Intentions 

67. Dealing with Another’s Anger 

Group VI: School-Related Skills 

68. Asking for Help 

69. Ignoring Distractions 

70. Contributing to Discussions 

71. Taking a Break 



72. Setting a Goal

73. Completing Assignments

74. Following Adult Directions

75. Asking for Information

76. Organizing Materials

77. Making Corrections

78. Preparing for Class

79. Dealing with Transitions

80. Interrupting
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