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_knowledge. -These clusters of capabilities providé the basis fqr the )

-

"Extending the Challenge: T e

Working Toward a Common Body of Practice for Teachers

\
-

Concerned etducators have always wrestled with issues of excellence . t..

and professional development. It is argued, in the paper "A Common Body

qpf Practice for Teachers: The Challenge of Public Law 94-142 to Teacher

Education,'* that the Education:for'ﬁll Handicapped Children Act of 1975
" ' . »

provides the necessary impetus for a concerted reexamination of teacher
education. Further, if 1s argued that this reexamination should enhance

the proﬁéss of establishing a bodﬁ of knowledge common to the members of

L] ©

the - teaching profession. The paﬁér continues, then, by outlining

1

clusters of capabilities that may be included in the common body of : .
_ - .

following materials. . . . '

‘ t \
. s The materials are oriented toward assessment and development. .
’ ®

. , . )| ,
First, the various components, rating scales, self-assessments, sets of

» .

ovjectivesy and respective rationale and knowledge .bases are designed to

~

enable teacker educators to assess current practice relative to the
knowledge, skills, and commifments outiined in~the aforementioned paper.
The assessment is conducted not necessa;aly to de}ermine the worébiness
of a prograﬁ or practice, bug rather to reexamine curregt practice in
order to articulate essential commop? e Lements of teacher education. In
effect then, the "challenge" paper and the'ensuing materials incite
further discussion regarding a common body'of practice for teachers.

. b !
Second and closely aligned to ass%ssment is the development per-

spective offered by these materials. The assessment process allows the

*Published by the American Association of Colleges for Teacher Education,’
Washington, D. C., 1980 (§5.50).
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4 ) user to view current’practice.oh a developmental continuum. Thergfore,

desixred or more appropriate practice is feagily identifiable. 0n~éﬁother, T
] - - a B ) r ¢ L -
. perhaps more “importaat dimension, the "challenge" pqggr‘and these materials

" focus discussion on preservice teacher education. In making decisions
. v . . : N $

tégarging a common bodg of pfaétiCe it is essential that specifit knowledge,

_ skill' and ‘commitment.be azﬁuifedfat the preservice level. It is essential ’
T ' % . s
. . A ' ' ( ’ ‘.
PR that other additional .specific knowledge, skill, and cormithent be
] * ‘.‘ ' ' ' , :
acquired as a teacher is inductkd-into the profession and matures with

-

years‘of,expﬁfiencgf Défferen;iafing among tﬁégg levels of ﬁrofessional

'qf. develo;mfnt is paraToun;: These m{terials can P; qsed'in forums in
whichﬂfOEQ§ed di;cuséion will explicate better the necessarﬁ‘elements of

. phéserv;ce teacher education. Thi;‘explicztion will then allow-more

K\\;i:oductive,distoursé on the necessary capabilitles of beginning teachers

.

d the necessary capabilities of experienced teachers.
3 * -

i -

v In brief, this ?ork is an effort to capitalize on the creative
w6 S
. . R Y L]

ferment of the teaching profession in striving toward exceilence and
’ 0
’ .

proféssienal develepment. The~Work is to be viewed as evolutionary and .

Sa

formative. Contributjons from our colleagues are heartily welcomed.
S 7.

. ’ -
/ . . - . ‘ L]
. *’v\ . - I’
. ' ‘ .
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This paper presents one module in a series of resource materials which

are designed for use by teacher educators. The genesis of these

materials is in the ten "clusters of capabilities," outlined in the. oo
paper, "A Common Body of Practice for Teachers: Thg Ehallgnge of Public

Law 94-142 to Teacher Education," which form the proposed core of pro-

fessional knowledge needed by professional teachers who will éractice in

the world of tomorrow. The resource materials are, to be used by teacher

educators to reexamine and enhance their current practice in preparing

. , ?
classroom teachers to. work competently and comfortgbly with children who .
have .a wide range of individual needs. Each module provides further '
elaboration of a specified "cluster of capabilities" - in this case, ) .
strategies for accommodating exceptional students in regular classroom
settings. ) )
~ v )
\ ’ 4
I
Y
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»
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CLASSROOM STRATEGIES FOR ACCOMMODATING EXCEPTIONAL LEARNERS

. 3 ~~

v’
»

Children without identifiable special needs may exist; classrooﬁs
filled with such children do not. Classroom teachers throughout the

country must possess the skills for and be dedicated 'to teaching students

|
. i
with sensor}al impairments, students who do not’ "fit" the curriculum due s i
to retaraation or giftednes;, étﬁdents who have learning or beﬁavioral |
'disabilities} andfstudentsiwho may not have a label but nevertheiess (
exhibit a special need. The module addresses the following areas of )
. . hr#/

concern in accommodating these exceptional leamers: _ .
N . '
1. . initial factors such as room énvironment, coord1nated planning
and peer integration; ‘
assessment by the classroom teacher for various purposes;
self pacing instructional opt1ons-
~adaptation of materials; N
scheduling'of.time, personnel, and instruction;
monitoring of apt1v1t1es by students and teachers, including
grading alternatives.

s wn

Few regular classroom tedchers have been trained as special educators.

None, :to our knowledge, ‘has been trained im all areas of exceptionality.
. ]

However, most tregular educators will be challenged to teach students *
. ] /

with a wide range of behaviors and abilities. It may well be that the

single most important result of learning to accommodate the exceptional

. &’ A}
student will be that teachers will be better able to réach all students.

Accémmggation ﬁéEhniques for® one educaple mentally retarded student

may facilitate learning for four or five slow learners. ‘Actiyities for

a gifted student may provide the spark for motivating'ihe$disinterested
student cf average ability. The science passage taped for a visualli' ‘
impaired student may be listened to by some of the poorer ‘réaders.

The materials in this module are designed to assist faculty members

of colleges of education in equipping preservice teacher to accommodate
. :

iv vy
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the needs of all learners. Each section is constructed with the follow-

ing format:

1. Rationale -’th do researchers and experts in the field recommend

knowledg§ of these topics, for teachers in mainstreamed classrooms?
2. Body of Knowledge - what skills can preservice teachers develop

to meet the qxtended needs of a mainstreamed classroom?

3. Resourges - where can teacher educators and prospective teachers

turn for more infqrmation? The resource sections will include one or

more of the following categories:
o /.
a. Referencés and Recommended Readings - cited references; books and
s -
articles that develop-concepts more fully, present more thorough

[

¥

research support. ' ' N

b. Practical Resources - resources for classroom teachers aimed
. s [
at application of concepts. o

c. Media Resources - films and filmstrips that may be used in

teacher preparation courses; some may also be used by teachers

with their elementary or secondary students.

4, Learéing Activities - instructional activities for use in
college education courses; in-class and beyond claés,suggestions for
expanding and applying knowledge.

. The sections of the accommodation’module have been structured as
described in order to facilitate use as individual units. For example,
college faculty may wish to include the section on informal ;ssessment
in a tests ‘and measurement ééhrse, or the section on adaptation\of
materials in a language arts methods course. It woul? also be quite
possible to use the Self Asgessment section as a pretest, and individ-

ualize delivery of the content based on performance (e.g., student A ©

L ]



studies entire module, student B studies section on self-pacing optious,

etc.).
Some topics in the present module have been more fully developed in

other modules in this series. Of particular interest are the following:
Cupriculum Based Assessment and Evaluation Procedures

Individualized Imstruction: Writing Individualized Educational
Progrdms . - i

Promoting Constructive Student-Student Relationshibs Through
" Cooperative Learning . .

1

Curriculum Assessment and Modification

Peer and Cross-Age Tutoring

Psychological Education: Instructional Approaches for Teachers
i

[ 4

. vi |
f




Table of Contents

Introduction *
Objectives

_Reasonable Objecfives for Teacher Education

A}

Rating Scale for the Teacher Preparation Program
4

Self Assessment
Rationale ;nd Knowledge Ba;e
Initial Factors
, Rationale
\Body of Knowledge
Classroom Environment : .
Cocoperative Planning
Peer Integration
Resources ,
References and Recommended Réadings
Practical‘Resources
Medi; Resources
Learning Activities

.

Assessmeﬁt
’ Rationale
Body of Knowledge‘
Classroom Assessment Options
Informal Curriculum Assessment Optilons

Reading

Mathematics

ERIC ' Ty

12
12
12
13
13
16
18
21
21
23
24
26
30
30
32

32
34
34

39



2

f(esources
References and Recommended Readings
Learning Activities

Reading: Assessment of Classroom Learning
Environment - Reynolds

-Adapting Materials '
Rationale |
Body of Knowledge
Types of Adaptations
' Materials Adaptation Techniques
Self Pacing Options |
Resources '
References and Recommended Readings
Practical Régources
Learning Activities
Scheduling
" Rationale ' | o
Body of Knowledge
Time |
- Personnel
Materials and Resources
Instruction
Resources
References and Recommended Readings
y Learning Activities
Monitoring Acad;mic Activities

Rationale

Body of Knowledge

47
58
58
61
61
67
74

87

87

88
90
92
92
93
93
108
112
114
122
122
124
127
127

127

Y-



' Elementary“School Settings 128
Secondary School Settings ' : 129
Student Self Monitoring ' . 130
Teacher Monitoring 13i
Daily & Weekly Monitoring . 134
Cooperative Monitoring _ 135

Resources 147
References and lecommended Readings 147

Learning Activities ) 149

Article: Alternative Procedures for Grading Handicapped
Students in the Secondary Schools 152




Glijectives

upon completion.of this module you will be better able: : y

1. To identify and to discuss the impact of at least three factors
) which may influencevsuccessful classroom acgommodation of
exceptlonal learners. v
2. To prepare, administer, and evaluate student performance on at

least two informal assessment procedures. -
L.

. 3. To identify self-pacing options that accommodate exceptional
: learn%fs in regular clagsroomsh .
4, . To identify reasons why/regular classroom materials may need
to be adapted. / ' : ’ .
. N .
5. To identify five levels of adaptation which teachers may use

to alter regular classroom materials for exceptional learners.
\
6. To identify material aflaptation techniques for spec1f1c
problem situations or student behaviors in regular cxassrooms.

+ 7. To identify procedures for alternative scheduling patterns for
time, personnel, and instruction that increase accommodation
of exceptional learners in regular classrooms.

5. To identify and discuss techniques for monitdring student
performance that may be used by teachers and/or students.
g, To identify, compare, and contrast alternative grading options
for exceptional students.
i - _—«
‘. )
k_mw g

/-\
‘
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Redsounable Objectives for Teacher Education , .

All students should have well-structured knowledge, practical
skill, and commitments to professional performance in the followiag
areas relating to accommodating exceptional learners: =’

1. Integrating exceptional students into the regular classroom

. Informally assessing student needs

-,

. » Providing learning options

o

&

. Scheduling time, personnel, resources and instruction
’ "ok

2
3
4. Adapting materials
5
6

. Monitoring academic activities

P
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Rating Scale for the Teach€r Preparation Prodram

1.

23

————

}

4

3.

4,

———————

5.

/
Check the statement that best describes the level of your

present teacher-education program on the topic of adcommodatmq5
exceptionai learners.

Preservice teachers have been prepared to teach a "normal"
heterogenebus.range of stqd€nts, and are awaré t?at some qQrouping
may be necessary. They héve qct been prepafed for the possibility
of teaching exéeptiona] students ip their classes. TN

‘Preservice teachers have been prépared to teach a "normal"

-
.

heterogeneous range of students, and have received training on
a§i1ity grouping and some informal assessment. [f any excep-
t;iona1 students are placed in their class, they will tend t0 turn
fmmediate]y to special service personnel to take over.
Preservice‘teachers have been prepared to expect mainstreamed\“
c1a$srp9ms. They argqfami1iar with informal assessment techniques,
some material adaptation techniques, and_hﬁve knowledge of special
service personnel available to them for more specific intervention.
Preservice teachers have been fully instructed on the integration of
- exceptional students in their regular classrooms. They are
comitted to meeting the needs of these students through informal
assessnent, material and instructional adaptations, and close
interaction with support service personnel, Howgver, they have
little actual experience with special needs students.
Preservice teachers have been fully prepared to meet the needs of
all students in a mainstreamed classroom, They are committed to
and practiced in the use of informal assessment, material and
instructional aq§ptation, and complementary team work with special

service personnel, Field experience in mainstreamed classrooms.has

provided these teachers with the confidence to teach future students.

1o



SELF ASSESSMENT

Sy e

Match the following:

1. cooperative planning a.
2. IRI —

w
3. cloze prgcedure

b.

‘4. instructional reading level
5. resource bank c.
6. mini~contracts
7. pass/fail grading di

8. . , Learning activity packets

Ve

9. job sheets e.
LN
f.
2.
.
S h
i.
J-
k.

includes a task to be
completed in one class

‘period, with a designated -

criterion and consequence

a process for joint problem-
solving and coordination

a centrally located center
for materials and teacher
education ,texts -

a method of determining
placement in a graded
series of reading texts

3
a teacher-written learning
program containing all
materials for study of a
specific topic

focus on a particular
objective, with sequenced
activities for reaching
objective

a method of assessing a
student's comprehension of
a textbook

based on minimum competency
rather than level of accom-
plishment

student can read if provided
assistance with new vocabulary,
guide questions, and maybe
motivation

organization of a talent/
needs system within a
classroom

student can read without
additional teacher interven-
tion

ey

e
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Short answer:

10. List three steps a teacher could ‘take to enhance social integration)
. in a mainstreamed classroom.
a.
b.
c.
11. How could the concept of density affect classroom environment?
12. List two ways of assessing the "fit" between a student,and:his/her
social studies text.
a. ,
- b. ’ ‘{
Define:
13. Cueing ‘ | . ‘
3
14. Input mode ) .
, 4
15. Advance organizer
16. Learning center’ ‘ .
17. Cooperative mcnitoring

o B

1/



Application . A

18.

19.

20.

Select one of the following situations (circle or name the situation
you select) and describe two adaptations for the class assignment
that could be made in each.of the following areas.

a. The assignment fBr a fourth-grade math class is to work 30
story praplems (requiring multiplication with two-place multi-
plicands%. The problems are to be copied from a text and
worked on paper. The teacher hkas worked two problems on the
ct.alkboard, but has erased his work. One example is presented
on, the textbook page. '

b. A tenth grade scieance teacher instructs students to read a
24-page chapter on the circulatory system. The entire chapter
is to be read before the next class period and students are to
be prepared to discuss the content. '

. il

Length of task
Motivation
Complexity of task
Concept load

Reading level

t

You wish to obtain the following information about a student's
performance. Identify at least two informal assessment techniques
that a regular classroom teacher might use.

a. You want to know whether an individual student can read inde-
pendently a social studies text (readability = 7.6).

b. You want to know what math skills a fifth grade student has
mastered.

c. You want to know in which reader a third grade student with
reading difficulties should be placed.

d. You want fnformation about the educational history of a student
experiencing difficulties in your class.

You are evaluating the environment of your classroom to determine
whether it accounts for the special needs of the following students.
Identify which questions should be asked for each student by writing
the letter(s) of the question(s) on the blank by the student descrip-

“tion.

)3

a. Student has a mobil.ty handicap and is in a wheelchair.
Student does grade level work. :

15
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b. Student has a learning disability. Student has
above average general knowledge, is ap excellent
student in math, llstens very well, has poor reading
and writing skills. ' .

.

c. Student is severely visually impaired and needs a

o~ large magnifier or large print books.. Achievement
levels .are near average, student is an excellent
speaker. ' D

d. .Student. has emotional p?ﬁblegs ané fears close
contact yith other students. Student is accurate
but works slowly and deliberately.

e. Student has a hearing impairment, wears a hearing
aid, and is a good lip reader. Achievement levels
- are near average. Student dislikes school. S/he is
quite interested*in horses.

-~

A. Does the learning environmen} take into account that students
work at varying rates? '

e

B. Does the learning environment take,into account that students
use different methods to learn? . » ¢

C. Does the learning environment take into account that students
need more desk surface space when using special equipment?

D. Does the learning environment take into account that some
students need wide aisle spaces? '

E. Does the learning environment take into account that students
. with certain disabilities need freedom to select the best
learning location? '

F. Does the learning environment have space for listening?

G. Does the learning environment have space for viewing visual
materials such as filmstrips, slides, videotapes, etc.?

H. Does the learning environment hzve space for solitude? /i
I. Does the learning environment have space for storage of special
equipment?
. J. Does the learning environment have materials which are at
e various levels?
K. Does the learning environment have materials which are relevant '

and motivating?

L. Does the learning environment provide private work space?

»

1y
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Assessment Key 1
~ ‘. 3
T b 1 :
‘e _g_ 2. ’ ' -
g 3. 7/
i 4, '
e 5. ~
2_ 6. .
_h 7.
._J._‘S I s
£ 9.
, ¢
, 10.-12. ﬂul&iple_pqssibilities; cf. peer integration, room environment
. . : . and assessmenf sections.
13. .Cueing is a procedure where the teacher prompts the student to
use a previously learned technique or strategy in relation to
a specific task. *
14, An input mode is the process a student uses in&geceiving ’
information, ‘including seeing, hearing and doinfg.
15. . Advance organizers are teacher statements that preview essential
vocabulary or content, relating new iqformation.to previous
knowledge. W
16. Learning centers are designated areas in the classroom that
contain printed materials, media, and instructions for self-
instruction. ' :
17. Cooperative monitoring involves students and teachers in devising
"~ and administeegng an evaluation system. :
>
Application Section ' : /
18. a.
b.
19. a. cloze procedure
Informal Reading Inventory (IRI)
b. Informal Math Inventory
Curriculum-Based Assessment (use of scope and sequence)
»c. IRI
cloze
d. interview r
) review of records f
(observation)
20. a. D
b. A,B,J, (F,G may also be counted as correct respopses)
c. A,B,C,F,I,J
d.- A,E,H,L , -
A e, B,E,G,J,K (D may also be counted as a correct response)

<U




! . INITIAL FACTORS
Rationale

Y

rg

TN 5 .
Befoxe teachers can successfully accommddate exceptional students

in "regulaf" classes, they must believe that such students'should be in

their classes (Bircp, 1974). Objections to mainstreaming have included
comments such as, "They can learn so much more in classes designed
especially foﬁﬁthem," and "Isn't that what the special'edgcators are
trained for?" As tgzcherS'b?come aware of the research sﬁpport_fqr
mainstreaming, they are more'likely to accommodate exceptional students
with .philosophical as well as emotional commitment. |
Students'with various exceptionalities have been successfully
mainstreamed even in the era of increased special education classes,
1950-1970. Studies of hearing impaired (Connor, 1976),'visually impaired ,
(Campbell, 1955), physically impaired (Anderson, 1973), and educable
mentally handicapped (Carter, 1975 Har1ng & Krug, 1974) students point

to some common findingss

1. academic achievemeht for mainstreamed students is usually
equal or higher than achievement of students in special education
classes (Turnbull & Schulz, 1979). - A

&

2. social development is enhanced by placement in regular classes
(Blankenship & Lilly, 1981).
3. "positive results are found only where there are close ‘cooper-

ative relationships between regular teachers and special educators”

e

(Reynolds & Birch, 1977, p. 101).

In preparing to teach a classroom of students, some of whom are

exceptional, the teacher must examine several areas before students

21
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arrive. Is the physical arrangement of the room,‘including special
service staff, designed for a smooth and integrated program for excep-
tional students ---and the rest of the class? Finally, has a thoughtful
approach to educating and sensitizéng peers been established? These v
questions and some sugges?ions for answering them will be presented in
tﬂ; folléwing sections. -

qux of Knowledge .

Classroom Environment ~ . ‘K

Even before the first pupil arrives, most teachers have an oppor-
. tunity to survey the intended classrooms and make mental notes about.
maximizing their space. Decisions are made about desk arrangements,
storage, and display areas; It is important, for teéchers to view pro-
spective classrooms with an eye to the ngzds'of exceptional students.
The following categories may prove helpful in s&bh an analysis:
1. Mobility )

a. The doorway and desk arrangements should‘be accessible
for a person in a wheelchair.

b. The visually impaired student should be introduced to the
entire classroom and encouraged to make a ''cognitive map" of permanent.
as well as movable fixtures (Reynolds & Birch, 1977). If possible, the
room arrangement should remain constant. '

- 2, Sound { | |
Background noise éhould be kept to a minimum for hearing impaired
students, and for highly distractable students. Effective sound control

can be achieve?“by carpeting, study carrels, noise-blocking earphones,

and separate study and activity areas.

2z -
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- 3. “Sight
a. Parially sighted students should be seated as close as possible
J

to boards or screens intended for their viewing. They should be encour-

aged to move about the room when the focal point of a visual activity

»
[

changes.
o

b. Students who are easily distracted, or who are confused by the -

usual visual bombardment of a colorful classroom, may work better in a

plafh, undecorated study carrel. : ‘ g
LI . )
4. Seating
a. Desks should be appropriate in size and aqcessibility for

P
ot

physically handicapped students.

¢ b, Seating for hearing impaired students (and their interpreters)
should be close to the teacher; and at the center of group activities.

* c. Seating should be flexible within a given day or class beriod.
Many learners benefit from classroom freedom to méve their desks for

paired studying, small group instruction, or partial isolation.

&S
&
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Researchers have identified several comﬁoﬁeqts which are basic
considerations in room design. Masloﬁ and Mintz (1956) studied the
effects. of aesthetic room variables.and reported the impact,of beadiiful
and ugly decors. Beautiful rooms produced feelings of comfort,
importance, energy and the desire to contin;e an aEtivity whereas an
ugly. decor produced fatigue, discontent and monotony. Gallagher (1979)

suggested that clocks, desk trays, study carrels and designated activity

' areas were essential elements in the structure of a classroom for .

emotionally disturbed youth. Teachers at all grade levelé have noted ,

the énhancing affect of circular, rathef than straight—row, seating for
discussions. .

Hewett (1968) engineered a classrqom.design which included the
grouping of desks and activity centers to maximize suctess. Behavior-
ally disordered students were scheduled into the areas design;ted by a
hierarchy of tasks. Volkmor, Langstaff and Higgins (1974) described the
organization of regular classrooms which featured the decentralized or
open concept. This concept elicited students' participation in diverse
activities located in individual and/or small group arrangements. A
center of activities rather than a traditional row of desks was empha-
sized.

Savage and Mooney (1979) noted that many students with reading
difficulties need a classroom environment that will "facilitate variety
ig)reading instructional activities" (p. 295). They suggest reading
skills center, a listening station, a uniter's corner, a media Fenter,
interest centers and a library corner.

Density is a variable which needs consideration when some special

students are mainstreamed into a class. Density or crowding may have

<4
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3

negative effects on students' academic performance, social int;raction
or mobility. The number of persons in the crowd ﬁ;y cause ; feaction
for some; for‘others it may not‘be the number in the crowd but the
number of interactions necessitated by a crowd which is the signifinnt

factor.

Cooperative Planning -

While some classroom teachers may feel that they are quite alone in

the responsibility of planning instruction, others may wish they were.
R
The teacher who has painstakingly scheduled and integrated a class
rq?tine isiiot'always receétive to the news that children will be leaving
this routine for rgmedial reading or math, speeeh thérapy, LD resource
help or any one of a number of student services. However, if teachers
consider these services in their own planning, they can form a more
educational, complete curriculum for each student. | |
. Cooperative plamning is a process through which teachers and

special service personnel jointly problem_solvefanq implement stratg&ies
to coordinate a student's regular and special education experiences, in
order to achieve succes;ful integratioq in both environments. Although
not an easy process, cooperative planning is crucial if. the exceptional
learner's educational activities in the regular and special classrooms
are to complement one{anbther and to form a Foordinated program.

Both regular and special education teachers bring a wealth of
knowledge to cooperative planning situations. The regular classroom.
teacher, knowledgeable of the regular education curriculum in all areas

and of his/her own classroom, is a valuable source of information about

the exceptional learner's mastery of that curriculum as well as his/her
y
]
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academic, behavioral, and social performance.within the regular classroem;
The spécial education teacher, on the other hand, will contribute knowledge
of épecific héndicépping cpnditiong, their educational m;hffestaiions,
and (if involved in indivi&ual formal and {nfogmhl testing) knowledge_of
the exception;1 student's performance on sp?c;fic s#ills outside the
classroom setting. Both teachers' skills in éurriculum; knowledge of
developmental skills of children ;nd adolescents; instructional manage-
ment ; prpbleﬁ solving; regular, remedi?l, and exéeptionél education; and
communicagisn"will be used to develop énd implement a plan for coordi-

nation of the learner's regular and special education experiences.

The kéy to cooperative planning is communication, both in the

Y

¢

initiai~p;anning and throughout tﬁe year. Special service Personnél and
classroom teacﬁers have definite time'coqstraints, making joint planning
impérative.' An Indiviaualized Educational Proéram (IEP) conference is
often a good timé.for specifying services and optimum delivery times.
As the year progresses, students. may become messengers between teachers.
The following series of notes between Mr. Smith, 6th grade teacher, and
Ms. Jones, the remedial reading teacher, was carried (and read) by
D;vid:

Mr. Smith: David tells me you are doing an especially interesting

.unit-on dinosaurs during his remedial reading session. Shall we

change his time?

Ms; Jones: Good suggestion; I feel David will really benefit from

this unit. How about 8:30 - 9:00 on Mondays and Wednesdays or

1:20 - 1:50 on Tuesdays and Thursdays?

Mr. Smith: The Tuesday - Thursday Sime works well for me. By the

way, I have picked up several books about dinosaurs with a low

readability level for David. Perhaps some of your other students

would be interested, too.

24
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Peer Integration

All but the terminally hard-hearted have been moved at some time by
books and films of courageous young handicapped people who, have entered
the lives of the unaware, changing “them forever into compass1onate,
empathic people. Such a transformation, if it happens, does not come .
about by accident. A teacher may play a role as important as the handi-‘
capped éhild plays in enabling this change of attitude. However, each
situgt%on demands different handling, and each teacher must have some
plan to handle the integraﬁion of the exceptional child into a regular
cla;sroom.

When a teacher learns that s/he will have an exceptional student in
class, s/he might consider the following steps in handling social integra-
tion.

1. Is the exceptionality one thag neeas to be explained to the rest of
the class? Would such an explanation benefit the exceptional
student? The other students? '

2. 1f the teacher decides "yes," s/he should obtain information about

the area of exceptionaligy.

3. The teacher should talk with the special servfze persen who has
worked most directly with the exceptional student in the past. The
teacher may also develop sensitivity to the special student by
reading evaluation results and other material describing the student's
strengths and weaknesses. However, many teachers feel they would
rather form their own opinions about specific capabilities.

4. The teacher should arrange a conference with the student to discuss
how s/he feels about joining the classroom and what other students
should be told. Depending on the age of the student and the

2/
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circumstances, parents or other teachers or counselors might be .
present.

5. Three options should be discussed with the student.

a. The student can talk to the class and explain his/her handi-

capping condition. Often students will be more knowledgeable
lthan any other source, especially about how much or how little
lhelp they expect from peers.

b. The student can give the teacher the basic information to
present to the class, and would be present herself/himself to
answer questions.

c. The student may choose to leave the classroom while the handi- A%;V
cap is explained to the rest of the class.

6. The teacher sh;uld provide materials relevant to handicapping
conditions. Many excellent books and short films are available for

various grade levels, such as

Glazzard Meet Cimille & Danielle: They're Special Persons (hearing

' *

impaired)
Encyclepedia Britannica (film) "Let Me Try" (mentally retarded)'

Feeling Free Film Series "Ginny" (dwarf), "Hollis" (cerebral palsy),

&

"Laurie" (visually impaired)

Glazzard Meet Scott: He's A Special Person (specific learning

disability)

Encyclopedia Britannica (film) "Everyone Needs Some Help" (speech -
impaired)

(For additional resources, refer to the end of this section)

7. The teacher may want to guide the class through some simulation

activities to heighten awareness about how handicapped students do

2Y
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things and how other people react to them. Donaldson (1980)
reported that for such simulations to be effective, they must be
done realistically, and s; the students participating can observe
the reactiohs of nonhandicapped persons.. If a student is going to
get an.idea of how it feels to operate from a wheelchair, for
example, s/he should ride into an unfamiliar environment wﬁere
others think the confinement to be real. Simulations of blindness,
deafness, or a learning disability could add significantly to
students' understanding of how the handicapped student compensates,
adjustsm learns and fecls. Resources that present simulations are

listed at the end of this section.

24
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Practical Resources - °
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4
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Media Resources: - Attitudes of Students Toward Exceptional Individuals

1. Déveloping Understanding of Self and Others (DUSO) - unit on
differences among individuals (not specifically designed to
.~ : : refer to exceptionalities, but can be adapted).

v

American Guidance Service
Circle Pines, Minnesota

2. ZOOM films - Ten films (approx. 6 minutes each) were developed
regarding exceptional individuals (children) who are main-
streamed in the school and community. The films were developed
for the children's television program ZO0OM. The films empha-
size likeness among children.

~ Distributor: Encyclopedia Britannica Educational Corp.
1822 Pickwick Ave.
! Glenéiew, Illinois 60025

3. VWhat If You Couldn't.. . . ? = a program for elementary school:>
about handicaps. "The purpose of the unit is to create an
awareness and sensitivity among non-disabled children and
teachers alike to ‘the needs of handicapped children. The kit
provides access to real information with hands-on interaction,
support, values clarification, and answers to questions that
can prevent common misconceptions. The activities develop’the:
attitude that handicapped persons - including those that may
be mainstreamed in class - are-people first and handicapped
second.

Opening Unit - Some Ways the Same, Some Ways Different. Other
units: Visual Impairments, Hearing Impairments, Mental Retard-
ation, Learning Disabilities, Emotional Problems, Orthopedic
\\(ﬂ Handicaps. . .

Selective Echational Equipment, Inc.
" 3 Bridge Street
Newton, MA 02195

4. Please Know Me As I Am - A guide to helping children under-
stand the child with special needs by Margaret E. Cleary.

Jerry Cleary Company
25 Ronald Road
Sudbury, MA 01776

5. ""A Walk in Another Pair of Shoes" - A filmstrip about a neuro-
logically handicapped child narrated by Tennesse Ernie Ford.

California Association for Neurologically Handicapped Children
P. 0. Box 604, Main Office '
Los Angeles, CA 90053 -




11.
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James Stanfield Film Associates
P. 0. Box 1983
Santa Monica, Calif. 90406

What Do You Do When You See A Blind Person? This film takes a

humorous look at sighted guide techniques, and how to enJoy a blind -

friend.

American Foundation for the Blind
15 West 16th Street

New York New York 10011

A Different Approach - Nom1nated for an Academy Award, this film
takes a humorous approach toward disabilities, encouraging viewers

" to question stereotypes of d1sabled people.

President's Committee on the Employment of the Handicapped
Film Coordinator, Office of Communications .
1111 20th Street, N.W:, Washington, D. C. 20036

(free, .must request in advance)

. &’
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Learning Activities

Task #1
. ' ' ' . , \
. As .an individual or class assignment, have students design an
optimal classroom environment. Have half the class work with unlimiéed
) ‘ funds, the other half with a minimal budget. They should think of
themselves as educational architects,. designing a classroom that could

accommodate any student at their chosen grade level. Tﬁé following

questions might serve as guidelines:

/" liassroom Environment Asséssment

! \ -

o . Smith and Bentley, 1975

Does the learning envfronment\&akg into account that students...

1. work with different méteriéis?

hY

2, work at varyihg rates? }
. /> 3. work alone in different size groups?
. 4. use differenﬁ'hethodsztg learn? § ; .
5. need more desk surface space when using special equipment,Jand/or

¢
texts such as tape recorders, Braille books, large print books?

6. who use wheelchairs, walkers, crutches or canes need wide aile
_spaces? '

7. with certain disabilities need freedom to select best learning
location? "

Does the learning environment have sub-spaces for...
1. .listening?
2. discussion?

3. instruction?




Does
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researching?
reading? .
viewing visual materials such as filmstrips or slides?
experimental activities? |

solitude?  *

storage of students' special equipment such as typewriters, Braille

writers, book magnifiers? .

the environment have materials which are...
easily accessible to the student?
appropriatelﬁ stored?

at various levels?

relevant and motivating?

[

the learning environment offer a variety of work surface heights to

accommodate students who like to...

1.
2.

sit?
stand?
lounge?
lean?

perch?

Is the learning environment...

1.
2.

reflecting the students who work there?

interesting and attractive to the users?

) 3¢t



Task #2
Have students form triads to role play one or more of the following
situations. Let other class members (some people hate rqole playing)

create role-play situations for peers.

Triad # 1 . /

Band director: wants student in band full time

Drummer: has emotional problems; needs structure §

Music therapist: feels drummer's emotivnal problems can be ad-

dressed through music therapy, suggggfs last half of band hour -

Triad # 2
LD teacher: has taught studeat to skim history book for answers to

questions as a study technique
4

-

10th grade student: disinterested inﬁhistory except for wars

History teacher: wants all students to read text thoroughly; will

-~ Y
not "allow" resource room time except for such reading

9 ‘
¥ ,
.

Triad # 3
4th grade student? performs adeéuately in a11~:::§ects but read-

ing; dislikes reading intensely

4th grade teacher: wants student in basal reading group; suggests

art, music or recess time for remedial work
R

Remedial teacher: feels that student has already failed in basal

reading method; suggests reading time for remedial help
| Task #3
Ask your ;tudents to contemplate any condition they might ﬁave or
have had, such as epilepsy, a heart'éondition, visual or auditory impair-

ment, or that a sibling, family member, or close friend might have had.

5
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Ask any who are willing, at the next class session, to explain the

: |
condition to class-members. What kind of environmental atcommodations
were (or should have been) made? How were classmates informed of the

condition? If special services were received, how were they coordinated

r‘ /

‘with other subjects?

j
 Task #4 &
‘ %

: : _ _ 0, . .
Have students research the pros and cons of mainstreaming. One

i
.

form;t might be Ehe assignment of six journal articles (research or
' ébntép;ﬁél), three of ﬁﬁiéh'éﬁbpéft'spéciél"blass pl‘cémént;'thtee
mainstreaming. An alternative assignment might be research papers
exploring both views, but with the student drawing research based

conclusions. Include all handicapping conditions and giftedness as

topic options.

]
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'ASSESSHENT
Rationale

In designing or -monitering a child's IEP it is essential to include
pertinent.and accurate assessment information. This can be data received
from a specialist's formal testing or:déta the teacher and/or parent{has
obtained from informal assessment and observation. The specialist. has
received many hours of tréining in administration and interpnptﬁtion of
test results. The teacher often has not received speci?lizbd training
unless s/he has taken courses beyond the undergraduate level. It is

.wvital to the IEP process that teachers be trained in informal assessment
and observation techniques at the uﬁdergraduate Lgvel.

Reynolds and Birch (1977) indicate a problem with discriminatory
formal assessment used in placemeﬁt éf_stuaents'in specialized programs,
The best solution to this problem may be to assess in the domain of
instruction. Immense expense and spcial costs could be elim;nated by
teachers doing the majority of assessment in the classroom. They coqld
immediately utilize the results of assessment in the daily instruction
of the student. This would allow the teacher to ask specialists for
more complex diagnostic and instructional assistance.

When the decision is made to provide services to an exceptional
child, the process of goal setting and goal writing begins. The writing
of an annual goal is most realistic when it is closely aligned with
assessment results in determining the student's present level of func- '
tioning. In determining the scope of an annual goal and later the
specifics of the short term or instructional goals the program designer
must carefully consider numerous aspects of the total person. The

teacher is often able to provide valuable information for realistic and

obtainable goals.

39



» Observable criteria for evaluation procédures used in assessing the
mastefy of long and short term goals varies among school districts.
. However, a constant in each district is the importance of the teacher in
a the monitoring as well as initial assessment procedures. There are
several approaches used to evaluate goal mastery which include criter{qn

- referenced measurements, milestone evaluation, and to year end evaluation.

Lt L] r

: / : :
oo _ For detailed information régarding these methods consult Burger, Ciani,

Miller, Grigsby, Brown, Duffy, Yoh, Biacci, Wingate, and Duffy, (1977).°
The information .in the foll :ng section will include formal and

informal assessment procedures that can be utilized by classroom teachers.

5
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Body. of Knowledge

Classroom teachers often know students better than other professional
pers~nnel. They havé sustained contact with children and are in a 5
unique situation to 6pserve, screen and conduct info?ﬁgl assessments in
a variety of environmental arrangements such as laréé and small group'
activities; in the ‘presence of others of the same age and sex; and under
work conditions which require different forms of participation. Infor-
matioh gathered by the class oom teaciier can contribute to screening
procedures and subsequent formal‘evaluations by géaff certified in the
medical, educational, psychological, and psychiatric disciplines.
Furthermore, teachers can share the informal data in staffings where’
decisions for the placément of étudents with special needs are studied.

Classroom assessments can also provide the teachers with valuable

"information for their day to day contacts with special students.

\

\\

Classroom Assessment Options

Several assessment options are available for use by teachers who do:;7

not have extensive training in testing but who have daily access to the

" . -
student, knowledge of his or her performance in classroom situations and

a thorough understanding of specific curriculum demands. Assessment
\
possibilities are more fully explored in a module in this series by

Hofmeister & Preston (1982).

. _—
Observatioif. Observation is often used to confirm the results of

standardized and informal assessments or to study skills not evaluated
by formal tests. Observation is_pzimarily concégned with watching and
recording the students' behavior in the environment where it occurs with
techniques such as time sampling rating scales (Wallace & Larsen, 1978).
The module by Wood (1982) in this series describes difterent observa-

tional techniques for teachers. ‘/ﬂ

4
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Case history interview. Information may be okt::ined by interviews

with parents or adults knowledgeable about the student, written comple-

3

tion of case history forms or interviews with the student (Wallace & .

Larsen, 1978). /z“"

4

Curriculum bage-assessment. (CBA) is a practice of obtaining

.

e -

direct and frequent measures of a student's performance on a series of
sequence objectives from curriculum use in the.classroom. The curricii-
lum may be task analyzed before CBA is attempted. Sources for CBA are
scope and sequence %harts, teachers' manuals and curriculum guides

(Blankenship & Lilly, 1981). The module by Héf%meiséer and Preston in

this series describes this form of assessment.

s Criterion reference testing. The student is evaluated in terms of

4

an absolute or pecific criterion that has been established. This form
of assessment is often combined with task analysis and is personalized
for the exceptional student. It is more valuable as an ongoing assessment

tool than as an initial procedure (Wallace & Larsen, 1978).

Determination.of intensity of instruction. For mildly handicapped

students the key factor may be the iﬁtensity of instruction over tiine
rather than the amount of total instruction. Some students may respond
better to a high intense instructional program for two ﬁonths rather
than two thirty minutes a dax throughcut the year (Meyen & Lehr, 1981).

Setfzng demands. One conceptualization of behavior is to view it

as a function of the interaction between the learner and the environment
(Lewin, 1935). If this view of b;havior is adopted, then the demands of
the environment or setting mﬁst alsc be addressed in the assessment
process. One instrument which evaluates the setting is Assessment

of Classroom Learning Environment by Maynard Reynolds. It is included

as a reading in this module.

Q ‘ . 4‘:




34

Informal Curriculum Assessment Options

Good teachers are involved in informal testing much of the time
without even being aware of it. A first grade teacher notes confusion
on letter names by on student. A sixth grade teacher observes that all
the incorrect.rasponses on a math worksheet involve the student's mis- .
understanding of the concept'of a common aenominator in division of
fractions. The tenth grade literature teacher who asks a variety of
probihg quest;ons oﬁserves a student who consistently fails on ques-

Y

tiﬁns which involve inferential knowledge responses.
-
Three informal acaQemic subject assessment procedures which can
augment the observations -are presented in this section. jMore detailed
suggestions for the assessment of reading?\m@thematics and writing
abilities are presented in the material by Moran (1978) included with

‘a

this module.

Reading

Informal reading inventory. An informal reading inventory (IRI) is

the method of ascertaining where a student will function best in a
graded series of reading tests. To be the most accurate the IRI should
always be administered on passages taken from the materifl aséigned

L]

to the student.& Published reading inventories are convenient and have
many advantages but they cannot give as much informatjon relevant to a
student'# placement in a particular series as.an IRI can. The following
steps are used in conducting an informal reading invenﬁory}

1) A passage from the first third of a pupil's text and one from the
last third are selected.

2) One book for the student to read and another for the teacher's

markings are provided. Mimeographed copies of the passages are

44
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ideal for the teacher because a permanent record of the studert's
oral reading performance can be retained. )

The student is asked to read the passages, alternating oral and
silent reading on every other passage if the student is expected to
read in both modes. Often in the prer grades, oral reading of
passages is not necessary. |

The teacher should develop a recording system or use an_established
system (Ekwall, 19?8) for recording oral re;ding miscues such as
mispronunciétions, insertions, repetitions, s&lf corrections and
unéttempted words. Rate may also be.recorded for both silént and

oral reading. A tape recorder is a helpful recording device becigge

it is difficult for the teacher to write all oral réading miscuds

the first time they are heard.

After each passage has been read, the teacher should ask a variety
of questions about the passage. Again, it is important that these
questions are similar to the kinds that will be asked throughqué
the year. If the teacher always emphasizes literal level recali,
it is not important to measure inferential® recall in the IRI.

Different scoring systems gSuggest various criteria for determining

the student's instructionjl read;ng leqli, the level at which the
student can reag with enough facility to understand most of what is
read, but still be challenged by new words and comprehengion tasks.
It.is generally accepted that ap instructional level involves a
student}performance on the reading passage which results in 95% or
better word recognition ané 75% or higher comprehension. Students
may have different silent and oral instructional levels. The

[ 4
silent level is based solely on the comprehension score.

-
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7) A more detailed diagnosis of the reader's abiiities can be made by
using a miscue analf%ié (Christie, 1979). The ﬁeachér can determine
what kind of e;rors are made and'&ecide which errors are most

“crucial to remediation.
8) The student is placed in a text indicated gy the IRI to be at his
) or her instruction;1 level. -

7

Informal secondary textbook inventory. This procedure is an informal

/

assessment of the "fit" between a student and the textbook to which s/he

is g§§igned. It is not intended to be used with every student in the
&class but, is a simple way of evaluating thos; students the teacher
suspects of having &ifficulty dith a given material. Although an initial
test of thg prima;y text used for instruction will givé‘the teacher more
direction in choosing supplementary texts, it would be best to perform
" this procedure on evexry material assigned to the students who have a
great deal of academic difficulty. The procedhre is as follows: °
1. Two representative passages from the book are selected. There
should be approximately 200 words in each passage. One passage
will be read silently by the student and the other will be Fead:tb
.the student by the teacher.
2. Comprehension questions for each passage are constructe&. Fifty to
sixty percent of these questions should requife literal recail.of
;he material presented. The, remaining forty to fifty percent can
be'divided among inferential and voéabu%éry questions as well as
questions of evalu} ion and critical analyses when approprite to
the subject matterh} Six to eight questions for each passage are
. selected. Questions specific to the passage content rather than

3

general knowledge ones are needed.

4
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3. Student answers can be recorded on a tape recorded for later analysis.

"A tape recording may be a less threatening approach than written
comments made by the teacher during the assessment ses;ion.

4. Silent reading rate is recorded. A stob watch with a second hand

"or a clock with a second hgnd is needed. |

5. The sequegce of testing is as follows: (a) student reads silently;
(b) teacher asks comprehension questions ;nd record responses; (c) |
teecper re;gg oral%gj (d) teacher asks comprehension questions and
réc;;ds responses. A )

6. Results of the test;ng are evaluaged. The student's comprehension for
both silent reading and listening should-be at leas: 75% accurate. If
the comprehension is between 75% and 907% the passage is said to be at
the student's instructional level meaning the material cea be used but l
should be accompanied by. instruction such as help with new vocabulary,
guide questions 329 possible teacher supplied %ovitation.' If co;prg-
hension is above 907% the material is at the independent level an&iéan

%?e used by the student without additional teacher intervention.
7. To evgiuate the student's silent reading rate look at Téblé\l taken

from How to Increase Reading Ability ¢Harris & Sipay, 1980).

Table 1
Medial Rates of Reading for Different Grades as Determined by

q§everal Standardized keading Tests

Median Rate ' Grade

by Test 2 3 4 .5 6 7 8 9 12
Highest test 118 138 170  195° 230 246 267 260 295
MEDIAN 86 116 155 177 206 215 237 252 251
Lowest test 35 75 120 145 171 176 188 199 216

Note. Silent reading rates, reported in words per minute

<t
>
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If .the student is far below the norm for his or hEr‘grade placement
that’ low rate éould be coptributing to other problems such as poor
comprehension or failure to eomplete assignments. The teacher may

wish to share this data with a reading specialist to obtain further
o~ .

evaluation or sqgéestxons for remediagion. Co
J
8. The results of the testxns can be shared with the student and a

plan og instruction made. The information relevant to the student'e
listening comprehension can be used in the insgructional plan. .
-Students whqee listening comprehension is better than the}r sileﬁr
reading comprehension may brofit.from a peer who will ;gad the

passage or from an audio tape of the passage.

The cloze procedure. This is a method of assessing ) reader's
comprehension of a textbgok. Cloze tests caqfle construcred from basal,
trade books or textbooks at any level and in any subject with connected'
discourse. The tests are fﬁn for students to'takeuif presented properly;
however, they can be very frustrating i; students are told they must

figure out the exaet word the original author used. The added advantage

is that cloze passages are eaé& for the teacher to constract and grade.

The students' answer provide a sp11ngboard for the instruction. The
¢

steps used in the cloze procedure as as follows:

1, A passage of approximately 250 words, not counting the first and

last sentence, is selected.-

>

g
2. The first and last sentepces are left intact.
3. Starti?g with the second sentence every fifth word is replaced with
a blank. Every seventh, tenth or more words are repfhced for young

g

readers. Fifty blanks,will make calculating percent easier.
L . # ’ ¢

4/

1
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. 4. Students are instructed to write the word i;at b;;t fit§‘the blanks.
Sufficient time shoulh be allowed for ¢ompletion of.the.procedure;
5. Answers that are sytactically and semafitically equal to the original
are scored as correct responses. ! ‘ .
< 6. Scores are assigﬂéd to reading leyeis. Scores from 58% to 100% ar%e
' éssigned to-the'independent level,fsco}es frig 45% to 57% are

assigned-to thg instructional level, and a score which is 44% or

less indicates .the frustration level.

/

7. Cloze igLequciallylbeneficial if followed by a class discussion of
2
what particular word§§were substituted, and why or why they were
‘ not acgceptable in context. | |

Mathematics ' % v '

“ Informal testing. Evaluating performance in mathematics requires

r

. that Lhe teacher ‘attend to several critical aspects of the mathematical
process. First, ‘the student's abilité/;

to comprehend ana to ;roduce
. solutions to mathematical éoncepts should be evaluated using a éoncrete
mode, a graphic mode, and a symbolic @ode. Understanding’of mathematical
‘ -concepts in mode doegi:ot necessaﬁibx generalize to'another mode without
direct instruction. Seéond, the moét traditional performance criterion,

accuracy, will be determined in each df these modes., It is also very

important to measure the student's ra€L as s/he completes-math problems.

«.

¢ When both accuracy and speed have been Eeasured, the student's rate per
~minute can be determined and then can be compareé,to_other siudents.
" Although accuracy alone will provide infotﬁation about: how well the
student has acquired thg skill, accuracy and speed data provide informa-
tion about how fluent the student is with specific mathematical opera- .
- : . . _

. &)
. tions.
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Informal assessment in mathematics involves two procedures: (a)
error pattern analysis and (y) an informal mathematics inventory based

on the scope and séquence of the mathematical curriculum.

3 Y
Errog;pgtte;n analysis. One process that can he used to assess .

students' current level of performance and to*provide information regard-

inE’;eeded skill instruction is available to teachers on a daily

"basis == analysis of students' written products. "Use of error pattern

-~

analysis involves systematically reviewing each error made by a student
to determine what specific errds have been made and whether these
errors form patterns. For example, errors ih multiﬁlicatioh problems
can be mape for onk.gr more of the folloﬁing reasons: (a) use of the
wrong operation (e.g:, adding rather than multiplying); (b) errors in
multiplying (e.g., 6 x 5 = 36); (c) erroés in adding partial products
(e.gzy 9 + 6 =13); (d) errors related to regroup%ng (e.g., failure to e
regroup in correct column, plaéement of Soth nuﬁ/::zs~in_partia1
product); (e) errors related to place vaiue (e.8., incorrect alignment
of partial produéts); and (f) writing errors (e.g., poprly formed
numerals that cannot be interpretedf Analysis of a student's errors on
a particular task might reveal that s/he made 6 errors on 12 problems

with 5 errors related to.multiplication facts and 1 error related to

Cad o

regrouping. Subsequent instructi;n'might streéé review of facts and
then practice with multiplication problems similar to the task just '
compléted. |

1 Use of error pattgfn analysis is very time efficient because tasks
assigned in the regular classroom serve as the basis for the process.
Thus, time for instruction rather than assessment is maximized. Analysis
of errors can often provide valuable information to direct assessment

t
efforts thus saving time when tests (formal or informal) are necessaty.

44
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Informal mathematiés inventory (IﬁI). Many educators have sugges%sd

using informal inventories in mathematics. Reisman (1972) has developed

an IMI for kindergarten through grade six. Moran (1978) pteseana

instructions for constructing and IMI from a mathematic text. ‘She

emphasizes assessing the student's abilities with word problems, open

[

mathematical senteqses, and basic ‘operations. When constructing an IMI,
/ L]

the following procedures (in éddition to those sugggéfed.by‘Moran)

" should be included:

J1.

Items from the text that cq(;espond to concepts included on the
scope and sequence chargifﬁr the student's level are selected. For
example, depending on the student's level, the teacher may need to
assess symbol-vgiue correspondence, math symbols (recognition and
function), place value, geometric concepts, and verbal problems as
well as tﬂe basic operations of addition, suBtraction, multiplica-
tioq, j&dcdivision. |
Varioqs presentaéion and ,response options should be used ?o.deter-
mine the student's level of understanding of basic conggpts'(See
Table 2). Presentation should begin at Level 16. Previous levels
are used if the student fails to s}oducé the desired response.
Testing sh&uld reverse to prevf;us levels until the” student is

successful. Instruction may then begin at the next level. FKgt

example, a student is asked to work on additional problems of

single digit numbersé£7 +6 = ,). The teacher begins the pre-

sentation at Level 16. The student begins the presentation at
Level 16. The student gives incorrecg;(or fails to give) résponses
at Level 16, 15, 14, 13, 12, li, 10, 9, and8. S/he gives'a correct

response at Level 7. Instruction could then begin at Level 8 with

~e

ou
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the teacher presenting hictures of two subsets, and the student
writing (graphically symbolizing) the sum.';Ag.the student is

successful at one level, instruction progresses to the next level.

¢
’

™
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 Table 2 b

Sequence of Instruction for Addition o£
Single Digit Numbers

a

¢

(Adapted from:

Cawley,

J.” Project Math)

»

Instructor Learner

1. Constructs subsets representing Constructs set represeanting sum (concrete)

addends - .

. . . ot

2.: Constructs subsets representing Identifies picture of set representing

addefids ‘ sum (graphic) ; .

4 - . /

3. .Constructs subsets representing’ States sum (verbal)

addends

P4

4. Constructs subsets representing Graphically symbolizes_éhm (symbolic) -

addends :
5. Presents pictures of two subsets Constructs set representing sum (concrete)

representing addends ‘
6. Pre;ehts pictures of two subsets Identifies picture of set.representing

rd>resenting addends ' sum_(graphic)
7.  Presents pictures of two subsets “ . States sum (vetbal)

representing addends

. .
8. Presents pictures of two subsets Graphically symbolizes sum (symbolic)
g. States two addendsry_' -Constructs set representing sum (concrete)
10. States two addends Identifies picture of set represeanting
~ sum (graphic)
p]
11. States two "addends States sum (verbal)
) .
12. Stites two addends Graphically symbolizes sum (symbolic)
13. Griphxcally symbolxzes two addends Constructs set representing sum (concrete)
14. Graphically symbolizes two addends Identifies picturc of set representing sum
' (graphic)

15. Graphically symboiizes two addends, States sum (verbal)
16. 'Graphically symﬁoliées.two addends Graphically symbolizes sum (symbolic)

o,
A

g

oo
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Learning Activities

Task #1 .

. Divide the class into téo sections. Have students select partners.
One section should administer the evaluatioé for secondary textbooks.
fﬁe.o}her ;ection should follow the cloze procedure. Students may use
the text for your course, another textbook, a novel; it might be interest-
ing if a variery of boéks is used. Individuél students should not be
put on the spot by reporting readipg ability. ;nstead,“hqve the two
sections discuss what they learned from administering and taking the

tests, and how applicable such a technique would be in their intended

teaching area.

.Task {2
- Have students respond to these statecments:

"I don't like taking time that I should use teaching to test kids."
"Tests make people uptight; I want a relaxed atmosphere in my classroom."
‘"Doesn't the district hire someone for testing?“
"Maybe these are good suggestions for the elementary teacher witﬁ 20

kids; I have 120 sophomore and junior English students."
"There i3 n; way I can leave my ég kindergarten.children toctest the

30th individually."
"You talk about assessing the 'whole' person. Haven't you heard--it's

back to the basics, which means only academics."

Task #3
Have students develop areas of analysis for addition, subtraction

and division similar to the areas presented in the module for multipli-

Do

cation,
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Instructions for the Use of the ACLE Scale in Neéds Assessment

The ACLE (Assessment of Classroom Learning Envirbnment) Scalte is a simple rating in-
strument designed to assist public school personnel in the transition to mainstreaming. .

The 15 subscales making up the ACLE Scale focus on different elements of classroom environ- -
ment and practi®e which, taken together, provide an overview or profile of a mainstreamed
regular class. . '

The Scale has several purposes: (a) to serve as a needs assessment upon which to base
the planning of training for regular classroom teachers; (b) to provide guidelines for asses<
ing a school's compliance with the principles of individualized education; (c) to encour-
age the professional development of teachers in selected areas of practicesand (d) to out-
line the characteristics of a "mainstreamed" school. ' THE ACLE IS NOT DESIGNED TO BE', NOR
SHOULD ‘T EVER BE USED AS, AN INSTRUMENT TO EVALUATE TEACHER PERFORMANCE.

Each subscalecontains 5 descriptors (numbered 1-5), which are sequentially ordered
according to increasing desirability. At the 5 level, the subscales add up to a descrip-
tion of a classroom with a very high degree of power to accommodate exceptionality.

To facilitate the recording of teachers' obsdgvations of their classrooms, there is
included a summary Needs/Assessment chart. The form may.be used for individual classroom
observations .or adapted tb describe the characteristics of several classrooms.

Acknowledgements

The orgiral idea for this scale came from Barry Dollar and Susan Dollar who used a
similar technique as part of their LOFT (Learning Opportunities for Teachers) System.

Robert Prouty suggested the use of a scaled instrument in teacher education and con-
tributed ideas for several scales.

A more detailed discussfon of the Assessment of Classroom Learning Environment (ACLE)
Scale is provided in M.C. Reynolds & J. Birch, Teaching Exceptional Children in All
America's Schools (Reston, VA: The Council for Exceptional Chi}dren), 1978.
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Assessment of Classroom
Leatning Environment
Summary

Beneath the first subscale

title shade in the square

at the level you have
. checked as representative
of your classroom. Then
shade all squares below it.
Continue with all subscales
in the same manner, creating
a bar graph profile of your
classroom environment,

Space and Facility Accommodatioh
Teaching-Learning Setting

Social Environment
Control/Responsibility for Environlént
Classroom Management

Teaming Arrangements
Instructional Methods

Curriculum Flexibility

Degree of Structure

Rate of Learning and Behaving
Affective Education

Recognizing Cultural Differences
Child Study Process

Parent Teacher Interaction

Materials
Evaluation

. LEVEL 5

) LEVEL 4

LEVEL 3

LEVEL 2

LEVEL 1

Space & Facili;j Accommodations to Physical Impairments

1. The classroom (a) is essentially untreated feor sound; (b) access creates
difficult elevation and entry problems for students in wheelchairs; (c) has no
amplification devices; (d) has no partitioned areas for smallcgroup work; (e)
movement to washrooms, lunch rooms, and other essential areas is difficult for,
orthopedically or visually impaired students; (f) space is very limitgd--thus
inflexible; and (g) storage space is almost totally lacking.

2, At least four of the seven limitations (a through g) are characteristic of
the classroom spaces.

3. General architectural accommodations (elevation changes) have been managed, but
internal spaces are essentially untreated and inflexible.

4, Basic architectural accommodations are adequate. Classroom and other spaces are
generally adequate in-size and sound treatment is adequate; but storage, furni-
ture, and flexibility of space are significant problems.

5. The classroom 1s carpeted and/or otherwise treated effectively for sound control;
access and entry present no problems for any student; storage, flexible partition=-
ing possibilities, sound amplification, varied furniture, and like matters are

Q provided adequately.

D%
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! Teaching-LearningﬁSettings

Desks of uniform design are placed in.neat rows and columns, all facing the
teacher's desk.

Desks of uniform design are placed in neat rows and columns, all facing in

the same direction; at least one 'special interest center" is included. '

Students desks or tables are not placed in rows-by-columns but are arranged
according to variously spaced interest centers.

Instructional space 1is| complex and is organized to include various learning
centers and to permit /students to locate themselves conveniently.

Inétructional space fd divided int¢ the various areas or learning centers °

that include room for both materials and students. Areas outside the classroom
withiff the Bchool and community facilities are used with significant frequency
for organized activities.

Social Environment

Students are expected to work essentially alone on instructional tasks.
Student-student relationships tend to be nonsharing, even competitive. The
teacher rewards individual performance and seems unsystematic in use of group
processes.

qtudents work mainly in isolation, occasionally in small groups. The teacher
praises and supports friendly interactions but no systematic provision is made
for education in group processes. Evaluation tends to be individually
oriented and to encourage competition.

Students work in small groups frequently and must share materials. All records -
are individual. Students are expected to learn to work with each other but
goals for group work are nonspecific.

-
Students are clustered so that they can interact freely. Some group projects
are assigned with considerable frequency. Group projects are evaluated infor-
mallyy but grade records emphasize individual achievements. Social skills are

valued.

The development of positive social skills and attitudes is one avowed objective
of the teacher. Students are expected to interact and share with each other
and to help one another. Sometimes they work on group projects, dividing up
work. The teacher teaches the skills of group processes and rewards effective
group work through grading and ‘other -eans. Students have every reason to be
mutually helpful, Definite efforts are made to provide socially integrative
experiences for exceptional students. ‘

-

o)
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. L Control of and Responsibility for Environment 7
l. Each individual class ahd the school is a rule-governed operation; rules are
) based almost totally on the teacher's authority. .

2. Students share occasionally in discussions ‘of how the school environment q&all
be managed. A degree of "consent of the governed" is achieved.

3. Formal arrangements are made for the regular involvement of students in
governance =- as in student government, student management of classroom,
materials, weekly class meetings, and the like.

v 7/

4. Individual and groups of students are given special training and responsibility
for the management of much of the school environment and processes. Included
are technicat matters such as running audio-visual machines, administering
competency exams, orienting new students, showing the school to visitors. In
addition, training may be included in counseling skills (listening, reinforcing,
etc.)wand other aspects.of interpersonal and group behavior.

' S
5. Students share significantly in the governance (policy making and administration)
of their classes and school. Their obligations run to other students.as well as
to school officials; they are expected to help to make the learning environment
productive. They receive instruction when necessary to help them to carry-
responsibilities. The teacher is the primary leader in the class but gives
particular attention to encouraging constructive initiatives and autonomy by

students,

-

Classroom Management

1. Classroom management tends to be at least mildly chaotic and noisy. Only a
minority of students tend to be thoroughly attentiVe or on task most times.

2, Group signals and alerts are generally well attended. ‘and at least half the
students are on task at most times; but transition periods tend to be chaotic.
Behavior disturbances are handled unpredictably. Materials management and
record keeping are at minimum acceptability levels.

3. Teacher-pupil and pupil-pupil communications and general management are

o adequate, but mainly on the basis of the high authority level of the teacher.
' Predictability of class’'behavior is high because negative consequences for
misbehavior are high--a tough but not highly competent situation.

4, Communication is good; organization is complex but orderly; student attention
level is high; disturbance rate is low. Teacher is creative and adaptive,
she shares responsibilities for the environment with students, and she ra-
tionalizes rules in group sessions. Some days are very bad but most are
tolerable to good,. -

5. At least 907 of students attend when teacher tries to alert the whole class;
questions almoct always serve as signals for all students; systems for transi-
tions, record keeping, materials management, and like matters are well under-
stood and observed efficiently. Students are clear about expectations and
consequences of their behavior.

b | o
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Teamihg ‘Arrangements -

1. When "problem" students are identified in regular classrooms, they are referred

for study by specialists (e.g. school psychologists, school social workers, s

school nurses) on the assumption that the problem ownership has been trans- ° ¢
ferred outside of the regular classroom. .o

2. When "problem" students are_identified in the regular classrooms they are
referred for study by specialists., The classroom teachers are called upan by
the specialists to assist in the diagnoses. Observations of the student may be
made in the referring teacher's classroom. .

3. When "problem" students are identified in regular classrooms a referral is made
to specialists. The regular teacher often participates with the parents and
school specialists in writing an "Individualized Educational Program" (IEP).
The diagnosis is almost exclusively ?hild centered. .

4. When "problem" students are identified in reqular classrooms referral is made .
for study by specialists. The regular teacher participates in the diagnosis
and in writing the IEP. Classroom observations are made of the student and the .
regular classroom learning environment. Consultation with the classroom teacher
to achieve programsmodifications is a part of the total process following referral.

e

students. /These become the bases for studies of classroom and home situations

as well as of students and the bases for broad efforts for .improvement (e.g.,
providing additional approaches in reading instruction, increasing teacher
competency in using small-group cooperative instructional groups, and increasing
home-school interaction on truancy issues). When troublesome issues occur and
"problem" students are identified, 3pecialists are called upon for consultation
with the teacher and initial attention is given to possible program modifications
to accommodate students needs in the regular classroom. )

5. Systemati:/kreventative studies are made in the school for the "problems"‘of

Instructional Methods*

*(a) Direct instruction--lecture with or without correlated visual aides and/or demonstra-
tions; (b) inquiry discovery methods--students inquire into subject matter and reach
generalizations independently; may or may not 1nvolvg interactions among students; (c)
group investigations--democratic process; (d). precision teaching--application of methods
of applied behavior analysis; (e) instructional games--embedding concepts to be taught

- in game situations; (f) creativity--methods emphasizing div r?ent problem solution and

other forms or productive rather than reproductive thinking; g)_p§ychqeducationa1
diagnostic--prescriptive procedures; (h) peer or cross-age tutoring; (i) developmental
teaching, as an indirect psychological education for moral development.

1. In a typical month, teacher uses systematically no more than 2 of the above.\‘\\\
methods.

2. In g typical month, teacher)yses systematically 3 or 4 of the above methods.
3. In a typical month, teacher lses systematically at least 5 of the above methods.

4, In a typical month, teacher uses systematically at least 5 of the above methods
and is studying or consulting with other school staff members about additional

approaches for some students.

5. Teachers are able to use a wide variety of the teaching methods and have col-
laborctive arrangements with special education teachers, school consultants,
psychologists, or others to help to implement addijfﬁnaT methods as they are need-
ed. Such as direct instruction, inquiring or discovery methods, precision
teaching (behavioral) methodsy .group methods, institutional games, peer-tutoring,

etc. 61
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1. -Curriculum content is defined primarily by the textbook or teachers' guide,
o ] including the sequence of topics or activities. The content and sequence are
. uniform for all students. ‘

$4 "

2. The teacher basically follows a textbook or teachers' gui&p in setting content
and sequence of topics but introduces significant modifications or "special"
topics to accommodate to group's general dnterests and the teacher's judgement

_of priorities. The program is almost totally uniform for all students. -

3. The teacher basica11y follows a téxtbook or curriculum guide but usés more than
one level or set of textbooks in heterogeneous classes.

t
.3

4. Content for part%ih1ér students is specified by the teacher; several levels of
texfbooks are used along with varieties of other instructional materials: '

7’ ?tudfnts are assessed individually and given tasks and materials of appropriate
evels, . : '

5. Student interests guide selection of a significant portion of the content. The
‘materials and content for each student are chosen according to individualized
evaluation of previous performance, achievement, and interests. Instructional
materials include several levels of reading materials, collections of audio-
visual aids, instructional games and competency examinations, etc.

%

» Materials d

1, The inétructional materials include essentially only one textbook of standard
/ grade-level difficulty which is used almost uniformly by all students:

2. Instructional materials include several f{levels (different reading‘levels) of
basic textbooks covering instructional content. Additional materials from

the library are on hand regularly for use by students.

3. All of item 2 plus teacher's occasional use of films, filmstrips{ audio tapes,
overhead projections, and similar audio-visual aids.

4. All of items 2 and 3 plus ﬁermanent provision of a variety of materials in
established interest centers for use in teaching-learning process.

5. Instructional materials include several levels of reading materials, collections
of audio-visual materials, instructional games, and competency examinations.
Students are able to "store" in the classroom their individual sets of materials
and records. Students are competent in use of all equipment, Special instruc=-
tional materials centers and consultants are available to assist teachers.
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Degree of Structure* : _ .

1. Structure is attended to only casually in organizing instruction. No systematic
effort 1s made to control the degree of structure. “ R

2. Structure is imposed on some topics -- those considered most .essential; all
students tend to receive similar treatment.

3.° A1l students receive a carefully structured gpproach as new concepts or content
are introduced. Students who complete work rapidly are free to proceediin their
own way in their "extra" time, '
Instruction is varied in degree of structure, so that all students have a
variety of experiences. Degree of structure tends to be a function of teacher
interest and not fully a function of individual student needs, but all student
experience variety. .

-
F -

5. Degree of structure* is varied systematically so that students who need high
structure get it and those who achieve better by creating their own structure
are encouraged to do so. The teacher has structuré clearly worked out for his/
her teaching area and used it creatively.

<

/

*Instruction shows high structure when the teacher controls the instruction in great
detail; new concepts and discriminations are introducgd and related in smooth, gradual,
carefully-sequenced order. Instruction shows low stfugture when students are "on their
own" to a high degree; the students discover or create structure with but 1ittle detailed

control by the teacher.

1
o

Rate of Learning and Behaving

#

1, All stuants are given fixed, unjform ass gnments to complete in uniform
? periods of time.

2. All students are given uniform minimum assignments for standard periods of
time. Students who complete work rapidly are usually free to work on unrelated
activities. Students who do not complete work "on time" continue with class-
mates in the next assignments despite poor background. Some extra help to

"laggards" may be given.

3. All students are given uniform minimum assignments for standard periods of
time. Students who complete tasks rapidly and well are allowed informally to
proceed to more advanced related topics, Students who fail to complete tasks
satisfactorily are given extra tasks and/or assigned to aides, resource
teachers, or others for individual help.

4. Students are given mastery examinations at set times, such as the beginning
of eaoh semester. After each evaluation, subgroups proceed at different rat‘ﬁ./“

and at different levels of the curriculum,

o

5. Students proceed with instruction at rateé indicated by mastery examinations.
Such exams may.be given at any appropriate time. Entry to new areas may pro-
ceed at any time according to the individual's demonstrated readiness.

T 6.3
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1. Evaluation is almost totally test oriented and always involves comparisons with
n other class members. .Results are recorded as percentiles, percentages, standard
scores, or comparative grades, usually with no breakdown for diagnostic purposes.

Scores are not interpreted in "mastery" terms. Atmosphere stresses grades and.

‘ competition, _ .

2. Evaluation is test and norm oriented, but with careful attention to domains
¥ (or what is being taught). Some modest degree of use is made of results in
assigning ''make-up" work or in other limited adjustments of the program.
3, Evaluation is reasonably in accord with what is being taught. All exams are
returned to pupils but attention is mainly on grading, rather than on the plan-
ning of instruction’ Procedures tend to be soemwhat inconsistent. .,

4. Most assessments are-mastery oriented and specific to domains, and they are used
effectively and regularly in planning instruction, Feedback to students on all
testssis complete and clear. However, term grades tend to be assigned quite
strictly on a norm or social comparison basis. Students are encouraged to
evaluate their own work independently.

5. Assessments are partly test oriented but they include informal observations
and assessments as well, All evaluation is specific to domains and mastery
oriented. ABsessments are.quite frequent and integral parts of instruction,
Occasional norm-oriented tests are used to give students a basis for comparing
their rates of development with those of others. All students have a solid
chance to sense progress. The teacher is aware that not all learning can be
assessed by another person and that a pupil must ev:luate his/her own growth and
optimal conditions for growth as part of the total evaluation program.

Affective Education*

1. Concern for affective development is limited to a general policy of courtesy
and pleasantness. Affective education is in no way a planned part of the
curriculum.

2. Positive affective development and climate, although recognized as worthwhile,
are sought only on an impulse or "time-available" basis.

3. Affective education is recognized as worthwhile and is included on a planned
but infrequent basis throughout the year. Teachers have opportunities for
inservice education and consultation on the topic.

4. Affective education 'is recognized as worthwhile and is included on a regul AVE
scheduled basis much like other subject areas are in the weekly instructional
schedule. Needs of tecachers and administrators are recognized as well as
those of students.

5. Affective education* is recognized as an essential component of the total
curriculum, is a part of the regular daily instructional schedule, and is
systematically included in carry-over activities in all subject areas.
Administrators and teachers attend equally to professional collegues' affec-
tive needs. Expert consultation is provided on affective education to both

teachers and administrators.

*Affective education, as used here, refers to curriculum designed to facilitate the
development of a positive view of self, of learning activities and of life in school.
Q N
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Recognizing and Appreciat&nEACultural Differences ;L T

Instruction proceeds with little or no .explicit recognition of cultural differences.
Majority values and styles dominate the classroom. ’ o

Special arrangements. for remedial work are made for students who may have second
language problems or who have different developmental patterns and learning styles
assoclated with race -or ethriicity. Teachers may have had required human relations

training.

Special projects oriented to needs of minority students are arranged to supplement
the regular school prégram: such as special pre-~school language classes, bilin-
gual youth advocates, or gpecial units in Native-Americar education or Black
studies,

Efforts are made to go beyond special projects and to redesign the basic curriculum:
to include valid elements from all relevant cultures so that all children can feel
that both their past and future are given studied and valued consideration.

Content, materials, and methods of instruction are made meaningful for poor and
minority group children as well as all others; the commitment to cultural plur-
alism is real, especially as it is reflected in curriculum. Both students and
parents from minority communities feel eﬂgéged and well understood in the school
situation; tHey feel like equals among equals. Aesthetic school experiences in-
clude samples from all cultures represented by the student body.

Child Study Process )

There is no structured child study process. Childfen who do not conform to

expected behavior or achievement norms are dealt with through referral and segre-
_ gation in isolated special education programs or other forms of separate tracks

Child study is seen as a problem-centered effort to identify and categorize
children's deficits using standardized psycho-medical tests and to determine
appropriate placements external to the regular classroom. Specialists, such
as psychologists, are mainly occupied in classifying and labeling students for
specigl programs.

Child study is psycho-educational in nature, relying heavi]y upon standardized
assessment instruments to diagnose and classify the child's deficits, with focus
on determination of appropriate remedial programs.

Child study is educationally-oriented, with child and his/her teacher central to
process and focus on analyzing teaching-learning interaction to determine areas
where efforts for improvement should be concentrated.

Child study is focused on positive development of increasingly accommodative
learning environments. Children's diversity in needs and abilities are closely
examined, not to identify deficits in children but rather to plan modification
in school practices and in school/home environments. Specialists, such as
psychologists, are heavily involved in program development as well as in child

study.
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. Parent-Teacher Interaction

Parent-teacher interaction is characteristically limited to crisis-stimulated
meetings, often adversary in nature. Administrators enter mainly as rule
enforcers. ’

Parent-teacher interaction, in addition to crisis-stimulated meetings, occurs
on a regularly scheduled basis throughout the -year; the agenda is characteris-

“tically limited to the teacher's reporting on children's- progress.

Parent-teacher interaction, in addition to crisis meetings and formal reports,

. include periodic teacher-initiated affirmative meetings with all parents to

infprmally' communicate, ch11dren S p051tive behaviors and achievements.

Parent-teacher 1nteract1on is character1zed by an vpen and ®rusting c11mate of
communication within which problems and crisis are seen as the cause for common
concern and investment in solutions, and both parents and teacher part1c1pate

in formal and informal 1nformation sharing, :

Parent- teache? cooperation is close and continuous. As volunteer aides, as
participants in various school committees. as co-sponsors of school-community
activities, parents join with teachers in enhancing and expanding children's
learning and experiential opportunities. The atmosphere stresses creativity,
mutual commitments, and trust. Administrators enter as leaders/facilitators.
When several problems occur, parents, teachers and other school officials are
able to wgrk together cooperatively in service to the child and not as adver-

saries,

[
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ADAPTING MATERIALS
Rationale -
Aithough commercial publishers often spend large sums of money

deterpiining what specif aspécts of educational materials appeal most

to tdachers and to students, teachers who use the materials developed :

7’
——

following such studies frequently can:describe ways in which those
materials are unsuitale for specific learners In ; national survey
related to mater1a1s and med1a of over 30 000 spec1aL educators,.Vale
(1980) found that 82% of the teachers indicated a need for time, re-
sourcgs, and training for developiﬁg matérials for exceptional children.
Fafty-e1ght percent of the teachers‘surveyed made at least 25% of their
materials. Although teachers 1nd1cated that developing and adapting
medig and materials was a skill critical to their job ranking in the top

6 of 47 skills; less than half of the teachers had any training in
materials development or design.at the preservice level.

The Vale study surveyed only special educatidﬁ teachers; regular
educatidn teachers1were not included. However, if special education
teachers indicate a strong need to adapt existing materials and to

design other materials for their students, it is reasonable to assume '
that regular education teachers also need to adapt and to design materials
for problem learn;rs. Although ihe Vale study does not present data

about types of adaptations that teachers might make, from the data one

can see that teachers do find fault with existing materials and 2re A
expressing need for materials in other formats and in specific areas

in which adequate materials are missing. If teachers currently in

schools are expressing needs in the areas of methods and materials,

preservice teachers undoubtedly will experience similar needs as they

x 6/
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begin teaching. Therefore, it is important that these teachers know how

to édapt the materials they do have available. This séktion provides

<

suggestions and techniques for adapting instructional materials for  °
J. a

learners experiencing difficulty in the classroom.
A common strategy advocated for accommodating exceptional learners
in regular classrooms is that of adapting or modifying materials used in

1 _ .
that enviropment for the unique needs of exceptional learners. Some

“exceptional learners can learn the same concepts from‘'the same curricu-

lum materials as nonhandicapped learners if minor adaptations are made.

o

However many times, for any number of reasons, the materials used in the

regular classroom are not totally appropriate for exceptional learners

because of 'variations in ability and, thus, more extensive modifications: -

are needed. A teacher who is aware of students' strengths and weaknesses
will recsgnize the points where instructional materials fail to match
learner needs. This section provides ideas for adaptions ranging from
simple to more complex.

Several considerations are‘&mportant when one is faced with mis-
matchgs between instructional materials and learner needs (Wilson,
1976). First, the expense of the adaptations or modifications-in terms

of teacher time must be considered. 'Many adaptations are quite complex

and require inordinate amounts of time for the length of time the:material

o

will be used or for the importance of the sxill to be taught. In many
instances, simpler and Iéss time consuming adaptations will suffice.
Second, the expertise of the teacher attempting the adaptation must be
considered. Somg types of adaptations require more complex and sophis-'
ticated curriculum development skills than others. Third, the avail-

ability of the needed materials must be considered. Teachers often

C by

ar



60

invest time and energy adapting materials because they do not know that
the material they need is available. Often the materials are available
commercially, or may be available from another teacher. Before one
attempts a complex adaptation, all possibilities of locating the materials
should have been exhausted.
Teacher trainees should be taught to ask the following questions
when considering adapting a material:
1. What aspect of the task is causing problems for the student?
2., What must I do to ad%pt the. task for this student?
3. Can I locate a material that pfesents the .task the way this
studerit needs it to be presented?
4, If I can't find the material I'need, is the adaptation worth
the time I'll spend deing it?
a. Is the skiil an i@portant one?
b. How long will the 2dapted material be used?
c. -Is there a possibility that the material might be used by
other students?
5. Do I have the skills I need to make this adaptation?
6. What is the simplest adaptation I can make to meet this
student's needs?
By responding to these questions, teacher trainees will evaluate their
own skills and the time investment required to make needed adaptations.
In the remainder of this sgction, five types of material adapta-
tions will be described, ranging from simple to complex. Teacher
trainees should be advised to implement simple adaptations first, observe
4 the results, and proceed to a more complex level only if simpler adapta-

tions are nct effective. In the last section, specific techniques for

Q- by
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adapting materials are described in relation to four reasons why adapta-
tions often are necessary: motivational reasons, length of task,

complexity of task, and concept load.

Body of Knowledge

Types of Adaptations

//Five levels of adaptations will be briefly described. These levels
are arranged hierarchically from simpler to more complex, based on the
amount of time and the skills required to produce.the adaptations.

Change in format. The least complex adaptation is-a change in the

format of the material without a change in the task itself. Such a
change would involve manipulating some aspect of the physical'arrange-
ment of the material or lesson while maintaining the method of presenta-
tion and the method of response to the task. This type of adaptation
may be necessary under the following conditions:

1. An assignment is lengthy and a student cannot maintain atten-
tion to complete the assignment at one time.

2. Task explanations or examples are inadequate and more explana-
tion of the task is needed beyond verbal or written directions
already given.

3. Directions for tasks are inadequate or are too complex, and
additional or simplified directions are needed.

4. Stimulus items are too crowded on a page, and the student is
unable to focus on individual stimulus items.

Adaptations for any of these conditions can be accomplished-with
simple modifications in format that maintain the nature of the original
task. To counter a lengthy assignment, the size of the assignment to be
completed at one time may be reduced with the studeant being asked to
complete the ent.ce assignment in smaller uﬁits. The rationale for this
adaptation is to provide success experiences for the student; S/he can

experience the satisfaction of completing short assignments and tasks

© Iy
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cumulatively equal to onme lengthy assignment that might never be completed.
The student with a short attention gpan is allowed to break his/her
concentration legitimately as one short assignment is completed, submit-
ted to the teacher, and another begun.

Techniques thai may be used include either dividing an assignment
into several smaller a%signments for a student, or teaching a student to
aivide the ass;gnment himself/herself (see Table 3, p. 78). The latter
technique is especially appropriate for upper elementary and secondary
students who are expected to take greater responsibility for their own
learning. These students should be taught how to "chunk" material
rather thén simply expected to do so.

If greater explanation of a task is needed, the teacher may model
the task for the student. Exact modeling of a.task may be necessary for
students to observe the steps (in sequence) that s/he must follow in
;rder to complete the task. If the steps are modeled, they are not left
to chance but are explained pléarly, thorcughly, and sequentially. The
following techniques are examples of those that might be used in modeling
a task. One technique is to model a task from beginning to end "thinking
aloud" so the student can observe the thought processes that must take
place. A second technique (applicable when visual models or examples
are appropriate) is to provide models of the task that allow only one
interpretation. ror exaﬁple, the teacher should evaluate the visual
examples in workbooks and on worksheets to determine if they arc accurate
representations of the task. Frequently, models or examples are presented
that do not require the student to make all the discriminations that
s/he must make on the task itself. The following example presents a

model &hat is different than the task itself:

71
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Instructions: Circle an antonym of the underlined word.

Example: .  cloudy ot ~ sunny
,  warm hot cool windy

' , hard rough solid soft

)

’

A more appropriate example for this task would be one that is exacﬁly
like the task, i.e., one thaf includes three response choices rather .
thaﬁ one response item =-=- the correct one, g

Often task directions presented to students are lengthy and éomplex,
and must be simplified. Directions that are presented clearly and
simply are more apt to be interpret | correctly. Extraneous comments
and lengthy directions may be ignored or may'be forgotten more easi{y
than a single, concise statement. Thus, thg technique to remedy this
situation would be to state the directions clearly in a single statement.
In other instances, directions may be given too cryptically and may need
_some expansibn. Expansion of such directions should clarify, rather
‘than confuse, the task.

Some materials will present so many stimulus items on a single page
that a student will have difficulty focusing un a single item.1 The
. teacher may (or the student may be taught to) separate, chunk, or mask
items, thus allowing the student to reépond to the item as it was origi-
nally designed. These techniques reduce the amount of incoming stimuli
and allow tie student to focus his/her attention.

The modifications described here are designed to change either the
physical format or the directions while maintaining the task require-

ments. Little teacher time and few complex skills. are required to

complete these modifications.
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Change input/output modes. If students are unable to receive

information or express known information through the mode being used in
éhe classroom, the input and/of output modes may need to be changed.
School environments place great demands on the reading, listening, and
writing skills of students. Many mildly handicappeéd students, although
cognitively able to comprehend the concepts being presented, may be
unable to acquire the information through the presentation mode used hy
the teacher. The teacher should not assume, however, that simply switch-

4]

ing from oneamode to another will result in the acquisition of informa-

" tion. For example, if a student has reading difficulties, the teacher

.

may have him/her listen to a taped version of the same material..
H;wever, if the student has not been taught how'to listen and gain
information from orally presented material, s/he may fail to benefit
from this taped material. Thus, if a teacher chooses to change the -
input mode of materials, severéi techniques may be used; however, their
effectiveness may be dependent upon the studént's skills in gaining
information through these other modes. Alternative modes of input to
reading textual material include audiotapes, audiovisuals (films,
filmstrips, video tapes), and discussions (see Table 3, p. 78).

Several alternative modes to expressing information in writing also
exist. Known information may be presented in an oral report, through an
oral test, or through the construction of a project that requires syn-
thesis of information about a certain %opic. See Table 4 for alterna-
tives to expressing information in writing (p. 83).I

Table 5 provides the teacher with a simple organizer for determin-

ing how a student's weak areas can be compensated for. If a student is

visually impaired, the teacher may provide input by assigning the task

)7 '..
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orally. If a student has limited hand movement, s/he could report a
position on a game Board (“Blué marker to space 17") rather than
attempting to move tLe marker. ] S
Changing input and/or output modes requires both planning and .
preparation time. The teacher should not assume that the ;tudent will _’
be able to benefit maximally from the ‘alternative mode without'instrué-

[ 4

tion. Students may need to be taught how to listen, how to take oral

" tests, etc., in.order to learn or to express themselves optimally in

tiese modes. Thus, the teacher who elects to use another mode must
accept the responsibility of making such a decision result in more
positive performance than the previous alternative.

Combining/resequencing commercial materia’ Commercial materials

form the basis for most instruction in elementary and secondary class-
rooms; however, some students may require more practice om particular

»
steps of a skill sequence, or they may need modifications in the sequence

or require a different sequence of skills presen;ed through the chosen
curriculum materials. Combining/resequencing materials allows the
teacher to develop a curriculum to meet the needs of the student rjlated
to practice (number of trials).and developmental sequence. Teacher time
is minimized because existing materials are used; however, s/he must
have knowledge of the skill sequence in the curriculum areas for which
adaptations are needed. '
A language arts consultant, when asked by a harried fourth grade
téacher how to get through the whole book, responded, "If you feel you
have to cover the book - sit on it!" Teachers can increase the motiva-

tion of disinterested students tremendously by allowing them to rank

order and vote on units or stories. The class chooses which areas or
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stories are studied first, and may even have "the power" to skip a topic
or replace it with one of éeneral interest. If the class has some
flexibility as a whole, it is also easier for the teacher to suggest

that certain students delete or replace material. Gifted students may
use advanced vesources; poor readers may use simpler texts; those with
limited reasoning ability may concentrate on concrete rather than abstract
sections. |

<

Supplementing commercial materials. Occasionally, available materials

may not define a task and its components as specifically as some students
require. In these instances, the teacher may elect to supplement these
materials by preparing materials to'teach intermediate steps omitted by
the commercial product. Here, thg teacher maintains the skill sequence '
defined by the selected curriculum material and augments the sequence by
further specifyiqg the steps/gf the sequence and writing materials for
these steps. This type of adaptation requires more teacher time because
curriculum materials are being prb&uced. In addition, to prepare these

L4
materials, the teacher must be knowledgeable of the skill sequence and

must have knowledge and skill in curriculum development.

Developing curriculum materials. At times, the materials needed

for a specific student may not exist, and materials will need to be
developed. The teacher then will develop and write materials to teach

the needed skills that are presented in the’appropriate format and aiso
\consider the student's special needs.. Although considerable teacher

time aﬂd expertise are necessary to develdp and write curriculum materials,

£z
several benefits of this type of adaptation extst. First, the teacher/-

developer can control the content presented, the method of presentation

and the rate of presgntation. Second, the critical factors of content

70
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and format can be matched with specifi¢ learner characteristics. Third,
the material can be highly motivating if student interests are incorpor=
ated.

Materials Adaptation Techniques

Specific techniques related to four areas will be discussed: -
motivation, length of task, complexity of task, and concept load. Ideas
presented in each area will progress from simple to more complex in
terms of implementation. ‘ A

Motivation. Motivatinglstudents to attack learning tasks is fre-
quently mentioned as a problem at both elementary and secondary levels. .
i'commonly used technique is a game format. Children and youth fre-
*quently respond more enthusiastically to formats different from tradi~
tiondl paper-pencil tasks, and game; often can provide such formats.
Games may be used for drill activities, to provide additional practice,
or to accompany the introduction of a new concept or skill. Numerous
commercial games are available for a wide variety of concepts or'skills,
and teacher-made games are common in both regular and special education
.classrooms. Game boards tha%_are adaptable for several different skills
or for the changing skill levels of the student may be developed quite
éasily by the teacher. Figure.l shows a game board that might be drawn
on a file folder, and the spaces filled with sight words, words to
reinforce a specific phonetic skill, math‘facts, etc. Game pieces
(perhaps toy cards) and die could be placed in an ernvelope and kept in
the file folde} for easy use and storage. To play the game the student
would roll the die, advance the indicated number of spaces, pronounce

the word (give the answer to a math fact, etc.) or follow the direction,

and then allow the next player his/her turn. Although this example is

Q 7()




68

appropriate for elementary students, the gamg concept can also be applied
at the secondary level. |

Several caﬁtions must be addressed in selecting a game format to
motivate the student. First, the teacher must be certain that fhe game
provides appropriate practice for the cencept or skill being taught.
Asking the student to recognize the numerals when the task is addifion
of thfeé-digit numerals is not appropriate practice, and a game that
would fncorporate recognition of numerals likely would not help the

student with the task. Sécond, overstimulation of the student in the

game situation must be avoided. Some students become so involved and

excited with the competition'of the game activity that the learning
aspect is lost. Third, and closely related to overstimulation, is the
complexity of the rules. If the rules of the game are t;o‘complex, the
student may spend too much ;ime and energy concentrating on the mechanics
of the game and too little time and energy on the ‘concepts and skills
being taught. Thus, the game activity fails to fulfill its educational
purpose. Fourth, the tegcher must plan for transfer of learning from
the game situation to the task that involves the coﬂéept or instruction;
thus, simply using a game format may have no effect on use of the skill
in other seqtings unless the student perceives the link between the
concepts or skills practiced in the game and those used infa particular
setting.

Another technique that may be used to stimulate motivation is
media. Most children and youth in schools today have grown up in a
multi-media environment. Although schools frequently possess a variety

of media, it often is not used as advantageously as it might be. One

piece of media equipment found in many schools, especially in special

7/
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education classrooms, is the Language Mastef (Bell and Howell). The
Language Master is a small, desk-top machine that uses an audio card,
t?us allowing the sFudent to see a visual stimulis ;nd hear an audio
stimulus (or record information or;ily) at thé sa&e time. Although the
Language Master is frequently used for drill and practice, it has a wide

variety of uses. Anyone interested in exploring the uses of the Language

Master is encouraged to obtain the booklet, The World of the

- Language Master, from a Bell and Howell dealer. Similar machines are

produced by a number of other companies.

Teachers also may use slides as an attention-getter. Slides are
fairly easy to produce or obtain. Teachers can take their own slides
with instamatic cameras. Slides of various parts of the country may be
purchased quite reasonably. Use of a copy sﬁand will allow pictures to
be taken of small, real objects. Siides of any type may be used to
introduce a lesson, to illustrate sﬂecific concepts, or to summarize
content previously presented.

One readily available piece of media in most public schools is the
overhead projector. Most often used in lecture situations, the overhead
projector can be used in a number of ways. The stage of the projector
can be used to display real objects for a group to see. In teaching
math, objects (cubes, for instance) can be placed on the stage of the
projector and string or yarn used to group the objects into sets. In
this way, the teacher can demonstrate concrete representations of mathe-
matical processes for'students. Students may write assignments (hand-
writing assignments, reports, poems, short essays, etc.) on an overhead
transparency for display to a group or class. This type of public

recognition may be quite reinforcing for students. Younger students may

&
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practice tracing letters and writing on.the chalkboard when the image of
letters, lines,' and spaces are projected there using the overhead pro-
jector. |

Two other techniques used to stimulate motivation are the use of
music and current fads, events, and topics. Music and rhymes are fre-
quently used to teach concepts and skills to young children. All of us
probably can recall the rhyme about the number of days in each month or -
the alphaﬁet song. These rhymes served the purpose of teaching specific
information. Creative teachers can still find ways‘tofstimulate learning
using these methods. For example, a singing group, the Fifth Dimension,
recorded a choral version of the Declaration of Indepéndence'bn a popular
album in the early 1970s. Given that students' motithion to read the
Declarat (on of Independenge_may be rather low,, the choral ve:sfbn might
stimulate their attention to this important documentlof American histoty:
Although economic concepts are of critical ;mportanpe, many students
will be less than enthusiastic about studying thos% concepts unless they
relate directly to their lives. A song recorded b# a singing group, the
0'Jays, during the early 1970s entitled "Let the qbllat Circulate," will
attract students' attention and would be an excel}ent opening to a unit
on economic concepts. | |

Most teachers are usually quite aware of current fads, events, and
topics that might be used to stimulate students'linterest. Many songs,
rhymes, and jingles from television brograms, such as Sesame Street and
Electric Company, may be used as teaching techniques.to stimulate moti-
vation. |

Length of task. Although discussed briefly earliér, several tech-

niques that are easy to implement can be useful in adjusting the length

7
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A

of student's task. An assignment may be divided into smaller units for
some students so they actually finish several short assignments rather
than one lengthy one. A student who is restless and has a short atten-
.tion span may be able to complete six problems, then walk across the
room to_submituhis/hér paper to the teacher, and return to his/her work
station to begin the nex£ six problems. If not given this "legittimate"
excuse to break attention and move, the student may seek movement in
ways unacceptable to the teacher. The stimulus value of an as;ignment,
particularly a ;hort one,'ﬁey be increased by mounting the assignment on
a piece of brightly colored paper.ﬁ This will serve to attract the
student's attention: | |

Another way to control the length of assignmerts is to manipulate
the time schedule within a clasblperiod'or a school day. For example,
(father than scheduling one long session to teach math, the teacher may
break the session into two shor;er sessions, separated by a short break
or scheduled at different times duripg the day. Eveh within one class
period, the teacher may spend 10-15 minutes on one task, switch to
another task for a few minutes, and then return to the first task. This
time manipulation allows the teacher to hreak the task into smaller
units, thus increasing the chances of maintaiding student interest.
This scheduling also would allow spaced practice which learning psychol-
ogy has shown to be superior to massed practice.

Complexity of task.” Teachers frequently will need to adapt materials

because the task is too complex for the student. If the problem is the
size of the steps in which the concept or skill is presented, the modifi-

cation will involve further specifying the task through use of task

analysis procedures (Bateman, 1971; Frank, 1973) and then locating or
!
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wvriting appropriate materials to teach those steps. If the problem is

inappropriate sequence, the teacher must resequence existing materials,

- add materials to provide adequate practice, or locate (or write) supple-

mental materials.
In some instdnces, the teacher may determine that the student does

not have adequate prerequisite.skills to attack thé current task: The .

specific measures to be taken then depend on the needs of the individual

student and the nature of the problem. The teacher may abandon the

N

sequence and teach the prerequisite skills; then, s/he may return to th .

| sequence. The teacher may choose to move to a simpler level of task .

difficulty. For instance, if a student is being asked to spell (recon- N

‘struct) the word "goverﬁment" from oral dictation, the teacher may move

to a simpler level of task difficulty and ask the student to recall the
spelling of the word by physicaily rearranging letters to form the word.
See Figure 2 for levels of task difficulty and an example of this task.
Another alternative available to the teacher is to change the?require-
ments of the task. For example, -rather than'requiring the student to
read an assignment, the teacher might arrange to have the student get
the information from a filmstrip or from listening to a group discus-
sion.

Concept load. Although concept load is closely akin to task cou-

plexity, it deserves attention as a separate area. Teachers frequently
present a.number of concepts to students at one time. For example, the
"r" blends often are taught together. Some students may be unable to

grasp several different "r'" blends when they are presented together and

may require that only one "r" blend, e.g., "fr", be t&ﬁght'at one time.

By teaching one blend at a time rather than teaching a group of blends,

81 | '
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o
the concept lqéﬂ‘has been reduced. Isolating and teaching singlg.éon-
cepts requires a knowledge of the skill sequence and task éfi;yéis

\

procedures. The best descriptions of procedures to iso}gtélsingle

. \ 'd _
concepts are in Becker, Engelmann, and Thomas (1975) and Martorqllq'sw
(1972). '

N‘
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Self-Pace Options

A curriculum strategy for accommodating sbecial needs of leariers 1is

the provision of activities that allow students to progress at their own

‘rate. - The materials may include curriculum materials with or without

adaptations. Instructional formats for the management of individualizing
instructional programs include learning activity packets, contracts,
learmning centers, job sheets, activity cards and program (Smith & Bentley,

1975). ' .

" Learning activity packet (LAP). One individualized instructional

‘option is the Learning Activity Packet (LAP) which can.be used in ele-

}

. mentary or secondary schools. A LAP is a teacher wr%tfen learning program

containing 211 materials needed by an individualJértemall group for study

-

of a specific topic. It gliows the teacher to present content in whatever

- way will account for varying student abilities, interests, learning

styles and developmental levels. LAPs shopld be self-explanatory and

structured to allow students to progress'at their own rate. A LAP in-

.

v !
cludes the following basic epmponengsk. title, purpose, rationale, ob-

4

jectives, pretest,ilearning actigities, post-test and enrichment activi-
. ¥
ties {(Mas.ers, 1975). .

Contracts. Learning conﬁracts are agreements between individual
- A J
L 4
students or group of students and the teacher regarding the conditions
associated with task completion. Contracts permit students to worx in-

dependently and contvpl the conditions surrounding task completion

through their own efforts. Mutual involvement of the student(s) with

the teacher in selecting learning tasks and reinforcers and in negotiat-

ing learning conditions are critical factors in the development of suc-

cessful learning contracts. .Learning contracts should include clear

* 9
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understandable statements of the task to be accomplished, the conditions
of the situation such as length of time, length of assignment; resources,
list of activity alternatives, criteria, the consequences of the studént's

¢ action and signatures of the student and the teacher, and others if in-
volvéd with the contract. Additional information relevant to contract
terms 1s reported in the section of this module entitled "Monitoring
Academic Achievement." |

Learning centers. Learning centers are usually specific areas in

a classroom which contain a collection of printed materials, media and
realia focusing on a special topic of interest. Learning centere can
be designed in a Qariety of arrangements and provide a flexible means
of meeting different students' needs, interests, achievements, ability
levels and learning styles. Activities appropriate for the student's
ability and interest level are organized for independent use. Often a
variety of activities is provided so students of varying levels may use
the learning center completing different sets of activities selected by
the teacher., Learning centurs may include written or oral exercises,
visual tasks, media production, tactile explorations and scientific ob-
servations. They may be used for units of insiruction in a prescribed
course of study or as a self-directed activity “or independent study.
Learning centers should include the following components: a topic,
rationale, objective, directions for use of center and for individual
activities, resources for accomplishing the activities and assessments.

Directions for operations. of the center should be clear, specific and

precise.




Job sheets. Job sheets\are assignment sheets that present a clear
sequence of work to be compléted by students. Job sheets generally
focus on one objective with specification on the task assignment such
as reading passages, workbook pages, activities and comprehension checks
to be completed in order to reach that objective, directions, procedures
or instrué¢tions. Task assignments should include the sequence of activi-
ties to be completed and resources. - Job sheets allow students to use many
curriculum materials related to a specific skill in the planning of a
sequence of activities to accommodate students' learning. Reliance on
a single curriculum or material isn't necessary. Students work inde-
pendently at their own pace énd assume responsibility for monitoring
their own progress. y

\'

Activity cards. Activity cards are individual cards that provide

directions for learning activities and generally organize around a
particular theme or topic. Each card presents a particular question to
be studied or objectives to be learnéd, provides'directions for the
activity and identifies the resources needed. The cards'may bé ar-
ranged sequentially from simple to more complex or they may be arranged
by topic or skill. A student selects an aétivity from the group of
cards and completes the activity independently. Students may complete
a specific number of activities or they may complete all dctivities in

order to develop a specific skill or concept.

Program instruction. A number of commercial materials are avail-

/
able in a program instruction format. The salient features of program

instruction include (a) subject matter is broken into small amounts

frequently referred to as frames; (b) the frames are arrauged in an
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incremental sequence; (c) student responds frequently; (d) the student
receives immediate feedback regarding the correctness of the response;
(e) each student varies the rate of responding. Program materials arg
available in brint format such as texts and workbooks, mediatéd forms'
presented on the screen of video equipment or in a format placed in a
manually operated piece of equipggn;.

These self-pace options share several characteristics. Each can
be used for individual inst?uction,_can be designed to accommodate
unique learner-needs, allow students éo prqgreés at their own rate, may

-

be used for elementary or secondafy students and may be designed very
simply or quite elaborately. ﬁespite ghese commonalities some dif-
ferences do exist. Each option may:differ from one or more of tpe Cop
other options on one or more of the following dimensions: degree of
student 1nv;1vement, in specification of objectives and conditioms,

o
level of teacher involvement, level of structure inherent within the

option, and selection of specific content areas.

ERIC | 50
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TABLE 3
MATERIALS ADAPTATIONS

Student Need(s)

Type of Skills ~ Technique Rationale
Adaptation Required
Change in Knowledge of Short attention span Reduce size of assignment The student experiences
format; task to be completed at one satisfaction of complet-
 task remains time; teach student to . ing tdsks rather than
. same "chunk" large assignment failing to complete
into smaller units. lengthy assignments. The
student is allowed to
- Cut page of 30 math prob- break his/her concen-
lems. Student then tration legitimately as
completes six small, one short assignment is
manageahle assignments completed, submitted to
rather than one large, the teacher, and another
overwvhelming assignment. begun.
- Teach a secondary student
who is required to read
lengthy chapters to "chunk"
the information into manage-
able units by dividing the
chapter at the major sections.
More explanation Model the task The student will hear
of task (or see) a model of the
- Provide a model of the task that shows exactly
task from beginning to what steps s/he must
end for the student. follow in order to
"Think aloud" as complete the task.
the task is modeled so These steps are not
the student can observe left to chance, but
= the thought processes are explained clearly
that must take place. and thoroughly.
& (

8¢



TABLE 3, continued
- MATERIALS ADAPTATIONS

Type of Skills - Studant Need(s) Technique . Rationale
Adaptation’ Required ,
Change in = Provide visual models
format; ) of the task that allow
task remains , only one interpre-
sape (cont.) tation; (examples in
e . ' _ commercial materials
sometimes may be confusing
, and may allow for an er-
roneous conclusion about
the task. '
Additional or Stute the directions for Directions given clearly
simplified task completion clearly and simply are more apt.
directions ("Circle the words that to be interpreted cor-
go together") rather than ' rectly. Extraneous com-
giving a set of directions. ments and lengthy direc~
ten sentences long). tions may be forgotten
v : more easily than one
clear concise statement.
! Difficulty focusing Separate stimulus items Separating, chunking, or
on single stimulus so students can focus on masking items allows the
item (page too single items more easily * student to respond to the
crowded) task as it was originally
- Cut page apart so fewer designed. Reduction of
items are in the student's incoming stimuli allows
view at one time. the student to focus

his/her attention.
- Provide a template or
mask so student can
isolate one stimulus
item at a time.

59y : SkY)




TABLE 3, continued

MATERIALS ADAPTATIONS

80

Type of Skills Student Need(s) Technique ‘ Rationale
Adaptation Required '

Change in ’ - Teach student to "chunk"

format; material and only attend

task remains
sane (cont.)

Change input
and output
modes

Planning tech-

niques
Knowledge of
alternative
delivery and
student eval-
uation modes

Unable to receive in-
formation through
mode being used
(e.g., unable to

read social studies
text)

to smaller portions at one
time.

Change input mode

-~ Teach student how to gain
information from orally
presented material.

- Have: the student listen
to taped version of a
written text.

- Use audiovisual materials
(films, filmstrips, video
tapes, etc.) that contain

Reading is not the only
mode through which infor-
mation may be received
even though it is the

- most common mode used

in school settings.
Students who know how

to listen often can gain
the content effectively
from listening even
though they cannot read
a text containing that
information.

the same or similar content.

- Have the student participate
in or listen to a group dis-

Unable to express
known information
in written form
(reports, themes,
tests, etc.)

cussion of the content.
Change output modes
-~ Have the student
present the infor-

mation orally rather
in a written form.

9

By selecting alternative
output modes, the student
may be given credit for
known information without
being pedalized for poor
writing skills.



“n TABLE 3, continued

MATERIALS ADAPTATIONS

Type of Skills "~ Student Need(s) Technique : ; Rationale *

Adaptation Required
Change input ' - Teach the student how w
and output to take written tests. '

modes (cont.)

- Teach the student to take
oral tests; then give
tests orally.

;= 8Select other alternatives
7 for expressing the informa-

e tion that minimize writing,

/ : yet require tue same (or a
.similar) degree of analysis
and .ynthesis of information.
For example, the student might
describe orally (and tape
record) the results of a
science experiment rather
than writing a detailed

summary.
Combining/ Knowledge of More practice on par- Materials from two or more Resequencing materials
resequencing skill sequence ticular steps of skill curricula providing instruc- allows the teacher to
published in curriculum sequence or different tion and/or practice of needed develop the curriculum
materials areas sequence of skills skills are combined. For ex- to meet the needs of
ample, practice exercises the student related to
may be selected from one cur- practice (number of
riculum to augment a curricu- trials) and development-
lum that provides only a few al sequence. Teacher
practice exercises. time is minimized ve-
¢ cause existing mater-
3‘5 ials are used.

: 94
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TABLE 3, continued
MATERIALS ADAPTATIONS : N

AN

Type of Skills Student Need(s) Technique ‘ Ratiﬁgaie
Adaptation Required : \ .
Combining/ . Materials from two or more \\
resequencing : curricula may be used to de- |
published - S velop a sequence diffepent ' ;
materials , from-that present in 3;ther ¢ {/}“‘*’
curriculum. . ' BEFEE
) Materials within a/single '
curriculum may be’ resequenc-
ed to teach several
levels of a single skill )
in sequence (rather. thag .
spread throughout the
school year) or to provide \
additional practice. N
Supplementing Knowledge of More practice on Write additional materials " Some commercially avail-
published skil} sequence particular steps that provide for specific able materials may not
materials Knowledge and of skill sequence need of .exceptional students provide a skill as speci-
skills in cur- o to augment published fic as some exceptional
riculum devel- ) materials. ' learners require. There--
opment fore, the teacher may
H need to write materials
for intermediate steps
in the skill sequence.
Developing cur- Knowledge of Skill, format, or Develop and write materials Materials written by the
riculum skill scope special need that that teach the needed skill, teacher for a particular
materials and sequence is not considered are presented in the appro-. student pdtentially can
Knowledge and in existing nriate format, or consider meet all the special con-
skills in cur- curricula the student's special need. " .. siderations necessary for
riculum devel- that student.
opment

Ju
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+ Figure 1
Multiple-use Gameboard

Decorate cover wifh racing pﬁoto.

Laminate. ' .
Include separate envelopes for various. skills. _ ) ’

Provide tape-recorded and written directions.
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Recognition . Student recogmzes (pomts to)
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Learning Activities : - 'Y
Task #1°
Bring in three learning aids, supplementary materials or games whirh have
been published in your students' content area. Have students wprk in small
groups to determine what change(s) in format would be'necessary for any atypi-
cal. learner to use the material. Have them consider physical and sensory

impairment, behavior disturﬁances, and academic ébility well above and below .

s
[
1

the norm.

Task #2

o

Present students with the following list of classroom situations. Develop

¢

a list of input/output mode options.

Classroom Activity Student Characteristic ' .
foreign language class, recitation - student stutters under pressure
math class, blackboard "race" to Stydent-confined to wheelchair

wrx%e—mu%txplrcatxon facts (teams) - - ' : : -* -~

oral round-robin reading remedial reader, decoding poor

/" . L]

biology test . illegible handwriting, slow rate .

) . Task #3 ,

-

Have each student develop an instructional game based on the principles

-~

presented in the "motivation' section. If possible, your students should find

, >
a young person for whom the game is appropriate and fxeld test it. Perhaps a

publlC school class in the content area would be willing to have your students

. .
ﬁcome in for an hour for one-on-one insgruction. The classroom teacher would

be a good soﬁrce in suggesting'skills to focus on in game construction.
Students shqpld then present their games to each other in class, noting what
worked, whaL they would change, whether they felt that the1r pupil had learned >
anything and whag\qgaptations might be necessary for atypical learners.
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.on the syllabus to be covered during the semester, what possibilities are

L4
)
(S _,_;.E‘-jj

, 9l
. ) - - "
" Task #4 X

Have students brainstorm ideas.for self-pacing options for your course

o

(in which they are currently enrolled). Given -the material you have outlined °
there for self-pacgd instruction? Students should evaluate suggestions made
in this section and add suggestions of their own. (You may gain insight into

your course, and possibilities for 'future instruction!)

G

. Task #5 ' . .
Give each student a COpy-pf a well-developed unit plan in your content

area or in any content area if you teach generic skills. Ideally, use units ks

the students have written themselves for you or another teacher. "Have each

student add to the unit plan by incorporating at least two of the six options

for self-pacing. These additions should follow the 'guidelines presented

earlier, and should be written complete with 11 resources, worksheets and

0

other materials.

Task #6

Assign a topic to the class (e.g., humorous poetry,\World War II). Then
give a description of a classroom at their grade level such as, "Your class
consists of 27 sixth graders.: The réading_ra;ge is approximately second to
twelfth graae. Two students receive remedial help in reading, sne has a
specific reading d;sgbility, three- are academically gifted and one sthdent has
a significant hearing loss." Ask students to choose one self-pacing option
and develop the material, complete with all.resources, with this class in
mind. Make sure that all optioas are chosen by someone. Provide one class
period for the display of student-made materials. You may Qish to establish a

checklist of criteria for the appropriateness of the material to the topic and

/
hypothetical class.

. 10y
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SCHEDULING

-

Rationale
Savage and Mooney (1979) identified the importance of the management
of various school-day components in teaching special needs students in

regular classrooms. They noted:

¢

Management refers to the manipulation of time, space, materials,

records, and other elements that directly affect . . . instruc-

‘tion. “At the best of all organizational -and management- matters

in the classroom are the children. While the mainstreaming of

" special needs pupils into regular classrooms may extend the
dimensions of organizational and management, mainstreaming

does not change’the basic nature “of the process that teachers

have been concerned with for a long time. (p. 279)

The importance of predetermined, structured schedules for emotionally
disturbed boys was supported by Gallagher's (1972) research. Scheduling
'has often been identified as playing a key role in successful mainstream-
‘ing programs, ,as the cornerstone of both instruction and communication
'(Blankenship & Lilly, 1981; Hardman, Egan, & London, 1981).

(%
A career planning counselot reports that many teachers who leave

. . ° - ¢
the teaching field excell in management roles. 'This is not surprising
when one considers that teachers must juggle time schedules, limited
resources, perfonnel and instructional teéhniques to create cohesive

h -

days and comprehensive semesters or years. The ability to organize is
essential for'efficient, effective teaching.. This section explores
several components involved in the broad area of scheduling. Who is
involved in creating smooth time schedules for the exceptional student?
How can time be managed effectively by the student? How can the teacher
schedule ancillary personnel to the maximum benefit? What should be

known about material resources in order to schedule them efficiently? .

How can the teacher schedule instruction to maximize learning?

ws
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’ Body of Knowledge . ’
CC Time

Who assumes the responsibility for the students' time in the school
day? Is a productive day one.in which every minute is scheduled? Some
students ceh complete assignments within the time frame given by the
teacher. Other students are able to choose times to cohplete assign-
ments anﬁ pursue self-directed activities. A few students need to. be
very structured; that is, their work responsibilities, expected outcomes
of their work, and time limits must be clarified in a clear, firm manner.
This latter group of students will need to learn how to be self-directed.
For them this is a tast!Just as mathematics is. . g

“ In addition to establishing schedules within the classroom for
their own subjects and group work, teachers of exceptional students must
work cooperatiVely with special service personnel. One teacher schedul-

* ed her”days so rigidly that when four of her students were identified as
gifted, the only time she would allow for them to work with the resource
teacher was during recess. It should heve'been no surprise when three

" of the students dropped out of the gifted program.

The following suggestions (adapted from Charles & Malian, 1980;
Turnbull & Schulz, 1979) for classroom and resource teachers should be

considered when schedu11ng instruction for except1ona1 students.

Classroom Teacher .

1. The teacher must identify several blocks of time when the
student could be awa§ from the regular classroom for instruction
1 in the resource room in such a way that the student gains the

most from hoth settings.




openes

3'

"should be allowed the same privileges as other students, e.g., o

94 A

Justification: - The teacher must consider carefully the goals

a1d objectives for the gtudent and arrange | his/her schedule so 9\ .
at all goals are addressed --'exther in the regular classroom

or the resource room. In addition, the exceptiona} student - g

recess, and should be allowed to participate in activities

such as music, art, pﬁ&sical education, etce

The teacher needs to indicate whxch 7egu1ar classes would be

most appropriate for handzcapped stddent partxc;patxon based

on the student's goals, the content and structure of the

classes, the grouping arrangemedts,getc.

Justification:’ Fact?rs which must be considered when deter-

mining t&e regular classes in which the exceptxonal student

will participate include: whether the class coatent is p;e-

sented is appropriate for the exceptional learner, whether the

degree of structure is compatible with the student's need for

structure, whether the groupings within the classroom can

accommodate (or can be adapted to accommodate) the student,

etc. -

“Classroom instruction for the subject being remediated in the

resource room should be complementary to the focus of remedial

instructinn, (Qlassroom teachers and resource teachers may not
! Ai

use eaactliy th? same approach, but they should coordinate .\%\

. . . . ""‘"-lm-—i‘.'

instructio, as much as possible.

Justification: If the same or similiar techniques were used ’

in both the resource room and the regular classroom, the

student not only will have additional opportunities to

10y
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practice, but opportunities to gemeralize skills learned in

-

18
@
*

the resource room will be more readily apparent. ' : o -
' ' . i

Resource Teacher ' o ) .

1.

- . L) »

° - _ >
Students should be scheduled into the resource-room during the

subject period that is being remediated.. They should not be
schéduled for assistance during music, PE, art or recess.

W
Justification:. If the student's‘deficit is such that remedial

insttéction is indicated, resource room instruction should.be N
schéduled when that subject is being taught in ;he regulary .,
classroom to avoid having the.student experience frustration q ';
during regular class instruction. To aVb@é motivational
problems, interference with music, P. E., ‘art, and 'recess

should be avoided when possible. Aesthetic, physical, and
recreational experiences should ‘be‘as much a part. of the
school day for exceptional learners as they are for nonhandi- '
capped learners. | '

Planning done with classroom teachers should be scheduled
during the day rather than before or after school. The
program will not be efficient if the resource teacher does not
have adequate time to communicate with classroom teachers.
Justification: Planning that is part of a teacher's schedule
will begmore efficient than relying on unscheduled time. Both
classroom teachers and resource teachers should include shared
planning time in their schedules so the exceptional child's
instructional program can be coordinated. Planning done

during the school day, rather than before or after school when

other activities are occurring will be most efficient.

4
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3. It is vital that the pringipal be Aware of the need for
%

. * ,‘ ..
- : scheduling of planning time with classroom teachers. ’
’ ~ Justification: The principal sets the climate for the school,
R so his/her attitude often 1n¥3uences that of other teachers.
-~

s *,In add1t1on, he/she generally arrangeés the schedule, so hls/her

.

level of awareness of the need for schedu11ng shared planning “~
}
time 1s critical if it is to be 1nc1uded.1n the schedule.

' [ ——

N : 4. When time limits for students vary, the schedyle should be .
. o o
pos}ed to ;et students know the amount of t1me they have to '
complete a task, and what they are to do when they complete a
given takk. .
Justification: By posting time limits and directions for
aep1v1t1es following task completlon, the teacher communicates
expectations to students. It is easier for teee to know what
to do than to try to figure it out w1thout teacher direction.
5.. Vhen activities are varied, each student will need different
;aterials. Younger children need these set out in advance or
* distributed quickly; older students can pick up materials from
a specified storage area.
Justification: Teachers who are prepared with materials
» available will find the transition frem one activity to the
next much easier. Students will not have to search for \
materials, but will know where to find them.
6. Designated work areas are often assigned by the teacher; the
student may be scheduled daily or for longer periods of time.

Justification: The teacRer's arrangement for work areas and

"scheduling within these areas can control how well students

| Q l-ll
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work within the areas.” Work areas should be'quiet areas

emphasizing on-task behaviors, and students should be schedul~’

*®

“ ed based on thei}'needs, attention span, and level of indepen- . ‘
» dent work habits.

A scheduling system within the classroom ?s'essential.for open or
highly structured classrooms. Scheduliné can be do%gkrigidly orgflex-
ibly. Open classroom eavironment§,need a system for the number of
students and their ﬁassage to the learning/actiQity centers. A reserva-
tion system couid be arranged as describ?dl Cardboard keys placed in.
book pockets indicate how many students can be in a center«aﬂ’one timg.

- ’

A stgdent going to the center removes a ke& from the pocket chain and

returns it as s/he leaves the center. If there are no keys in a pocket,
students know to choose another center. (See %igure 3). .

Signs posted by ceaters remigding students of occupancy numbers can .
be used in lieu of a chart. (See Figure 4).

-Scheduling decisions should also be based on the academic context 2 o
at learqing/activity center. If teachers expect students to work at
;ach center with;n a week, then teachers may impose part of the schedule
and let students choose additional center visits. If the centers do not
include academic context, teachersjmax,allow more ilexibility ;n atten-
dance. A kindergarten classroom was'set up with learning centers for
math, language arts, listening to records, easel painting, library

»

books, playing store and science. The teacher had a limit-of-four card ot
J

system, but no other stipulations. He moticed after several weeks that

one boy had attended the math center seven times 1s often as any other,

and had never been to three of the centers. Students were then required

to attend each center once (per week) before repeating one.

11z
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When scheduling adolescents into regular classes, additional con-

e ety .
-

. SW . ! R . ) . . et
siderations need to be made by.regular. classroom teachers and resource

teacﬁ%;s (Gearheart, 1980). ’
1. When planning the student's schedule and course load, it is
" important to make certain that a sfudent does not have an overlbadl
of "ﬁeavy" courses each semester. The difficulty of the course may
. .
re;;te to amount of -eading or required math ability, the.degree or
level of conceptﬁ;}ization and the amount of homework er formal ‘

*

papers. It may be necessary at times to consider reduction of the
total cours; load. o ‘ .

+2. It is often hecegsasy to advise students to take less diffi-

cult courses or to.enroll with a teacher who is known to provide |

: , »
alternative ways of completing a class. , R
. s -

3. It may often be necessary to have the‘resource teacher offer a
special section of a course if regular class teachers cannot aCCOﬁ-/)
modate a group of students. It is wise for scheduling purposes to
try tp group all students needing language arts in one hour while
those needing social studies content would be enrolled as. a group
in another hour. |

4.+ The resource teacher may need to substitute a text at a lower
readability or csnceptual level which presents the same basic
content’ for use by the student in the regular classroém.

5. When pre-enrolling incéming sophomores it is wise to go to
each of the feeder junior hfghs 4-6 weeks prior to the close of
school to enroll incoming students for next fall. It may be wise

to hand schedule exceptional students. If students are enrolled by

computer, teachers should double check for errors ptio§ to the

114




- hJ

. ' oo A '
beginning ofifall semester. This will allow time for needed -
corrections.

6. It is helpful to work with school counselors when designing '

student schedules.~\The counselor can provide informatibn about the

acceptance level of regular dIass teachers and/or zi;ch courqg W111
provide. the best 1nstruct1on for a hand1capped student
]

Some teachers have a daily opening exercise when they review the

class activities as a schedule is written on the chalkboard. Such a '

schedule serves as an advance organizer to allow the student to see how

the class hour/day w111 be organized. A few students, sometimes those

- who have learning disabilities or behavior problems, need individual

r_.

written schedules. Students who have time concept difficulties, those
who are highl&.ﬁnﬁious when they are uncertain about the day's routine:
or those who are learning té accept responsiBility of task completion
and deadlines will benefit “from an individual schedule. The organiza-
tion.of time and tasks as represented on written schedules can also
provide a model for students who need to acquire self-monitoring skills.
Written schedules should contain time periods and tasks to be
accomplished. They can also be a record of accomplishments provid%ng
studegts with a psychological b&ost.: The following techniques are
sugge;ted as guides in effectively ‘'scheduling individual students with
special needs (Gallagher, 1979). L '
1. | Provide a written daily schedule. The format will depend upon
the student's level of understanding. Many teachers design a schedule

using a subject or time block format. Duplicated copies of the schedules

are made in advance with sections completed as they pertain to each

-

>

student. Teachers also save the individual schedule sheets because they

»

115
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provide an excellent rec *d of each studﬂ%t's progress. Sample formats
1 . )

are given in Figure 5. . ' |

Schedules can be pqued on students' desks, placed on a clipbo%fé
hanging from a hook attached to the side of the desk, or taped to a side
of thé-ﬁtudy carrel. Non-readers can have their ;ork placed in a series
of folders representing time blocks; Worksheets within the folders can
be numbered according to the order in.which they «re to be completed.
Numbered slips of paperﬂcan be.attached to materials such as'books,
manipulative aids, or filimstrips which cannot be easi{; placed inside
ths folders. Thus, the folders and numberedﬁgheéts aré the daily
schedules for. the véry young students'o; ndn-réade:s. Task expectations
and deadliries are established and presented visibly in advance., The

student may not always ike the work which is to be completéd,-ﬁut s/te

knows what is planned and what the optioné are. . The schedule is a

"black and white" arrangement; however, adjustments can be made if
circumstances indicate the need f&r on-the-spot réschgduling. Inherent
in the schedule is careful teacheplanning for work directed to the
student's current level of ability. ) /
2. Alternate high probability tasks with low probability tasks.
The Pr~mack principle can be used w{th regularity; that is, of any two
responses, the one which is moré likely to occur is ﬁhe preferred re-
sponse, referred to as a high probability behavior. I? can reinforce
the IQ§s frequent response, the low probabiiity behavior.. If, of two
academ;c subjects, reading is preferred to mathematics, then reading is
the high probability behavior and fs scheduled afgef math, i.e., make
the high probability behavior contingent on the low probability behavior.
The student's preferred and less preferred activities are altetnatei&

11¢°
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scheduled. If ; student has no preferred academic activities, favqrite

non‘academic activities can be scheduled as high probability behaviors.
3. Schedule work which can be finished by the end of the school

day. The student needs the opportunity to begin eagh d;y with a "fresh

slate." This technique appears to reduce anxiety in some students as- e
¢

they will not have waiting periods to worry about any of their previous _ )

day's unfinished work. They know where they "stand" before they leave y

-

at the -end of the school ddy. Students have been heard to sé&.aﬂter a >

difficult day,'"qul, tomorrow I can start all over again."

4. Plan for leeway time. Allow time for feédback and new concept

“ .

developﬁent after estimating the time needed for the students to complete
their activities. Also allow a period of time to cover unexpectea

’
situations such as legitimate delays in work completion, students having

difficulty in putting on wraps, students collecting materials to ‘take

home, students and teachers gathering loose ends, and for the teacher's
"‘b;‘ \

s . | . \ .
over-estimatign of time commitments. If the student time is planned to

the last minute before dismissal, it could be awdisadvantage. Some
students panic when they anticipate missing the usual dismissal time;
others rﬁsh in their efforts to finish, making careless errors; thus, a
day ends negatively. Occasionally a student's work will not be complet-
ed with the leeway time, but fhese situations are managed on an individ-
ual basis. | v
5. Require students to complete a task before beginning another
one. A_general rule of thumb should be conveyed to the student: "Finish
oqe task before beginning anotpér." Jumping from task te task or ?omplet- -
ing only preferred tasks may further a student's inability to qopeiwith .

the demands of the environment. Furthermore, the student could find it

v

11y ' )
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" very difficult or confusing to resume an incomplete task. The tqchn&que

LJ
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- is not intended to restrict work ‘habits. After students integrate

productive work habits into their lives and accrue personal and acadenmic
shceesseq they cap become more flexible in work behavior.

* 6, Provide time geminders. The daily schedule 5z;ignates the
times allotted for assignments. Some students need reminders due to
inadequate work habits, time orientation problems, or for ather reasons.
A concrete time reminder can be used in lieu of the teacher's verbal
reminpers. ‘Thus, the student is encouraged to monitor time commitments.

A kitchen timer can be set for the amount of time allotted to the assign-

ment or the-number of minutes remaining to complete an assignment. The

audible sound of the timer gay also serve as a stimulus to remind students

to continue working. Timeré can be set on students' desks or in a place
in view of the students. Some students have carried set timers when
they go to the playground or free-time area so'they have a physicél
reminder of the time allotted fdr their activities. ’

Indiv?dual cardboard clocks or clock faces stamped on paper can be
used as time reminders for assignments or special perigds when the
student will be out of the room. A colored felt pen can be used to
outline, highlight,.or underline special times on a studént's daily
scﬁedule.

74 Include feedback and evaluative marks with a student's daily

schedule. Some daily schedules are designed with space for evaluative

-marks and/or comments. Other schedules are accompanied by an evaluation

sheet. Siudents should receive written as well as verbal feedback

*

throughout the day. Additional forms containing evaluative information:

are given in many classes at the:end of the day or week.
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8. Provide positive feedback. Many students have been .repeatedly

subjected to pépers graded by check marks to indicate incorrect respons=-

- es. Since erro
3 <

~was emphasized. If there were a number of errors on the page, the

rs received attention, the negative aspect of the work

4

results could be an excruéiating and delibitating experience. This
.o _‘;egative grading technique can be reversed by marking all the correct
reéponses with "C" or "OK." Sometimes a teacher may be ablé to stand by
the student and say, "Great," and "Good," or "OK" as a paper is g;aded:
This additional feedback can add encouragemént to students whb.ére
described as defe#téd children. * Smiling faces or stickers can be sub-
stituted for LC" marks on the papers of young children.
Only the number of correct responses is indicated at the top of the
worksheet or the number correct can be written above the number wrong.
' Encduraging stitements can be substituted for wa#ﬁings. It should be
g . n&ted that feedback cannot be equated with reinforcement. Feedback is
knowledge of results which may or may not be reinforcing. The substi-
tution of positive feedback for negative is demonstrated inm Figure 6.
When students are abie to achieve success through a daily schedul-
ing system they can move into a weekly schedule format. Initially, the
weekly schedule may be comgleted with activities for two days at a time;
later'expanded to three days; and subsequently the full week's activities.
As the student grows in ability to manage time and task completions, the
written schedules can be dropped. Before this is done, it is wise to
: include the student in the scheduling process. Students involved in

this process learn self direction and self management. Figure 7 presents

an example of a one week schedule.

o 10




106

-
.(3

'FIGURE 6

NEGATIVE POSITIVE

Margie  4arong {|Margie 6 correcr

1 eleohant . ﬁe_l_eghqnt

hecesary §| 2 necesary
| 3 swimmjng i ésfswimming ‘
stotal ‘éﬂf’(otgl
vwcorect - s, corect
Nemaiic 16 maijic
7 _basketball G basketball

_@leqmﬁc §| 8 teleqrafic
9 unknown , 5 @ unknewn
joappear ' % ﬁdpp@r
Too many wrong Why dont you give
answers. it arother Try?*

" , ’ , L
Youd betier hurry and  Lels see /gyoz/ can
fish?” be g speeqy worker!

4
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Personnel

A teacher's most valuable resource may be other people; it is
essential to develop this resource to its full potential and to schedule
personnel effectively. In addition.to the ancillary personnel available
in the school, district personnel are often available to assist in a
classroom for purposeé of diagnosis, suggestions for teaching various
content; ;;d impartial obse?vation of léarning or behavior problems.
Some schools hire a paraprofessional to be used by the staff on a rotat-
ing or needs Egsis; other classrooms have a full-time paraprofessional

N they lend to the classroom. Figure 8 suggests a format for eliciting
\
parental support. Other valuable resources include civic clubs, parent
organizations, grandparents, senior citizen groups high school family
_1ife classes or other higher grade classes interested in working with
younger children. As mentioned in a previous section, students in uppef
gMades or secondary classes may.actually understand their subject matter
better by teaching it to students at a more elementary stage of the same
subjegt. ‘ |
) The use of outside personnel in relationship to!the.whole topic of
mainstreaming has interesting possibilities. Miny of the suggestions -
may be applicable to the use of volunteers in school program. ’
1. Parents of exceptional students may be excellent resources in
providing information on techniques that can be used to adapt instruc-
tion or motivate their children. They may also offef suggestions on
behavior management techniques that are successful in the home.

2. Parents may help educate a class on the handicapping condition of

their child or adolescent.

“assigned. Often parents are invaluable in the assistance and expertise: - -
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FIGURE 8

VOLUNTEERS NEEDED.

Dear Mom or Dad:

We have many things we would like
to do this year, and the more of you-
who are willing to helpaout, the more
ve will be able to do. Think about
things you are gcod at, or enjoy doing,
things that you might come into
our classroom for, or others
that you might do at home.

Check any help you
can offer on the hands, and
feel free to add to euther

O

lay a musica’l instrument

explain my hobby

make quriaing’rugs Yor

repair broken eauipment
T transcribe dictated stories

qrade papers at home

set up a3 learnirg center

help with art projects

drive/sponsor field trips

help with csoking projects

help with individual testing

make games for math, redding,

_____type dittos

public library each month

print or ‘tape passages

)
whe room

109 ' v

spelling, social.studies, other
sponsor a hobby club
l1isten to children read

“oather materials tor units
select books from the

rewrite materwals in large

a

Perhans if you
share this letter with
a friend, neighbor or
qrandparent, you might
find others who would be
interested in sharinqg their
time or expertise with us,
Thary vou T3r *z2<ing
the time to think about
how you can become invglved.

signature

phone

124



110
3. Parents can assist by adapting curriculum materials for exceptional
stulents, e.g., copying worksheets in larger print for visually impaired
students. .
4., Older students or adults from the community may serve as role
‘models of handicapped individuals who are successful in a particular
field. In some cases these te;ource people may be invited specifically
to discuss how they overcame a potential disability; it might be even
better to have people who are experts in a certain field (pediatrics,
plumbing) speak about their work without specific reference to excep-
tionality. = . e
5. Parents or other volunteers may assist with correcting papers to
allow the teacher more direct contact time with students. Clear,
thorough, understandable directions should be given to the volunteer. -
6. Pegr tutoring and cross-age tutoring can be quite effective.
However, teachers should avoid having the same student always be tutored,
while others are always the teachers. This can be especially destruc-
tive to the self-concept of the handicapped student who is always "helped."
One way to avoid such a stagnant routine is to have studeats work to
identify their own strengths and weaknesses. A student at the University
of Kansas has suggested a bartering system, in which every student must
have a skill to offer in return fé: assistance received. Turnbull and
Schultz (1979) suggested a resource bank based on student interviews to
determine "who's good at what." A full description of peer and cross-age .
tutoring can be found in the module on that subject in this series.
7. Exceptional students who have developed a particular skill may be
used as a resource within the classrcom. Turnbull and Schultz (1979)

reported that a blind fourth grader was able to use his knowledge of the /

125
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Nu‘feraid, a pocket abacus, to help classmate with the concept of place {
value. |

"Many other school personnel, such as teachgr aides and support ~
staff (counselors, specialists in remedial education, and others), may
also be resources to the regular classrcom ﬁeacher. The teacher and the
other staff member should carefully plan that individual's involvement (
in the classroom. The object{ves of both individuals regarding the
support person's involvement must be considered.
| In scheduling a teacher aide, the teacher should first consider the

v e a p e i S

d o ——— e - T R L et

tas%s-the aide will carry out in the classroom as well as the ones that
are beyond the responsibility of the aide. Once that has bein doné, the
teacher can begin to plan the aide's schedule --‘including him/her in
working with or monitoring small groups of students practicing a skill,
correcting papers, preparing (dittoing, typing, etc.) materials, super-
vising independent workers or students on break, etc. The teacher must
remember at all times the parameters -of tﬂ; aide's role and must presenﬁ
clear, concise, thorough directions in relation to all tasks.

_ In the actual scheduling of additional persomnel in the classroom, v
there are several factors to.keep in mind.‘
1. .People should be asked.to assist only in those areas where they
have volunteered. Asking a parent who wants to help with art projects
into the classroom during reading groups to check seatwork is a good way
to lose that assistance and alienat: a parent. |
2. Untrained personnel may not feel comfortable jumping right into the

existing structure. Initial observation and pe.naps some low=keyed

training could enhance their involvement.

126
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3. D§ not'schedulenall outside assistance for the saﬁe da&. Students
will repond much better to evenly spaced additions, and will tend to be
less disruptive or overly‘exciged if people come into the room regular-
ly, rather than all on one day.

4. Schedule people who are truly an asset in the clagsroom to supple-
ment your own strengths and weaknesses. Team teaching may be the answer
ir social studies periods if you can work with someone with a great

¢
amount of expertise in this area, or if he/she can assist with behavior

o o s --problems'within'a‘largé“gtﬁﬁ§:§é§£iﬁg.’"Oh"thé“ﬁfﬁét‘héﬁ@}"ff“Ehé”ﬁéf?bh""
who is helping needs a great aeal of supervision, schedule him/her,for a
relaxed, smooth time in the day. .

Materials and Resources

There is such a wide ﬁariety of material and resources aggilable
for use with exceptional students.that teachers ﬁust be able to evaluate
the quality and usefulness of these for use with their specific popula- “
tion. Wilson (1978) provides criteri; for evaluation of materials. In
selecting insﬁructional materials, decisions should be made regarding
curriculumﬁvariables, student variables, teacher variables, prerequisite
learding skills, and level of petivation provided by materialy Wiederholt
& McNutt (1977) have'proposed a set of guidelines for evaluating métérials
& . which consists of static evaluation, relevance ‘of material for student"
needs, readability 1e321 of materfél and composition complexity, and
background level of student's language. Brown (1975) has proposed the
use of a basic questioning approach which she calls a Q-Sheet. bThis

provides the teacher with a framework of 30 questions to analyze materials

_so that appropriate evaluations can be made.
‘ Lby
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Materials that should be available in ‘the classroom inclu&e a
coﬁplete set of the iegular élassroom‘&%andard texts with teacher's
guides. Materials will be needed that relate tq:the specific pgoblemé
that the handicapped student is encountering. Wiederhoit, Hammill and
Brown (1978) stated that it is.often difficult forvteacQgrs to know what
material; they should purchase. Teachers migpt plan using the follow
suggestions: e , . | . )
1. Prepare a list of materials that are nz2eded.

res anieser - emeduse e emm t W % - e N — e e e =B e are sien e w o e e s s wees

2. Pfig}ity rank the items.

3. Compare prices of other mate;ials that claim to teach same‘"mm
skills.
4. Compare and évaluate ontents of each material.
5. Determine if this material is appropriaté or if it might be
- cheaper for teachers to make matezials.

Equipment is an importaﬂt aspect of educational resources for students.
Each classroom should include (or have access to) a €;pe recorder,
record player, head sets, and ;verhead projector. Addifionaa>;§uipmeht'
m;y Be.used depending on the needs of t@y students. Caution is given to

including "“.ad equipmént" that does not serve a needed instructional

purpose. Many school districts have resource centers where materials

anj equipment can be checked out for short or long term use. New teachers
éépecially may not be aware that there are films, books, tapes, adapted
materizais, maps, visual aids and much more that is available. Princiﬁals,

secretaries and media specialists may be helpful in locating these

o

resources.
Scheduling the use of material resources involves some planning.

First, the teacher should reserve needed materials well in advance. A
¢
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call the day before or day of intended use 17,a{so a good idea, since
4 '

reservations are Mot always recorded acqpratbly. Within the'classroom
the teacher should work out a systém such as the following and insure
Ehat the clasc understands and follows it:
. 1. Materials Aican.be used by anyone at any time.
2. Materials B mu;t be checked in and out.
3.‘. Materials C can be used only with teacher permission.
~ o 7
Inipruction‘is more than gssigging. It is more than matching

2

Instruction

3

"students.ﬁithhmaterials, even materials adapted for their needs. As

helpful as readability formulae 4nd informal assessment may be in making
apprdbriate assignments, there comes a time when teachers must provide
instruction. Sometimes this instruction is in-pat;:ial that is difficult
for the student; it may contain abstract concepls, unfamiliar vocabulary
or complex struq}ure. Herbert (1982) suggested five stepéito enable
"Learn to read to learn" imstruction:

1. Provide supporting instruction (teach vocabulary, develop cutlines,

explain structures)..
. ’ "
2. Provide supporting contexts (supplementing texts, related experi-

ences). .
3. Provide supporting interactions (teacher/student, student/student).
4. Provide supporting expectations ("I expect you to be suécessful,

and 1'11l show you how'"). .

[

5. Provide supporting flexibility (for imstruction and response).
-4
- Within a classroom getting, a number of instructional modifications
easily incorporated into total group presentations can benefit handicap-

ped and non-handicapped learners alike. In general, these modifications

-
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require neither lengthy advance prgparation'time nor complex skills.

Fou; instructional techniques will be described: advance organizers,
. % - '

checking, cueing, and extracting pertinent content.

Advance organizers. Advance organiéers, statements that preview

essential vocabulary or content to be learned, have been advocated as an
effective teaching technique for a number of years (Ausubel, 1963;
Mayer, 1979). Because of the characteristics of mény exceptional

learnqrs;“itmappeérs safe to assume that they would be crucial to the
/

&
Recent research (Lenz, 1982) has shown that regular teachers can bek

trained to develop and to use advance organizers. However, Lenz also - '
found that to be effective with secondary LD stﬁdents, ihe students had
to be informed about the advance organizer and wh?t purpose it se;bed.
In other words, the structure og the a@yance organizer and it's place
and purpose in the lecture had to be explained. t
Lenz develoﬁed the following process to train teachers to develop
advance organizers. The deveiopment process is:
1. Inform students of advance orgapizers -- announce it, state
its benefits, and suggest that stydents take notes. ’ ‘ ‘
2. Identify topics or tasks -- identify major topics or activ- .
ities and identify subtopics or component activities.
3., Provide én organizational framework -- present an outline,

—

‘list or narrative of the lesson's content. .

- ‘ . e
4. Clarify action to be taken -- state teacher's actions; state

<« ,student's actionms.
\s 5. Provide background information -- relate topic to the course

ng or previous lesson and to new information.
R

-
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"6.. State the concepts to be learned -- state specific
concepgs/ideas from the lesson and state general
conceﬁts/ideas‘broader than the lesson's content.
7. Clarify the concepts to be learned -- clarify by example and
. by non-example; caution studepts of possible misunderstanding.
s 8. Motivate students to_learn -- point out relevance; be specific,
persoFable, and believable. .
9. Intro@uce vocabulary =-- identify and defing new terms; repeat
difficult terms and define again.
, 10. State the general outcome desired -- state objectives of
. . instruction/learning and relate outcomes to test performance.
Advance organizers gstablish a fraﬁework or a boundary for.a par-
© ticular lesson and detail the relationship of the current lesson to ‘
information already known (the lesson.juét comﬁleted) and to infqrmation
3// that will be presented later (e.g., next week's lesson). They may be
written or oi;aaand may take several forms. One type ;f advance organizér
may be a preview where the primary topic and its subtopics are discussed
"«  briefly. For example, at the beginn%?g of a lesson, the teacher may
say, "Today, w are going to study the causes of the Civil War. They.
are . M )

Another type of advance\organizex specifies relationships. Here,

the current topic is related to information already known as well as
that to follow. For example, (ué?ng the Civil War causes example again)
the teacher might say, "As we discuss these causes, remember the situation

that eiisted in the United States immediately before the Civil War, that

is during the period we just studied. Economically, the country was .

Politically, we were . . . . In terms of social conditions, the
’ /
?
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people felt . . . . We will see how these conditions of the 1850's ¥

contributed to the causes of the war, and we will see later what effect

the war had on the country." v

A third type of advance orgénizer e#plains vo;:;:;!:x. Here, new
and importapt vocabulary for a lesson and/or reading assignment is W
explained. This gyplanation of vocabulary is critical for exceptional
learners when one considers that language problems, either writtem: or -
oral (05 both), commonly characterize exceptional learners. Vocabulary
to be explained may be unfamiliar words or words with a special meaning
in the context of a particular lesson. In relation to rgading“assign-
ments, a%yance presentation of vocabulary may reduce the reading diffi-
cu&ty of a passage for the student. As special vocgbulary.in content

texts (especially social studies and-science) are often polysyllabic and

technical in nature, the exceptional student (e.g., the student with

. reading problems) may ignore these "big" words and, thus fail to compre-

hend the material fully. Further information about advance organizers

can be found in the resources list at the end of this section. !
Checking. Moran (1980) found that secondary teachers asked for few

checks of understanding in their classrooms; thus, exceptional students,

unless they recognized a need for: further information and asked a ques-

tion, were expected to' comprehend content material and.directions

immediately. -One classroom strategy helpful to exceptiondl learners is

to check frequently for understanding of content material and, especially,

; .
for understanding of directions for assignménts. Teachers may ask for
one or more cf;ss members to.repeat directions for the entire class, or 7

they may give directions and model- the activity to reinforce the direc- .

tions. In some instances, the teacher may choose to check understanding

'132.)
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of directions individually with one (or more) student€§) after other

students have begun w%:king. Obviously, a'combingtion gf these three

techniques also may be used. In}gﬂdition to checking initial under- *°

_standing of directions, the teacher shoul&léheck the student:s érogress

on an assignment periodi;allg. Although most students reach an effec-
tive solution when a problem is encountered, exceptional learners may
try limited solutions and either fail to select an effective solution,
or stop horking altogftqér. The teacher may check the student's pro-
gress unobtrusively, brfs/he may establish.specific checkpointf with the
stud?nt. For‘example, if a student is asked to write a three pas;ﬁraph “
theme, s/he could write a rough draft of a single paragraph and suhmit
it“® the teacher for a quick check before ﬁ}oceeding to write the other
paragraphs. "

' Cueing. Cueing is a p}ocedure where the teaéher prompts the excep-
tional learner to use a g;eviously learned technique or strategy in
relation to a specific task. Researéh with one group of gxceptional

learners, learning disabled students, hag, shown that in many instancesi
they fail to use effective strategieg; however, when gfom;ted, many LD
students use the same strategies as non¢1earniﬁg disablea étudents
(Wong, 1980). Thus, one technique that classroom teachers may use to
help exceptional students in the regular élas;room is‘lhat of cueing
_them to use previously traineﬂlskills and strategies with current tasks.
For example, a student assigned to write a paragraph may be cued by
his/ﬂér teacher to monitor for punctuation errors (a previously learned
skill) after'the,paragraph is completed. The regular classroom teacher

may cue a skill that has been previously learned in the regular class-

room setting, or s/he may promote generalization of skills learned in

1

. 134 '




~classroom setting.

4 LY

119

the special education setting by cueing those skills in the regular

Extracting pertinent conten;. When substantial amounts of content
information-must be stored for later retrieval, exceptional learners who
experience difficulties deciding what content is imﬁortant may fail to
remember any of that content as they read or listen. If reading is
difficult and laborious, t?ey rarely read beyond the fourth page of a
20-page ‘chapter, When asked to listen to a 40-minute lecture and take
ﬂotes, they may ei;her "tune-out" after a few minutes, or they may take
notes, but only record the first threé or four words of each of the
teacher's statements. Teachers can help students extract pertinent‘
goﬁéenﬁ"{n several ways and reduce the reading, writing, and listening
skills needed t; perform successfully in the regular classroom.

In relation to reading as;ignments, the teacher could "highlight"
with colored pen the primary concepts of a chapter. The student then
could read this copy of the chapter with the pertinent content high-
lighted. Thus, the amount of reading and the reading time would be
reduced, and the stud;;t would still a?quire the imgortént concepts.
The teacher also could teach the student how to use contextual cues
(e.g., headings, bold face type, italics, etc.) to identify the perti-
nent .content for himself/hérself. A learning strategy, Multipass, has
beip develg?ed and tested with LD and low-achieving adolescents'
(Schumaker,ﬁhgshler. Denton, Alley, Clark, & Warnner, 1981). This
stratgéy teaches students‘to make three passes (each with a specific
purpose) through a textbook chapter. Students are taught to use head-
ings to provide an #rganization for their stuhy of the chapter and to

use contextual cues to signal important information.

».
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For lectureé, the teacher could provide the student a partial
outline that the student would complete as s/he listened. In addition,

the ézacher.could write key vocabulary or concepts on the chalkboard and

)

teach the student to identify key words (such as "important," "major,"
"crucial," "five reasons," etc.) and to identify monverbal cues teachers
use to stress key points (voice, hand gestures, facial expressions, »

[

writing notes on chalkboard, etc.). ' 7

These techniques require little teacher preparation time and few |

complex skills, and they may be implemented without calling attention to

-
the exceptional learner and the adaptations made for his/her needs. One
of the greatest advantages to these suggestions is that théy may enhance
the learning of all students, not just those with special-needs.

Learning to interact, cooperate and work as a'é}oup member is part |
of a person's development. Shaw (1971) has suggeéted several hypotheses.
with supportive data relevant to individual. versus group performance.
He indicated that the presence of other students increases the motiya- .
tion of an individual student; group decisions are supe.rioz- to g.‘hgiividual
decisions when they can build upon a number of individual decisions;
groups produce more and better solutions to problems than do separate
individuals; groups require more fime to solve problems thaﬂ does an
individual; group members learn more quickly than individuals.

Learning situations should be structured so that a handicapped
student receives increased acceptance from peers. When students become
emotionally committed to each other, acceptance and appreciation for

each other increases. Johnson and Johnson (1978) collected data indicat-

ing interpersonal benefits of cooperative learning, in addition to

135
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higher achievement for slow and average studeats. They found learning |
] . expgriences-ﬁromote more social acceptance and friendship'between h;ndi-

capped and non-handicapped students; cooperaﬁ?ﬁq’learning* promotes

AY

greatér social skills and higher achievement in all students; coopera-
tive learning promotes higher self-esteem and befter acceptance of. .

I
oneself. . . p .

¥

N g When using cooperative grouping, the teacher's role (Johmson &

Johnson, 1978) should be to

; L}

; 1.  Structure ‘learning experiences cooperatively to ensure that the
. group is heterogeneous with handicapped and non-handicapped ‘students

: _ in same group. This cooperative goal structure promotes positive
interaction between studeﬁgs even though the group is diverse. St

; ¥ .
f 2. Specify a.structured role within the cooperative groups for the _ e

handicapped student. Many mainstreamed handicapped students will
’ be anxious about interaction with non-handicapped peers.

2

’ 3. Train all students in giving assistance, tutoring, teaching and
' i sharing skills. In order to work efficiently in a cooperative
learning group, students need to be able to help and teach each
other. ’ ‘

' 4., Make the requirements for the students reasonable. There are .
several ways to adapt lessons for students with markedly different .
, achievement levels so they can participate in the same cooperative
. group. g

a. Use different criteria of success for individual students.
b. Vary the amountleach group member is expected to accomplish.

c.’” Give group members different problems and use the mean per-
centage worked correctly as the group's score.

%

d. Use improvement scores rather than the actual performance.

e. Support positive relationships, and experiences among students.

4

3

'%The module by Johnson and Johnson in this series presents a method of
training teachers to use cooperative le%rning.

¢
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LearninguActivities
Task i1 '
Elementary
Students should.fOtm sﬁal} groups based on preferred grade level
K-6. Each gfoup should complete all steps.bf the following task:
1. Decide what learning centers you would want to have in your class-

room by mid year (some teachers prefer not to introduce all centers in

5

<

the beginning). ;

2. Make a general outline of what type-of péntent.and materials would
.be in each center (e.g.; math center; reinforce basic concepts in book.

worksheets, unit biocks, abacus, individual job cards). '_/

3. Decide how often centers will be changed. Some teachers change
each center each week, others prefer a rotating center.

4. Devise a plan for recording attendance, task completion or degree
of involvement at each center.

5. Devise -an efficient and interesting method of scheduling students

at the centers.

Secondarx ’ ‘
Students should form small groups based on an interest in develop-

ing a particular'unit of instruction (e.g., féreign language units on

idioms, culture, cuisine, polit}cs). Each group should complete the

following task: .

1. Design a lgarning center for the unit. Outline géneral content and

materials for the unfg (e.g., cuisine: worksheets, menus, cookpooks,

simulated dining experience).

2. Plan for incorporation of the learning center into the unit, along

with small group work, pupil diads, whole class lectures, etc. Work out

a one-week time schedule for delivery of this unit.

13y
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Task #2 . A7
Jake has severe peisonal and social adjustment problems. He has ’

been described by various teachers as irresponsible, hyperactive, dis~ -

ruptive and a general pain in the class. ,He has been in self-contained
classroom for behaviorally disordered students for two years, because it

was thought that he needed a great deal of structure, routine and in-

. [ v * . ] ,‘/
dividual attention. However, this year Jake has been mainstreamed into

your classroom. ) . .
Secondafz N | : q.
&ou are Jake's homerooﬁ (;dvisor base, stuéy hall, etc.j'teacher as . )
well as ‘his | - (youszubjgct) teacher, so you have him .
?

for two hours a day. I#£ is up to you to work with Jake in attending all l
of his classes,. including going to the resource room for behavi?rally |
disordered sf&dents for ﬁoftions of two classes. How would you help

Jake estblish and follow a pgrsonal schedule? ;
Elementary .

You are Jake's (your grade) teacher. In addition to

: ' ! '
‘being in your classroom, Jake participates in mugsic, -library and physical

- edpcation. He attends the resource room fgf behaviorally disordered

students one hour a day. Knowing that transitions are especially diffi-
cult for Jake, how will you help him remember where he is supposed to be

when? " Who will be'rgsponsible for seeing that he gets there?

Task #3
Have students grade each other's assignment for a test or written
assignment you have given the class. (Do this before discussing positive

feedback.) Return papérs to owners. Discuss feelings associated with

‘ 14u
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getting the papers back. ﬁas anyone embarrassed?, Did anyone learn \
anything from the graded paper? 'Was any rapport establisheg through the
process? Elicit suzﬁﬁétions for enhancing the grading process, includ-
ing positive feedba¢k. Return papers to graders, and have them 3Pp1y
insights from the discussion regarding the papers & %
< Task

Ask each student to design a letter to parents asking for their
assistance if thé ‘::lassroom. Content will vary according to grade level
and berceived needs,of“the‘teahcér. Nex;. have student; write a.follow:up
.letter to parents who have responded, indicating hoé. when and where

t

they will be incorporated in the classroom.
”~
Task #5 . !
Lovite an area princ?pal to discuss with your class how a new

teacher in her/his district would go abopt obtaining materials available

—

and ordering new materials. -
A | Task #6 .
- Have stdg/nts choose a chapter from the textbook you use in teach- . .

ing their class. Using the concepts of advanced organizers, checking,
gueing-and exttacting'pertinent content, have éiuﬁenss augment the text

for a hypothetical learning disabled student in the class.%’Discuss

whether 'any of these techniques seeméhelpful to them in their learning .

of the material this semester.

14
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MONITORING 'ACADEMIC ACTIVITIES
Rationale

Knowledge of results has long been known to facilitate performance

(Harris, 1972). To sohe\ytﬁﬂents,'knowledge of results alone is sufficient

reinforcement. FKor exceptional students "a‘na"d'ther'é”’“expéri‘ehc ing difficulty

in school, continuous knowledge of their performance is impdrtant to
them to counieract past ¥ailures, add it is egsential for teachers who
must u;e‘that knowledge to plan' for instruction. When a student receives
“instruction in . more than one ins;ru@%donal setting, dt is essentidl that.
the individuals in those settings, i.e., teachers, communicate frequeg}ly
about the student's progress.” The techniques described in ‘this section
illustrate ways that student progress can be communicated to_ the. student,

r ) ' s

teachers;'and parents. t , 5
Before examining the way in which a student's academic'adFiYities
can be monitoj:dT\it would be helpful to think about.what learning
demands - are placed on students at various grade levels. A@ students
advance through tﬁézr school career, progressing from elementary to
junior high or m1dd1e to senior high schools, the nature ‘of the demands
changes and respon51b111ty for learning shifts from the “teacher to the
; student. A discussion of monitoring strategies for students, espdc1ally
for exceptional studepts, will have little relevance unless consideration

. is given fo the differences in demands in these settings as well as to

differences in the developing individual. Although the following dis-

cussion is not intended as an extensive review of elementary and secondary

settings, it will provide a context for the material presented in this

section.
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Elementary School Settingg

& 7 : In elementary schools (grades.K-6), learning activities are primar-

ily teacher directed and managed, with an initial emphasis on learning

e 4 SR h e - e ke o el B e ———
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through listening and doing .-AB students acquite reading skills, the

' emphasis . shifts to acquisition of information through teading Writing,

as a technique tn demonstrate that information has been acquired,.alao
increaaea~¥nlimﬁbrtance throughout the elementary years. Although
responsibifity for learning :ests primarily with the teacher during .
these schoolxyea:s, a frequently-mentioned goal is that of independence -- Y
the student wnll become an independent learner. Early emphasis on
acquisition of the nasic skills (reading, writing, and mathematics); it)?“
is believed, will #;epare the studehts to expand their learning.and to
explore new tonics\nn their own initiative, thus“establishing:them as
independent leatnets-u

Thesteacher's role in this'setting initially is directed to teach-

ing the basic skills that students will use throughout the .remainder of

their school career and beyond.‘ However, in addition to presenting

basic skiii instruction, teachers (angn{ other tasks) must be able to

monitor student -performance, evaluate the effects of instruction, and

make decisions about future instruction based on their observations.

o

Simply monitoring and evaluating the effects ofgins}ruction, however, is

not enough. If independence in learning is 4 desired outcome, the

teacher also must be able to transfer some responsibility for these
P ) . &

activities to the student. Thus, teaching students how to monitor their |

own performance begomes a critigal skill for teachats if the goal of

producing indegendent learners is to be realized.
143
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Secondary School Sett1ng . g .
; .

As students enter secondary schools (grades 7-12), demands on their .

reading, listening, and writing skills increase, and th are'expecﬁed

-

P2
to assume responsibility for their own learning. Moran (1980), in a “

R

1

study of secondary core content clésses (e.g., language arts, science,
- ) . ’ 4
: social studies), found that the predominant teaching method is the
' §
lecture. She also noted that students have few opportunities to respond

verbally in class; thus progress is assessed pr1mar11y through written
- ' "

products. In addition, teacherg seldom ask questions to check students'
ievel of, understanding, iquequently'p£ggide feedback, and rarely provide
advance érganizets of lesson 5: class session content fer students. '

. Comparison of these data with teacher seiﬁ;téport data gathered, from the

same teachets indicates that they perceive themselves askirg more ques-

tions of students and lecturiné.less than the-obsei;ation data suggest
) a

: { .
they do. - .
: \ These data indicate that if secondary students)are to be, success~
ful, they must respond to increased demands on their listenin§ and !

11 .

. writing skills. The emphasis at ‘this level also has shifted to acquisi-
tion of content, with only minimal attention directed to acquisition of

skills. Thus, while reading skills receive little ’attention, the demand

on these skills increases. " ' 0 . .
€ -~
* The teacher's role in the secondary setting reflects the shift jn

emphasis from acqu1s1t1on-of skills to acqu1s1t1on of content. Students
are expected to function more 1ndependent1y without teacher mon1tor1ng
Thus, teachers, while assuming respopsibility for delivery of content,
must also be prepared to teach additional 1ndependent work behaviors, --,
teach1qg students how to monitor their behavior, to assess their own

-
performance, and to ask for assistance when needed.

Q - . 1 4 4
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_Given such variable demands on the student, what is the best way to

mogitof vhether or not the §tudent is indeed learning? The following
'sections explore some possibilities for having the students monitor
themselves, for having the teacher monitor student performance, and fo:
developing a cooper§tive system between the student and teacher.

Student Self-Honigzring -

Se%f-mon{tor;gg for feedback .and reinforcement. Self-recording is
one method used to help students obtain immediate feedback. W;lfson
- (1979) found that when working with a single subject the amount and
accuracy ‘of the student's work improved when the teac?;r.praiseq her and ‘ _,f".
she simultaneously charted her own performance. Broden, Hall and Mitts
(1971) found the effects of;self-recording varied with the student. For
" one spudent selffresordiég éiearly affected study be@avior. Hoﬁever,
N for éﬁother student self-recording reduced talking out -behavior only
initially. g ' ‘ 7
Hardman, Egan and Landau (1981) suggested the use of self/f
evaluatxon with gifted students. Their suggestions are.applicable in
many situations where stud\igs may be evaluating projects, reports, or
'f_ even their own tests. The steps involved in their procedure include
,brainstorming items that should be included in evaluation, selecting the .
maft important items from the list, modifying gggup lists for individual

needs, and adjusting study emphas1s in accord with evaluagz/a results,

Self-monitoring of errors. Deshler (1974) studied ability of

t

‘}earning disableq ddolescents to detect errors in their own or other -
students' performance. The learning disabled students demonstrated
skill fn detecting and correcting errors but seemed to lack consistent

i strategies for monitoring performance. It is important for.students to
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b learn to monifor their work as it has implications for employment prac-
tices and situations for life adjustments.
Alley and Deshler (L979)€;;ovided a list of techniques to assist- ¢
. students in monitdring'£heir work. |
1. Teacher should not éésume student can monitor own work. Time-’
should be spent demonstfat;ng how to check or monitor different
types of academic assignments. Key areds where behavidr is most
‘< likely to occur should be indicated. .
2. A certain percentageiﬁf each Qork session should be allowed
for check%ng assignments. Most assignments will take more than one
- /proofreading. ,.

. 3. Point systems havesbpeen effective in encouraging students to

check (monitor) their work.
S 4. T

S

Z?chers should ﬁroy%de general feedback to help students

focus qn errors. Example:\ In a written assignment a teacher wouid
. vy - A .

put a check by the‘pafagraﬂp that cqptains the ‘error(s). The

& L]

student then takes the respﬁnsibility of identifying the specific
i

. i >
error and correcting it. ¥
\

5. A student's ability to monitor can be igproved By giving
\

o

immediate feedback on what ha% been accomglished and corrective

’ feedback before the next assignment is attempted.

»
’q

. Teacher Monitoring

As“exceptional students havqgspegf‘their school time in both regu-
p o \ -
lar and special education settings in, recent years, teachers( (both _

regular and special) have expressed concern.over grading procedures for
; . .

these students. Traditionally, grading procedufes h&ve involved letter

]
-

14
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grades reported in individual courses at six-week, nine-week, or semester

) ! v

intervéls. In contrast, in many special education‘ptograms,tgrabress is
generally noted by completipn of specific-units of insiructign or de~ #
vgfopment of specific competenciés an§ is most often reported verbally
or in checklist fashion to barents,ahd,(occasion;11y) to the student.
As students progress through school, evaluatién is baée&;increagr
’1.L—— ingly on reading ability and written examinations. Whgp this situation
| exists, exceptfdnal students, who ofteﬂ have difficulty with readiné
and/or writing tasks, may not have’ an 6ppo;;un££y to demonstrate their
knowledge of thé material beidg'evaluatéd. Thus, the traditional_grad- | ¢
ing and evaluation system of the schools places exceptional étudents at | \

a distinct disadvantage.

Alternative grading procedures. Vasa (1981) suggested’ alternative

@ +
grading procedures for exceptional adolescents in secondary %chopls.

These alternatives; which are quite applicable to other grade levels,
will be discussed briefly here; for more extensive information, includ-
ing suggestions for implementatioh, refer to the reading by Vasa includ-

ed in this module. ' .

1. Pass)fail system. A pass/fagil grading system generally . .

identifies the minimal compétenc?es tﬁe §tuaent must complete in order |
to pass a course. Completion of gpo;e minimal competeﬁbies results in a
p;ssing grade while failure to meet those competenci;s'resuits in a
failing grade. Generally, when minimal competencies are used as the
criteria for a passing grade, those competencies (or the activ;ties

< required to meet thozg competéhcies) are communicated o the student.
The tasks.,léarnings, and outcomes are known so that the path and effort

necessary to obtain a passing grade are evident. Competition is reduced

because distinctions are not made in students' levels of accomplishment

: 14/
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of the competencies beyond whether they did or did not meet the minimuﬁ |

competencies.

. ]

) 2. Letter or numerical grades. Many teachers will have no alterna-

w

L] . ’ ¢ %)
tive but to use traditional letter or numerical grading systems already

used in their setting. In using this system with exceptional learners,

teachers shculd establigh the criteria gor.eagh letter (or numerical)

L

grade and avoid comparing exceptional students with nonhandicapped
. . . _ .'
students. The criteria specified may be a certain number of assigy-

ments, projects, or tasks and/or a certain level of performance (95% or

4

higher -- A, 86-94% - B, 76-85% - C, etc). If critetria aré.clearly"

established, student performance need only be compared to the criteria,
) * " . .

thus eliminating the need to compare them to other students. ©
3. GChecklists. Special educators (and'in some school- systems,

reéu}ar‘educators) have used checklists of skills ;o(pvaiuate student
performance.for some time. Cheéklists.of‘skills may pe available or may
.gzgprepared from the scope and sequence charts of specific curricula
q;used..i'n the school, or théy may be purchased (generally alodg with banks
of objettives) commercial}y-(e.g.{ Meyeq,‘1976; Individually Prescribed
Instruction, Wisconsin: Research and Design). Frequently, textbooks for
graduate and undergraduate courfgs includé lists of skills that can be
used in ch;;g}isp form t; evaluét;\szden; progress (e.g., Alley &
Deshler, 1979; Carnine‘& Silbert, 1980; Silbert, Carnine, & Stein,

1981). Directions and examples of skill checklists can be found in

" Pasanella and Volkmore (1982). Detailed checklists of skills paired

4 :
with careful evaluation of student performance can provide very specific

information regarding a student's performance. With a checklist system,

[

: . 144
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'teachers, students and parents are prgvided.ﬁocumentation of very

specific performance. Such information ig‘vaiﬂahle in ideatifying

specific areas of progress as wéll as ;;eas in which further instruction
is necessary. .
4. Contracts. Mutual agreements between the teacher and the
student of sﬁecif;c levels of pefformance to obtain specific grades are
frequently used, (e.g., Axelrod,*1977: Gearheart & Gearhe&rt, 1978).
Contractspg%nérally specify the type, amount, and quality of work to be
completed by a student‘for a specific grade. The contract generally

L
will include signatures of the individuals involved (teacher ‘and

may include timelines and a monitoring system. Contracts
should include clear, specific statements (understandable to both the

teacher and the student) of the tasks, the outcomes of the completion of

the task; and the standards by which the task will be evaluated.

Contracts, because they are mutual agreements between teachers and

. students, also may be considered a "cooperative" monitoring technique.

They will be discussed more fully in the next section.

Daily and Weekly Monitoring

el

Continuous monitoring of student progress, especially of the pro-
gress of student; experiencing difficulties in schools is critical if
instructional time is to be maximized. If continuous data are available
to the teacher, instruétional decisions can be based on demonstrated
changes in learning rather than on "hunches." In addition, the manner
in which the progress information is collected can sérve to inform the
student of his/her progress, to inform other teachers who meet with the

student, and to inform the student's parents. For example, when an

exceptional student completes tasks in the resource room, the

{ , ].41)
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of the competencies béyond whether they did or did not meet the minimum

competencies. * . ) . ¢
., ¢ c -

aho-

. & *
2, Letter or, numerical grades. Many teachers will have no alterna-

2

tive but.to use traditional letter or aumerical grading systems already

. -

.

.used in their settihgl In using this system with exceptional learneis, ’

teachers should eétablish the criteria:for each letter (or numerical)

grade and avoid comparing exceptional students with nonhandicapped . .ﬁ

" studénts. "The criteria specified may be a certain number of assign-
= . u L

-

ments, projects, or tasks and/or a certain level of ﬁerformance (95% or
higher -- A, 86-94%'; B, 76-85% - C, etc). If criteria are clearly
establi;hed, student performance qeed'only be compared to the criteria, g
thus eliminating the need to compare them to other students. |

3. Checklists. ' Specigl .educators (and in some ééhool systems, '
regular educators) have used checklists of skills to evaluate student |
performance for some time. Chegklistslof skills may be availablé or may
be prepared from the scope and sequence charts of specific c;rricula »
used in the school, or they may ?e purchased fgenerally along Qith banks
of objectives) commercially” (e.g., Me§en, 1976; Individually Pfescribea
Instruction, Wisconsin ﬁesearch and Design). Frequently,xtextbooks for
graduate and undergraduéfe courseé iﬁclude lists of skills that can be
used in checklist form to evaluate student progress (é.g., Alley & ,
Deshler, 1979; Carnine & Silbert, 1980; ®ilbert, Carnihe, & Stein,
1981). Directions and examples of skifl checklists can be found in
Pasagella and Volkmore (1982). Detailed checklists.of skills paired

with careful evaluation of student performance can provide very specific

information regarding a student's performance. With a checklist system,
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teachers, students and parents are provided documen@ation of very
specific performance. Such informatiorn is valuable in identifying
specific areas of progress as well as areas in which further instruction
is neéessary“ ' |

4. .°Contracts. Mutual agreements between the teacher and the

student of specific levels of performance to obtain specific grades are

" frequently used (e.g., Axelrod, 1977; Gearheart & Gearheart, 1978)2

P

Contracts generally specify the type, amount, and quality of work to be
completed by a student for a specific grade. The contract generally
will .aclude signatures of the individuals involved (teacher and
student) and may include timélines and a monitoring system.' Contracts
should include clear, specific statements (understandabie to-both the
teacher and the student) of the £asks, the outcomes of the completion of
the task, and the standards by which the task will be evaluated.
Cohtracts, because they are mutual agreements between teachers and
students, also may be considered a "cooperétive" monitoring technique.

They will be discussed more fully in the next section.

Daily and Weekly Monitoring

Continuous monitoring of student progress, especially of the pro-
gress of students experiencing difficulties ip schoolé is gritical if °
instructional time is to be maxiﬁized. If continuous data are available
to the teacher, instructional decisions can be based on demonstrated
changes in learning rather than on "hunches." In addition, the manner
in which the progress information is collected can serve to inform the
student of his/her proéress, to inform other teachers. who meet with the

student, and to inform the student's parents. For example, when an

exceptional student completes tasks in the resource room, the
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resource room teacher could prepare a daily report card (or note) to

téll the student his/her performance. This report card could be shown
to ﬁhe regular classroom teacher, so s/he would be informed of the
student's progress. Several types of information may be transmitted;
(a) number of prdblems worked or assignments completed; (b) grades --

letter, percentages, etc.; (c) new concepts learned (e.g., "Chris
b .

learned to multiply numerals with decimals today."); (d) behavior or

study habits (e.g., "Leslie worked her math assignment by herself."), orf‘
(e) other indicators of social or academic performance. Sample daily
forms are iﬂcluded as Figures 9, 10, & 11,

Weekly rsports might also be made to parents or teachers. Generally,
teachers decide what academic area(s) or behaviors to target for inclusion
on the report, rather than recording every available piece of infofmation.
A sample weekly report for is included as Figure 12.

Reports of the student's progress that are transmitted on a daf??"
“or weekly basis should be: (a) positive in nature, (b) easily understood
by those who receive them (Is the report intended for the student,
special education teacher, regular classroom teacher, or the parent? Is
the report constructed so this individual can understand it?), and (c)
easy for the sender to complete. The reports may be seat by anyone who
is monitoring the student's progress to another persod who needs the
information.”Teachers should consider thgﬁe possihilities (these are -
not meant to be limiting).

Cooperative Monitoring 4

Monitoring student progress also can be construed as a process that
requires participation of both the teacher and the student. In a system

where teachers and students cooperate in evaluating student progress,

15,2
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\_// there. is structure for teacher expectat;ons as well as student needs.
Cooperative monitoting may include student-teacher conferences, log
books of assignments in which both parties make entries, or grcup- k
planned checklists whe;e the teacher is merely another member of the
group. However, the most flexible, adaptable and interesting approach .

to cooperative monitoring is the contract.
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FIGURE 9
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From: Gallagher, P. A. Teaching students with behavior disorders:
Techniques for classroom instruction. Denver: Love Pub. Co., 1979,
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' Schesuny
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From: Gallagher, P. A. Teaching students with benavior
disorders: Techniques for®classroom instruction. Denver:
Love Pub. Co., 1979.
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. b ‘srcurf 11
. 1| DAILY FEEDBACK REPORT .
e~ "
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READING , ]
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LANGUAGE ARTS -
SPELLING |
QMATH

OTHER

POSSIBLE CREDITS |~
“TOTAL CREDITS ’
BEHAVIOR REPORT
:
| |
NAME: i
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\

From: Gallagher, P. A. Teaching students with behavior
disorders: Techniques for classroom instruction. Denver:

Ppve Pub. Co., 1979.
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Contfapting is an effective technique which can be used to suppoit’

&

students in accepting responsibility. It is a goal-establishing agree-

ment between a minimum of two cqnéerned parties. Contingency coQifact-'

ing involves negotiation of terms between the teacher and student.

J

- Positive contingencies are preferred to negative ones; for example, "If

" you ‘complete your task, then you may enjoy a bleasurable activity,"

rather than "If you don't finish your task, then you will lose a

" pleasurable activity," or "If you don't finish your task, then you

will be punished." Contingency contracts are the modern day version of

Grandma'é Law: "If you do all your chores this week, you can go in to
town with Pa on Sisurday." '

vInitially, the geaéhet may need to assume primary responsibility
for determining the contract tétms. ‘As time moves on, the student

should leatn responsibility, intermalize behavigr control, recognize

realistic goals and natural rewards. During this ptoéesg, when the

student's behavior changes to a more advanced levél, the responsibility
for contract terms is shifted. !
In ordet to insure a cooperative effort at the beginning stages of
using contracts teachers may refer to the following checklist by Marsh,
Gearheart and Gearheart (1978):
A Cpntract Checklist
1. Explain a ‘tontract. | .
2. ShoW an example of a contract.

3. Discuss possible tasks.

Student-suggested tasks:

Teacher-suggested tasks:

158
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4.  Agree on the task.

5. Student and/or teach?r suggést reinforcers. -

6. Negokiéte the ratio of the task to thé reinforcer:

7. ldentify the time allotted for the task. N

8: xIAentify the criterion or achievement level.

9. Agree on the method of evaluation.

10. Negotiate the delivery of the reinforcer.

11. Set the time or date of renegotiation.

12. _&eachet anh student'Bbth sign contract. (p. .132)
Contracts can include academicor social %epaviors; can be written

or verbal; howe§er, a written contract is usually desirable. Each party

b -

maintains a cofy of the contract which can be referred to at any time.
This acceSS1b111ty is ,useful to those students who/peparate the conse-
quences ‘of their behavior from their actions. Students who "forget"
classroom responsibilitigs have a reference; thus the contract can
replageithe frquency of verbal reminders.
Guidelineg (Axelrod, 1977) for developing 3 contract are as follows:
1. fhe task should be on the student's Ievel; For academic tasks
this refers to'§nsttuctiona1 level and for social skills this
refers to the.developmeﬁtal level.
2. Begin wéth tasks which can be completed in a relatively short
period of time. Lengthy and/or detailed tasks can be inciuded.
3. The terms_should be clear; Specification of variables is |
often needed. For example, the student should know that s/he
is ;equired to complete 15 math problems rather than "some"

problems., - - - - - - o

4. Time allotted to the task shoild be specified.

15y
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5. 'The reward should be fg;quent; for example, small rewards for
slight improvement ratﬁer-than a big reward fo£ gréat change.
This is more importani duging the early stages. f

6. The task and reward should be of relatively equal. weight. For
example, a student should not receive thirty minutes free time

for cohpleting a méth worksheet . ’

7. It is better to develop igdividual contracts rather than group

contracts because of the diversity in skills and feelings
among childfen.

Teachers should be alert to contracted work which becomes too
difficult. Should this occur the task'fan be broien into smaller steps
with emphasis on the completiod of eacﬁ'step. If a task consumes an
unanticipated inordinate‘'amount of work ihe contract can be modified at
that point and limits redefingd. '

Contract forms are often designed by teachers to fit the occasion;
however, some publishers (Love, 1974) produce forms which can be
duplicated. Samples of contracts presented in Figures 13 & 14.

Marsh, Gearhea;t and Gearheart (1978) suggested that developing
contracts can be difficult and time consuming. If a teacher is using
contracts for the first time, s/he may want to begin by designing a
mini-contract. A mini-contract includes one task, a designated reward
and should be completed in one class period. It takes a brief period of
time to design. When the teacher and student feel comfortable with the
use of the mini-contract, they can advance to a more complicated contract

form.

Example of Mini-Contract

I will complete page 29 in my math book with

no more than 3 errors.

16v
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When I hand in my math paper, I will have the

last five (5) minutes of class for a free

' time acti&ity.

o . Student

Teacher

'184



<

147

Resources

References and Recommended Readings °

" Alley, G. & Deshler, D. D. Teaching the learning disabled adolescent:

Strategies and methods. Denver: Love Publishing Co., 1979.

Axelrod, S. Behavior modification for the classroom teacher. McGraw-Hill,
New York: 1977.

Broden, M., Hall, R. V., & Mitts, B. The effects of self-recording on
the .classroom behavior of two eighth grade students. Journal
of Applied Behavior Analysis, 1971, 4, 191-200.

Carnine, D., & Silbert, J. Direct instruction rea&ing.. Columbus, Ohio:
‘Chas. E. Merrill, 1980. . ,

Deshler, D. D. Learning disability in the kigh school student as
demonstrated in monitoring of self-generated and externally-
generated errors. Unpublished doctoral dissertation, University of
Arizona, 1974.

Hardman, M., Egan, W., & Loudan, E. What will we do in the morning?
Dubuque: Wm. C. Brown, 1981.

Harris, M. B. Classroom uses of behavior modification. Columbus, Ohio:
Chas. E. Merrill, 1972,

Marsh, G. E., Gearheart, C. K. & Gearheart, B. R. The learning disabled
_adolescent: Program alternatives in the secondary school. St. °
Louis: The C. V. Mosby Co., 1?78.

Meyen, E. L. (Ed.). Instructional based appraisal system: A basic
planning and management tool. Bellevue, Wash.: Edmark Associates,

1976.

Moran, M. R. An investigation of the demands of oral language skills
on learning disabled students in secondary classrooms (Research
Report No. 1), Lawrence, KS;: The University of Kansas Institute
for Research in Learning Disabilities, 1980.

Pasanella, A. L., & Volkmor, C. B. Teaching handicapped students in the
' mainstream. Coming back . . . or never leaving. (2nd Ed.).
Columbus, Ohio: Chas. E. Merrill, 1982.

- Silbert, J., Carnine, D., & Stein, M. Direct instruction mathematics.

Columbus, Ohio: Chas. E. derrill, 1981.

Vasa, S. F. Alternative procedureé'for grading handicapped students in
the secondary schools. Education Unlimited, 1981, 3, -(1), 16-23.

165



148 g ,

i
‘Vasa, S. F. Alternative grading practices. Presentation to second
annual Midwest conference on Educational Procedures for Emotionally
Disabled/Chronically Disruptive Students, Ames, Iowa, Fall 1979.

Wolfson, D. The use of the checklist to monitor a student's daily
completion of in-class assignments in a middle school setting.
Unpublished manuscript, University of Illinois, 1979.

Practical Resources

Abbott, J. Classroom strategies to aid the disabled learners. Cambridge,
Mass.: Education Publisher Serv., 1978. ‘

Blankenship, C., & Lilly, S. Mainstreaming students with learning
and behavior problems: Techniques for the classroom teacher.
Chicago, I11.: Holt, Rinehart, & Winston, 1981..

Charles, C. M., & Malian, I. M. The special student: Practical help
" for the classroom teacher. St. Louis: C. V. Mosby Co., 1980.

4

Gallagher, P. A. Teaching students with behavior disorders: Techniques
for classroom instruction. Denver: Love Publ. Co., 1979.

Kaplan, P., Kohfeldt, J., & Sturla, K. It's positively fun. Denver:
Love Publishing Co., 1974. :

Simon, S. B., & Bellanca, J. A. (Eds.). Degrading the grading
myths: A primer of alternatives. Washington, D. C.: Association
for Supervision and Curriculum Development, 1976.

Turnbull, A. P., & Schulz, J. B. Mainstreaming handicapped students:
A gnide for the classroom teacher. Boston: Allyn & Bacon, Inc.,
1979,

Volkmor, C. B., Langstaff, A. L., & Higgins, M. Structuring the classroom
for success. Columbus, Ohio: Charles E. Merrill, 1974.

Weinberg, R. A., & Wood, F. H. (Eds.). Observation of pupils and
teachers in mainstream and special education settings: Alternative
strategies. Reston, Virginia: The Council for Exceptional
Children, 1975. )




bl

149

Learning Activities .

A review of traditional grading practices suggests the need for
greater sensitivity to the uniqueness of all students who vary in their
learning styles, rates of development, abilities and experiences. For ¢
years teachers have been evaluating students' performances and recording
them in record books, on score sheets, on grade cards and in cumulative
folders. Evaluations are frequently predicted on the distribution found
in the normal curve. The average student becomes a statistic, not an
individual, yet school experiences and their subsequent evaluation are
designed for the average student. ¥urthermore, school districts usually
adopt grading policies which apply to all students.

Is a policy chiseled in stone? Can it be changed? Can individual
teachers select an evaluation system different from that of the district!s?
Must a school policy on grading apply to all students including the
handicapped mainstreamed student? The following tasks (Vasa, 1979) are
designed to elicit your views and understanding of the grading. Complete
each exercise before proceeding to a new one.

¥

Task i1
What is the purpose of grading? Add your comments to the follow-
ing. ’
1.  Grades indicate whether a student has passed or failed.
Grades identify areas of special ability and inability.
Grades provide information to students about their achievement.

~N oD e~ WwWN

Task #2
Mary Smith, a fourth grader, scored .37 on a test of 54 math problems
correctly. Her school district, Plainfield, uses an A, B, C, D, F
marking system with D designated at the lowest passing grade. A general
practice is to regard .70 as the lowest passing mark. Calculate Mary's
percentage grade and then give her a letter mark.
: Percentage Grade
Letter Grade

Task 3
Raw scores on the math test for Mary's fourth grade fell into the
following range.

Highest score 41
Lowest score 26
Average score 33
Mary's score 37 (one of top five)

Give Mary a letter grade (A, B, C, D, F)

Task’ #4
There are seven fourth grades in Plainfield. All seven classes
(175 pupils) took the math test and scored as follows:

Highest score 43
Lowest score 10
Average score 22
Mary's score 37

Give Mary a letter grade (A, B, C, D, F)

167
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Task {5 I R
Add to the following list your reasons to condemn school _grades:
1. Grades are subjective. d ¢ -
2. Grades can have deleterious impact. . 4
3. Grades can preoccupy stpdents and pareats. ®
4, ' .
5.
6. ,
Task #6
Add to. the following list your reasons to defend school grades.
1.  Children must learn to be evaluated.
2. Employers need to know abilities of potential employees,
3.
4.
5.

Many teachers are ‘concerned about the discrepancy that exists among
their students' abilities within a class and the evaluations associated

. with these performances. The range of discrepancies expands when per-

formances are compared beyond one classroom as seen in Tasks 3 and 4.
This concern is magnifjied in school districts having a standard of
excellence which directs, through the curricul .n, their students to
college and universities. If the uniqueness of each student's
abilities, rates of growth, experiences and interest is of paramount
importance then what is a fair grading practice? Complete the following
tasks designed to elicit alternative grading practies. .

Task #7
Add your 1deas to those of the following grading practices.

1.  Student-parent-teacher conferences

2. Pass/Fail .

3. Recording of student's performance over time for subsequent compar-
ison to that student's earlier performance. Student is compared to
self.

4.

5.

6.

/

Task /8
Review the list of alternative practices and suggest an advantage
and disadvantage to each. An example is cited.
1. Conferences
Advantage - Interpretation of progress can be clarified at
the time of giving.
Disadvantage - Finding mutually convenient times for ‘the
confereace ‘period can be time consuming.

SO WS
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Task #9
. Assume you are the fourth grade teacher in Plainfield giving the 54
item math which was given to Mary Smith and her peers. How will you
’ adapt the test experience for the following except1onal students, any 6f
of whom may be in the class?
Student Description
1. A hearzng impaired student who has difficulty discriminating conver-
sational speech.

. 2. A low vision student who requires magnification of print. .
[] a . . . B /
3. A'menially gifted student whose visual-motor coo.dination skills N

are three years below grade'level. Handwriting is a labotious

I-ask . 1
. . l 7‘0

4. A troubled studeﬁt who is highly hnxious during test time.

5. An asthmatic student who has missed a week of classes prior to the -
test session, b

4 1)

6. A student who struégles to kéep up the academicllevel.

-

Task #10
How would you grade the exceptionai students described 1n Task 9?7
How would you grade the typical students?
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ALTERNATIVE PROCEDURES FOR GRADING
HANDICAPPED STUDENTS IN THE

SECONDARY SCHOOLS
Stanley F. Vasa

...the subject of grading is faden with
prejudices, dogmas, and unfounded opin-

- fons, and for many years it has tended to

provoke very unscholarly pronounce-
ments. (Milton & Edgerly, 1977)

Public Law 94-142 has led the way in ad-

vocating the development of individual- -

ized instructional systems for the mildly
handicapped student. Traditional grading
and reporting systems do not adequately
reflect this philosophy or intent. The tradi-

-tional system of comparing the individual

with the rest of the class Is no longer ap-
propriate. In the case of the identified
mildly handicapped student, there is little
merit in verifying that the student does
not perform as well as the other students
on traditiona! tests or in traditional class-
roomns. New systems of grading need to
incorporate a recognition of individual dif-

{erences in intellectual ability and learn-

Ing strengths. Grades must begin to pro-
vide more descriptive Information by
showing Individual student gains and
identifying specilic needs for improve-
ment,

In order to be more adequate, grades
should provide a reporting method which
Is of a descriptive nature about the stu-
, dent’s relative achievement. Some of the
ideal funcltions to be addressed by
grad.mg and reporting systems are:

m the student's current level of per-
formance;

& the student's readiness for tuture
units of instruction;

w the quality of the student's perfor-
mance compared lo others;

® the effort put forth by the student;

@ the student’s ability to relate and
work with others; and

@ the relative improvernent of the
student’s performance compared
to pas! records.

When compared to this standard, tradi-
tional systems are often tound wanting.
This article will explore current grading
praclices. purposes of grading, issues

.concerning grades, allernalive systems,
- 16
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Grades must begin to proiride more descriptive

infermation by showing individual student gains and
- identifying specific needs for improvement.

and suggestions for implementing those
alternatives. It Is hoped that as educators

" objectively view traditional grading sys-

tems informed changes will occur.

Current Practices

Presently, there are many different types
of grading practices employed in the
secondary schools. In an information

survey, 30 different grading practices or

variations of grading practices were

found to be employed at the junlor- senior
high school level (Vasa, 1979). The prac-
tices ranged from the traditional letter
grades to written lelters fo parents and
“gentlemen” agreements between the
resource teacher &and the classroom
teachers. The number of variations in
grading practices point out the difficulty
in providing specific direction on the best
grading and reporting procedure to utitize.
Six of the most common grading and re-
porting practices used in the secondary
school are given in Table 1. °

Taple’ e

Six Common Grading Practices In the Secondary Schools

Grading

Practice Description

Letter or traditional system of giving the student a mark of A, B, C,

Numerical D, and For 1,2, 3, 4, and 5 to demonstrate relative level of
performance on unit or course of study

Pass/Fail criterion-based measurement system which permits the

Credit/No Credit individual teacher to indicate that the student has either
met or not met previously determined standards.

Checklists criterion-based measureiment syélem which has the in-
structor check student's progress against a predeter-
mined list of needed skills or completion of specific tasks

Contracts student and teacher agree to assign a mark based on
predetermined goals and objectives which the student will
reach during the instructional period. The goals rnay be
written in conjunction with the special education teacher/

- consultant
Letters to a written report provided to the student or parents to give
Parents narrative information about the student's performance

all students receive a predetermined grade at the end of
the marking period

17v
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1he dilemma ¢f grading is compli-
~aten by expectations placed on teachers
by others. Administrators, parents,
special educators, college admission per-
gonnel, and employers all send mixed
meesages about the purposes of grades.
The purposes provided in Table 2 repre-
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to motivate students

to give students experience of cornp.-tition

to test ability to stand up to stress and pressure

to give students experience of real-life situations
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to grade ir: relstion to writedia of eveclicnse '
to maintain standarnds

to maintain statf authority over students

Guidance Functions

to assist personal caveloptnent of student

to predict future periormance

to provide for screening of candidates for occupations and schools

to stimulate studenls to greater eftorts

to determine the nufnber of courses in which a student should enroli

to decide on the advisability for enroliing in other courses

to permit participation in school activitivs, play on {eams, and win scholarships
to preserve the existing structure of socigly

Parent Functions

to give parents fegdback on student progress

to provide parents with information about appropriateness of course placement
to provide parents wi(%z a means of evaluating-the success of the 1EP

to provide parents with information to report to their friends on the student’s per-

formance
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The only agencies which regularly ask schools about the
class rank of program graduates are colleges and
vocational/ftechnical schools.

sent only a sample of the pogsible
reasons for the use of grades in Hublic
schools. Some of the reasons may seem
to be “tongue in cheek”; however, they

need to be considered. The dilemma can-

not be resolved without considerable
evaluation of: (1) Why am | grading and
reporting studen! progress? (2) Who cares
about the relative performance of the stu-
dent? and (3) How will others use the
grade results?

The only agencies which regularly
ask schools about the class rank of pro-
gram graduates are colleges and voca-
tional/technical schools, Generally, other
agencies only want to know if the student
has completed a program. They are more
concerned about the student’s ability to
relate to others and to work in a coopera-
tive environment. Graduation from a
school program does not necessarily
mean a certain level of competence is
guaranteed by the public schoois. If we
accept the contention that the agency
most concerned about students' com-
parative performance is the school, we
may be able to avoid the over concern
associated with the: marking of handi-
capped students enrolled in the regular
classroom.

Issues in Grading

Determining Grades. One of the prob-
lems commonly cited in the use of tradi-
tional grading procedures is how the
marks are determined. In many of the
academic courses of study in the second-
ary schools, a majority of the grade or
rank in the class is determined on written

reporting student progress could include
the use of other measurement devices.
For example the teacher might use some
or all of the methods listed below:

@ class interaction and discussion;
. w class projects;

® papers;
o verbal reports;
W student interviews;

® anecdotlal records of student per-
formance; :

& daily logs of student activities;
o files maintained on the student;

& modified tests-verbal, perfor-
. mance, shortened; and check-
lists.

By the utilization of some of the above
techniques, the teacher may not need tc
make modifications in the grade reporting
system for the mildiy handicapped stu-
denl. Instead, the strategy might be to
employ alternative ways of assessing the
student's progress toward the course ob-
jectives. For example, a student who has
a severe reading problem but is capable
might be evaluated by oral tests. Other
students may need to be evaluated on
daily tasks and performance to provide a
clearer picture of their progress in the
course. In these cases, the ciassroom
teacher wouid modity the evaluation pro-
cedures and not the progress reporting
syslem.
Student Reactions. Many secondary
,teachers are concerned about the reac:
tions of other students when a modified

tests and written work. The mildly handi-~~ system is dnstalled for individual stu:

capped student may often have extreme
difficulty in completing written tasks.
Written tests and wrilten work may not,
therefore, adequately refiect that
student’s knowledge level. Teachers need
to examine very carefully what pro-
cedures should be used in determining
the appropriate grade or mark. Alternative
or supplementary ways of evaluating and

18

dents. The key to the success of the in-
stallation of the modified system is the
atlitude portrayed by the classroom

teacher. If the teacher models a contemp-

tuous attitude towards the adjustments
or makes negative comments about the
system, students will soon pick up this
discontent on the pan of the teacher and
probably react accordingly. From the ex-

174

perience of the author, the teacher is ad-
vised to never discuss one student's per-
formance with another student. The prec.
edent for this opinon is sontained in the
code of ethics for teachers:{National
Education Association, 1963). It ‘states
that the professional should not discuss
one student with another individual un-
less it serves the purpose of benefiting .
the student in question. The best re- -
sponse the teacher can make when a stu-
dent questions the procedures or grading
practices employed with another student
is to slate, “l do not discuss your grades
or performance with other students, and |
will not discuss the performance of other

students with you. If you have quéstions

or concerns about the methods being

used to evaluate your performance, |
‘would be pleased to discuss them with

you." Students commonly seek to im-
prove their status in classes by making
unfair compdrisons with other students.
The "Watered Down” Curriculum.,

Vocational teachers have often ex-
pressed a concern that they cannot vary
the competencies for their respective
courses for the mildiy handicapped stu-
dent. They argue that adjusting grading
criteria provides an inaccurate represen-
tation of ‘student skills. Further, that in-
dustry and business maintain standards
which they expect of program graduates,
therefore, allowing a student differential
criteria for competencies would bring
discredit to the institution’s trainir.g pro-
gram. This is a legitimate concern if the
school’s vocational program chooses to
provide only a letter grade or a dichot-
omous grade and does not provide the
potential employer with a list of skills or
competencies completed by the student,
The question should not be one of stan-
dards but rather reporting what skills the
student has mastered. This problem can
be resolved by the establishment,of a
competency checklist in a developraental
sequence. If requested by the employer
and approved by the student or hisher
parents, a form containing information on
the student’s performance could be for-

warded at the time of employment.
The curriculum of the vocational pro-

grams or the content areas do not
necessarily have to be “watered down"
because mildly handicapped students are
enrolled. Instead, the instructional and

JANUARY/FEBRUARY 1981



-~

Competitfon for grades benefits the §mall minority of
students who end up as “winners.” The vast majority of
studg?nts are confronted by frustration and humiliation.

o :
evaluation procedures may need to be re-
designed to more accurately reflect the
needs and knowledge of participating
students.

Comparison Crading. One concern
which has caused great controversy is
the comparison of the mildly handi-
capped student's performance with the,
performance of other students in the
class. John Holt (1970) states vety elo-
quently that grades should be abolished
hecause of their detrimental effect on
learning. They foster unhealthy com:-
petitive attitudes in students, and they
hurt seif-esteem and create misleading
expectancies about studenis’ future
school pcriorrnance. These statements
were not directed at the mildly handi-
capped but pertain to grading in general.
Competition for grades benefits the small
minority of students who end up as "win-
ners.” The vast majority of the students
are confronted by frustration and humilia-
tion. Miliman (1970) suggests that
criterion-reference grading and the use of
the mastery report card would alleviate
some of the inequities of current grading
practices. All in all, there is a great con-
cern about how student performance in
the classroom should be evaluated and
reported, \

ALTERNATIVE GRADING
PRACTICES.

In this section, four alternative or adjust-
ed grading practices are presented: (1)
contracts; (2) pass/fail systems; (3) letter
or numerical grades; and (4) checklists.
Each of these grading systems will be
discussed in terms of their advantages,
disadvantagas, and suggestions for the
implementation of the system.

Contracts

Contracting between the student and the
tezcher has becn a common practice in
many elective courses in the secondary

EDUCATION UNLIMITED

school. The contract is merely an agres:
ment between the classroom teacher and
the student about the level of ‘perior-
mance to be maintalned in order to obtain

- a specific grade. The contract with mildly

handicapped secondary students is fre-
quently based upon the IEP written for the
student. A good contract would include
the following:

® types of work to be completed by
the student;

B the quantity of work to be com-
pleted by the student;

® an agreement as to how the
grade for the student will be
determined;

& a statement of how the quality of
the work will be determined;

@ the signature of the.involved par-
ties, e.g., teacher, student, special
education resource consultant,
parent; and

m timelines for the completion of
the work, when appropriate.

Advantages. Advantages to the utiliza-
tion of the student contract form are sum-
marized as:
& clearly identitles for the student
what is expected;

m subjectivity on the part of the
teacher is reduced because quali-
ty and quantity requirements are
stated in advance;

m diversity of tasks and assign-
ments is encouraged for stu-
dents;

m competitive grades are discour-
aged because the critcrla for
grades |s determined for the in-
dividual student;

m recognizes the ability of the stu-
dent to pariicipate in goal setling;
and

u promotes better mental health in
the classroom.

173

Disadvantages. Disadvantages cum:
mponly cited for the utilization of student
contracts are:

m creates additional record keeping
for the teacher;

m quantity of work rather than quali-
ty of work can be overempha:
sized;

m difticulty in finding creative ways
to measure the student's perfor
mance; and

@ differences predicated on lack of
student and teacher agreement
on assignments.

Implementation. The two most Impor-
tant criteria for a contract are: (1) should
be written in simple and easy-to-undor-
stand language; and (2) provides for a
commitment among participants. The
teacher employing the contract as an
alternative grading practice must be
organized, goal directed, accountable,
and capable of task analyzing objectives.
In addition, the contracting process re-
quires skills in communicating and inter-
preling students' interests. The process
of contracting involves a modified prob-
tem-solving approach on the part of the
teacher and student.

In using the problem-solving model,
the teacher needs to be clearly aware of
the options which are acceptable for the
student to demonstraté knowledge or
competence in the classrcom. In review-
ing the student’s strengths and weak-
nesses, the resulting ,contract could pro-
vide alternative strategies for the student
mastering information in the course and
alternative methods of evaluating the stu-
dent's progress towards the stated objec-
tives. The contract is one of the most
widely used methods of accommodating
the mildly handicapped student in the
regular classroom. In some cases, the
contract can be a “gentlemen’s agree-
mont” between the special education
resource teacher and the regular class:
room teacher on modifications needed
for the course.

The maijor point to remember is that
the contract should be written and agreed
upon in advance of the instruction. A
sample contract form utilizing a tradi-
tional letter grading system is presented
in Figure 1.

1<



Pass/Fail System

The pass/fail system of grading Is one of
the simplest to operate. in this model only
the minimum competencies for the
course or for individuals need to be deter-
mined. The successful completion of the
minimum levei or exceeding the minimum
level permits the student to receive a
grade of pass or “P." Students not
reaching the minimum criteria fail or “F."
The pass/fail §rading system can be re-
viewed as part of the bianket grading sys-
tem where all students receive a “P” or
pass. The pass/fail system can also be
viewed as a contract system in which the
student meets the established criteria
and receives a passing grade.

Advantages. Advantages of the pass/
fail system are:
@ less pressure placed on studonts
for competition;

@ less anxiety on the part of the
students;

@ cheating and “bultering up” the
teacher are not needed,

@ student knows what s expected
and works toward a goal; -

a student's achlevement level can
be Increased or-levels of aspira-
tion can be increased;

a careful examination of the stu-
dent's relative abilities and dis-
abllities; and

@ relieves the teacher of the respon:

sibility of comparative evaluation

of student’s work.

Disadvantages. The following disadvan- '

tages for the utilization of the pass/fail
system are noted by teachers:
m teacher may not provide correc:
tive feedback in weak areas;

m passing grade is meaningless In
distinguishing between students
with ditfering abililies;

m some students do less work when
freed of pressuras for traditional
grades;

m presents same pressures on Stu
dents close to failing as the tradi
tional grades: and

& minimum Standards may be ar-
bitrary and difficult to define.

20

Implementation. The passffall system
does not require many modifications in
present procedures on the part of the
classroom teacher. The key is to establish
the competencies for the course and to
determine what each student should
complete for a passing grade. The major
concern is whether the student reaches
the designated competencies or skill level
rather than how has the student per-
formed in comparison with other stu-
dents. In adopting this system, the in-
structor still needs to utilize a number of
different types of evaluation techniques
to measure the student'’s progress toward
the competencies.

In utllizing the pass/fail procedure,
teachers more commonly rely on observa:
tional data about students rather than for-

mal tests. The observational data would
include; student performance on dally
tasks, completion of assigned tasks, In-
terviews with the student; and anecdotal
records of student performance. The con-
tract form in Figure 1 could be easily
adapted to allow for its use with the
passifall system of grading.

Letter or Numerical Grades

Letter or numerical grades in one form or
another are the most widely empioyed
reporting systems In use. These tradi-
tional grades have been utilized because
they have relayed comparative informa-
tion about student's performance to
parents, other Interested parties, and
students. Often, the Information provided
by this system may be inaccurate and

Figure 1

_Student Grade Contract

|, —(atudent's name) ___, 8Qree to complete the following objectives and activities

(date)

(stugent's s:gnatuie)

|, _lteacher's name)

, agree to award a grade of
all objectives and activities listed above, If compleated by

(date)

upon completion of

(date)

(teacher’s signalure)

(date)

Monitoring System

Teacher
Initial

Date
Completed

Date
Started

Objective 1

Activity 1.1

Activity 1.2

Objective 2
Activity 2.1

Activity2.2 _.__

Etc.

174
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distorted. By some school's policies,
teachers are locked into a grading system
which requires them to utilize a range of
grades from A to F or 1 through 5. When
the teacher does not have the option of
developing grade reporting procedures,
he will need to adapt to the situation by
modifying the measurement techniques
used in determining the grades.

Advantages. Below are listed some of
the advantages of the letter or numerical
grade system: '

@ casy and convenient for use by
the classroom teacher;

@ readily accepledeby most parents
of high achieving students;

" m fairly good predictor of future
grades; and '

8 can be numerically converted to
singlestore (GPA).

Disadvantages. Disadvantages of the
letter or numerical grade system:

® meaning. may vary between
schools and individual classes;

8 unusual combination of motiva:
tion, performance, and achieve-
ment; -

® provides for unfair competition
for students;

@ produces anxiety for students;
and

® probably does not relate to any
future performance in the work
world.

# teachers have a tendency not to
use the whole scale.

Implementation. From a philosophical
viewpoint, traditional numerical and letter
grades are more harmful than helpful to
the mildly handicapped student. In many
secondary schoots, however, leachers do
not have the option lo employ other
methods of 1eporting student progress. In
these schools, teachers need to decide
what ways of modifying the measuring
system exist for these students. Teachers
may need to adjust the tesling pro-
cedures and aliuw 146 greater use of otnet
techriquus of measurement, such as dai-
ly assignments, progress checklists, stu-
dent uiterviews, and class projects.

The essential ingredient in accom-
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modating the mildly handicapped sec-
ondary student will be to establish criterla
for the completion of work at relative
standards (A, B, C, D, F), rather than bas-
ing the grades on a comparison. Again,

the student contract form would be

helpful in this arena.

Checklists

Competency checklists have been widely
used in skill oriented courses and in
developmentally sequenced academic
courses, such as mathematics. The
checklist provides for a guide to the In-
dividual student’s progress towards goals
stated in the instructional plan or in-
dividual educational plan. For example, in
the vocational aulo mechanics course,
the teacher could break the learning units
into small modules to permit easy as-
sessment of skill acquisition.

Advantages. The checklist offers the
following advantages:

B more value than a grade alone
and helpful to the student;

® more meaningful to parents and
future employers;

@ gives more detailed information
about the student’s performance;

& can’ pinpoint weaknesses In the
school instructional program,; and

& skills may be prioritized.

Disadvantages. Disadvantages cited for
the checklists are given below: ,

® may be time copsuming for; the

. teacher; ’

® increases the amount of

work for the teacher; .

® tasks and objectives may not be

understood by the parents;

®m changes in instructional objec-
tiyes can necessitate ch‘anglng
the reporting form; and |

® written evaluation alloxf’vs the

teacher to be more subjective and

checklists tend to focus gn weak:

nesses. '
Implications. The checklist is fm excel-
lent way for the teacher tg Indicate the
progress a student has made during the
course of instruction. The compelencies
for the checklist are derived:from the
course objectives. The checklist is written
in competency form with an agcompany- °
ing means of determining student mas-
tery of each step in the attain;:'aent of the
necessary skills. There needs to be a
balance between dstail and ease In use of
the checklists. Gererally, the more dif-
ficulty the student is havldg the more
detailed the checklist needs’to be.

An additional advantage of check-
lists Is that they may be desjgned to allow
varying mastery or application of each ob-
jeclive. The sample checHlist shown in
Figure 2 illustrates the ditferentiation be-

;f{aper

Figure 2 -

.

Sample Checklist

Objective: The student will be able to adjust carburetor linkage ta manutfacturer's

specifications

1

(Sample) Competency 1 - Student has identitied carburetor linkage parts.
Basic 2 - Student Is able to explain the function of the carburetor

Compelencies linkage.

3 - Student has adjusted sample linkage correctly.

4 - Student can disassemble and assemble carburelor linkage

joans.

L8

Advanerd
Competencics

- Student can identity misaligned or broken linkage parts.

6 - Student can adjust linkage on four different makes bf auto-

mobiles
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+ From a philosophical viewpoint, traditional numerical and
letter grades are more harmful than helptul to the mildly
handicapped students.

k3

tween basic competencies and advanced
competencies. In this case the student
was awarded a grade of “B" for demon-
stration of all baslc competencies and a
grade of “A” for demonstration of all basic
and advanced competencies. Depending
on school policy, progress may be trans:
lated into a letter or number grade or
reported directly using the checklist.

Alternative Evaluation Practices

In grading students who are miidly handi-
capped, it is desirable to have @ number
of alternative ways of assessing the stu-
dents' progress toward the intended ob-
jectives of the course. Most often student
progress is measured by some type of
testing procedure. Some of the points to
remember in the process of developing
tasting -procedures in the classroom are:

%
6 a variety of options to match
. ‘unique strengths and skills of
students should be available;

6 at least the same amount of feed-
back from tests and grades
should be provided the mildly
handicapped students as that for
regular class students;

® avariety of measuring techniques
for student skill attainment, e.g.,
class projects, class interaction,
etc., should be available; and,

@ variation in the testing process
should be provided, e.g., verbal,
shortened, etc.

In monitoring the progress of the
mildly handicapped student, the teacher
may need to make more !requent and
specilic evaluations of the student’s prog-
ress, perhaps on either a daily or weekly
basis. The determination of grades on a
daily or weekly basis can provide feed-
back for the instructor concerning the ap-
propriateness of the instruction. This pro-
cess, also, helps to both identify the stu:
dent needsy and motivate the student.
Tabte 3 provides a suggested list of adap-
tive procedures for moditying the evalua-
tion and testing procedures for the mildly
handicapped secondary student.

Conclusion :

This articie has altempted to review the
rationale and some options for moditica-

22

Table 3

Alternative Metiiods of Assessing Student Progress

Types of Madification
Verbal Tests ¢

Shortened Test

Levels of Questions

Frequency of Tests

Length of Time for
Completion

Types of Responsas
Ay

Verbal Review of
Literature

o mare

Peer Tutoring

Development of
Instructional Packet

Checklists .

Class Interaction

Course Projects
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Procedures

Adrninister test verbally by the teacher, paraprofessional,
peer, or other to permit*student to complete similar re-
quirements '

Reduce the number of test items on a scale to permit addi-
tional time or remove items which reguire more abstract

reasoning or have high difficulty level

Use different levels of questions for different students —
similar to shortenud test, but the items are written at a
more concrete level.

Utilize short written or verbal measures given on a fre-
quent basis —daily or weekly —to assess student prog-
tess. This allows for more feedback on student progress.

Increase the amount of time a student has to complete the
measure to allow {or slower writing, reading, and cornpre-
hension. Is important with many. students.

Provide for short answer or simple marking of correct
response by the student. Measures should be matched to
student’s response strengths. -

Substitute verbal review of literature for testing. Have stu-
dent review the course or unit content with teacher, para-
professional, peer, or resource teacher. This permits the
student to present what they have leasned and doesn't re
quire that they be limited to test items.

Include peer tutoring for teaching and testing purposes.

Permits student 1o learn from their peers, who often pre-

sent materials inore clearly than the teacher. Does need to
be monitored and the ;}:eer tutor should receive some
basic training.

Have student develop a packet of material to show knowl:

edge and understanding of content of the unit. This shows
what they believe is important.

Use developmantal checklists to permit the observation of
student learning in a sequential and organized way that
shows student progress. Checklists are good in academic-
content courses and vocational courses. They permit the

" teacher to limit the number of formai tests.

Assess student paricipation in dlscussldn which in-
dicates student mastery of content.

Measure progress towards final course product. In voca-
tional classes, the standards may need to be aitered when
making comparisons with other students.
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tion of the traditional grading procedures
inthe schools Several models for grading :
and repomng progress havé been dis- .
cussed. The purposes for grading prac:
tices should be clearly understood betore

_a system is implemented. Teachers must

¥ be: (1) organized, (2) goal directed, (3) ,
systematic, and (4) able to analyze objec- - - ) .
tives to develop appropriate means of ’
measuring and recording student prog-
ress. In conclusion, school adminis- . .
trators, boards of education and teachers :
nced to carefully review current grading ‘
and reporting practices. The author be- v
" lieves that through this carefu! review :
changes would occur in grading prac- .
tices. . } .

REFERENCES

Bellanca, J. A. & Simon, 8. B. (Eds.) Degrading
the grading myths: A primer of alternatives
to grades and marks. Washington: Associa-
tion tor Supervision and Curriculum De-
velopment, 1976.

Edgerly, M. O, & Edgerly, J. W. The testing and
grading of students. New Rochelle, NY: - .
.Change Magazine, 1977.

Grading and reporting: Current trends in
school policies and programs. Reston,
Virginia. National school public relations
association, 1972.

Holt, J. What'do | do Monday? New York: E. P.
Dutton & Co., 1970,

King, R. H. How do we know they're learning? . ' ,
-Evaluation in the intormal classroom. En- .
cino. California: International Center for
Educational Development, 1975,

Kirschenbaum, H., Napier, R, W,, & Simon, S.

B. Wadja-get? The grading game In
Amercan education. New York: Hart Pub:
lishing Co.. 1971.

Mitiman, J. Reporting student progress: A
case for a cnterion-referenced marking
system. Phi Delta Kappan. Dacembor, 1970.

National Education Association. The cods of
ethics of the education protession. Wash-
ington, D.C.. 1953.

Testing und evaluation: News and views.

Washington, D.C.: Associatien for Children
Educational International, 1975,

Vasa, S. F. Survey of grading practices in the
public schools. Unpublished study. Univer-
sily of Nebraska-Lincoln, 1979,

Stanley F. Vasa is Associale Prolessor, De-
partment of Special Education, University of
Nebraska-Lincoln. This material is published
in Integrabing Secondary Handicapped Stu:
dents in General and Vocational Curniculum.
Des Moinges, 1A: Midwest Regional Cenler,
Drake Unwversity, 1980. %

SEST 007 o

ml i '4“&
17/
EKC DUCATION UNLIMITED ‘

wll Toxt Provided by ERIC




