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CHAPTER 1

Introduction

Emily Goff and Jeanne L. Higbee
University of Minnesota

Abstract

This chapter provides a brief introduction to the concepts of Universal Design and Universal Instructional
Design and why we believe this model holds so much promise as an inclusive approach to higher education.
We then introduce the Pedagogy and Student Services for Institutional Transformation (PASS IT) project. The
chapter concludes by introducing the chapters to _follow.

This book builds on the work of many professionals, not only in education, but in the
field of architecture as well. Universal Design (UD) began as an architectural concept,
a proactive response to legislative mandates as well as societal and economic changes
that called for providing access for people with disabilities (Center for Universal Design
[CUD], 2007). Universal Design promotes the consideration of the needs of all potential
users in the planning and development of a space, product, or program—an approach that
is equally applicable to architecture or education. It also supports the notion that when
providing an architectural feature—or educational service, for that matter—to enhance
accessibility and inclusion for one population, we are often benefiting all occupants or
participants. One of the most often cited examples is the curb cut, which is used by
people on roller blades or skate boards, parents pushing strollers, travelers hauling luggage,
people making deliveries with hand carts, and others, as well by people with disabilities.
Similarly, many people benefit from the provision of automatic doors, elevators, door
handles instead of knobs, and so on.

The Universal Design principles (CUD, 1997) have been adapted to education through
a number of models that emerged in the last decade, including Universal Design for
Learning (UDL; Center for Applied Special Technology, n.d.; Rose, 2001; Rose & Meyer,
2000), Universal Design for Instruction (UDI; Scott, McGuire, & Shaw, 2001, 2003), and
Universal Instructional Design (UID; Silver, Bourke, & Strehorn, 1998). We do not see
these models as competing, but rather as complementary—all with much to offer.

At the University of Minnesota’s General College (Higbee, Lundell, & Arendale, 2005)
we adopted UID in conjunction with a project funded through the U.S. Department of
Education’s Office of Postsecondary Education (grant # P333A990015), Curriculum
Transformation and Disability (CTAD; Higbee, 2003). The “universal” in UID is not
meant to imply that “one size fits all”’; instead the focus of UID is universal access. One
goal of UID is to reduce or eliminate the need to provide customized individual academic
accommodations, and particularly those that publicly identify or segregate students with
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disabilities. It is important here to distinguish between academic accommodations such as
providing copies of notes or PowerPoint slides in advance of lecture or extended time on
tests, from structural features such as ramps or appropriate heights for signs, desks, coun-
ters, and shelves, or technological accommodations such as screen readers or caption-
ing on videos. Although implementation of UID may not eliminate the need for sign
language interpreters, books in Braille or on tape, and other accommodations that are part
of daily living for people with disabilities, it can prompt educators to reconsider teaching
methods that tend to exclude some students unnecessarily. Many students can benefit
from electronic access to faculty PowerPoint slides or extended time to complete exams.

UID’s guiding principles are based on the work of Chickering and Gamson (1987) and
include: (a) creating welcoming classrooms; (b) determining the essential components
of a course; (¢) communicating clear expectations; (d) providing constructive feedback;
(e) exploring the use of natural supports for learning, including technology, to enhance
opportunities for all learners; (f) designing teaching methods that consider diverse learning
styles, abilities, ways of knowing, and previous experience and background knowledge; (g)
creating multiple ways for students to demonstrate their knowledge; and (h) promoting
interaction among and between faculty and students (Fox, Hatfield, & Collins, 2003). We
are frequently asked, “then what distinguishes UID from what is simply good teaching?”
It is a fair question. But our experience is that even for those of us who have always
been very intentional and reflective in our work, UID has simultaneously broadened and
focused our thinking. We think more broadly about the diversity of our students and how
students’ social identities can shape their learning experiences, and meanwhile we are also
more focused on how we can ensure that no students are excluded or marginalized.

Although UD and UID may be familiar concepts to disability service providers, we
believe that it is important to share this information postsecondary professionals work-
ing throughout the academy in a way that makes the theory and use of Universal Design
meaningful to them. With this in mind, a team from the University of Minnesota sought
external funding for the Pedagogy and Student Services for Institutional Transformation
(PASS IT) project.

The PASS IT project began as a collaboration at the University of Minnesota among
faculty and staft of the former General College, the Center for Research on Developmental
Education and Urban Literacy (CRDEUL), and the staff from the Disability Services
Oftice. The goal of the PASS IT project, which is funded by the U. S. Department of
Education (grant #P333A050023ACT1), has been to provide professional develop-
ment for postsecondary administrators, faculty, and staff in the theory and practice of
Universal Design and Universal Instructional Design. These concepts are often unfamiliar
to instructors and student affairs personnel who are not directly involved in disability
support services. In order to increase awareness and use of UD and UID in a variety
of postsecondary venues, the PASS IT project has created a corps of trainers to facili-
tate professional development workshops in the implementation of UD and UID. We
have sought to empower postsecondary educators to implement UID using a “train the
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trainer” (or “pass it on”’) format to teach others and disseminate materials that focus on
implementing UID in specific academic disciplines, student services, and administrative
areas. We have engaged in a series of different and complimentary activities in order to
pursue this goal.

First, 30 participants representing both public and private, 2- and 4-year colleges and
universities from across the United States were selected to participate in an intensive
3-day summer institute on UD and UID in 2006.These participants made a commitment
to share what they had learned at the summer institute and disseminate through work-
shops on their home campuses or through presentations at local or national professional
meetings. A unique aspect to the training model of PASS IT is the role that these trainees
play in their own professional development and in the training of others. Built into the
project are rewards for the development and dissemination of discipline- and work area-
specific training materials. The response of the 2006 participants was overwhelming and
the trainees who attended the first summer institute went on to share their knowledge
of UD and UID with others in their disciplines and in their institutions through journal
articles, conference presentations, and on-campus professional development activities.

The summer institute for 2007 invited back one participant from each disciplinary work-
ing group, who assisted as a facilitator, as well as five additional individuals from different
teaching or administrative units from each of the same campuses as the returning partic-
ipants. We invited teams from Adams State College (CO), Concordia College (MN),
Medgar Evers College (NY), Northeastern University (MA), St. Louis University (MO),
Ohio Wesleyan University (OH), and a coalition of community college professionals
from Green River Community College and Seattle Central Community College (WA).
Participants in the second summer institute spent time in both disciplinary working
groups and institutional working groups. The goal of the 2007 summer institute was to
develop measures to transform curricula and student services at the seven participating
institutions and then to disseminate how these transformations are accomplished as well
as to develop additional discipline- and work scope-specific professional development
materials.

Along with the faculty and staff trainings that have followed both of the summer insti-
tutes on the campuses of participants across the country and the professional development
offered at professional conferences, it is imperative to explore theoretical foundations and
philosophical and ethical issues related to UD and UID. To that end, we are excited about
the publication of Pedagogy and Student Services for Institutional Transformation: Implementing
Universal Design in Higher Education. We hope that this book will fulfill a need in higher
education for both practical and theoretical information by and for experts in a wide array
of postsecondary work settings. This book features reprints of some of the most popu-
lar chapters from the successful and now out-of-print book, Curriculum Transformation
and Disability: Implementing Universal Design in Higher Education, funded by a previous
grant project. In addition to the reprinted chapters, there are over 20 new chapters from
authors who participated in PASS IT professional development activities.
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Pedagogy and Student Services for Institutional Transformation: Implementing Universal Design
in Higher Education is organized into six sections, each dealing with a different aspect of
the implementation of UD and UID in higher education. The first presents theoretical
frameworks beginning with a chapter by Nancy Evans that explores the historical roots
of attitudes toward disability and provides the theoretical foundations for UID and then
illustrates intersections between UID and student development theory. Evans urges that
awareness of inclusive pedagogy is not enough; it is also imperative that educators under-
stand students with disabilities. Evans’ chapter is followed by another powerful theoretical
perspective, Heather Hackman’s critique of UID as viewed through the lenses of Social
Justice Education and Critical Multicultural Education theories. Hackman argues that
to make learning truly inclusive for all, educators must consider what it really means to
implement the guiding principles of UID within social contexts and provides examples of
how this might be accomplished. Closing the theoretical section of the PASS IT book is a
chapter by Na’im Madyun, “Linking Universal Instructional Design and Cultural Capital:
Improving African American College Outcomes,” in which Madyun contends that in
order to have a positive impact on the learning outcomes for all students, there is a need
to examine the universality of the access points to cultural capital in higher education.

The pedagogical section of the book opens with a reprint of “Enhancing the Inclusiveness
of First-Year Courses Through Universal Instructional Design,” by Jeanne Higbee, Carl
Chung, and Leonardo Hsu followed by a reprint of “Making a Statement,” by Mark
Pedelty, in which he discusses the value of going beyond the usual syllabus statement to
communicate to students that he is interested in providing equal access to his classroom
and the impact that this communication has had on his teaching and on all students’
learning. The first new chapter in this section is “Practicing Universal Design inVisual Art
Courses,” by Patricia James and Themina Kader. This chapter uses assignments from two
courses—an art education course for upper-level students majoring in elementary educa-
tion, taught by Kader, and a general art course for first-year students, taught by James—in
order to demonstrate examples of art instruction that use principles of UID to respond to
student diversity and make art available to all. Next is “Universal Instructional Design in a
Legal Studies Classroom,” a reprinted chapter in which Karen Miksch describes how she
engages students in mock trials in her legal studies classroom. In “Writing Assignments
and Universal Design for Instruction: Making the Phantom Visible,” Renee DeLong
discusses the guiding principles of a parallel model, Universal Design for Instruction
(Scott, McGuire, & Shaw, 2003), as applied to writing across the curriculum. She urges
faculty and instructional staft to provide clear expectations for student writing. Next.
David Arendale and David Ghere contribute a chapter that describes a practical model for
social science teachers to integrate the best practices of UID using specific examples and
teaching techniques from two history courses. In “Successtul Undergraduate Mathematics
Through Universal Design as Essential Course Componants, Pedagogy, and Assessment,”
Irene Duranczyk and Annia Fayon provide a framework for understanding the impor-
tance of UID in the college mathematics classroom. This section of the book closes with
three reprinted chapters. In “Computer-Mediated Learning in Mathematics and Universal
Instructional Design,” D. Patrick Kinney and Laura Smith Kinney describe how the use
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of computer-mediated learning in the mathematics classroom can eliminate the need for
most individual accommodations. In “Universal Instructional Design in a Computer-
Based Psychology Course,” Thomas Brothen and Cathrine Wambach discuss the use of
the Personalized System of Instruction (PSI), another computer-assisted model, to teach
a universally-designed psychology course. Rashné Jehangir explores the role learning
communities can play in implementing Universal Design and Universal Instructional
Design in “Charting New Courses: Learning Communities and Universal Design.”

The third segment of the book explores the implementation of UD and UID in
academic support and student development programs and services. This section opens
with a new chapter by Jeanne Higbee that offers a list of nine components of Universal
Design for Student Development as well as providing a holistic model for under-
standing the application of UD to both pedagogy and student services. In “Universal
Learning Support Design: Maximizing Learning Beyond the Classroom,” reprinted
from The Learning Assistance Review, Donald Opitz and Lydia Block present a model for
the universal design of learning centers and learning support services. In the reprint of
“Implementing Universal Design in Learning Centers,” Jeanne Higbee and Shevawn
Eaton discuss both physical facilities and educational programs when considering the
implementation of Universal Design in college and university learning centers. In the
reprinted “Universal Design in Counseling Center Service Areas,” Kathleen Uzes and
Daley Connelly apply the same principles to counseling centers and provide case studies
that demonstrate that students with disabilities face the same developmental tasks as all
students, but may have to overcome additional obstacles in approaching these tasks. In the
next chapter, “Universal Design in Advising: Principles and Practices,” Mary Ellen Shaw,
Carole Anne Broad, Amy Kampsen, and Anthony Albecker discuss connections between
student development theory and a Universal Design approach to academic advising. They
provide specific recommendations for implementing UD principles with diverse student
populations. In a reprinted chapter, Jeanne Higbee and Karen Kalivoda discuss the imple-
mentation of Universal Design principles in the first-year experience, from admissions
and orientation to models for “best practices.” This chapter leads naturally to Martha
Wisbey and Karen Kalivoda’s examination of residence life. In this reprinted chapter,
the authors address Universal Design as a means to create welcoming living spaces and
to provide inclusive social and educational programs. In the reprinted chapter, Disability
Services as a Resource: Advancing Universal Design, Karen Kalivoda and Margaret Totty
discuss Disability Resource Centers and discuss the ways in which these offices can
be used in concert with the concepts of Universal Design. In the last chapter of this
section, “Ensuring Smooth Transitions: A Collaborative Endeavor for Career Services,”
Jeanne Higbee, Emily Goft, Karen Kalivoda, Margaret Totty, Janice Davis Barham, and
Christopher Bell present a model for collaboration between a university’s Disability
Resource Center and Career Center.

The next section of the book addresses the application of UD and UID to professional
preparation programs in higher education. In the first chapter of this section, “Infusing
Universal Instructional Design Into Student Personnel Graduate Programs,” Karen Myers
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presents ideas for integrating disability issues and UID in student affairs graduate prepa-
ration programs and provides a sample syllabus for a course on disability. Nancy Sharby
and Susan Roush explore ways in which UID has the potential to mitigate problems that
students with a disability may encounter with the experiential education model in “The
Application of Universal Instructional Design in Experiential Education.” Deb Casey’s
chapter, “Universal Design Strategies in Allied Health Sciences Classroom and Clinical
Settings,” outlines steps that administrators working in postsecondary allied health
sciences professional preparation programs can take to create policies and procedures
that ensure access while also protecting students, patients and clients, clinical settings,
academic programs, institutions, and themselves. She provides a comprehensive case study
to illustrate key concepts of importance to administrators. In “Training Professional and
Faculty Advisors in Universal Design Principles,” Debbie Cunningham, Al Souma, and
Kaycee Gilmore-Holman describe how two very difterent institutions have reflected on
their own advising practices and implemented UD principles to enhance student satisfac-
tion. This chapter also includes the findings from the 2006 PASS IT Working Group on
Advising, which were that advising practices should be: (a) developmentally appropriate,
(b) accessible, (c) student-centered, (d) learning centered, (e) inclusive, (f) respectful, and
(g) holistic. The authors introduce two figures that demonstrate how course requirements
can be presented in different formats to address students’ preferred learning styles. In the
last chapter of this section, Karen Myers, Jo Nell Wood, and Mark Poussan discuss the
need for the inclusion of UID in pre-service and in-service training for educators work-
ing in the elementary through secondary (K-12) levels. They highlight developing profes-

sional learning communities as one means of encouraging the implementation of UID.

The section of the book dedicated to student perspectives on the use of Universal
Instructional Design opens with a chapter that Jeanne Higbee coauthored with University
of Minnesota undergraduate students Pa Houa Lee, James Bardill, and Heidi Cardinal,
in which undergraduates share and evaluate their personal experiences with UID in a
psychology course. Also included in this section is a chapter from Julie Alexandrin, Ilana
Schreiber, and Elizabeth Henry on the complicated process of disclosure for students with
documented disabilities. Next Jeanne Higbee,joined by coauthors Pat Bruch and Kwabena
Siaka, contributes a chapter relating the results of the Multicultural Awareness Project for
Institutional Transformation (MAP IT) that are specific to students with disabilities. In
the reprinted “Empowering Students With Severe Disabilities: A Case Study,” Jay Hatch,
David Ghere, and Katrina Jerik provide a case study that demonstrates how developing
accommodations for a student with multiple disabilities benefit the entire class.

The last section of the book addresses administrative and practical considerations in
implementing UD in higher education. The first chapter by David Arendale and Robert
Poch, “Using Universal Design for Administrative Leadership, Planning, and Evaluation,”
includes a planning and assessment tool that can be used by higher education administrators
to evaluate the accessibility of their programs and services. In “Computing Technologies,
the Digital Divide, and ‘Universal’ Instructional Methods,” Jillian Duquaine-Watson chal-
lenges the idea that technology is a panacea for all issues of access in higher education.
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In her chapter, Melanie Wagner describes the comprehensive plan of action undertaken
at Lake Sumpter Community College (LSCC) to develop collaboration across academic
and student affairs to enhance student success. Although focusing on the community
college, LSCC’s model could be implemented anywhere. Next, in their reprinted chapter
Judy Schuck and Jane Larson discuss the role community colleges play in providing access
to postsecondary education for all students, and particularly for students with disabilities.
They explain the attributes of community colleges that facilitate the implementation of
Universal Design and Universal Instructional Design, as well as the unique challenges
for both faculty and students. In the last chapter in this section, “Assistive Technology,”
Margret Totty and Karen Kalivoda describe some of the technology tools that are avail-
able to increase student access.

In the book’ conclusion, Jeanne Higbee expands on her conclusion to Curriculum
Transformation and Disability: Implementing Universal Design in Higher Education, coauthored
by Heidi Barajas and offers an expanded set of guidelines for extending UID as a model
for multicultural postsecondary education.
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CHAPTER 2

Theoretical Foundations of Universal Instructional Design

Nancy J. Evans
lowa State University

Abstract

This chapter begins with a brief introduction to historical views of disability and the various theories that have
guided the ways in which disability has traditionally been understood and used to guide educational interven-
tions. A longer discussion of social constructionist and social justice perspectives on disability that provide a
foundation for Universal Instructional Design (UID) follows. I then briefly review relevant student develop-
ment theories and their relationship to disability, stressing the ways in which these theories can enhance the
development of learning outcomes and pedagogical design using a UID approach.

A staff member in the Disability Resources office has been invited to discuss principles of
University Instructional Design (UID) at the fall faculty retreat. While some faculty seem
interested in what she has to say, others appear resistant. A faculty member in chemistry
challenges the idea that students with disabilities even belong in college. Another faculty
member in art suggests that it is just up to the students to make the necessary adjust-
ments to get through her class. The chairperson in sociology, who has worked with many
students with disabilities, finds the ideas of UID intriguing and plans to try them out, as
he wants to provide an inviting and supportive environment for all his students. How
can faculty hold such different perspectives about students with disabilities? One reason
is their underlying beliefs about disability. In this chapter, I review various theoretical
perspectives on disability and their historical underpinnings. I also suggest ways in which
these perspectives shape educational practice in working with students with disabilities,
noting specifically how UID is supported by two of these theories of disability.

Knowing how to create an inclusive environment is a necessary but not sufficient condi-
tion for working effectively with students with disabilities. Educators must also understand
the students themselves. In this chapter, I also introduce theories of student development
that are useful to educators working with students with disabilities and, indeed, students
in general. Psychosocial, cognitive-structural, and social identity theories help faculty and
student affairs administrators and staff members to use UID intelligently in their work
with students, taking into account the developmental tasks, cognitive processes, and self-
identification issues that students experience during their years in college.

A History of Ableism

Throughout history, disability has been variously viewed as a sign of spiritual deprav-
ity, a cause for ridicule, a genetic weakness to be exterminated, something to be hidden
away, a source of pity, a community health problem, and a problem to be fixed (Griffin &
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McClintock, 1997). These views of disability have shaped the ways in which individuals
with disabilities have been treated in society. They also influence the theoretical perspec-
tives that guide current strategies for addressing the issues of people with disabilities in
educational settings.

Griffin and McClintock’s (1997) summary of the history of ableism is a helpful reminder
of the various perspectives that have shaped interactions between society and people with
disabilities. Griftin and McClintock noted that during the Middle Ages, physical and
mental illness and disability were considered evidence of having fallen out of favor with
God and many people with such impairments were prosecuted as witches. At the begin-
ning of the 17th century, people with disabilities were evicted from hospitals and poor
houses and were forced to beg on the streets, where they were often ridiculed.

As the authority of science replaced religion in the 19th century, disability came to
be viewed as a genetic deficit rather than a spiritual weakness and people with mental
and physical impairments became the responsibility of medical personnel (Griftith &
McClintock, 1997). Institutionalization of individuals with disabilities in hospitals,
asylums, or other institutions away from mainstream society was common during this
time. Alternatively, individuals with disabilities were treated as “human curiosities” (p.219),
appearing in “freak shows” (p. 219). The eugenics movement, which began around 1850,
favored improvement of the human gene pool by controlling reproduction to ensure that
only desirable traits were passed on and strengthened negative attitudes toward individu-
als with disabilities of any kind. Sterilization and euthanasia were advocated as ways to
eliminate the “defective” (p. 221) from society. As late as the 1950s, laws still existed in
some states “prohibiting persons ‘diseased, maimed, mutilated, or in any way deformed so
as to be an unsightly or disgusting object’ from appearing in public” (p. 222).

The mid-1950s saw the start of the deinstitutionalization movement, when many indi-
viduals with disabilities became the responsibility of their communities without appro-
priate support (Griffith & McClintock, 1997). Part of this movement was the main-
streaming of children with disabilities into public schools. The poor treatment of people
with disabilities following deinstitutionalization led to the independent living movement,
which was begun in the 1970s by people with disabilities to establish control over their
lives and to gain the same rights that other citizens had. Out of this movement came the
1973 Rehabilitation Act (Section 504) that “prohibited discrimination against ‘otherwise
qualified handicapped’ individuals in any program or activity receiving federal assistance”
(Griffin & McClintock, p. 223). This bill ensured the rights of persons with disabilities
to be involved in decision making regarding their treatment and also addressed architec-
tural and transportation barriers. In 1990, the Americans with Disabilities Act extended
and clarified the Rehabilitation Act to “[require| access and [prohibit| discrimination in
public accommodations, state and local government, [and] employment” (p. 225).Vestiges
of these historical perspectives are reflected in the various theories that guide how disabil-
ity is understood and addressed currently.
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Disability Theories

In this section, I review the most common theories for explaining disability and discuss
how adherents of the theory might view individuals with disabilities and their participa-
tion in education.

The Medical Model

Dating back to the 18th century and still prevalent, the medical model considers disabili-
ties as medical conditions to be treated and people with disabilities as invalids (Hughes,
2002). The focus is on what the person cannot do and individuals with disabilities are
expected to accept and adjust to their conditions (Michalko, 2002). Because the indi-
vidual is viewed as sick, participation in “normal” activities, such as attending college, is
seen as inappropriate or impossible. In this model, disability is treated by means of medi-
cal interventions, such as medication or surgery, that are used to address symptoms of, or
problems associated with, a disability. It is up to doctors and other medical professionals
to determine how the individual will live his or her life, rather than individuals with
disabilities themselves.

The Functional Limitations Model

In society, there are normally accepted ways of performing daily activities and each person
is expected to conform to these prescribed behaviors. Disability, however, often prevents
activities from being carried out in a normative manner. For instance, if one cannot
walk, entering buildings with steps is impossible. Adherents of the functional limitations
model assume that it is up to the individual to adapt to the situation created by his or her
disability (Michalko, 2002). Like the medical model, the functional limitations approach
views disability as a matter the individual must deal with and overcome (Jones, 1996).
Because the “problem” of disability lies within the individual, persons with impairments
must find ways to adjust to the environment (Michalko). This is accomplished through
rehabilitation and adaptation. Persons with disabilities are subject to extensive evaluation
and assessment to determine the full extent of their inabilities. Attempts are then made to
find ways to accommodate the individual or “make up for” the deficiency.

This perspective provides the theoretical rationale upon which service providers in higher
education base the identification of accommodations that will enable students with
disabilities to attend college and complete classes successfully. Often such accommoda-
tions create a “‘separate but equal” mentality because individuals with disabilities must take
tests in a different location than their classmates or use a special entrance to a building
that requires ringing a bell for admission. Attitudinally, those providing accommodations
may believe that they are doing the student a favor and may convey pity, condescension,
or contempt for being asked to provide these services.

The Minority Group Paradigm

With the growth of the disability rights movement in the 1970s, a new perspective of
disability developed that focused on the experiences of people with disabilities as members
of an oppressed group (Michalko, 2002). Similar to the experiences of nondominant
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ethnic, racial, and sexual identity groups, people with disabilities were seen as sharing
commonalities based on the discrimination and alienation they dealt with in mainstream
society (Jones, 1996). Taking ownership of their lives, people with disabilities rejected
society’s view of disability as an impediment and took on a disability identity that was
political in nature (Michalko). Some proponents of this model have suggested that the
unique shared experiences of people with disabilities creates a distinct disability culture;
at the least, as Scheer (1994) noted, they share an understanding of life as a person with
a disability that creates a bond. Although this model does empower individuals with
disabilities, disability is still assumed to be an individual trait and individuals with disabili-
ties assume the role of victims of oppression (Jones, 1996).

In the college setting, adherents to the minority group model strive to create a group
consciousness among students with disabilities, providing vehicles for students to come
together to advocate for their rights. Increased visibility and awareness of the issues and
injustices faced by students with disabilities would be a goal of service providers using
this perspective. Although admirable goals, the onus for change is still left to individual
students and the institution is not held responsible for seeing that all students are treated
as equally worthy of an inclusive education.

The Social Construction Model

Unlike the minority group model, the social construction model focuses on the source
of the stigmatization and oppression experienced by individuals with disabilities, finding
it in the norms of society that privilege certain ways of being over others (Marks, 1999).
In effect, society “creates” disability by considering some forms of being and doing as
normal and correct and others as dysfunctional and not normal. In this model, the source
of the “problem” of disability is a biased and excluding environment rather than an
impaired individual (Marks). It is the environment that needs to be changed rather than
the individual (Fine & Asch, 2000).

Proponents of this model work to ensure that environments are barrier-free and welcom-
ing to all people. This perspective has led to the development of Universal Design (UD)
principles, both in architecture and instruction. However, critics have argued that its
exclusion of the person from consideration goes too far (Paterson & Hughes, 1999).
Hughes (2002) argued that the lived experiences of individuals with disabilities must be
considered, as they shape the ways in which the environment 1s experienced.

The Social Justice Perspective

The social justice perspective, which combines elements of the minority group model
and the social construction model, takes both the individual and the environment into
consideration. This model emphasizes the role played by privilege and oppression in
determining the experiences of individuals with disabilities. Social justice theorists stress
that individuals without disabilities in society have traditionally possessed the privilege
and power to determine how individuals with disabilities—the oppressed group—
are viewed and treated. A major goal for social justice advocates is the elimination of
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“ableism”—the “pervasive system of discrimination and exclusion that oppresses people
[with] ... disabilities on ... individual, institutional, and societal/cultural levels” (Rauscher
& McClintock, 1997, p. 198). Like the social constructionists, social justice theorists argue
that what causes persons to be disabled are “unnecessary social, economic, and environ-
mental barriers rather than . . . physical, psychological, or developmental conditions or
impairments” (Griffin, Peters, & Smith, 2007, p. 336). An additional social justice goal is
to achieve a reinterpretation of normality so that physical, mental, and sensory differ-
ences are no longer viewed as abnormal (Griffin et al.). The social justice perspective
also considers the interaction of impairment with other social identities, such as gender,
sexual orientation, or ethnicity, as well as the environmental contexts in which individuals
find themselves and the specific nature of their impairments; in this way, individuals are
viewed as multidimensional and unique (Castaneda & Peters, 2000; Griffin et al.). Because
Universal Instructional Design focuses on changing the environment rather than requir-
ing the individual to adjust to it, social justice advocates view this intervention positively.
In addition, the principles of UID are based on a respect for the human dignity and self-
authorship of all students, as stressed in this model (Griffin et al.).

How Theories of Disability Guide Educational Practice
Understanding the theoretical underpinnings of educational interventions for students
with disabilities is important as they—intentionally or unconsciously—shape the atti-
tudes, expectations, and motivations of educators providing instruction and advice. For
example, the medical model suggests that education, at least at the college level, is not
appropriate or attainable for individuals with disabilities, who are better oft under the care
of medical personnel. Faculty members with this belief, such as the chemistry professor in
the opening scenario, may be unwilling even to consider UID as they see enrollment of
students with disabilities in college as inappropriate in the first place.

According to the functional limitations model, the purpose of education is rehabilitation
and the role of service providers is helping individuals to adjust to their impairments and
make the best of the situation in which they find themselves. Faculty members adhering
to this perspective, such as the art professor mentioned in the introduction, take the posi-
tion that it is the student’s job to adjust to classes as presented rather than expecting the
class to be designed proactively to allow students with disabilities to participate fully. If
asked, they might be willing to accommodate a request for modification.

In the minority group paradigm, individuals with disabilities are seen as members of
an oppressed identity group who must fight for their rights against a dominant society;
however the “problem” of disability and the responsibility to deal with it is still centered
in the individual. This perspective would indicate to educators that they have no real obli-
gation to make any changes in how they work with students with disabilities, other than
to treat them with respect, which of course is a positive step forward but not a compre-

hensive intervention.
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In contrast to these individual perspectives, the social construction view of disability
shifts the focus to the environment and clearly requires that persons who control the
educational environment make modifications to ensure that individuals with disabilities
have access to equitable opportunities in the classroom without having to request such
changes. Thus, UID would be viewed as a reasonable strategy for modifying the classroom
environment. However, how the individual is viewed and treated in this process is deem-
phasized within this framework.

A social justice perspective, on the other hand, incorporates both environmental and indi-
vidual components, with the environment being seen as the source of the disability and
therefore the necessary focus of interventions that will enable students with disabilities to
receive an equitable education, and individuals being viewed as multifaceted and unique,
responsible for their own decisions, and worthy of respect and consideration from those
around them, including instructors and service providers. While either a social construc-
tionist or a social justice perspective can provide a foundation for Universal Instructional
Design, social justice is the most inclusive model for ensuring that individuals are valued
and included in implementation of specific interventions. The sociology professor intro-
duced in the opening scenario appears to take a social justice perspective in that he is
concerned both about creating a welcoming environment and respecting the students
with whom he works.

Student De velopment Theories

While disability theory provides guidance in determining the overall nature of the educa-
tional intervention faculty and staff might find appropriate, student development theory
assists them in understanding students themselves—those with disabilities and those who
do not have disabilities. In this section I present an introduction to the various theories of
student development and how they can guide educators in their work with students. In
particular, I focus on implications of the theories for students with disabilities.

Psychosocial Theories

Psychosocial theories of development focus on the personal and interpersonal issues
affecting individuals’ lives (Evans, Forney, & Guido-DiBrito, 1998). Psychosocial theorists
posit that development occurs when internal psychological or physical change causing
an internal crisis for the individual collides with an external social demand to cause a
developmental crisis. The result is a series of developmental tasks or stages in which
the individual’s “thinking, feeling, behaving, valuing, and relating to others and oneself”
(Chickering & Reisser, 1993, p. 2) changes. Stages are generally (but not rigidly) sequen-
tial, cumulative, and culture specific (Evans et al.). The degree of success in resolution
of crises affects later development. Some of the developmental issues faced by students
include developing competence, managing emotions, establishing identity, and develop-
ing purpose (Chickering & Reisser). Other theories of psychosocial development focus
on the role played by challenge and support (Sanford, 1966); transitions (Schlossberg,
Waters, & Goodman, 1995); life events (Fiske & Chiriboga, 1990); and timing, agency,
and interactions with others (Elder, 1995) on development. Some theorists included
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in this family also focus on specific developmental issues, such as career development
(Super, 1990).

Psychosocial theories focus the attention of educators on aspects of the lives of students
with disabilities. For instance, Sanford’s (1966) theory of challenge and support reminds
educators that students with disabilities face unique personal and societal challenges, such
as exclusion from participation in mainstream activities, and need individual and institu-
tional support to succeed. Universal Instructional Design can be an important source of
support because its goal is to provide an inclusive classroom environment in which no
student is singled out.

In considering Chickering and Reisser’s (1993) vectors of development, educators need
to be aware that students with disabilities must address the same developmental tasks as
other students, but the issues involved in doing so may be more complex. For example,
intellectual competence issues may be harder to resolve when students have been told all
their lives that they are incapable of learning. UID provides conditions that help to dispel
this belief.

Life events theories suggest to educators that the onset of a disability, such as the loss of
sight, is a major life event that will affect individuals in significant ways that can affect
academic performance. Students who have to learn new ways to negotiate their environ-
ment and approach academic material can be easily overwhelmed. The existence of UID,
which will allow them alternative means of studying and learning, will be an important
vehicle to maintain control of their lives.

Life course theories (e.g., Elder, 1995) purport that timing, agency, and interactions with
significant others all affect the manner in which individuals experience and respond to a
disability, important factors to keep in mind when interacting with students with disabili-
ties. Students who experience brain injuries in accidents during college are certainly
greatly affected by the life implications of this event, perhaps more so than if the event
had happened later in life. Likewise, individuals’ sense of agency and the support, or lack
thereof, from family and friends will shape how they handle the experience. Understanding
these factors can assist faculty in working with students and introducing alternatives for
studying and engaging in classes.

Finally, career development theories (e.g., Super, 1990) can assist educators in working
with persons with disabilities, who face unique personal and environmental challenges in
identifying a career direction. Students may be very realistic about their abilities and how
they might be applied in specific careers or they might have given very little thought to
this aspect of their lives. Faculty and advisors who understand career development models
can assist students in investigating options using various approaches suggested by UID.

Cognitive-Structural Theories
Cognitive-structural theories focus on the process of reasoning that individuals use and

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
THEORETICAL FOUNDATIONS

17



18

describe changes in this process from simple to complex (Evans et al., 1998). They illu-
minate changes in the way people think, but not what they think. According to cogni-
tive-structural theorists, both heredity and environment are important in intellectual
development; individuals must be ready and the environment must present challenges
for development of cognitive processes to occur. Individuals move through a series of
stages, or “sets of assumptions people use to adapt to and organize their environments”
(Evans, 1996, p. 173), which always arise in sequential order regardless of cultural influ-
ences. When confronted with new information, individuals first try to make sense of it
using their current set of assumptions; if that does not work, they develop new, more
complex assumptions (Evans et al.). Development, while following an order progression,
takes place at an irregular rate and not every person reaches the highest stages of cogni-
tive functioning. Cognitive-structural theories focus on intellectual development (Perry,
1968); reflective judgment (King & Kitchener, 1994); and epistemological development
(Baxter Magolda, 1992); as well as moral development (Gilligan, 1982; Kohlberg, 1976);
faith development (Fowler, 1981; Parks, 2000); and self-evolution (Kegan, 1994). Each of
these theories has implications for working with students with disabilities.

Theories of intellectual and epistemological development (e.g., Baxter Magolda, 1992;
King & Kitchener, 1994; Perry, 1968) suggest that the complexity of cognitive reasoning
used by students with disabilities will affect how they make sense of their experiences.
For instance, students who think dualistically (e.g.,in concrete, absolutist terms) will look
for answers from authorities and expect faculty to tell them what to do and how to do it.
They may have difficulty with options provided in a UID approach.

Moral development theories (e.g., Gilligan, 1982; Kohlberg, 1976) remind educators that
students with disabilities, like other students, will make meaning of moral dilemmas in
different ways. Some dilemmas may relate to decisions involving their impairment, diag-
nosis, or disability. For instance, cheating is an option that many students with learning
disabilities report considering to achieve the grades they want in classes (Evans, Assadi,
Herriott, & Varland, 2004). The support of UID strategies for completing assignments
might deter students from using this option.

Faith development theories (Fowler, 1981; Parks, 2000) focus on the role of spirituality
and faith in a person’s life. How individuals view and approach disability may be related
to their spiritual beliefs. For instance, some religious belief systems still equate illness and
disability with sin or see it as punishment for wrong-doing. In earlier stages of faith devel-
opment, such a viewpoint would be unquestioned. In a UID classroom, where various
abilities are accepted, students may come to a greater sense of self-acceptance.

Kegan’s (1994) theory of self-evolution suggests that a person’s sense of self evolves based
on relationships with others. How one handles having a disability and what one expects
from other people in one’s life can be partially explained by this theory. In earlier stages
of Kegan’s model, individuals are very dependent on others for their sense of self~worth.
Faculty using UID who respect and value the contributions of students with disabilities
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may provide them with positive support that will assist them in developing the sense of
self-authorship evident in later stages of Kegan’s model.

Social Identity Theories

Social identity theories examine how individuals come to understand their social identi-
ties (race, ethnicity, gender, sexual orientation, class, etc.) and the roles played by these
identities in their lives (McEwen, 2003). Social identities are contextual and fluid; they
vary across time as well as national, geographic, and cultural environments. Identities are
socially constructed within hierarchies of privilege and oppression, with some identities
being dominant and others being subordinate. Thus, social identities exist within power
relationships; they are not merely different. Social identities influence how individuals
view themselves and influence their day-to-day experiences. Identities are also embedded
in and influence what happens in society, communities, and social institutions—ideolog-
ical, political, and economic. Each person has many social identities that influence each
other and are part of every social interaction and personal experience (Jones & McEwen,
2000). Development of social identities consists of increased awareness and abandonment
of internalized oppression (McEwen). More complex development is valued as a goal
and is associated with increased mental health. Social identity theories include theories
of minority identity (Atkinson, Morten, & Sue, 1998); racial identity (Cross & Fhagen-
Smith, 2001; Ferdman & Gallegos, 2001; Helms, 1995; Kim, 2001; Renn, 2004); ethnic
identity (Phinney, 2003; Sodowsky, Kwan, & Pannu, 1995; Torres, 1999); sexual identity
(Cass, 1979; D’Augelli, 1994; Fassinger, 1998); gender identity (Lorber, 2000), disability
identity (Olkin, 1999); and multiple identities (Jones & McEwen, 2000).

As the social justice model discussed earlier stresses, how individuals experience and view
disability is influenced by their race, ethnicity, gender, class, sexual orientation, religious
identity, and other aspects of the self. The various social identity theories can be very
helpful in understanding identity development processes. For example, students with
disabilities may also be questioning their sexual orientation. In gay male communities,
physical appearance is often a factor in social acceptance (Guter & Killacky, 2004). This
realization may make it especially difficult for a student to develop a positive identity as
either a person with a disability or a gay man. As another example, African Americans are
often inappropriately placed in special education based on the mistaken assumption that
their learning abilities are inferior to those of Whites (Obiakor, 1992). As a result, Ball-
Brown and Lloyd Frank (1993) have noted that many African American students avoid
using services for students with disabilities or even refuse to acknowledge having a learn-
ing impairment. This may be particularly the case if students are in the immersion stage
of racial identity development (Cross & Fhagen-Smith, 2001), when distrust of Whites is
high. The lowered stress of a classroom designed using UID principles would be of great
assistance in enabling students to address their social identity concerns while also staying
on top of their studies.

Atkinson et al’s (1998) minority identity model centers on how individuals who are
members of minority groups view themselves, members of their own group, and members
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of the majority group. These attitudes, which develop through five stages of increasing
acceptance of self and others, can be applied to how persons with disabilities view them-
selves, other individuals with disabilities, and those who do not currently have a disability.
Olkin’s (1999) minority identity model of disability uses a similar five-stage model in
which individuals move from denial of having a disability to advocating for disability
rights. Olkin also noted various psychosocial factors that influence this developmental
process, such as degree of impairment, level of uncertainty associated with the impair-
ment, and the likely outcome of the impairment. Understanding how a student views his
or her disability and disability in general is very helpful to faculty and staft in working
with the student. A student who is in denial of even having a disability likely will not
want to discuss various ways in which that disability might affect his or her academic
work. UID would be particularly helpful to such students because it would not require
that they disclose their impairments or ask for accommodations.

Finally, Jones and McEwen’s (2000) multiple identity model underscores that individuals
have many social identities that may or may not be salient at various times and locations.
In some classes, for example, a disability might be much more salient because of the types
of learning activities involved. In another instance, being the only student of color in a
class may be a more salient identity for this same student. Faculty must be careful not
to assume that being a person with a disability is always the most salient identity for a
student. Again, UID is helpful in that no demands are made of students to disclose should
they not feel the need or desire to do so.

Conclusion

Understanding the theoretical underpinnings of disability and of student development
provides faculty and staff with a foundation upon which to design interventions to
assist students with disabilities to be successful in college. In particular, these theoretical
approaches provide a strong rationale for the use of Universal Instruction Design princi-
ples in the classroom and in advising and working individually with students. In addition,
faculty who can provide an appropriate theoretical rationale for their learning outcomes
and pedagogical strategies will be more effective in convincing others to follow their lead
in the implementation of UID.
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CHAPTER 3

Broadening the Pathway to Academic Success:
The Ciritical Intersections of Social Justice Education,
Critical Multicultural Education, and

Universal Instructional Design

Heather W. Hackman
Saint Cloud State University

Abstract

In this chapter I present a brief description of the theoretical and pedagogical foundations of Social Justice
Education (SJE), Critical Multicultural Education(CME), and Universal Instructional Design (UID) in order
to provide a critical analysis of UID through SJE and CME frameworks. This is followed by a discussion of
how to combine SJE and CME with UID in the service of establishing the highest level of accessibility possible
in our classrooms.

Picture the following scenario: A White male film studies professor at an urban commu-
nity college with a highly diverse student population is facilitating a class discussion of
the film North by Northwest (Hitchcock, 1959). He has been introduced to Universal
Instructional Design (UID) and therefore has created a welcoming classroom environ-
ment, thoroughly explained the essential components of the course, given the class clear
expectations and feedback about how to analyze film, used small group discussions to
support learning, implemented varied instructional strategies, created a range of ways for
students to demonstrate knowledge, and has been available for interactions with students
in and out of class. Anyone observing this class for its structural accessibility and its open-
ness to students with a range of learning styles would say that this professor has done an
excellent job. However, as he begins to facilitate the discussion of the film, and particularly
of Cary Grant’s character Roger Thornhill, he states that “everyone can relate to the main
character, right?” And in that moment all of the structural accessibility in the world does
not compensate for the fact that he has just assumed that everyone in the room can relate
to the experience of aWhite middle-class male. The students of color, the poor and work-
ing class students, and the women in the room are all expected to identify with the White,
male, middle-class experience and, in so doing, deny their own. Some of the students of
color in the class ask him about the contradiction inherent in his assumption and he, not
knowing what to do about such discussions and assuming that he has done everything
right in his class, tells the students to stay on point and that their questions are not really
pertinent to the discussion of the film.
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Although this may seem like an exaggerated or even fictitious account, it is actually a
story relayed to me by a dean of students in an urban community college where this
scenario took place. The impact on the diverse group of students in this class was signif-
icant—they told the dean that they felt like this was just one more class that ignored
their life experience and they no longer believed the instructor was able to teach or even
understand who they were. The disenfranchisement felt by these students, and millions
of others like them in classrooms across the country, speaks to the undeniable need for
Social Justice Education (SJE) and Critical Multicultural Education (CME) approaches
to accompany that of UID. As seen in this example, structural accessibility alone does not
equate to or promise accessibility in its deepest sense for all students. Unless educators
have an awareness of students’ social identities and the connection of power and privilege
to those identities, as well as cultural competency in relating to those identities, there is a
strong likelihood that even in a classroom where UID is deeply integrated, students from
nondominant groups will be alienated. The cumulative impact of this marginalization of
students based on race, class, gender, sexual orientation, disability, and so on, is a society
completely unable to address the most powerful barriers that are currently plaguing our
education system, such as increasingly high levels of racial and economic segregation
(Kozol, 2005), high drop-out rates for various marginalized communities in our society,
and the inability of students to engage critically with the world around them.

Given this film class and its problematic outcome, the importance of the conversa-
tion regarding the combination of Social Justice Education and Critical Multicultural
Education with Universal Instructional Design, and the promise this amalgam holds for
educational equity for all students, is quite clear. By discussing the incorporation of SJE
and CME with UID, I am in no way questioning the fundamental efficacy of UID.While
no educational approach is a panacea, UID does present educators with both a theo-
retical framework and a set of practical tools for helping all students achieve academic
success and personal empowerment. Its focus on eliminating the structural barriers for all
students and creating more accessible classrooms, if widely adopted, could significantly
transform the landscape of U.S. education. However, I also contend that UID is lacking
in some critical areas for which its combination with SJE and CME would compensate
and give educators an even greater chance of addressing some of the core issues denying
full educational access for many students in the U.S.

It should be noted that while I have been teaching about Social Justice Education
and Critical Multicultural Education for 15 years, I am not an expert in the field of
Universal Instructional Design and thus I invite practitioners of UID to take my analysis
to deeper levels and apply it in more specific ways to their teaching or professional areas
than I am able to in this chapter. Despite these limitations, however, I am clear that by
combining UID’ ability to create structurally accessible classrooms with SJE’s analysis
of systemic power and focus on equity and CME’ culturally relevant and engaging
educational strategies, we can significantly broaden the reach and impact of Universal
Instructional Design. If UID is going to move from being seen and experienced as an
approach serving primarily students with special needs to an approach that is viewed
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as useful for all students, it needs to make more critical and compelling connections to
other educational theories.

Theoretical Foundations
In this section I present the basic theoretical and pedagogical tenets of Social Justice
Education, Critical Multicultural Education, and Universal Instructional Design.

Social Justice Education Theory

Born out of the humanistic education movement in the 1970s in combination with
grassroots, nonformal education practices throughout the 20th century (Freire, 1970),
Social Justice Education has as its primary focus an analysis of systems of inequity and a
commitment to the transformation of these systems in our society. More specifically, Lee
Ann Bell (1997) suggested three important aspects of SJE theory: empowerment, social
responsibility, and the transformation of systems of oppression and inequality to ones of
social justice and humanity. Today many teachers hear the word “empowerment” and
associate that with self-esteem building in the classroom or other cursory approaches
to personal empowerment. In Social Justice Education, however, student empowerment
refers to both the acquisition of knowledge and an understanding of what to do with
that knowledge both in students’ personal lives and in the greater society. This leads to
Bell’s second point, social responsibility, whereby students realize their interconnected-
ness in society and on this planet and begin to take up the charge of responsibility for
their community, their society, and the world. By necessity, this process leads students to
analyzing issues of power and privilege, systemic inequality, and social transformation in
the service of creating a socially just school, community, and society.

Those reading this chapter may see this model as a lofty goal but too difficult to actually
implement in the classroom. To the contrary, there are numerous educators across the
country effectively utilizing a social justice approach in their classrooms and there is a
growing body of literature that speaks to the processes of teaching from an SJE perspec-
tive. For example, Adams, Bell, and Griffin (1997) have edited a widely read text, Teaching
for Diversity and Social Justice, which speaks very specifically to the theory and practice
of Social Justice Education in our postsecondary settings. Similarly, Schniedewind and
Davidson (2006), in their book Open Minds to Equality, have produced an excellent tool
for teaching from an SJE perspective in upper elementary and middle school settings.
‘While not as well known as multicultural education, a Social Justice Educational approach
grounded in the works of authors such as Paulo Freire (1970), Marilyn Frye (1983), and
bell hooks (1994) helps educators create more access for students to both the knowledge
within the classroom and the world outside the classroom and thus has a great deal to
offer to practitioners of Universal Instructional Design.

Social Justice Education Pedagogy

The principle goals of Social Justice Education have been described previously and thus
the following is a description of what I consider five critical pedagogical components
of SJE (Hackman, 2005). In considering the combination of UID with SJE, it is easy to
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see how these two theories can complement each other. As mentioned, Social Justice
Education has a deep focus on issues of power and privilege and how they impact every-
thing from the ability of students to learn to the ability for justice and equity to be achieved
in our society. In an article I wrote for Equity and Excellence in Education, 1 offered five
areas to consider when framing one’s teaching from an SJE perspective: content mastery,
critical thinking and tools for analysis, tools for action and social change, tools for personal
reflection, and the consideration of multicultural group dynamics. Although this is not
an exhaustive framework, it does give educators a place to begin in their efforts to move
their teaching in the direction of an SJE approach. The first component, content mastery,
is something that most schools seek in a general way but in an SJE classroom the content
would be much more rigorous than the mainstream curriculum and instead represent
information from a range of perspectives and experiences. To most teachers, this seems so
obvious as to be naive, and yet if one analyzes today’s mainstream curriculum—history
books for example—we often see a watered-down curriculum that perfectly mirrors the
dominant group’s understanding of the world (Loewen, 1995). SJE demands that students
are given more information in order to engage critically and effectively with the world
around them.

Information alone, however, is not enough to affect serious social change or even engender
thoughtful student engagement, and thus students in an SJE classroom are also required
to think critically about every issue presented in class. A glance at the critical pedagogy
literature suggests some important aspects of critical thinking germane to an SJE class-
room: (a) an analysis of content from multiple, nondominant perspectives (“Who’s not at
the table?” “How would ‘group x’ understand this content?”); (b) an analysis of systems of
power and privilege in our society and the world (“Who benefits when the system runs
one way versus another way?”); (c) rigorous self-reflection (“How do I know that what I
think I know?” “Where did I get my information?”’). Using critical thinking in this way
allows teachers to push students well beyond simple regurgitation of classroom content
and demands that they thoroughly and deeply engage with the material and find their
own voice with respect to the learning taking place.

Content mastery and critical analysis, if left at that, can sometimes lead students to feel
cynical and hopeless. Thus, skills and tools for social change are essential in a social justice
classroom. These tools include an understanding of the history of the social change move-
ments in this country, the underlying principles of social change processes such as nonvio-
lent action, and the need to understand the personal motivations for engaging in social
change. In line with this, the fourth dimension of an SJE classroom, tools for self-reflec-
tion, helps students constantly understand their position socially, politically, and morally in
relation to the issues at hand. This focus on self-awareness is essential in helping students
in a social justice classroom make the deep, personal connections to their learning that
help them contextualize the content and apply it to other areas of their lives. When teach-
ing happens in this way, students’ success increases dramatically because their learning
takes on greater meaning and import for their lives and their futures.
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The final component in an SJE classroom is the consideration of the multicultural group
dynamics and the interactions of students with one another, with the teacher, and with
the school community as a whole along the lines of culture and social identity. As such,
educators utilizing an SJE approach need to be aware of not only how each student’s
culture is impacting the class as a whole, but also to pay attention to how social identities
such as class, gender, race, sexual orientation, ability, religion, and age are also impacting
student learning and the dynamics of the class. More than anything, this requires a deep
awareness of these issues on the part of educators themselves and an ongoing commit-
ment to their own learning around social justice issues.

Critical Multicultural Education Theory

Arising in conjunction with the Civil Rights Movement of the 1950s and 1960s, multi-
cultural education’s initial focus was on addressing issues of increased curricular represen-
tation for people of color and creating more inclusive academic environments. The success
of this work was clearly evident in the 1960s and 1970s when more inclusive classroom
materials and multicultural education in general found a wide audience and its presence
in U.S. classrooms increased. In these years it became clear, however, that desegregation
and curricular inclusion were not enough to create safe, empowering, and academically
successful educational environments for students of color. As such, the last 3 decades of
multicultural education have adopted an increasingly anti-racist, anti-White privilege
focus in addition to the furtherance of curricular inclusiveness through approaches like
culturally responsive teaching (Gay, 2000). Writers such as James Banks (2002, 2008),
Sonia Nieto (2002; Nieto & Bode 2008), Carl Grant, and Christine Sleeter (Grant &
Sleeter, 2006) have aptly addressed both cultural inclusiveness and anti-racist issues over
the years and put forth the idea that approaches to multicultural education exist on
a continuum rather than a discreet ideological position. Sleeter and Grant advanced a
model in their book, Tirning on Learning, with four positions ranging from a “human rela-
tions” approach to one of “multicultural social justice education.” Banks (2002) has also
suggested a range of four approaches to multicultural education spanning from a “contri-
butions” approach to a “decision-making and social action approach” (pp. 73-74). Nieto
(2002) has proposed a five-stage model describing the range of multicultural education
moving from “monocultural” to “affirmation, solidarity and critique” (pp. 8-18). While
these continua use differing language and have identified slightly difterent characteristics
for each of their “stages,” one theme is strikingly consistent: the most critical forms of
multicultural education not only address cultural diversity but by necessity also discuss
issues of oppression, injustice, and social change. As such, the ultimate stages of all of these
models, referred to as Critical Multicultural Education, are a call for transformation not
only in education, but in society as a whole. In this chapter, any reference made to multi-
cultural education will be referring to these critical, socially transformative manifestations
of multicultural education and will be labeled Critical Multicultural Education.

‘While multicultural education is a deep and rich field with a range of essential elements,
in an effort to simplify my discussion of Critical Multicultural Education I will focus on
two fundamental aspects of the final stage of Nieto’s model: culturally relevant teach-
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ing and rigorous student-centered engagement. In her article, “Affirmation, Solidarity
and Critique,” from the book Beyond Heroes and Holidays (Lee, Mearkart, & Okagawa-
Reg, 2002), Nieto (2002), as have all critical multicultural educators, underscored the
intimate connection between culture, student learning, and classroom communication.
More specifically she asserted that in a CME classroom the content educators present
will have a high degree of cultural relevance and the engagement of students will have a
high degree of cultural competence. As a result, the life experience that the students bring
into the classroom is highly valued and used as a point of entry for teaching and learn-
ing. In so doing, students find their cultural values highly regarded in a CME classroom
and in general the notion of culture is central to their learning and the application of
their learning to the broader society. For both teachers and students, culturally relevant
teaching creates an incredibly rich and rigorous academic environment and assures that
students’ voices, lives, and cultural realities are not only affirmed in the classroom, but
are seen as content and points of reference for all learning in the classroom. Critical
Multicultural Education brings culture and identity into the classroom in powerful ways
and gives students a chance to connect to the curriculum in meaningful and consistent
ways. In this sense, CME is clearly about empowerment, access, and educational equity
and produces engaged, participatory citizens who possess an increased awareness of others
and themselves.

A second key component of a CME classroom, as stated by Nieto (2002) is that, “the
most powerful learning results when students work and struggle with one another, even
if it is sometimes difficult and challenging” (p. 15). As such, CME does not shy away from
students deeply and rigorously engaging not only with the content but with each other.
Most teachers avoid such situations as they often equate this with a loss of control in the
classroom. Nieto rightly stated, however, that in fully empowering education students
are strongly encouraged to think critically and through this analysis learn to voice and
exchange their ideas with others. In this way, knowledge construction in a CME class-
room 1s largely student-centered and focused on rigorous engagement instead of rote
memorization.

In addition, in the book Affirming Diversity (Nieto & Bode, 2008), Nieto defined Critical
Multicultural Education as: (a) anti-racist; (b) a basic component for all good education;
(c) important for all students, not just students of color or those in culturally-diverse
settings; (d) pervasive throughout the curriculum; (e) education for social justice; (f) a
process, and (g) involving critical pedagogy. These educational aspects, along with cultural
relevance and rigorous, student-centered engagement, can comprise a powerful addition
to the fundamental aspects of Universal Instructional Design and afford students an even
more empowering and accessible education.

Critical Multicultural Education Pedagogy

Of critical importance when considering the pedagogy of CME is the recognition by all
educators that there is an intimate connection between culture and teaching, learning,
communication styles, and academic achievement. As such, I believe practitioners of UID
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seeking a genuinely accessible, student-centered classroom should shift their practice of
UID to include Critical Multicultural Education. To attempt to describe in detail the
many processes of CME is impossible here, but I strongly encourage practitioners of
UID to seek out the voluminous amount of theory and practice-based research of this
field from the last 50 years. As discussed previously, I will focus here on culturally relevant
teaching and rigorous, student-centered engagement.

For educators, a culturally responsive approach “can be defined as using the cultural
knowledge, prior experiences, frames of reference, and performance styles of ethnically
diverse students to make learning encounters more relevant to and effective for them”
(Gay, 2000, p. 29). To do so, teachers need to make specific efforts to discover who is
in their classroom with respect to cultural diversity and then make specific, intentional
efforts to utilize that as a point of entry for learning. For example, instead of simply
analyzing a passage from a text, students can be asked to analyze the text by compar-
ing and contrasting the text to their own cultural framework. In this way, students will
not be reduced to a singular analytical frame but will develop a range of analyses for the
text. When this analysis is shared in small or large group discussion, it will by default add
layers of complexity and critical discussion where a fairly homogenous discussion might
have taken place without approaching it from a critical cultural context. This exercise
can apply to any text in any classroom; therefore, CME should be incorporated into
all aspects of the curriculum and not relegated to particular aspects of the curriculum
such as art, music, or social studies. The importance of establishing personal contexts for
knowledge construction cannot be overestimated and is one of the hallmarks of good
multicultural education. If teachers are aware of the diversity of student culture in their
classroom and are versed in culturally relevant instructional design, they will consistently
be able to deepen student learning by making culture a standard framework of analysis

in the classroom.

For students, rigorous, student-centered engagement has two dimensions. The first is an
awareness of students’ own cultural identities and how they shape their learning, how
they make meaning of the world, and how they apply their knowledge. For example,
some students may come from a culture that constructs knowledge in what 1s called a
field-dependent manner and thus these students will need a higher degree of dialogue
in the process of making meaning of the content being presented. If students are aware
of this and the classroom environment is truly accessible, the students stand a better
chance of being able to take ownership of their own education. Second, if students have
a greater awareness of each other’s culture their ability to demonstrate their learning and
engage with each other is also enhanced. It is through effective cross-cultural dialogue
that students can often find the complexity of content that Nieto (2002) suggested is
essential to a CME classroom. Repeatedly throughout the CME literature the use of
cross-cultural dialogue in conjunction with cooperative learning techniques is shown
to be an incredibly effective way for students to learn, retain, and apply knowledge in
meaningful ways.
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In conclusion, the importance of culture in the classroom cannot be underscored and in a
critical multicultural classroom it is seen as a central part of learning. As stated previously,
there are myriad other aspects of CME that enhance students’ learning and support the
use of Universal Instructional Design and I encourage UID practitioners to investigate
and make wide use of that information.

Universal Design Theory

Utilizing the notion of Universal Design (UD) in architecture and the benefits of univer-
sal accessibility for all, educational researchers have developed a range of ways that UD
can be applied to the educational environment. In this section I will explore the concep-
tual underpinnings of the application of Universal Design to education by discussing the
two most widely known approaches to doing so: Universal Design for Learning (UDL)
and Universal Instructional Design. I am choosing to look at both UDL and UID in this
theoretical section in order to establish a conceptual baseline for UD in education overall.
The pedagogical section immediately following this, along with the rest of this chapter,
will focus exclusively on UID because of its exceptional applicability to the classroom and
the ease of entry for SJE and CME in its eight principles.

Universal Design for Learning (UDL), as put forth by researchers at the Center for Applied
Special Technology (CAST; 2000), is an educational approach that seeks to establish class-
room accessibility for all students (Meyer & Rose, 2006). Originally born out of a focus
on accommodating students with disabilities in education, researchers ultimately realized
that the accommodations being made and the levels of accessibility being introduced
were ones that would help students from a range of learning styles and could increase
the academic success of all students. While studies conducted by CAST researchers and
others utilizing UDL confirm these results (Meyer & Rose), even without such data,
common sense tells us that when there is increased opportunity for knowledge acquisi-
tion and application, there is increased success. Importantly, while UDL was originally
focused on how to help students with disabilities be successtul in the educational system,
as it developed, practitioners rightly recognized that this focus was placing the locus of
“the problem” on the student and instead shifted their energies to changing curricula. As
a result of this awareness, and in line with the goals of the independent living movement
for people with disabilities, UDL shifted its focus to helping educators—and by default
the educational systems as a whole—fundamentally transform their practice. As a teaching
approach, Universal Design for Learning, provides a framework that makes explicit what
good teaching is. It helps teachers recognize the diversity of their classrooms—because
even those that might appear to be homogenous are not. It helps them be explicit about
the goals of the lessons and enables them to offer choices and alternatives for students to
reach those goals.” (Meo, 2006, p. 35)

The specifics of UDL and its approach are derived from neuropsychological research
on the brain and the processes by which it “learns.” Through the use of brain imaging
technology, the developers of UDL identified three brain networks and their relation to
classroom learning. As stated in Meyer and Rose’s (2006) summary of these three brain
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networks in the preface to their book, A Practical Reader in Universal Design for Learning,
Recognition networks make it possible to receive and analyze information—the
“what” of learning, ... strategic networks make it possible to generate patterns and
develop strategies for action and problem-solving—the “how” of learning, ... and
affective networks fuel motivation and guide the ability to establish priorities, focus
attention and choose action—the “why” of learning. (p. ix)

Once having identified these brain networks, the CAST group (Meyer & Rose, 2006)
developed corresponding instructional frameworks (i.e., presentation, expression, and
engagement) to meet the specific needs of each network. Throughout all three of these
instructional responses flexibility, multiplicity, and student-centeredness are essential and
put the “universal” in Universal Design for Learning. At its core, “UDL teaching is inter-
active and learner-centered, with an emphasis on learning concepts—rather than a tradi-
tional teacher-directed style emphasizing facts and figures” (Coyne, Ganley, Hall, Meo,
Murray, & Gordon, 2006, p. 7).

Simultaneous to CAST’s work, a team of researchers involved in the University of
Minnesota’s Curriculum Transformation and Disability (CTAD) project, “developed
eight principles of “Universal Instructional Design’—a term coined by Silver, Bourke and
Strehorn (1998)—that provide a truly original synthesis” (Opitz & Block, 2006), of the
fundamental tenets of Universal Design and Chickering and Gamson’s (1987) generally
held best practices for education. As with Universal Design for Learning, the research-
ers working with Universal Instructional Design stated that, “the ‘universal’ in Universal
Instructional Design does not imply that ‘one size fits all” Instead, it refers to universal
access to curricula,” (Higbee, Chung, & Hsu, 2004, p.15). Although the researchers and
practitioners of UID seek to address the larger issues of access for all students, it is evident
that, like UDL, their work is still heavily grounded in a focus on students with disabilities.
For example, though there are references to a broader student audience, Higbee, Chung,
and Hsu also stated that UID is a “model for providing access to higher education for
students with disabilities by rethinking teaching practices to create curricula and class-
rooms that are inclusive for all students” (p. 13). Unlike UDL, however, UID’s principles
are far more specific and more readily provide a pedagogical map for educators wishing
to make their classrooms universal. The combination of Chickering and Gamson’s work
with the concepts of UD as applied to education, are primarily what help UID stand
apart from UDL. While the UDL model does ofter suggestions for educators and class-
room use, UID’s grounding in educational best practices aftords it a much clearer appli-
cation in the classroom. Adding to this, as stated in Higbee, Chung, and Hsu, “Universal
Instructional Design is an outgrowth of an interactional, social constructivist approach to
disability issues” (p.14) and as such I believe it lends itself more easily to the dynamism,
fluidity, and evolving culture of a classroom. Taking a constructivist approach also allows
for an easier connection to Social Justice Education’s discussion of socially constructed
dominant and subordinate identities and Critical Multicultural Education’s attention to
the ways society influences the constant creation and recreation of culture. As a teacher
educator, I find UID to be quite user friendly and observe in my classes that pre-service
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and in-service teachers can more easily wrap their hands around the eight principles
developed by CTAD than the three pathways and responses developed by CAST (Meyer
& Rose, 2006). I believe UID’s accessibility and ease of use in the classroom derives from
the fact that Silver, Bourke and Strehorn’s (1998) research utilized faculty focus groups in
determining the most effective ways for educators to make their classrooms universal, thus
heavily grounding UID in classroom practice from its inception.

Universal Instructional Design Pedagogy

The eight principles for UID are: (a) create a welcoming classroom; (b) determine the
essential components of a course; (c) communicate clear expectations; (d) provide construc-
tive feedback; (e) explore the use of natural supports for learning, including technology, to
enhance opportunities for all learners; (f) design teaching methods that consider diverse
learning styles, abilities, ways of knowing, and previous experience and background
knowledge; (g) create multiple ways for students to demonstrate their knowledge; and (h)
promote interaction among and between faculty and students (Higbee, Chung, & Hsu,
2004, p. 14). While relatively self-explanatory, the University of Minnesota’s Disability
Services (2007) ofters the following explication of each of these points.

A first area of pedagogical issues to consider relative to these eight principles involves
some preparatory work done before students even arrive in class. Determining the essen-
tial components of the course, designing teaching methods that consider diverse learning
methods, and creating multiple options for students to demonstrate their knowledge are
all ways faculty can work to make their classrooms universally accessible long before the
first day of class. To be clear, the essential components of a course are the outcomes that
all students need to be able to demonstrate with or without the use of accommodations and
should be evaluated in a nondiscriminatory manner (University of Minnesota Disability
Services, 2007). Understanding the difference between what is truly “essential” knowl-
edge for a course versus what an educator would “prefer” a student to know is a vital
point of clarification in helping educators effectively design diverse teaching methods
and devise multiple assessment methods for a course (University of Minnesota Disability
Services). Faculty who utilize PowerPoint, case studies, Web supports, and varied means
of classroom discussion and group assessment, in addition to lecture and more tradi-
tional forms of assessment, not only provide varied ways for students to demonstrate their
knowledge, but also give educators a much better sense of student progress and areas that
may need to be further emphasized in the class. Ultimately, these three pedagogical tools
in combination provide ample room for all students to be successful and to reach their
fullest potential in any given class.

Moving from preparation to the initial development of a welcoming classroom, the
University of Minnesota’s Disability Services (2007) suggests establishing ground rules
that are elicited from the class to help all students feel they have a voice in the classroom.
Avoiding the process of singling out students while also valuing and recognizing the
authority of students’ personal experience is another way to establish a level of safety and
personal value in the classroom. It is also suggested that educators share their own experi-
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ences with students not to further center themselves in the classroom but to aid in the
development of trust and relationship with students. Another component in creating a
welcoming classroom is to honor diversity and cultural differences. All of these steps will
help educators to develop an inclusive syllabus and afford all students the same under-
standing of what is expected in the class. And finally, attending to the physical needs of all
students is a critical step in helping them feel at home in the classroom. Once in the class-
room and working with students, being able to communicate clear expectations, provide
constructive feedback, and use natural supports for learning, including technology, to
enhance opportunities for all learners becomes paramount. The use of study guides, prac-
tice tests, and small groups for discussion or assessment are all ways that educators can
use natural supports to respond in class to the evolving needs of students (University of
Minnesota Disability Services).

Taken together these eight principles provide an excellent course of action for any educa-
tor seeking to eliminate structural barriers in their classroom. Teaching in these ways
clearly makes any classroom more universally accessible and creates a climate where all
students can be academically successful.

Analyzing UID Through an SJE and CME Lens

As stated previously, Universal Instructional Design holds immense promise for educa-
tors seeking to transform their practice and create structurally accessible classrooms for
all students. However, for all of its strengths there are some important areas where it does
not fully meet its potential. An analysis of Universal Instructional Design through the lens
of Social Justice Education and Critical Multicultural Education will help explicate these
areas and suggest possible ways to enhance the efticacy of UID.

Analysis of Universal Instructional Design From a Social Justice Education Perspective
Two levels of analysis arise when viewing Universal Instructional Design through a Social
Justice Education lens. The first includes four broad-based critiques connected to the
conceptual underpinnings of UID and the second level addresses a very specific critique
of the eight principles of UID.

Broadly speaking, while Universal Instructional Design does an excellent job of articu-
lating the importance of educational accessibility for all students, it does not do a good
enough job of providing a systemic critique of issues of power and privilege within
which those accessibility issues arise. It is surprising to me that UID draws legitimacy for
its use in all classrooms from the fact that students with disabilities have been systemati-
cally denied access to educational resources and then does not take as a central part of
its approach an analysis of the very power and privilege that deny students access in the
first place. If it were to do this, it would be able to ground its argument for accessibility
in deeper, more systemically rooted soil and in turn be able to advocate more strongly for
UID in all classrooms. The incorporation of Universal Design in general into Individual
with Disabilities Education Act (IDEA, 1990) legislation is an excellent point of entry
in considering the role UID can have in critiquing systems of power that serve to create
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barriers for students in our current education system. Without this systemic critique of
power, UID cannot attend to the realities of oppression in our society and how that
impacts our classrooms. For example, the role of dominance and subordinance and how
they impact students’ lives and realities both in and out of the classroom are completely
missed in UID theory. From an SJE perspective, this lack of attention limits the accessibil-
ity of the classroom to only members of dominant groups whom the dominant norms of
this society serve. Referring again to the scenario in the introduction, while students of
color, women, and poor and working class students were marginalized, White, male, and
middle-class students were placed at the center of the classroom and as such were given
more access to academic success in that class.

A second broad critique of UID is what I perceive as its narrow focus on structural
accessibility. To assume that an architectural concept addressing structural issues can be
directly applied as an educational concept in a social context is inaccurate and dismisses
the socially constructed nature of human communities such as schools and classrooms.
Accessibility is not simply about physical access to classrooms, nor is it just about creating
classroom spaces where students with various learning needs can be accommodated. In its
truest sense accessibility means that all systematically constructed barriers to education are
challenged and addressed. If Universal Instructional Design seeks to address accessibility
at its roots, then it must broaden its theoretical discussion to include a more substantive
critique of systemic inequality on all levels, not merely structural ones. Racism, classism,
ableism, sexism, heterosexism and homophobia, religious oppression, ageism, and any
other form of systemic and institutionalized oppression must become part of the “univer-
sal” in Universal Instructional Design if it is actually going to be able to meet the needs of
all students. To assume that making classrooms accessible without attending to these issues
is naive at best and a reproduction of those very forms of oppression at worst.

A third broad critique has to do with the lack of connection of what UID does in the
classroom to what students are doing outside of the classroom. Using the three goals of
Social Justice Education mentioned previously, there is considerable room for improve-
ment regarding UID’ classroom implementation and processes. Given that UID already
has a substantial understanding of individual empowerment as it relates to the academic
success of students, it should be an easy step for UID practitioners to then ask students
how they can apply what they are learning to larger societal issues and develop action
plans for the use of this information from a social justice perspective. Because one of the
central aspects of the Disability Rights Movement was independent living and self-advo-
cacy, UID’ special education roots should make it simple for practitioners and theorists
alike to help expand UID’ focus to include advocacy, activism, and greater participation
in a diverse society. In this way SJE goals of student empowerment and social responsibil-
ity are woven into the UID curriculum and serve to deepen student learning and enhance
educator options for teaching and assessment. For example, it is not enough to provide
students with multiple modes of assessment and natural supports to learn about global
environmental issues. An SJE approach would then push students to ask critical questions
about classism, environmental racism, global consumption by the wealthy nations at the
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expense of other nations, the ethical concerns of multinational corporate environmental
practices, why the U.S. did not sign the Kyoto Protocols, and how students can apply this
analysis to their own lives. This is but a small example of what an SJE perspective would
add to the depth of study and connection students have to their learning and the actions
they can take with this information. All of this, as stated by UID’s theoretical framework,
fits well into the eight principles and is clearly an area where UID needs to give greater
attention and time.

A final general critique of UID has to do with the third goal of SJE, the equitable distri-
bution of resources. Specifically, I believe it is essential that UID address its focus on the
use of technology and how that interacts with issues of systemic classism and the distribu-
tion of economic resources in our schools. Some UID and UDL authors (Coyne et al.,
2006, pp.10-12) have suggested that lack of access to technology should not be seen as
barrier to utilizing UID, and yet it would appear that in reality much of the UID work
is technology based and there are some forms of accommodation that, without the tech-
nology, make UID next to impossible for the average teacher. Although technology does
seem to make the possibilities of UID expand exponentially, there is a strong need for
the authors in the field to take a more critical and social justice oriented approach when
discussing this. Jonathan Kozol (2005), in his book, The Shame of the Nation:The Restoration
of Apartheid Schooling in America, suggested that the levels of racial and economic segrega-
tion in this country are near levels before Brown v. Board of Education (1954). As such, it is
not reasonable for UID practitioners to discuss the technology connections regarding its
implementation without also addressing the socioeconomic challenges they present and
how the exclusion of classism in the discussion of UID actually retrenches levels of inac-
cessibility with respect to education in this country.

While the previous critique holds true for UDL, UID, and perhaps to the application
of UD as a whole to education, there are also some very particular aspects of UID to
critique through an SJE lens. In the following paragraphs I will focus on only a few
of these to illustrate the overall point of my analysis: (a) create a welcoming classroom
climate; (b) determine the essential components of the course; (c) design teaching meth-
ods that consider diverse learning styles, abilities, ways of knowing, and previous expe-
rience and background knowledge; and (d) provide a variety of ways for students to
demonstrate knowledge.

Throughout the literature discussing Universal Instructional Design there is next to no
in-depth discussion of what it actually means to “create a welcoming classroom.” More
specifically, there is no discussion of student and teacher social identities or the deeper
issues connected to them that alienate students from our classrooms and schools. A lack
of appreciation for a students’ food and holidays is not at the heart of what marginalizes
and disenfranchises students of color, for example, in education in this country. Instead,
a lack of access to resources and the depths of systemic inequality connected to that are
what keep students of color; women; poor and working class; lesbian, bisexual, gay, and
transgender (LBGT); young and old; and non-Christian students on the margins of our

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
CRITICAL THEORETICAL INTERSECTIONS

37



38

educational system. We can literally flood our schools with what is called a “heroes and
holidays” (Lee el al., 2002) curriculum, but that will never address why a White teacher
constantly calls on the Latino student in class to speak for all Latinos on a certain issue.
In looking at the University of Minnesota’s Disability Services (2007), Web site there are
some specific suggestions listed for how to create a welcoming classroom that further
demonstrate my point. For example, the notion of “honoring cultural differences” while
not exploring the reasons that our society is divided along racial, cultural, and ethnic
lines seems paltry at best. Genuine universal accessibility would require an educator to
move beyond simply honoring differences, and instead delve into the realities of those
differences in this country and what can be done about them in our classrooms to create
real inclusiveness and a feeling of being welcomed. Similarly, the notion of “establishing
groundrules” can be problematic without a stronger critique of how power, privilege, and
social justice issues play into what one group perceives as “acceptable” or “normal” ways
of being in education.Too often the “groundrules” established in U.S. classrooms are really
White, male, middle-class ideals being disguised as a neutral set of beliefs. This of course
is problematic because it automatically defaults to what the dominant society presumes is
welcoming and safe in terms of classrooms, or society as a whole, and leaves students from
subordinate social identity groups once again on the margins.

Likewise, when “determining the essential components of a course”, I have yet to see the
UID literature mention social responsibility and an ability to apply classroom knowledge
critically and thoughtfully to the larger society as an essential component or skill. Much of
the commentary about this UID principle seems instead to be about content acquisition
and skill development as it pertains to the retention of knowledge and its narrow applica-
tion on classroom assessments. SJE suggests that when educators determine the essential
components of a course, they need to broaden the scope of this idea to include a consid-
eration of how students’ knowledge can be applied to the larger society and therefore
more critically understood. To discuss the need to determine the essential components of
a course without including this SJE component opens the door for the reproduction of
canonical knowledge and does not create spaces where all students can find themselves
in the class. This is another example where unless we mitigate for and address dominant
group ideas about what is the norm or standard in education and what is not, we stand the
chance of producing knowledge that has historically only represented the views, beliefs,
opinions, and experiences of some of the population instead of our society as a whole. By
suggesting this, SJE is not saying that UID practitioners should take a particular position
on how this knowledge should be applied or in what ways students can or cannot think
critically about the content as that would undermine the personal agency central to an
SJE approach. It is saying, however, that some form of social responsibility and critical
application of student learning to the larger society is vital for deeply integrated learning
and helps make classrooms more accessible to a broad range of students.

Finally, I believe that the notion of “designing teaching methods that consider diverse
learning styles” and “providing a variety of ways for students to demonstrate knowledge”
again have the potential to reproduce dominant ways of knowing and learning even as
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they attempt to create new and innovative ways for students to engage in the class. An
SJE focus here would give educators a more critical lens such that they would consider
not only structural accessibility issues, but racist, classist, and sexist undercurrents in our
educational system that have led to a very long history of oppressive teaching models
and inaccessible assessment tools. Whether a quiz is done individually in class, as a take
home, or in small groups is irrelevant if the questions on it are inherently biased to White,
male, middle-class ways of knowing, thereby making it still inaccessible to a wide range
of students. The lack of attention in the UID literature to the SJE issues mentioned here
undermines the efficacy of its eight principles and leaves UID coming up short in terms
of making classrooms accessible for all students.

Analysis of UID From a CME Perspective

Once again beginning with a broad critique of UID, the most noticeable gap in the
literature is the almost complete absence of any discussion of culture. Interestingly, there is
an exceptional level of conversation regarding how to implement UID in one’s classroom
in student-centered ways, but a dearth of conversation about how issues of culture play
into this student-centered approach or the use of UID in general. Given the emphasis on
student involvement in learning, a deeper understanding of the importance of culture in
the classroom and how teachers can use it as a point of entry into content will undoubt-
edly improve educators’ implementation of UID’s eight principles. Thus, the essential
critique of Universal Instructional Design from a Critical Multicultural Educational
standpoint is the lack of attention given to students’ culture, the socio-cultural location
of students in the classroom in relation to each other, and how culture can enhance
teaching and learning. More specifically, there is very little discussion in the literature
about what “culture” actually is, what dimensions of it are being invited into the class-
room, or how students would intentionally utilize that culture in their learning. Certainly,
having students involved in the general practices of cooperative learning and group work,
both of which are mentioned throughout the UID literature, is eftective. But, if UID’s
commitment to academic success for all students is to be met, attending to the cultural
realities of the classroom is a must.

This critical frame can be applied directly to UID in the following ways. First, when
considering the processes of “creating a welcoming classroom” educators can utilize the
fundamental tenets of CME by critically considering the powerful implications that
culture has on classroom interactions and overall climate. The literature on UID, unfortu-
nately, does not adequately address the importance of critically addressing cultural issues
and in so doing opens the door to cultural stereotyping and the alienation of students in
response to a superficial approach to their culture. To mention culture simply in passing
does more harm than good by presenting culture as an insignificant aspect of student
learning and the classroom environment. In fact, as CME clearly demonstrates, student
culture is one of the most important aspects that informs student learning and academic
success. The necessity of the attention to culture for student comprehension and applica-
tion of content cannot be overstated. Authors such as Gay (2000) suggested that culturally
relevant teaching often means the difference between academic success and academic
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marginalization for students who are not members of this society’s dominant groups.
Thus, while UID recognizes that not all students in the classroom are a homogenous
group with respect to their learning styles and needs, culturally relevant teaching goes
even deeper and recognizes that the affective, emotional, social, and cognitive experiences
of students relative to their cultural identities are also not homogenous. A second point,
similar in nature to the first, is that when considering “use of varied instructional meth-
ods”, a deeper understanding of the importance of students’ culture helps all educators
broaden their repertoire with regard to the instructional methods. Educators cannot teach
what they do not know, and though their intentions may be good, without a deeper and
more critical understanding of how culture operates they will still be relegated to their
small palate of instructional ideas.

A final point is the importance of a Critical Multicultural Education approach to the vari-
ous aspects of teacher-to-student communication, whether it be in communicating clear
expectations for the class, providing students with feedback, or enhancing faculty-student
contact. In all cases an awareness of culture and how it informs communication styles—
both verbal and nonverbal—as well as relational styles in an academic environment is
extremely important for the successtul communication of teachers with students and vice
versa. I have had experiences early on in my own teaching where no amount of office
hours would bring students to come meet with me because my cultural framework and
awareness were so limited. Students from cultural backgrounds other than mine—White,
middle class, and from the U.S.—recognized quite quickly that while I was trying to find
creative ways for them to connect with me, I was stuck in such a small cultural frame
of reference that I could not connect with them. This had a significant impact on my
teaching and more importantly on their academic performance. It was and always is my
responsibility to meet students where they are, and my inability to understand deeply and
practice the aspects of Critical Multicultural Education mentioned previously severely
limited my success in serving students.

Combining UID With SJE and CME

In this section I will utilize the previously discussed analyses to suggest both conceptual
and practical ways to combine UID with SJE and CME using the eight principles of
UID. In combination, these approaches ask educators to do more than just “add on” new
information and instead demand a significant shift in their entire approach to teaching.
Because of this many educators turn away from SJE or CME under the cover of state-
ments such as “it is too much work”, “it takes too much time”, and “it is not part of the
standards being tested”, while others resist because they are afraid of raising conten-
tious issues in the classroom or of looking at their own issues regarding social justice or
multicultural content. In my pre-service and in-service classes this latter set of resistant
responses seems to be closer to the truth and what fundamentally blocks many educa-
tors from using SJE and CME frameworks in their teaching. Unlike other pedagogical
or technical teaching approaches where book knowledge of the content is sufficient for
the transmission of the information, Critical Multicultural Education and Social Justice
Education require high levels of self-awareness and personal understanding of the content.
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For example, CME’ need for a high degree of cultural competency in the classroom also
suggests a level of self-awareness regarding one’s own culture before the application of
CME in the classroom can be most effective. Similarly, Social Justice Education authors
and practitioners such as Bell, Washington, Weinstein, and Love (1997) have suggested
that deep success in teaching from an SJE perspective arises out of an educator’s personal
awareness of and experience with empowerment, social responsibility, and oppression and
liberation issues in their lives. Thus, the process of combining UID with SJE and CME is
not merely about suggesting practical ways that UID can be joined with SJE and CME
in the classroom. Instead, it highlights the importance for all users of UID to become
ever more aware and critical of social justice and multicultural issues in their own lives
and how that awareness informs what they bring into the classroom. Unfortunately, there
is not enough room in this chapter to address the complexities of teacher self-awareness
and teacher preparation regarding the use of CME and SJE. Resources in both of these
theory bases abound, however, and I strongly encourage educators to investigate this as
they seek to include CME and SJE in their work.

The Eight Principles of UID Combined With SJE and CME

In attempting to create a welcoming classroom, one issue an SJE and CME combination
would lead educators to consider is the social and cultural identities of the students in their
classrooms. For example, in teaching my class I consider students’ racial, ethnic, gender,
class, sexual orientation, religious, and disability identities with respect to educational and
societal barriers they may face and use that information to understand better how I can
develop responses to offset those socially constructed barriers in support of their academic
success. Specifically, I may make changes in my syllabus, class readings, assignments and
assessments, classroom expectations, and the like, in order to create specific points of entry
for all students. At times this may mean presenting the skeleton of the syllabus on the
first day and, with student input, later developing the final version to meet their needs.
To quell the conservative cry against what might be perceived as “special treatment,” I
am not suggesting anything of the kind. I am, however, asserting quite clearly that the
educational experiences of students from dominant groups versus those of subordinate
groups in this nation’s schools are markedly different and have tremendous influence on
their performance in class; to deny this is simply reinforcing dominant norms and power
structures in the classroom and denying full accessibility for everyone. Similarly, I make an
effort to get to know students’ cultural backgrounds and use that information as a guide
in determining groundrules and class norms that would engender a greater sense of safety
and comfort for all. Although these are just two examples, it should be noted that these
steps go far beyond the mere honoring or celebration of differences and instead seek to
help educators address the socially constructed roadblocks found in education today.

In determining the essential components of a course, an SJE approach combined with
UID would have, for example, the application of classroom knowledge to community or
societal issues as a must. Whether it be a high school sociology class, a third grade reading
unit, or 2 middle school geometry problem, there are always ways that students can apply
what they are learning to their community and society and use that knowledge to support
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social change. Understanding how the social construction of race and gender impact
everything from their hallway conversations to the presidential race in 2008, students
must know that we are not in the business of educating for the test and need to be able
to find ways that the content matters beyond the classroom. Similarly, when combining
a CME approach with UID, students will be told that cultural competency regarding
the material is an essential component for the course. Questions to support this would
include asking “what is the cross-cultural application of this knowledge? How would a
member of X’ group view this content? How would a member of ‘y’ view it? What is
the cultural significance of these potentially differing viewpoints?”” All of these questions
push students to see that the knowledge they are learning is always embedded in a cultural
context and that it is vitally important that they understand how to read each different
context. CME urges educators to “teach complexity” (Nieto, 2002, p. 16) and to use in
their classrooms the cultural frameworks that mirror the myriad cultural challenges in
our society. In these ways, CME and SJE seek to prepare students to be active, informed,
prepared, and engaged citizens with a broad repertoire of life skills. Anything less does a
disservice to the true purpose of education and reduces our classrooms to mechanistic
and lifeless places for our students. As such, educators combining CME with UID would
have cultural competence as an essential component.

In providing clear expectations and feedback SJE aftords UID a reminder that power and
privilege in this society and their connection to systems of oppression have often led vari-
ous social identity groups to experience “expectations” differently, and often to be given
different expectations altogether. Furthermore, much of the SJE literature also suggests
that educator bias regarding expectations along social identity lines is rarely conscious and
therefore often goes unnoticed and unchecked. As bell hooks (1994) asserted in Teaching
to Transgress, teachers must be critically aware of their biases and continually be willing
to investigate any and all assumptions they make about students. There has been ample
research on the effect of differing teacher expectations regarding gender, race, and class
on student performance and I encourage all educators to incorporate that awareness into
the processes by which they share expectations and feedback. A CME approach also helps
educators regarding expectations and feedback by strongly encouraging student input
into what those expectations are and the pathways of feedback that will be given. Using
student-centered methods to co-create expectations and feedback mechanisms gives a
culturally relevant base to these classroom processes and helps educators to de-center their
cultural frame and allow for a more genuine multicultural experience. Adopting an SJE
and CME approach when implementing this third component of UID goes a long way
in making the classroom more accessible.

When exploring ways to use natural supports for learning, the benefits of a CME frame-
work in combination with UID are clear. The more culturally relevant teachers are, the
more varied their awareness of which natural supports will be effective. For example,
some cultural groups do not do well in small group settings in class while others flourish.
Similarly, some cultural groups like to study independently while other cultural groups
are more field dependent in their learning and utilize study groups on a regular basis.
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Some form of informal, anonymous assessment of who is in your classroom in terms of
social identity, learning style, and cultural identity will equip any culturally aware educa-
tor with ample amounts of information regarding which supports will be most effective
in their classroom. When establishing these supports, such as a small in-class discussion
group, it is also very important for educators to consider power dynamics along the lines
of social identity. For example, with respect to gender issues, questions to consider for
these small groups would include: “Who is always the note taker in these small groups?
Who talks more? Who talks the least? How are the differing communication styles with
respect to gender identity affecting the productivity of the group? How might issues of
race, ethnicity, age, class, or disability also be playing out with respect to these questions?”
To base natural supports on cultural identity without also paying attention to power
dynamics addressed in an SJE perspective would leave an educator a little short. However,
the combination of all three—UID, CME, and SJE—gives educators a well balanced
template from which to design the most accessible natural supports possible.

Gary Howard (1999), in his work around challenging racism and White privilege in
education, suggested quite rightly that we cannot teach what we do not know through
his study of White teachers in multiracial schools. Understanding this, if educators have
not explored SJE or CME teaching methods, there is a good chance they will be highly
limited in their teaching repertoire despite their best intentions to create varied and
accessible instructional methods for all students. In their book Téaching for Diversity and
Social Justice, Adams, Bell, and Griftin (1997) compiled a broad and deep range of teach-
ing and training methods for educators to consider when addressing social justice issues.
Their presentation of teaching methods outside of the generally known teacher educa-
tion canon can, when combined with UID, assist educators in stepping even further out
of traditional, limited approaches to teaching. Similarly, CME has a substantial base of
research and pedagogical resources to help educators teach in a culturally relevant and
academically rigorous student-centered manner. Beyond Heroes and Holidays (Lee, et al.,
2002), curricular materials from the Rethinking Schools group, and classroom supports
from Teaching Tolerance (n.d.) all provide educators with an excellent base from which
to begin to utilize CME in their classrooms. The companion to the above commentary
regarding instruction, of course, is the importance of providing students with a variety of
ways to demonstrate their knowledge. Here again, all the resources mentioned previously
provide ample examples of non-canonical, unstandardized assessment and ways to help
students demonstrate their knowledge in applied, culturally relevant ways. And finally, in
addressing the use of technology, Paul Gorski (2005) published a resource suggesting ways
educators can utilize technology to enhance students’ understanding of multicultural and
social justice issues and increase their overall academic success. Obviously, outlining all
the means of using SJE and CME to enhance UID methods and assessment is impos-
sible in this section. The critical message to take from this discussion is that educators
who have not exposed themselves to the SJE and CME pedagogical resources will most
likely miss the chance to make their classrooms fully accessible via the widest range of
teaching methods.
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A final connection I will make between UID, CME, and SJE is the issue of faculty-
student contact. This is where rigorous self-awareness, as suggested by Bell et al. (1997)
has a vital importance for educators. My awareness of both my socially constructed iden-
tities and my cultural identities has an enormous impact on how I relate to others and
the world around me. For example, my ideas about communication styles, personal space,
time orientation, the role of teachers in a community, and the like, derived from my social
and cultural identities, all have a tremendous impact on how I will or will not connect
with students. Many educators, particularly dominant group members, do not consider
that these issues are culturally and socially relative and instead view their ways of being as
the “normal” way of moving through the world. This myopic view will inevitably result
in ineffective communication between teachers and students and ultimately leave the
students whose framework is not the same as the teacher’s at a disadvantage. If educa-
tors wish to extend a genuine hand to students, it is necessary to question assumptions
constantly, step out of comfort zones, and continually interrogate how power, based on
socially identities, is playing out in interactions with students.

Taken together, all of these ways of combining SJE and CME with UID help to increase
not only the accessibility of one’s classroom, but increase the efticacy of education as a
whole. Below are two curricular examples where SJE and CME are combined with UID,
and while they are not exhaustive, they do indicate the direction that this overall combi-

nation can take.

Classroom Example One

My first example involves the discussion of how to place percentages into a pie chart in
a fifth grade math class. A classroom utilizing Universal Instructional Design would first
provide various presentation mechanisms such as models, computer examples, or games
for understanding how to turn percentages into a pie chart, followed by a range of oppor-
tunities for students to demonstrate their knowledge outside what would be considered
a “standard” form of assessment. To maintain student engagement an educator might
offer a variety of ways to apply this to students’ personal interests such as sports, music,
or video games.

In a classroom utilizing Critical Multicultural Education and Social Justice Education
processes the lesson would look a little difterent. While the range of content presentation
options found in a UID approach would remain, CME might then invite students to do
a cultural inventory of their family—those who are adopted or living with nonbiological
caregivers can use the cultural identity about which they have the most information or
with which they most closely identify—to determine the percentage of cultural represen-
tation they have. They would then place that information on a pie chart and those charts
would be posted around the room. Students could then gather in three different affinity
groups based on their three largest percentages. Their first groups would gather based on
their largest percentage; then they would all rotate and gather in groups by their second
largest percentage, and so on, to discuss where they came from, when their family arrived
in North America (unless they are Native American, of course), and how their families
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came to be here. Critical questions about colonization, slavery, genocide, or immigration
and the relevance of those issues today could easily be provided for each group to discuss
in small groups and then as a whole class.

Following this activity, the teacher would then use the pie charts around the room to
discuss critically, from a social justice perspective, “What makes someone an ‘American’?”
Students could engage in small groups around this question and others regarding nation-
alism, patriotism, democracy, freedom, and identity posed by both the teacher and
members of the small groups. Out of these discussions, the class will identify three good
questions to ask around the topic of “What makes someone an American?” and conduct
interviews with people in their lives over the next 3 days. On the fourth day, the teacher
will ask students to compile their interview data and create a class-wide pie chart for
the responses that people gave in their interviews. The lesson will conclude with a class
discussion about the current immigration debate, racism, and misinformation that may
be part of that national debate, and what truly determines whether someone is an

American or not.

By combining Critical Multicultural Education and Social Justice Education with the
teaching tools of Universal Instructional Design, educators can deepen students’ connec-
tion to the content, can create more critical ways for students to engage, and can offer
them opportunities to apply this knowledge to our society in ways that are critically
important for their success. Pie chart information, by itself, may or may not seem relevant
to students. Creating pie charts that connect to their own lives and then to society as a
whole, however, gives students a greater opportunity to integrate this learning and thus
remember and apply it at a later time.

Classroom Example Two

The second example I will present is from a high school science class where they are
discussing DNA. UID would allow for a wide range of methods for presenting this infor-
mation such as lecture, reading, double-helix models in the classroom, computer models,
and DVDs discussing DNA and its location in the nucleus of a cell. Students would then
be given opportunities to research and discuss the role of DNA in their lives (e. g., look-
ing at their genetically determined traits such as hair color, skin color, height) and express
their knowledge through a range of assessment mechanisms. The process of tying this
context into individual student traits also aids in supporting their engagement with the
material and applying it to their lives.

A classroom utilizing Social Justice Education and Critical Multicultural Education
would take this content further. In this classroom the teacher would then tie the genetic
determination of skin color to issues of race, culture, and ethnicity. Students would then
be asked to differentiate between race (i.e., skin color, physical features), culture (values,
traditions, beliefs), and ethnicity (ancestry, carrier of culture). In this discussion students
would then have the opportunity to discuss critically how our society often confuses
these terms and uses them interchangeably when in fact they are distinctly different.
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Critical questions such as, “How does one’s melanin determine which cultural tradi-
tions one observes?” can help students understand that, in fact, socially constructed racial
categories do not indicate anything about a person’s culture. This would lead to a critical
discussion of the social construction of race in the United States and how the assumption
that skin color does tell us about culture and ethnicity supports the structure of racism
and racial profiling. An examination of the pseudo-science of the 19th century would
open the door to a critical discussion of scientific racism and ultimately help students
understand that DNA’s determination of skin color carries with it societal issues such as
stereotypes and access—or not—to systems of power and privilege in this country, but
not a scientifically proven connection to culture. Additionally, students would be able to
see that culture is distinct from race and how to value diverse cultures while avoiding the
traps of racial stereotyping.

In this lesson students are shown not only the scientific information about DNA and
how it applies to their own genetic make up, but also how, when misunderstood and
misused, genetics has had severe implications for our society as a whole, such as the
eugenics movement. In this way, students can actually apply their knowledge of DNA in
navigating the complexity of this society and have more informed discussions and inter-
actions regarding the very serious issue of racism in the United States.

Conclusion

In closing I would like to repeat that my critique of Universal Instructional Design is
not meant to diminish its import or viability as an empowering approach to education,
but rather to open up areas for its improvement and the furtherance of its use in our
classrooms. The power of a UID approach to learning is readily apparent and I hope at
this point the reader can also see the power of combining both a Critical Multicultural
Education and Social Justice Education approach with UID’ eight principles. These two
fields have long and powerful histories of their own and have a proven record of provid-
ing students with significant tools for self-actualization in the classroom. I look forward
to seeing future research, writing, and application regarding the combination of Social
Justice Education and Critical Multicultural Education with Universal Instructional
Design and hope that the issues addressed in this chapter will support those better versed
in UID to do so. In a time when the range of hope and possibilities regarding progressive
education seems to be contracting rather than expanding, I believe the combination of
these educational approaches can counter that trend and increase classroom accessibility,
student empowerment, and ultimately the academic success of all of our students.
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CHAPTER 4

Linking Universal Instructional Design and
Cultural Capital: Improving African American
College Outcomes

Na’im Madyun
University of Minnesota

Abstract

Social integration literature has identified a relationship between institutional connectedness and student
outcomes. Unfortunately, there is an unhealthy disparity in the level of social integration among cultural groups.
These differing levels most often result in differences in social network quality, which translates into disparities
in cultural capital formation. It is not realistic to equalize the amount of cultural capital normally accumulated
by different groups when coming to college. However, increasing retention and graduation rates may depend
upon reducing the cultural capital gap and thus on the universality of the programs and extracurricular activities
that most often lead to a healthy institutional connection.

The demographic landscape of the United States is dramatically changing. The baby boom
generation will begin retiring around 2010, and by 2050 the U.S. will have a non-White
majority. These concurrent changes place pressure on U.S. institutions to prepare the
next generation of people of color to become productive citizens. A critical proportion
of the responsibility is on our institutions of higher learning. Due to the magnitude of
the cultural change, it is plausible that a seamless transition will translate into developing
the next generation to continue the traditions of the previous one. On the surface, the
previous statement appears quite innocuous. However, it is deeply intertwined with social
and cultural capital and begs for the application of Universal Design (UD) and Universal
Instructional Design (UID) in all courses, programs, and services.

Cultural Capital Theory

Bourdieu (1977) introduced the concept of cultural capital as the vehicle by which
cultural traditions are transmitted to the next generation with the goal of maintaining the
social patterns of the generation that preceded it. If there is a hierarchy of social class, a
disparity in gender equality, or an achievement gap, cultural capital is the means by which
these existing conditions and order are usually maintained. It is important to note that
the maintenance of the social order that precedes a current generation is accomplished by
individuals in a “tacit calculation of interest” (Swartz, 1997, p. 290). Individuals in social
structures do not, for the most part, intentionally perpetuate disparities, but this perpetua-
tion is a consequence of “habitus” or a “cultural unconscious” (Swartz, p. 101) that occurs
in the field (i.e., social setting). Bourdieu characterized habitus as “an ideal type of action
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that is habitual, practical, tacit, dispositional, and at the same time structured” (p. 290).
These tacit behaviors are programmed actions and reactions to specific contexts and are
developed through social and cultural capital (Swartz). An example of a specific context
in higher education that is common among many students yet varies based on a student’s
habitus is the selection of a seat in a challenging class. In order to reduce the anxiety
that is normally generated from a challenging class, a student may subconsciously have
developed an inexplicable practice—in the sense that at some level the student is aware
of the behavior yet still does not fully understand its presence or cause—of identitying
a place in the classroom to sit. This calculated system varies depending on the classroom
demographics, time of day, and the student’s perceived level of preparedness, in addition
to the larger context of a challenging class. This calculation will also consider seating
options that are most likely to mask this anxiety-reducing logic. This behavior is not
unlike seat-choosing behavior when booking a flight. The type of passengers likely to be
present (e.g., vacationers, business people, sports fans), time of day, and the type of experi-
ence one would like to have (e.g., sleeping, chatting with other passengers, leisure reading,
preparing a talk) are all factored into what type of attitude one is prepared to have when
boarding the plane. Depending upon an individuals social and cultural experiences, a
better understanding of how to ensure a particular attitude leads to a better manipula-
tion of the aforementioned factors. Maybe time of day is the most critical factor, or
perhaps finding a seat close to the front of the plane has a higher probability of increasing
productivity due to one’s own idiosyncrasies. Knowing to even consider the front versus
rear of the plane option or understanding the importance of time of day may have come
from a sophisticated blend of conversations with other passengers and lessons learned
from previous flights. For many students in the classroom, these sophisticated blends are
poorly informed. The student’s choice of seat location may be more to reduce anxiety
than to improve performance, not realizing that improving performance is the more
critical factor. As a result, the student leaves the course feeling successtul with surviving,
even though there was failure to achieve excellence. Better informing the sophisticated
blend between social cultural resources and experiences that create the likely behaviors
in a specific context or habitus is critical to the success of the African American college
student.

African American Retention and Graduation

It is no secret that the retention and graduation rates of African American college students
are less than ideal. The average African American high school senior graduates with the
tested knowledge of the average White eighth grader (Roach, 2004). To many this is not
of grave concern considering college enrollment for students of color is much higher
than 20 years ago. However, only 40% of eligible African American students go to college
(American Council on Education, 2001), with less than half of that population graduat-
ing within 6 years (Astin & Oseguera, 2005). These outcomes have naturally led to an
investment in effective retention models for African American college students.

Carreathers, Beekmann, Coatie, and Nelson (1996), as reported in Jones (2001), reviewed
several programs specific to African American student retention and found that the most
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effective models consistently had 11 characteristics: they (a) have the support of the
administration, (b) recruit faculty for participation, (c) provide motivational lectures, (d)
deliver proactive financial aid counseling, (¢) get students involved with programming, (f)
maintain up-to-date knowledge on retention issues, (g) assess program effectiveness regu-
larly, (h) incorporate early assessment and intervention, (i) encourage faculty mentoring,
(j) offer leadership seminars, and (k) develop a caring and competent staft. What is key
about this checklist of characteristics is that the focus is not only on academic preparation,
but more importantly on socially integration (Tinto, 1975). According to Tinto, motiva-
tion and persistence to graduate will be optimized the more connected and invested a
student is into the social fabric of the college or university. Many researchers have argued
for understanding social integration for African American students utilizing a different
lens (Guiftrida, 1993; King-Saulsberry, 2002; Nettles & Johnson, 1987).

African American Habitus in College

The familiarity of the college experience and its continuity from high school for the
average African American student is a critical barrier to social integration (Jones, 2001).
African American students are more likely to exhibit social and academic behaviors in
reaction to this unfamiliar, incongruent context that dilutes academic motivation and
persistence (Moore, 2001). These behaviors again result from their habitus, which is in
turn dependent upon their cultural capital (Bourdieu, 1973). To acquire the necessary
cultural capital to navigate college successfully, students must first possess the capacity
or cultural experience to receive and decode it (Katsillis & Rubinson, 1990). The afore-
mentioned unfamiliarity and discontinuity suggests that many African American college
students arrive on campus without having developed the necessary knowledge and skills.
Even though colleges implicitly demand the existence of cultural capital or the ability
to receive and decode it, they do not intentionally or explicitly assist in its development
(Dumais, 2002). Researchers have found that the cultural capital gap in education is most
often reduced through extracurricular participation (Dumais; Eitle, & Eitle, 2002).

The link between extracurricular activities and student achievement is not new social
science research, but it has only recently been explained through Bourdieus (1977)
conceptualization of cultural capital (Eitle & Eitle, 2002). According to cultural capital
theory, college-specific habitus or the informal rules of navigation are learned through
study groups, student organizations, and connections with faculty and staff. My argument
is not that African American students are not involved or connected to their institu-
tion, but that the effect of cultural capital varies depending on the status of its possessor
(Bourdieu) and African American students are not rewarded in academia for their cultural
capital in the same critical manner as White students (Roscigno & Ainsworth-Darnell,
1999). So, the issue centers on the factors that lead to the disparity in educational returns
on cultural capital investments between African Americans and Whites.

Social Networks in College
Part of the variability can be explained by the habitus or the uniqueness of the manner in
which African American students adapt to and navigate through the same environment
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encountered by other students. For instance, African American students are more likely
than White students to have a less diverse social network (Antonio, 2001; D’Augelli &
Hersberger, 1993; Pike & Kuh, 2006). Social networks are basically the organization of
social ties or the relationships that allow and lead to the development and transmission of
cultural capital. When compared to that of White students, the African American social
network is more likely to include other African Americans and less likely to include other
college students (Antonio; D’Augelli & Hersberer). This cultural reality, although positive
in many respects, can lead to differential outcomes in higher education.

Current social theory posits that poor academic performance stems from weakened or
poor quality social networks (Coleman, 1988; Sander & Putnam, 1999), which have been
identified as a main cause of declining student achievement (Coleman). Literature on
social and cultural capital has shown that social networks play a key role in educational
outcomes (Coleman; Uekawa, Aladjem, & Zhang, 2005). Informal knowledge, expecta-
tions, mentoring, modeling, ideas, and decision making can all be delivered or influenced
through social networks (Oh, Chung, & Labianca, 2004). This finding suggests that poor
quality social networks can directly lead to low student achievement by reducing both
cultural capital development and proper modeling of how to use this capital. Through
their social networks, White students are not only able to get academic support from their
college friends, but also support for adjustment and attachment (Kenny & Stryker, 1996).
For African American students, adjustment and attachment support most often come
from the family because of the smaller number of social ties with other college students.

One positive aspect of a less diverse social network is that norms are constructed,
exchanged, and adapted with little resistance (Reagans, Zuckerman, & McEvily, 2004).
However, issues arise when the need to construct multiple strategies or a more complex
habitus is paramount over simply completing a task (Reagans et al.). Expanding the
social network informally provides an individual or group with many more options and
resources not regularly available and can function to uncover talents and skills that other-
wise would lie dormant. Not only does an expansive, diverse social network provide a
more thorough and affirming awareness of African Americans’ own academic ability, but
it can function to increase the cultural awareness and capital of all stakeholders (Antonio,

2001, 2004).

Peer Influence on Cultural Capital

Research has shown that peer influence at the collegiate level is much more significant
than faculty or staft influence (Bank, Slavings, & Biddle, 1990).This knowledge is not new
or surprising, but is important when considering the development of education-specific
cultural capital. Bank et al. also found that normative social influence was much more
significant than role modeling in predicting persistence toward graduation. This finding
is consistent with previous research on identity development (Erikson, 1968) and college
transitions (Chickering, 1969), as well as more resent research on social influence (Myers,
2005). As students engage in the psychosocial search for identity, they become more
independent and less willing to accept the influence of the parent. In college correct
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decision making is still important, the student becomes even more susceptible to norma-
tive social influence (Myers). The normative referent group is comprised of college peers.
This is critical knowledge for two reasons. First, the standards and goals of behavior and
the scripts for achieving social and academic goals in college are most influenced by peer
groups (Pike & Kuh, 2006; Antonio, 2001). Therefore, unwittingly, the student transfers
the traditional model of what to do and what not to do to college peers. Secondly, self-
awareness increases in importance. Sedlacek (1987) has argued that African American
students are not always accurate in their appraisal of their goals or their ability to achieve
them. If the scripts students adopt are not appropriate for their own ability or character,
they may set the student up for isolation and failure (Moore, 2001). Therefore, participa-
tion in the types of programs and extracurricular activities that are most consistent with
transmitting the informal, tacit knowledge of the institution becomes critical to social
integration and ultimately success.

A multicultural campus—that is, one that is not only diverse but also embeds multicul-
turalism in all aspects of campus life (Higbee et al., 2004; Higbee, Siaka, & Bruch, 2007,
Miksch et al., 2003)—may lead to different outcomes due to differences in access to and
use of college resources. How accessible are the cultural capital mines of the campus to
multiple ethnic groups? It is imperative that institutions assess (Miksch et al.) the many
layers of learning and human interaction—both formal and informal—in order to expand
and enhance the implementation of the guiding principles of UD and UID to serve all
students at the institution. (Also see Chapters 3 by Hackman, 35 by Wagner, and the
concluding chapter by Higbee.)

Universal Design for Multiculturalism
Cordano and Mann Rinehart (Higbee, Lundell, Barajas, Cordano, & Copeland, 2006)
developed the following UD principles for multiculturalism:

1. Create spaces and programs that foster a sense of community for all students, particu-
larly students from underrepresented communities.

2. Build barrier-free welcoming environments with attention paid to attributes that
include disability, diverse content, access to artwork and graphic design, and geographic
location relative to function.

3. Design accessible and appropriate physical environments that provide ease of use for
people who use different modes of interacting or communicating and allow for confiden-
tial use based on the services, programs, or benefits being delivered.

4. Create inclusive and respectful policies and programs that, from the beginning, take
into consideration the diverse student and employee populations at the institution and
provide natural and cognitive supports to ensure full utilization of programs by students
and employees.

5. Hire and develop personnel who understand, respect, and value the institution’s
diverse community of students and employees.

6. Ensure that non-electronic information environments are accessible and appropriate
so that information is delivered in formats (e.g., Braille, captioning, different languages)
understandable and easily usable by diverse users without requiring unnecessary steps or
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“hoops” to jump through for completion.

7. Design and maintain Internet and other electronic environments to ensure acces-
sibility and appropriate confidentiality or privacy for those who use various adaptive
equipment, hardware (that may vary in age and capacity), and software and for those that
require or need confidentiality or privacy.

These principles should be applied to a cultural capital assessment to function as a guide
for improving the access of students of color to areas or contexts rich in cultural capital.
These principles can also help to assess whether the cultural capital valued at the institu-
tion is advantageous to the interests and habits of one group over another and whether
sources of cultural capital are equally available to all.

One aspect of UD that can be used to assess the cultural capital at an institution of higher
education is that of the creation of spaces and programs that foster a sense of community.
There must be rich areas of cultural capital on campus that are intended to help both
the in-group and out-group foster networks and affirmation. When the areas of cultural
capital are created, they must be seen as part of a larger connected community. Is there an
African American student center on campus, and if so, where is it located? Does it inten-
tionally position African American students close to other peer groups and resources?
This positioning will increase the probability that African American students will be
exposed to and integrated into areas on campus rich in cultural capital and expand their
own social networks. What type of space is available for group interaction and hanging
out? A critical component of creating barrier-free environments requires being sensitive
to the many ways students want and need to congregate. It also underscores the impor-
tance of moving beyond universal access and toward universal practices that promote
engagement.

Although the removal of cultural capital access barriers would be a significant accom-
plishment, part of the vision must include how to engage, retain, and develop students
once access is gained. How well do these programs intentionally engage African American
students with other successful students who are not part of their social network?

Strides toward student development, engagement, and retention are made when admin-
istrators, faculty, and student services staff members understand, respect, value, and reflect
the background of the students. Creative methods for improving engagement are more
likely when diverse perspectives are included. The hiring of diverse faculty increases the
potential for enhancing the growth of comfortable social networks for students from
historically marginalized populations. Faculty recruiters must be careful to monitor the
net that the language of job descriptions can cast. Are the descriptions implicitly designed
to exclude some cultural groups, whether intentionally or unintentionally? Are recruit-
ment efforts focused on areas rich in cultural capital that are not normally accessed by
candidates of color?
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Barriers to Cultural Capital Transmission in “Rich” Contexts
Although larger structural and programmatic areas are critical pockets of social capital, the
classroom, advising system, and organization of extracurricular activities can function as
barriers to social integration into these critical pockets and should not be overlooked.

Classroom Issues

Are students of color full participants in study groups both within and outside the class-
room? Are their opinions truly valued or only validated when supported by a White peer?
Are African American students given opportunities to test their own biases and assump-
tions and to reflect on their subconscious strategies for success, or are they protected and
reinforced for not expanding their cultural identity? Classroom practices must become
culturally universal. The beauty of multiculturalism in the classroom is that it challenges
participants from the dominant culture to test the generalizability of their assumptions.
However, we must be careful not to structure the social discourse in such a way that
White students are increasing their cultural capital in the African American field more
than African Americans are adding to their ability to navigate the higher education field.

Advising

Even though peer influence is dominant at the college level, advisers are critical agents in
shaping the habitus of students. The tacit knowledge should flow easily and often between
the adviser and advisee. However, ingrained distrust and poor past relationships between
the African American community and educational institutions (Lareau & Horvat, 1999),
coupled with the perceived and acquired accumulation of cultural capital by members of
dominant cultural groups, function as barriers (Kalmihn & Kraaykamp, 1996).The pride,
ego, and past painful experiences of some African American students may lead to little
faith in the adviser’s knowledge and level of caring. Advisers may sometimes “detect” a
resistance to educational culture rather than an underdeveloped habitus and thus be less
likely to pass on their own cultural capital. This can result in overlooking opportunities
to increase social networks or navigational capacity for students because those opportu-
nities do not have the “necessary” cultural supports. Although tailoring counseling and
advising is important (e.g., Stebleton, 2007; Swanson, 2004), we must encourage advisers
to be more cognizant of potential barriers in order to improve the access and use of the
advising system.

Extracurricular Activities

One of the more critical barriers to social integration is the segregation that exists in
campus groups and organizations. Often educational disparities are perpetuated because
colleges and universities are in the unique position to justify differential access and
participation pockets of cultural capital under the guise of academic or interest groups.
Bourdieu (1977) argued that the academic or interest label falsely put the responsibility
in the possession of the student. Several questions could logically follow: What if African
American students are less likely to join a traditionally White sorority or fraternity, yet the
network of those groups is deeply intertwined with the transmission of cultural capital at
the institution? Should inclusion efforts be a focus of special interest groups? Are support
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services on campus positioned in a way that leads to more or less social integration? Are
faculty of color recruited to advise student organizations, including those that do not
have a focus related to a specific social identity?

If we do not respond to this call and remove the perception that the classroom, the advis-
ing system, and campus groups and organizations are more welcoming to some students
over others, the results will be a lack of institutional connectedness, insufficient gradua-
tion rates, and ultimately an inadequate replacement of the baby boomers in the halls of
academia.

Conclusion

In recognizing these gaps, I am not suggesting intentionality nor declaring fault. I am
merely recognizing the natural evolution that higher education has always undergone in
response to its demographics and functions (e.g., services for war veterans). This process
has been effectively smart and steady. However, we are now entering a period where
steady may not be adaptive and dynamic enough to be smart.

Institutions of higher education need to examine the universality of access points to
cultural capital. This is neither an argument for color blindness nor against recogniz-
ing, understanding or accommodating differences. Those factors will always be critically
important. I am arguing for an efficient way to increase the probability that African
American students and students from other historically marginalized groups will be able
to connect with the cultural capital inherent in institutions of higher learning. If we are
truly concerned about whether we will produce future generations of citizens, we must
focus on how, what, and to whom college navigational skills are transmitted. By focusing
on the universal design of cultural capital areas in universities, we will.
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Implementing Universal Design
in the Classroom
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CHAPTER 5

Enhancing the Inclusiveness of First-Year Courses
Through Universal Instructional Design

Jeanne L. Higbee, Carl J. Chung, and Leonardo Hsu
University of Minnesota

Abstract

This chapter is reprinted verbatim from Best Practices for Access and Retention in Higher Education,
and was originally published in 2004. This chapter describes the theory behind Universal Instructional Design
(UID), an educational application of the architectural concept of Universal Design. UID is a model for creat-
ing inclusive curricula that are accessible to a larger proportion of students, especially those with disabilities.
Components of UID include creating welcoming classrooms, determining essential course components, using
diverse teaching strategies, and enabling students to demonstrate knowledge in multiple ways. Three faculty
members who teach traditional first-year core curriculum courses in physics, symbolic logic, and psychology
discuss implementation and benefits of UID-inspired teaching techniques.

Universal Instructional Design (UID; Bowe, 2000; Silver, Bourke, & Strehorn, 1998) is a
relatively new pedagogical model for providing access to higher education for students
with disabilities by rethinking teaching practices to create curricula and classrooms that
are inclusive for all students. Although federal legislation assures access for postsecond-
ary students with disabilities (Kalivoda & Higbee, 1989, 1994), research (Kalivoda, 2003)
indicates that faculty members continue to perceive barriers to providing academic
accommodations. Lack of time and resources are among the constraints listed by faculty
members, who often are more likely to be rewarded for acquiring grants and produc-
ing publications than for excellence in teaching (Kalivoda; Smith, 1997). Training (Fox,
Hatfield, & Collins, 2003; Hatfield, 2003; Junco & Salter, 2003) can yield more positive
attitudes but will not necessarily alleviate some faculty members’ skepticism about the
fairness of providing accommodations for students with documented disabilities, espe-
cially when considering “hidden” disabilities such as psychological disabilities, Attention
Deficit Hyperactivity Disorder (ADHD), and learning disabilities (Kalivoda; Williams &
Ceci, 1999). Universal Instructional Design does not ask faculty to “make exceptions” for
students with disabilities. Instead, through UID all students have the opportunity to learn
more effectively and to earn grades that reflect their knowledge. Furthermore, although
it takes some time “up-front” to implement UID in a course, the eventual result is a net
savings of time for the faculty member because fewer accommodations will then need to
be made upon request for individual students with disabilities.

The purpose of this article is to review the theory behind UID and to present examples of
how three faculty members implement UID in their courses. UID is especially appropri-
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ate for core curriculum courses, and particularly first-year courses because the first year is
when students in postsecondary education experience the greatest number of transition-
related issues and are thus the most vulnerable to dropping out (Noel, Levitz, & Saluri,
1985; Upcraft, Gardner, & Associates, 1989). Because UlD-inspired approaches have
helped each of us create more welcoming learning environments and increase meaning-
ful student-to-student and student-to-faculty interactions, we argue that UID is a useful
framework for guiding curricular development and for enhancing the success of first-year
students (e.g., Hatch, Ghere, & Jirik, 2003).

Components of Universal Instructional Design

An architectural concept, Universal Design (Center for Universal Design, n.d.) provides
the foundation for Universal Instructional Design. When planning a space, the architect
takes into consideration the needs of all potential users of that space. As a result, ramps,
elevators, expanded doorways, signs, bathrooms, and other features do not have to be
added or modified at additional expense after the completion of a building. Some of
the same architectural features that accommodate people with disabilities also benefit
many others, including senior citizens, families with young children, and delivery people.
Universal Instructional Design applies this same concept, advance planning to meet the
needs of all learners, to curriculum development. Steps in this process, which are based on
the work of Chickering and Gamson (1987), include: (a) creating welcoming classrooms;
(b) determining the essential components of a course; () communicating clear expecta-
tions; (d) providing constructive feedback; (e¢) exploring the use of natural supports for
learning, including technology, to enhance opportunities for all learners; (f) designing
teaching methods that consider diverse learning styles, abilities, ways of knowing, and
previous experience and background knowledge; (g) creating multiple ways for students
to demonstrate their knowledge; and (h) promoting interaction among and between
faculty and students (Center for Universal Design, 1997; Fox, Hatfield, & Collins, 2003).
For purposes of this article, we will focus specifically on four of these steps.

Creating Welcoming Classrooms

In order to encourage retention, it is imperative that faculty teaching first-year courses
communicate to students that they are welcomed and valued. Many of the students
who drop out during or at the end of the first year of college do so for nonacademic
reasons. They are choosing to leave, as opposed to being suspended or dismissed from
the institution because they have not achieved the grades required to remain. Reasons
for leaving are numerous, including financial and family pressures and other issues over
which neither students nor faculty may have much control. However, faculty members
can control the manner in which they choose to communicate with students. In the film
Uncertain Welcome (2002), which can be downloaded free of charge from the World Wide
Web, students with disabilities discuss some of the factors that make them hesitant to
disclose their need for accommodations.

For students with physical disabilities, many traditional classroom spaces are daunting. For
example, the student using a wheel chair is often relegated to the end of the aisle of the
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first or last row of seating, rather than having the same freedom of choice afforded to any
other student in the class, and may or may not be provided with an appropriate writing
surface for note taking. For the student who is blind, navigating across and throughout
the campus poses multiple challenges. Although faculty may have little control over some
of the physical barriers that students with disabilities must overcome on a daily basis, they
can pay heed to their own attitudes and the tone they set in their own courses.

In the past, students with disabilities have been stigmatized (Johnson & Fox, 2003) by
a medical model approach, in which these students have been perceived as “deficient”
rather than merely “different.” Universal Instructional Design is an outgrowth of an inter-
actional, social constructivist approach to disability issues. Instead of providing accom-
modations on a case-by-case, situation-by-situation basis, this model explores how indi-
viduals interact with the environment to construct knowledge (Aune, 2000; Groce, 1985;

Johnson & Fox, 2003; Jones, 1996).

One of the first steps in integrating rather than segregating students, whether physically
or metaphorically, is to create a syllabus statement (Pedelty, 2003) that clearly states that
students with disabilities will have equal access and equal opportunity. However, too often
the syllabus statement is treated as an administrative or legal requirement, rather than as
a means of assuring students with disabilities that their requests for accommodations and
modifications are reasonable and will be met. Pedelty argues the importance of “perform-
ing” this statement aloud, rather than just assuming students will read it for themselves. By
publicly addressing access for students with disabilities in the classroom, teachers commu-
nicate that they welcome all students in their course and that they want all students to
have equal opportunity to succeed.

Determining Essential Components

What are the essential skills and knowledge that a student should be able to demon-
strate upon completion of the course? In an introductory college-level general biology
course, for example, is it necessary for a student to physically perform a dissection, or
can the same knowledge be gained and demonstrated in other ways (Hatch, Ghere, &
Jirik, 2003)? Would the answer to this question be different in a biology course for pre-
medicine majors? Can introductory biology laboratories be oftered online through the
use of computer simulations? In addition to students with mobility or vision impairments,
distance learners and students whose religious or moral beliefs prevent participation in
dissection can benefit from the use of other teaching and learning strategies in biology
labs, as long as students are fulfilling the essential requirements of the course.

Designing Diverse Teaching Methods

All students can benefit from the opportunity to learn material in multiple ways. Many
students prefer learning through visual and interactive means rather than by listening to
lectures and reading a text (Higbee, Ginter, & Taylor, 1991). Faculty members who explore
alternative teaching styles often find adopting new methods to be rewarding for students
and teacher alike. For example, a faculty member teaching a developmental college alge-
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bra course learned that by introducing collaborative small group activities she was able to
address affective barriers to learning math, enhance confidence, and engage students who
had not seemed particularly attentive during her lectures. Students’ grades in subsequent
credit-bearing mathematics courses were higher than the grades of students who partici-
pated in more traditional developmental math classes (Higbee & Thomas, 1999; Thomas
& Higbee, 1996). Furthermore, a student with a hearing impairment emerged as a leader
in small group discussions.

Several years later, the same faculty member was asked to offer one section of her course
on cable-access television (Thomas & Higbee, 1998). In order to face the television
camera, she was forced to work from an overhead projector, rather than turning her back
on students to perform math problems on the board. This change in behavior had an
immediate impact on her teaching, enhancing communication with all members of the
class. The televised section created access for a wide variety of students and provided a
community service as well. Students enrolled in other sections of the course could watch
or videotape the televised section to make up what they missed due to absences. One
student with multiple severe disabilities used her videotapes of the class when working
with her tutor, stopping the tape to work through the problems.

Just as some students can excel at learning math at a distance, particularly those for whom
the course is serving as a review in preparation for other quantitative courses, other
students need to attend class to achieve (Thomas & Higbee, 2000) and prefer having
immediate access to the teacher and to one another. As demonstrated in another devel-
opmental mathematics program (Kinney & Kinney, 2003) where students can choose
between computer-assisted or more traditional classrooms, allowing students to select
among sections oftering different formats to find a good match between preferred learn-
ing and teaching styles can be just as effective as offering a wide array of teaching strate-
gies within a single course section. The “universal” in Universal Instructional Design does
not imply that “one size fits all.” Instead, it refers to universal access to curricula.

Demonstrating Knowledge in Multiple Ways

Courses that use a single format to assess content mastery discriminate against many
students, not just those with disabilities. For example, first-year courses in which students’
only means of demonstrating knowledge is computer-based, randomly-generated multi-
ple choice tests can disadvantage less affluent students who come from homes and schools
that did not provide access to computers on a regular basis. Similarly, first-year composi-
tion courses in which students compose in-class essays at a computer terminal can benefit
many students with learning disabilities but can pose multiple barriers to achievement
for students who have limited proficiency with computers. For some students, trying
to master computer skills while simultaneously completing an evaluative task can cause
performance-impairing anxiety, especially if the student is also surrounded by students
who are competent and comfortable with computers. When designing assessments for
first-year courses, it is imperative to consider issues beyond cost-effectiveness, especially
in large lecture classes that can already seem impersonal to students.
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In the following sections of this article, three faculty members who teach first-year core
curriculum courses provide personal accounts of their efforts to implement these compo-
nents of Universal Instructional Design in their classes. By planning at the outset to meet
the needs of all learners, including students with disabilities, these faculty members are
able to make appropriate use of available resources during course development. Although
it may be argued that these examples merely illustrate good teaching practices (Chickering
& Gamsom, 1987; Hodge & Preston-Sabin, 1997), Universal Instructional Design takes
good teaching one step further. How many faculty members, for example, take into
consideration when choosing instructional materials or designing the day-to-day activi-
ties for their courses whether those materials and activities might serve to exclude a
student who is blind? Until a student with a severe vision impairment actually enrolls
in one of their courses, do most faculty members think about whether their means of
disseminating information would be equally accessible to a student who is blind? Do they
try to imagine understanding a chart or graph that one cannot see? Do they explore the
availability of raised images that make diagrams (e.g., of the human digestive tract) acces-
sible? Are they aware descriptive services that can make films accessible to people with
vision impairments? Have they explored all possible ways of integrating accommodations
in their teaching rather than segregating students with disabilities?

Although some students with disabilities will still need accommodations (e.g., a sign
language interpreter for a student with a hearing impairment), faculty members who
practice UID are less likely to find themselves dealing with the time constraints that are
inevitable when trying to accommodate a student with a disability at the last minute, often
when receiving a letter from the institution’s office of disability services hand-delivered
by the student on the first day of class. In the following pages, three faculty members each
describe how they have implemented Universal Instructional Design in their first-year
courses in physical science, logic, and psychology.

The Physical Science Course Taught by Leon Hsu

“Physical Systems: Principles and Practices” is a physical science course in which students
learn some fundamental concepts in physical science and the framework through which
scientists view the world. The majority (85%) of the students are non-science majors
taking the course to fulfill a science core curriculum requirement. The remaining students
are interested in majoring in a scientific or technical field, but are looking for a refresher
before taking the introductory physics course offered by the physics department.

The essential skills and knowledge that I expect my students to gain from this class are to
be able to:

1.Demonstrate an understanding of basic physics concepts by: (a) applying those concepts
to solve problems using a variety of representations, including equations, diagrams, and
graphs; (b) using the concepts flexibly to solve problems both in familiar and unfamiliar
contexts; and (c) recognizing their applicability to real-world situations.

2. Write scientific arguments and explanations using commonly accepted scientific
principles as supporting evidence.
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3. Obtain accurate measurements in the laboratory, identify possible sources of error,
and organize data in the form of charts and graphs.
4. Work collaboratively with peers in solving problems on paper and in the laboratory.

The structure of the Physical Systems class is fairly traditional, with two 75-minute lecture
periods and one 2-hour lab. The lecture periods, however, have been modified using
UID principles. The 75-minute period is divided into three or four learning cycles, each
involving a new concept or skill for the students to learn. During each cycle, I lecture for
about 10 minutes on the new topic and students spend the next 5 to 10 minutes working
on a related problem either by themselves or with their neighbors. Then I call the class
back together and lead a large group discussion to go over a solution to the problem.
By breaking the 75-minute lecture period into smaller chunks, students assimilate new
knowledge in more manageable pieces. In addition, since students are performing a vari-
ety of activities, they are not forced to sit silently and maintain their concentration for a
long period of time. Finally, integrating problem solving into the lecture gives students a
chance to assess their knowledge of the material being presented, helping them to self-
monitor their understanding.

I also give students copies of notes that I have written to go along with the lectures. The
class notes serve several different purposes. First, they help to focus the students’ atten-
tion on the most important parts of new concepts. Each set of notes is preceded by a
one-page summary of the important information for that lecture period. This summary
provides a handy reference that is easier to use as a reference than a 15-page chapter
in a science textbook. Second, the notes free students from feeling like they must copy
down everything I write on the board, enabling them to devote more attention to what
is actually happening in class. To encourage students to attend class and practice using
the concepts by working the in-class problems, some parts of the notes are purposely left
blank, to be filled in during class. The notes are posted on the class Web site before each
class so students can download them to prepare for class. Lastly, because the notes exist
in electronic form, they can easily be translated into alternative formats for any students
with disabilities in the class. During the semester in which I had a student who is blind,
this practice eliminated the need for a note-taker for this particular student. Similarly,
this approach enables students with learning disabilities and ADHD to get organized in
preparation for class.

Students have additional opportunities to learn by interacting with their peers in the
laboratories associated with the class. During the labs, students work in groups of three.
These groups are switched only once during the semester to enable students to form
social bonds with a few of their classmates, to provide a support network for students, and
to help them find study partners. The labs are run by undergraduate teaching assistants
who have recently taken the course themselves and thus can sometimes provide students
with more effective help than the instructor.
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The labs also give students a chance to work with the concepts in a concrete manner.
Students perform experiments using everyday objects such as Hot Wheels cars, pennies,
or their own bodies and apply the concepts learned in the course to interpret their obser-
vations. This experience allows students to practice using the concepts in both concrete
(lab) and abstract (lecture) contexts, making the material accessible to students with a
range of learning styles. For example, Tinkertoys were used to help students visualize the
addition and subtraction of vectors, giving them something tangible to hold and move
around instead of just drawing lines on a piece of paper. This activity was particularly
helpful for a student who is blind.

Traditionally, students’ grades in science classes are based largely on their performance
on exams. To make the course more inclusive, the grade in my physical science class is
distributed more evenly among homework (20%), lab (20%), the in-class problems (10%),
and exams (50%). This approach allows students to demonstrate their knowledge of the
concepts by solving problems in timed or untimed contexts (e.g., exams or homework)
or by writing a detailed analysis of a physical situation including making tables and

graphs (lab).

[ write the course exams so that a typical student can complete it in about 75% of the
allotted time. This eliminates much of the time pressure from the students by giving all
of them some extra time. As a side benefit, students with disabilities have never needed
to take the exams outside of the usual classroom situation, relieving them of having to
inadvertently disclose their situations.

The Symbolic Logic Course Taught by Carl Chung

Ideally, the UID framework could be used to dramatically reinvent a particular course,
rendering “special” accommodations for any student unnecessary. However, in the real
world of day-to-day practice, it is also possible to use the basic ideas and tools of UID to
tinker with and gradually improve even more traditional courses. Alternatively, it is possi-
ble to adopt UID as a more global framework within which to think about how existing
course components might or might not contribute toward an inclusive student experi-
ence. A good example of this is my own course in introductory symbolic logic, which
targets first-year students who are, for different reasons, “math phobic.” By mastering basic
logical concepts (e.g., argument, premise, conclusion, valid form, etc.), developing the
ability to translate English sentences into symbolic notation, learning how to identify and
evaluate patterns of reasoning, and becoming proficient at constructing geometry-style

LT3

proofs of argument forms, students can satisfy my institution’s “mathematical thinking’

5

requirement without having to take algebra or calculus.

My course is taught fairly traditionally. I lecture, assign weekly homework problem sets,
give quizzes, and administer in-class examinations. However, UID principles have helped
me to improve how I teach the course and the UID framework has allowed me to step
back and consider how different course components function together to promote inclu-
siveness. For example, UID’s emphasis upon creating a welcoming classroom in which
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students feel valued has helped me to be mindful of establishing a supportive tone and
rapport with students. On the first day of class as we are going over the mechanics of the
course, I stress that doing symbolic logic will be hard for some students at first because of
its unfamiliarity. I draw an analogy to how one might feel when visiting a foreign country
such as Greece, Russia, or Japan, with a radically different alphabet. At first, it feels very
disorienting and frustrating not being able to get around as easily as we are used to—not
being able to make sense of signs, for example—but eventually as we learn the language
and become more familiar with our surroundings things get easier. Approaching the topic
in this manner also resonates with students who are non-native speakers of English, and
particularly those who are recent immigrants, a growing population on many college
campuses. At the University of Minnesota, for example, we have experienced a signifi-
cant influx of Somali, Hmong, and Russian students. Addressing different symbol systems
is a means of acknowledging learning differences among a wide range of students from
diverse backgrounds, including students who communicate via American Sign Language
or Braille.

To drive this point home, I then ask students to take out a sheet of paper and engage in a
thought experiment. In this experiment I ask them to copy down a short definition of a
logic concept that I write on the board. But the “trick” is that they must use their “oppo-
site” hands to write and I ask them to imagine that their entire course grade depends
upon how quickly and neatly they can copy the definition. Finally, I ask them to verbalize
what they are feeling as they write by answering the following questions: How does what
you are producing look? How do you feel about what you are producing? What do you
think about having your entire grade determined by this assignment? Usually, of course,
what they are putting down on paper resembles scribbling, and as I walk around the room
reminding them that their entire grade is at stake, students laugh nervously, express their
frustration, or just shake their heads.

There are two main points to this exercise. First, I draw an analogy between students’
hands trying to copy the definition and students’ brains trying to learn symbolic logic. At
first, doing the work will feel awkward, frustrating, and difficult, I tell them. But if they
stick with it, I argue, it will get easier, just as it would get easier writing with that oppo-
site hand given enough practice. Second, the exercise acknowledges student anxiety and
allows them to face it and express it publicly without singling out individuals. In this way,
I believe I communicate to the students that their anxiety is understandable, that they are
all “in the same boat” because everyone has some level of anxiety, but that every one of
them can succeed in the course if they just stick with it and take advantage of the support
structures built into the course.

A second example involves learning cycles that are very similar to those discussed by
Leon Hsu in the previous section. From the students’ point of view, a typical class period
comprises several of these learning cycles, which look like this:

1.The instructor lectures briefly on a new concept or technique.

2. Students ask questions.
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3.The instructor works examples.

4.The students have another opportunity to ask questions.

5.The students work examples individually, in pairs, or in small groups.

6. The instructor asks questions such as “How should we start this problem?” “Why
won't this work?”

7. The students engage in a large group discussion of the problem(s).

8.The instructor moves on to a new concept or technique, and the cycle repeats.

In this way, there is ongoing interaction between instructor and students, and students
alternate between more passive and more active modes of engaging course material.

The daily learning cycles are embedded in a larger learning cycle that centers on the
exams: read text, take notes in class, ask questions, practice examples, do homework, ask
questions, take quiz on homework, do a mock exam, review, take in-class exam. In this
way, students can demonstrate proficiency in a series of manageable steps. Early in the
cycle, students have lots of support (e.g., in-class practice and feedback with instructor
and peers) that—within the classroom setting—gradually diminishes as students begin the
homework set (i.e., working on problems at home away from class, possibly with peers),
move on to the quiz (exam conditions but with relatively few points at stake), and, finally,
work on a mock examination with solutions. This gives students time to master the mate-
rial gradually and to build confidence as they work toward the in-class examinations.

For me, the transition from straight lecturing to learning cycles came about as I wondered
how to help students who struggle to understand all the different concepts and rules
of logic as a coherent system. Whether due to a learning disability, lack of background,
lack of confidence, or a preference for learning styles that are active, concrete, and hands
on, some students understand parts of what we are doing in isolation but have trouble
tackling new or complicated problems. Learning cycles break complicated material into
discrete components, build in repetition, practice, and immediate feedback, and require
students to actively engage and apply new ideas. By proceeding in this manner, I, as the
instructor, know right away whether students “get it” and are ready to move on.Although
I originally conceived of learning cycles as a way to help struggling students, it is a tech-
nique that improves learning for all students in my class.

Even though the majority of my course revolves around these recurring learning
cycles, around the tenth week of the semester we take a break from this routine and do
something different. Instead of the usual focus on new logical concepts or techniques,
students come to class, break into small groups, and work together on a structured
discussion project. Students are given a philosophy article and must reconstruct and
identify the author’s pattern of reasoning. This requires students to work together to
find the author’s conclusion and main premises and to determine how the premises
support the conclusion. Each group must submit a written summary of its answers
to questions and main points of discussion. Then we reconvene as a large group and
discuss the project and whether the students accept the author’s conclusion, which
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provocatively argues that those of us living in affluent societies are morally obligated to
donate much of our income to help people who are starving, homeless, or unable to
get adequate medical care.

The educational goal of the project is to show students first-hand that what they are read-
ing outside of class also has logical structure, and that applying what they have learned
in class is useful. But the project also promotes inclusiveness since all students can read
through parts of the article and participate meaningfully in their group’s discussion even
it they don’t completely understand the logical concepts. In fact, students often end up
re-teaching each other the concepts being applied. Because the project does count toward
the final course grade and because it draws upon a different set of skills--discussion in a
small group, working together to write a coherent summary of that discussion--than is
usually emphasized in class, it is one example of an alternative way for students to demon-
strate knowledge related to the course.

In the context of UID, I use learning cycles and the different activities to deliberately
structure and package a variety of teaching methods (i.e., lecture, small group work,
whole group discussion, active learning, problem solving, written summaries of peer
discussions) to try to maximize learning opportunities for all students and to promote
inclusiveness. However, what goes on outside of class can be equally important for real-
izing these UID-inspired goals.

One example of this is what I call the “logic lab.” The logic lab is a two-hour block of
time that I purposely schedule away from where I usually meet with students (e.g., the
classroom or my office). The lab is informal, optional, and unstructured. Students can just
come sit and work on their homework, receive supplemental instruction, work additional
practice problems, or catch up if they missed class. The informality of the logic lab results
in a wider range of students taking advantage of it compared to office hours. Often
students will start talking to and helping each other, coming to me only when they get
really stuck. In this way, I believe students develop a sense of community and ownership
of the course, and it affords me the opportunity to interact individually with more of
them. Clearly students who are struggling stand to benefit the most from the logic lab,
but because it is open to all students and because students can come and initiate the kind
of interaction they want and need, whether with me or with peers, this simple alterna-
tive to standard office hours also allows me to maximize learning opportunities and to
promote inclusiveness in my class.

The Psychology Course Taught by Jeanne Higbee
“The Psychology of Personal Development” is a challenging first-year course that applies
psychological theory to students’ everyday lives. The following objectives describe the
essential knowledge and skills required for successful completion of the course:

1. Students will become acquainted with prominent psychological theories and the
theorists who espoused them.

2. Students will be able to define key psychological concepts.
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3. Students will learn the relationship between psychological constructs and those
of other fields of study, including history, political science, sociology, economics, and
anthropology.

4. Students will become familiar with research methodologies.

5. Students will be introduced to basic statistical concepts such as central tendency and
correlation.

6. Students will develop the skills and knowledge necessary to critique psychological
research.

7. Students will learn about psychological assessment.

8. Students will apply psychological theory and concepts to their own development and
relationships.

9. Students will learn to identify key ideas in a psychology textbook.

10. Students will further develop their writing skills.

11. Students will use higher-order thinking skills to analyze, synthesize, and evaluate
course materials.

12. Students will use knowledge acquired in the course to propose creative solutions to
real life problems.

13. Students will become aware of the ways in which people from diverse cultures
are similar.

14. Students will work collaboratively to complete tasks.

15. Students will facilitate their own learning.

On the first day of class, I reassure students about the challenges ahead as I go over the
syllabus. T also introduce myself by disclosing some personal information and sharing some
of my values, meanwhile explaining that it is not my intent to impose those values on my
students. I want them to think for themselves, not tell me what they think I want to hear.
I try to create a classroom environment that will be welcoming to students. However, I
recognize that it will still be difficult for some students with disabilities to approach me
in person, so I ask all students to complete a “student information form” that seeks basic
information. On that form I reiterate my commitment to providing accommodations for
students with documented disabilities, and give students the opportunity to self-disclose
privately and in writing rather than having to approach me in front of the class.

The course text for the Psychology of Personal Development, Psychology Applied to Modern
Life, by Weiten and Lloyd (2003), is frequently used for upper-level psychology of adjust-
ment courses. In order to assist students in mastering the material in the text, I have
developed my own study guide for each chapter. Each study guide asks students to define
key terms in their own words and then poses a series of short essay questions. Some of
the essays are purely factual (e.g.,“Outline Freud’s five psychosexual stages” or “Describe
one intervention to assist in overcoming prejudice”), merely requiring comprehension of
a theoretical framework. Other questions demand the use of higher-order thinking skills
(Barbanel, 1987; Bloom, 1956), as illustrated in the following examples:

1.“Discuss how feedback from others and cultural guidelines can shape self-concept.”

2.“Provide an example of each of the following common defense mechanisms:
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(a) denial of reality, (b) fantasy, (c) intellectualization (isolation), (d) undoing, and (e)
overcompensation.”

3.“Give an example of how you have used an impression management strategy.”

4.“What are steps you can take to enhance your self-esteem?”’

5.“Describe a snap judgment you have made about someone in the recent past. Did it
turn out to be accurate?”

These study guides differ significantly from the standard guides often published to accom-
pany textbooks, which are more likely to be made up of objective questions. Although
the study guides are time consuming for students, each is worth only 10 points, for a total
of 150 out of the 1,000 possible points available in the course. The purposes of the study
guides are to: (a) assist students in navigating the text and determining how to read for
main ideas; (b) ensure that students have an understanding of the theories upon which
class activities are based; and (c) prepare students for weekly quizzes, which usually cover
one textbook chapter.

The quizzes consist of objective questions (e.g., multiple choice, true-or-false, matching)
and are worth 25 points each. On quiz days, class begins with a question-and-answer
period so students can review and clarify any confusing material. Students typically take
10 to 20 minutes to complete a quiz, but they are given the remainder of the 50-minute
class period to do so. When students turn in their quizzes, they receive the study guide
for the next chapter, which they then begin in class. Students with documented disabili-
ties that indicate accommodations like extended time for tests are given the option to
take the quizzes in another location, but seldom choose to do so because the entire
class receives extended time, and they prefer not to “advertise” their disabilities by being
“absent” on each quiz day. Even if their disability is one for which a less distracting testing
environment might be beneficial (e.g., students with ADHD), students will often express
a preference for remaining in the classroom. My response is to have the student try taking
a quiz in class and see how it goes. Because students do not feel constrained by time, if
they are prepared they usually do well on quizzes. Class means for each of the 13 quizzes
generally fall in the 80 to 85% range. Students may drop their lowest quiz score, but there
are no “make-up” quizzes.

The quizzes serve as preparation for the final exam, also objective, worth 100 points. In
addition, over the course of the semester the students write four papers, with a mini-
mum of two double-spaced pages each, worth 50 points each. These assignments enable
students who are not skilled in taking objective tests to demonstrate their knowledge
using a different format. Students have a choice of 12 essay topics, although only the first
four will have been covered at the time the first essay is due. Each topic requires students
to apply the subject matter to their own lives. Students may also choose to write a fifth
essay to replace one quiz grade, but the fifth paper is then worth only 25 points. Thus, if
a student is absent on two quiz days, the student can drop one zero grade, and replace the
other with an essay grade. If a student has documented extenuating circumstances (e.g.,
hospitalization) for missing more than two quizzes, I allow the student to write additional
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essays in lieu of make-up quizzes. As a result, I do not have to prepare two separate quizzes
for each chapter, which would require considerable additional time, yet I can still accom-
modate all students, including students with disabilities, who have legitimate reasons for
missing class.

My favorite assignment in the course is the final project, worth 100 points. Although one
option is to write a research paper, few students choose that path. Instead they can create
a game, draw or paint a picture, produce a video, write a short story or poem, make a
collage, or propose their own idea, and then present their project to the class. I am always
impressed by the imagination and creativity displayed in these presentations.

Students earn the remaining 150 points for the course via participation in a wide range of
in-class activities. I seldom lecture. Students respond to psychological assessments and then
critique them.They engage in a series of activities that might be classified as “left brain” or
“right brain” and then evaluate their own performance, as well as exploring the concept
of hemisphere dominance. They create a research question and a series of hypotheses,
develop an idea for an experiment to test their hypotheses, and then explore the limita-
tions of research with human subjects. They watch a contemporary film and then describe
how scenes from the film depict key terms from the text. In addition to the captioning for
people with hearing impairments now available on all recent releases, films are also avail-
able on videocassette in formats that are accessible to students with visual impairments
through DVS Home Video, 1-800-736-3099, with major funding provided by the U.S.
Department of Education. For each chapter I endeavor to use a film or provide an activity
that enables students to learn and demonstrate knowledge in a unique way.

The first time I taught this course, which occurred just as my introduction to Universal
Instructional Design began, I was filling in at the last minute for a hospitalized colleague.
I had no time to prepare. In a class of 40 students, I had one student with a severe hearing
impairment, four with learning disabilities, one with a mobility impairment, one with
a psychological disorder, and three recent immigrants for whom English was a second,
third, or fourth language. In retrospect, I am sure that the first week was a disaster. I
lectured from overheads and bored myself. The grades on the first quiz were dismal. It
was my first semester in a new job and I was just imagining the impression that first set
of teaching evaluations would give, and rightfully so, because the students were obviously
not learning. Thanks to my involvement in faculty development in the area of UID, what
began as a nightmare for students and teacher alike turned into an opportunity to rethink
pedagogy and provide a learning experience that enabled students with diverse back-
grounds, ways of knowing, abilities, and preferred learning styles to excel.

The Importance of Faculty Development

The concept of Universal Instructional Design in higher education has achieved broad
acceptance among disability services providers, but information has not been dissemi-
nated widely to administrators and faculty members, who would have primary respon-
sibility for its implementation. Through a grant from the U.S. Department of Education

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
UID IN FIRST YEAR COURSES

73



74

(Curriculum Tiansformation and Disability [CTAD], n.d.; Higbee, 2003), a team comprised
of faculty, campus disability services providers, and external consultants in specific areas of
disability developed a series of training models that can be used on any campus (CTAD;
Fox, Hatfield, & Collins, 2003). Components of the training include: (a) approaching
disability from the perspective of the interactional model, rather than perceiving disability
as a deficiency; (b) familiarizing faculty with legal issues and establishing their responsibil-
ity under the law; (c) attending to student perspectives; (d) understanding the underlying
principles of UID and applying these principles to instruction; (e) learning about assis-
tive technologies; (f) investigating local resources; (g) responding to case scenarios; and
(h) creating an individual action plan. A guidebook for the training modules is available
online ( Curriculum Transformation, n.d.).

Participants in training sessions held on several campuses between 2000 and 2002 evalu-
ated the workshops very highly, with overall means exceeding 5.0 on a 6-point Likert-
type scale, except for the pilot training session, for which the overall evaluation of work-
shop content was 4.8 (Fox, Hatfield, & Collins, 2003). One participant wrote:

What I left with is the most valuable and that is the wider view regarding disabilities,
a more positive outlook on various approaches to use, a renewed sense of “what I
should be doing,” tons of useful knowledge regarding the law, access issues, and what
[my campus] has to offer. (Fox, Hatfield, & Collins, p. 32)

Throughout the nation, however, campus disability services providers continue to be
challenged by faculty who have been briefly introduced to the concept of Universal
Instructional Design, and understand its practicality and benefits as a pedagogical tool,
but still want more guidance about how to implement UID in their own courses. Typical
questions posed at sessions on UID at professional conferences where the training model
has been introduced begin with statements like, “OK, I can see how this might work in
a composition class, but I teach chemistry”” One of the purposes of this article has been
to demonstrate how three faculty members teaching in different disciplinary areas have
reconceptualized their teaching in order to integrate Universal Instructional Design in
their work.

Conclusion

Although Universal Instructional Design may be considered “just good teaching”
(Chickering & Gamson, 1987; Hodge & Preston-Sabin, 1997), it goes one step further. It
involves our purposeful attention to differences among learners, and provides an excellent
model for multicultural education (Barajas & Higbee, 2003) because its goal is inclusion.
Through advance planning, faculty members who endeavor to implement UID find that
it can be liberating, enabling them to bring more creativity to their teaching, and also
rewarding, because students are responsive to more inclusive pedagogy. Although UID
cannot eliminate all needs for individual accommodations for students with disabilities,
it can be surprising how much less time faculty members must devote to making modi-
fications “upon demand.” Furthermore, UID benefits all students and counteracts the
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criticism that accommodations for students with disabilities disadvantage other students
competing for grades in the same classes.

Finally, UID-inspired change can make a significant contribution toward the success of all
first-year students. That is, although success in the freshman year involves more than just
what transpires in the classroom, as Upcraft, Gardner, and colleagues remind us, “First and
foremost, freshmen must succeed academically and intellectually” (Upcraft et al., 1989,
p- 2). But how can instructors help first-year students to achieve the basic “academic and
intellectual competence” (Upcraft et al., p. 2) they need in order to thrive in college? Our
experience shows that UID offers both a theoretical framework and practical guidance
that are worth considering. By foregrounding the importance of welcoming classrooms,
essential course components, diverse teaching methods, and multiple paths for demon-
strating knowledge, UID has helped each of us in difterent ways—to get students intel-
lectually involved in our courses, to emphasize interaction among students to promote
learning, and always to keep in mind the role of instructor contact and involvement
(Upcraft et al., pp. 4-5) in the success of students in our first-year courses. We firmly
believe UID can help other instructors do the same.
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CHAPTER 6

Making a Statement

Mark Pedelty
University of Minnesota

Abstract

This chapter is reprinted verbatim from Curriculum Transformation and Disability: Implementing
Universal Design in Higher Education, and was originally published in 2003. After participating in the
Curriculum Tiansformation and Disability (CTAD) workshop, the author began presenting a concerted oral
accommodation and access statement on the first day of class. The results were immediate and positive, as illus-
trated with three examples. The author argues that individual accommodations, like those illustrated here, are an
essential part of the process of developing Universal Instructional Design (UID) courses.

My participation in the Curriculum Transformation and Disability (CTAD) workshops
yielded numerous benefits. The most significant outcome was a course remodeled with
Universal Instructional Design (UID) principles in mind. With UID and access as the
goal, I completed a fairly radical remake of my Introduction to Cultural Anthropology
course. I turned what was a course mixing mini-lectures, multiple modes of student
writing, performance, oral presentation, and independent field research projects to a lab
largely based on student research projects tailored to their individual and collective needs,
abilities, and interests. What could be more universal than curricula designed by and for
students in collaboration with their instructor?

However, perhaps the most important course modification to come out of my participa-
tion in the workshops was also the simplest and easiest to institute. In fact, it only took
a few minutes. I added an oral statement to my written syllabus statement concern-
ing disability, accommodation, and access issues. Although I had put accommodation
statements in previous syllabi, I had never thought to perform an oral accompaniment
in class. Part of the reason is that I find repeating syllabi page by page to be a fairly
perfunctory ritual. As a result of this general antipathy for the typical syllabus introduc-
tion, I had never before thought to orally reinforce the written accommodation state-
ment. The CTAD workshop motivated me to do so, with positive results.

The results of the oral announcement were immediate and profound. In previous
semesters I often had to wait weeks before discovering that a student needed
accommodation. The written statement simply was not sufficient. However, in several
of the courses I have taught since adding the announcement, students have approached
me that same day to tell me about their particular needs and, in a few cases, to
request accommodations. I have been reminded that the seemingly insignificant act
of articulation makes all the difference. More of a text based learner myself, I often
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forget that for many people information is not relevant until put into oral, and
perhaps even dialogic, form.

This chapter is about the oral accommodation statement I now perform in my classes.
After a short description of that performance, I will describe three cases where it has
made a difference. I will then discuss the ancillary benefits of making the statement. The
goal is not simply to argue for the inclusion of an oral statement, but also to examine the
role of accommodation, in general, as it relates to Universal Instructional Design (UID).
I suggest that minor acts of accommodation, such as those described here, help us move
closer to the ultimate goal of creating courses with universal access.

The Statement

My typical method for presenting the syllabus is to give students an “open syllabus” quiz
on the first day of class. The quiz questions relate to the most essential elements of the
syllabus and get students in the habit of using it as a working document. A quiz question
concerning the accommodation statement can help emphasize the point.

However, nothing is as useful as oral performance in getting across a point, especially
when the rest of the presentation is more text based. The move from text to talk signals
that something important is about to be announced. With that in mind, I decided to add
a short statement after we discuss the open syllabus quiz. Rather than repeat the written
statement, I put down my syllabus for an impromptu lecture on the point. I said some-
thing like the following:
I want to say a few words about access. I think that it is very important for all students
to have complete access to the course. Sometimes there are aspects of a course that
make it difficult for some students to fully participate. For example, students with
disabilities may need accommodations so that they will have the same level of access
to the course as other students. I encourage you, if you have a disability that requires
such an accommodation, to approach me after class, visit office hours, or contact me
immediately so that together we can make such arrangements. Also, if you have not
visited Disability Services to receive a letter certifying and explaining your disability,
you should do so as soon as possible. You will find them very helpful. If you have
never been diagnosed with a learning disability, but have reason to believe that you
have a learning disability, [ encourage you to visit Disability Services to be tested
and, if so, receive the help you need and deserve to have full access to your college
education. Every student has a right to full educational access and I want to do
whatever is necessary to make certain that you gain such access in this course. Please
read the syllabus statement for further information, including the campus address for
Disability Services.

As is true in much of teaching, the performative act of delivering the statement is
more important than its specific content. I make a point of presenting the accom-
modation invitation with a level of inflection, eye contact, and projection that goes
beyond that which I typically use for delivering course content.
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I have been struck by the amount of attention students pay to the statement. The glossy-
eyes and distant stares that normally greet introductory syllabus presentations give way to
rapt interest. Either this issue is of intrinsic interest to the students or the statement works
as intended, raising student awareness of and interest in access issues. It is probably a bit
of both. Regardless of the reason, the statement has worked to a surprising degree. I am
pleased to have discovered the importance of the oral performance, while at the same I
am a bit embarrassed that I did not think of doing it earlier in my teaching career. If it
were not for CTAD, I might never have bothered.

Student Impact

The statement produced immediate results. In the first case, a student with a visual impair-
ment asked me to change the color of my PowerPoint font from blue to black. It was a
subtle change, and extremely easy to execute. However, it was remarkable in the sense
that rarely before had a student asked me for accommodation after the very first class
meeting. Usually, students would wait to feel comfortable with me before making such
an approach. In other words, the statement worked; it produced a more immediate sense
among the students that I was approachable, particularly when it came to questions of
access, diversity, and equity.

I might have written off that very cursory experience had I not continued to experience
the same response in subsequent classes. The next semester, a student came up to me,
thanked me for making the statement (a sad commentary on students’ low expectations)
and told me about his particular learning disability. It would be inappropriate to provide
further details for reasons of anonymity, but suffice it to say that the invitation produced
the intended results once again.

The student presented his Disability Services letter after the next class meeting and we
discussed potential accommodations. Because I do not use timed tests and allow students
to choose from a variety of methods to communicate their learning, there was not
need for significant accommodations. However, my awareness of his disability and the
relationship we began to establish as a result bore obvious fruit. The student did well in
the course.

A third and final case took place during a course involving field study in Mexico. |
made another pitch concerning the need for all students to have full access to the course,
including the experiential field components. I did not want any students to encounter
obstacles to the field experience. For example, we were planning on climbing a pyramid
at Teotihuacan and reading a short story from the summit. In addition to trying to ascer-
tain the accommodation needs of individual students, I designed the statement to appeal
to students who might begrudge a modified course schedule. Hopefully, if they were
aware that there could be students among them requiring other options, they might be
less resistant to group changes.

A student approached me that day, noting that he had limited mobility and several health
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conditions that I should be aware of. Once again, it would be inappropriate to elaborate.
However, it is fair to say that more learning was made possible thanks to the student’s
helpful approach. He specifically cited the oral statement as his motivation for doing so.
Would he have climbed the pyramid if I had not made the statement? Would he risk
health and learning for sake of participation in an activity for which there were definite
collective alternatives?

We met at the base of the pyramid, in a delightful garden that was more conducive to
discussion anyway. Those who desired to climb would have plenty of time to do so later.
I have adopted that as my metaphor for the issue of accommodation, in general, and the
importance of making the oral statement, in particular. I imagine generations of students
struggling to climb over educational barriers, simply because I never bothered to invite
them to talk to me about obstacle-free alternatives.

As a result, I have begun to think of it not as a statement, per se, as much as an open invita-
tion.The oral performance provides a more personal and human invitation to the student
to engage in collaborative discussion. Not one of the three students mentioned here had
an obvious disability. I would have remained unaware had they not approached me. Based
on comparative experience, I doubt any of them would have approached me based on
the written statement alone. The resulting discussions have produced not only individual
remedies, but also permanent course modifications in the spirit of UID.

Universal Design and Access

I have discovered several other benefits to the oral performance of the accommodation
statement. For example, it has helped me deal with the occasional gratuitous or manipula-
tive use of disability claims. We would like to believe that this never happens, but I have
experienced it three times, each time involving Attention Deficit Disorder (ADD). On
each occasion, students who were off task during class have shouted something like, “But
I've got ADD!” when asked to get back to class work.

My response to such a statement would be the same, regardless of whether or not I made
the oral statement. [ later take the student aside and suggest that the student should visit
Disability Services, if he or she has not done so already, and I discuss potential accommo-
dations with the student. As might be expected for students who present their disability
in that public and vocal fashion, they often do not follow up when encouraged to do
so. Either these students are not dealing well with their ADD or ADHD (i.e., Attention
Deficit Hyperactivity Disorder) and are not looking for the help they need, or, in certain
cases, they may not even have been diagnosed as ADD or ADHD, but are instead making
an extremely bad joke out of a very serious learning problem. This is the sort of disin-
genuous and manipulative act that causes other students and faculty to question the
validity of some learning disabilities (LD) attention deficit diagnoses and makes the lives
of those struggling with disabilities like LD, ADD, and ADHD that much more difficult
(Williams & Ceci, 1999).
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This is certainly not to say that ADD and ADHD claims should be dismissed. To the
contrary, the general constellation of behaviors that we in the United States have defined
as ADHD are also evident in other cultural contexts, albeit there is great variability in
terms of how children exhibiting such “behaviors are evaluated and managed” (Brewis,
Schmidt, & Meyer, 2000, p. 826). It is a serious problem for those who experience it.
However, the students in question use public exclamation of their condition to excuse
extremely disruptive behavior. Having established that I am open to matters of accom-
modation by presenting the introductory statement, I feel on much more solid ground
when dealing with these potentially gratuitous uses of very serious disabilities later in
the course.

On a related point, making the introductory statement helps to establish a relationship of
trust with students with disabilities. Many students harbor a well-founded fear that they
will be treated differently in class if they reveal their disability to the professor. There are
numerous pedagogical benefits to that sort of trust. For example, I challenge students
constantly, asking them to take risks and stretch in order to learn. Without trust, that is
difficult to achieve. Students think that I am picking on them. They invent reasons why
I would select them in particular. For example, students with disabilities might think that
it has something to do with their disability. The relationship of trust first forged by the
initial statement and contact with the student facilitates this later work. I do not have to
be overly concerned that students will think of my challenges as something related to
their particular abilities or some perceived lack thereof.

The most interesting and unanticipated benefit of the statement, however, is the effect it
has upon the general student population. As mentioned above, nearly all students demon-
strate inordinate attention to the statement, regardless of whether or not they have a diag-
nosed disability. Part of this may be the nature of my performance.As I mentioned earlier,
I indicate by verbal and physical cues that the statement is of special importance. However,
I believe that it goes beyond that. I teach in a developmental education program.That
means that students are often stigmatized by their placement in my classes. They often see
it as punishment for past academic failures and, therefore, they view me as judge and jury.
In short, they are wary of me.

The statement begins to chip away at the executioner’s mask students project upon me.
They interpret my statement concerning accommodation as an indication that I maintain
a positive orientation toward student success in general. The statement thus sets a positive
tone for the course and allows me to start establishing a relationship of trust with the class
as a whole.

Accommodation and UID

The meaning of the accommodation statement goes beyond the fairly limited intent
denoted in the words (i.e., to find reasonable accommodations for students with disabili-
ties). The accommodation statement performance connotes deeper meanings, particularly
in a developmental education setting. It reaches all students at some level, presaging,
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acknowledging, and speaking toward potential feelings of discrimination and resistance,
while positively signifying the instructor’s intent to make the course universally accessible
and adaptable to students’ needs and proclivities.

The outcomes of the three examples of accommodation described above may help illus-
trate the point. After changing my PowerPoint fonts, I was that much more aware of
the need for clearer text and redundant methods for delivering essential information.
Similarly, after being approached by the field study student, I reconstructed the field
assignments so that the basic core of the experience could be accomplished regardless
of physical abilities. Now those particular accommodations will no longer be neces-
sary, because they have been built into the course. Just as the curb cut evolved from a
disability-based accommodation to a design used for a range of access purposes, so too,
these seemingly small course accommodations can accrete to produce more robust and
accessible courses benefiting all students.

The same was true of the third case. The student taught me how to better teach others
with his particular disability. I learned in practice what I had read in theory: that students
with that particular condition need extra time. Instead of my typical, often frenetic
teaching style, I began to develop a more sedate approach, to the benefit of all students.
Particularly when dealing with students with the learning disability in question, I now sit,
often silently, for long periods, and generally mirror their pace of communication, so that
our conversation can produce meaningful results. Instead of simply expecting students
to accommodate my own, often dysfunctional means and methods of communication, I
reciprocate by adapting to and accommodating their communication and learning styles
as well.

The difterence between being slow, in the colloquial definition of the term (i.e., “slow”
as in “lacking intelligence”) and deliberate was made particularly clear to me in that case.
The student in question produced perhaps the best work in the class, not despite his
different mode of learning, thinking, and communicating, but because of it. He made me
more aware of the problem many people like me have, that of going too fast. Although
there can be conundrums involved (e.g., how does one teach courses where students in
the same class require both faster and slower-paced communicational modes?), simply
asking these difficult questions can lead to innovative and eftective solutions.

Conclusions

As these fairly basic examples demonstrate, minor accommodations can lead to greater
access for all students. In other words, accommodation is not necessarily a developmental
step that needs to be surpassed in order to achieve the more lofty aims of UID. Rather,
accommodation is part and parcel of the process of working toward what is ultimately
an impossible goal: universal access. Just as considerations of accommodation gave rise to
Universal Instructional Design in the field of Disability Studies, so too, careful attention
to questions of accommodation by individual instructors may aid in the development of
courses that respond better to a diverse range of students’ proclivities and abilities.
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Accommodation is the possible process that helps us continue working toward universal
curricular access. In fact, accommodation is a prerequisite for teaching any student. We
constantly ask students to adapt to our universe. In other words, we ask them to accom-
modate our way of communicating and thinking as teachers, and adapt to our instruc-
tional needs, interests, and idiosyncrasies. We must in turn learn to adapt to students’
needs, interests, and desires, accommodating them so that effective learning can take place.
Teaching always involves adaptation and accommodation. That process can begin with a

simple statement.
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CHAPTER 7

Practicing Universal Instructional Design in
Visual Art Courses

Patricia James
University of Minnesota

Themina Kader
State University of New York at New Paltz

Abstract

Visual art courses challenge students to be attentive to visual cues, to make connections among diverse kinds of
information, and to take creative risks. There are likely to be cognitive, emotional, and cultural factors that both
hinder and enhance learning in art. Universal Instructional Design provides a valuable framework for teach-
ing art in ways that are accessible and meaningful for all students. We explore issues related to disability and
diversity in visual art and provide examples of art instruction that respond to students’ diverse abilities and use
this diversity as a vital resource for teaching and learning.

The open-ended, interpretive, and creative nature of the visual arts presents college students
with challenges that may be different from other academic courses. Whether students are
making, looking at, or learning to teach art, there are likely to be cultural, perceptual,
cognitive, physical, emotional, and social factors that both hinder and enhance learning.
Although there may be times in which it is necessary to work with specific disabilities on
a case-by-case basis, it is most beneficial to anticipate individual student needs by design-
ing whole-class instruction that explicitly addresses diverse abilities (Scott, McGuire, &
Shaw, 2003). Universal Instructional Design (UID) provides a valuable framework for
teaching artistic concepts and processes in ways that are accessible and meaningful for all
students (James, 2000b).

Some art courses require students to have specific visual or physical abilities if they are
going to be able to learn essential components of the course, such as drawing realisti-
cally or welding with a torch. It may be difficult for a person who is blind to perform
certain tasks related to color, or for a person who has limited mobility to use tools that
may prove to be potentially dangerous. In these cases, judgments may need to be made
about whether the course is appropriate. It is important, however, to ask first if there are
ways to approach these processes other than by traditional methods. Many organizations
provide resources that expand our understanding of what people with disabilities are able
to accomplish in the arts. For example, VSA Arts (2003-2006), in which the V stands for
“Vision of an inclusive community,” the S for “Strength through shared resources,” and
the A for “Artistic expression that unites us all”, and the National Arts and Disabilities
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Center (1998-2007), offer articles, directories, examples of successful programs for artists
with disabilities, samples of artists’ work, and educational materials that increase disabil-
ity awareness, communication, and self-esteem in classrooms and communities. These
resources show us that disability does not need to be thought about in terms of limita-
tions; dyslexia, for example, has been shown to enhance visual and spatial skills (Arts
Dyslexia Trust, n.d.).

In addition to technical skills, there are underlying concepts and processes that cut across
many kinds of studio and non-studio art courses. For example, if students are learning to
make, study, or teach art, they must be open minded about unfamiliar ideas and experi-
ences. They also must be able to find visual and conceptual relationships between the
parts and the whole and make connections among disparate ideas, and use their personal
and cultural knowledge as resources. It is also important for students to be able to seek
insight rather than make fast judgments, to deal with complexity and ambiguity, and to
explore materials and ideas. In short, students need to be both perceptive and creative.
Instead of assuming that students are already artistic—or not artistic, we have to ask the
question: What are the essential artistic concepts and processes that students need to
understand, and how can we teach them in ways that make sense to all students? It is
equally important to ask: How can we use students’ knowledge and abilities as catalysts to
a richer art experience for all students?

In this chapter, we provide examples of art instruction that use principles of Universal
Instructional Design to respond to students’ diversity, and which use that diversity as a
vital resource for teaching and learning (Barajas & Higbee, 2003). We sketch some of the
hidden disabilities that become evident in art classes and explore UID principles that help
students understand art. We then describe assignments from two courses: an art education
course for upper-level students majoring in elementary education, taught by Themina
Kader, and a general education art course for first-year students, taught by Pat James. Our
goal is to suggest multiple ways to make the arts accessible for many kinds of students.

Encountering Difficulties in the Arts

Perhaps the most common challenge in learning art at the college level—particularly
for students who are not majoring in art—centers around creative thinking, which can
be defined as a “meaningful response to any situation which calls for finding a problem
and solving it in one’s own way” (Wakefield, 1992, p. 13). Creative thinking in the arts
includes adapting established artistic concepts and techniques to suit one’s own expressive
needs and engaging in open-ended interpretation of artwork. These processes, however,
can be problematic for many students. Although we often think of creativity in relation-
ship to “talent” or to childhood play, adult students can learn strategies and dispositions
that promote creative thinking.

In this section, we describe some of the hidden problems, or “blocks” (Cropley, 1992;
Hallman, 1987; James, 1999-2000; Jones, 1993), that often occur when college students
learn to make, study, or teach art. “Block” is a useful metaphor for what happens when
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students are confused, conflicted, or withdrawn when doing assignments. Some blocks are
“enduring personality characteristics and long term cultural influences,” and others are
“of a more temporary nature or related to specific current circumstances” (Jones, p. 41).
These hidden barriers, which are sometimes dismissed as lack of imagination—or even
stupidity—often mask students’ potential for creative thinking and may manifest them-
selves in stubbornness and resistance. Such blocks can result in work that is clichéd, poorly
designed, badly crafted, or conceptually shallow.

Creative blocks can be thought about in terms of four categories: (a) cultural, (b) concep-
tual and perceptual, (c¢) emotional and personal, and (d) social. Although the blocks
described in this chapter may not constitute a disability, they can seriously affect learning.
The goal here is not to analyze how the blocks developed, but to highlight some of the
factors that often inhibit students’ thinking and performance in art classes and to offer
strategies that help students become “unblocked.” We include samples of students’ quotes
to illustrate how these problems affected their performance. Many of the quotes were
obtained from first-year students’ reflective writing as part of James’ (1999-2000, 2000c,
2000c); ongoing qualitative study of a general education art course; others were gathered
through conversations and students’ evaluative writing in Kader’s art education classes.

Culture

Cultural beliefs shape students’ willingness or ability to understand artistic concepts and
processes and inform students’ understandings of the meaning and worth of their own and
others’ work. Art classrooms include students from diverse cultural backgrounds who hold
varying values and beliefs about learning, art, creativity, and other people. These beliefs are
shaped by factors such as ethnicity, gender, religion, sexual orientation, and ability, as well
as by popular culture and schooling. For example, a commonly held belief that school is
supposed to be practical, factual, and certain often makes it difficult for students to think
creatively. As a first-year student who was struggling with creative thinking wrote: “most
of my schooling and jobs require logical thinking.” Many students dismiss what they are
learning in art classes because they have been taught that mathematics, logic, and linear
thinking are marks of intelligence, but emotions, senses, and imagination are inadequate
or inferior ways of knowing.

Students’ beliefs about the origins of creativity and who can be creative also hamper
their learning. Many students believe that only naturally talented people can be artists or
that creativity originates from “inspiration,” not hard work. The first-year student who
wrote, “creativity comes up and hits you in the face” believed that something was wrong
with him because nothing creative happened right away. When students understand that
creativity is an evolutionary process usually based on hard work, not sheer inspiration,
they become more free to experiment.

Students’ beliefs about art also can affect how they learn. Many students believe that art
should maintain their cultural traditions and make them feel good, and they resist think-
ing about art that is different from what they expected. As one first-year student wrote:
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“I like it kind of simple and kind of pretty—not too bizarre. Just simple and homey.”
Students often experience discomfort with the ambiguous nature of art and have a diffi-
cult time understanding—or even looking at—art that unsettles them, calls into question
their social values and norms, or reveals painful emotions and human conditions.

In addition, beliefs about factors such as race, ethnicity, gender, class, and religion can
make it difficult for students to think about works of art that were created by people who
are culturally different from them. Narrow beliefs may prevent students from learning
from other people and make it difficult for others to feel safe expressing their own expe-
riences. Students’ beliefs also inhibit students from critically examining their own culture
and social positions. For example, when seeing slides in an art education course, students
thought that the use of henna as a medium to make patterns on the palms of a Muslim
girl’s hands was “gross.” They were unable to think about body art within a larger context;
yet in their personal lives, permanent tattoos are often considered not only acceptable but
also desirable.

One strategy that helps students understand and broaden their knowledge of other
peoples’ experiences and dispels stereotypes is to give an assignment that asks them to
appreciate and critique their own cultural backgrounds. In some cases, students from a
dominant culture are offended when asked about their ancestry;“T am an American” may
be their assertive response. Acknowledging that a Caucasian American can trace ancestry
to a country in Europe marks a shift in the way students begin to relate to the concept of
multiculturalism and diversity. A name game during the first week of the class is an effec-
tive way for all students to think about their own ancestry. In this activity, students free-
write about the origins and meaning of their first and last names. Students and teachers
then talk about the origins of their names and the effects their names have on how others
perceive them. This helps students to see the range of cultures in the class and to know
something personal about each individual. The activity also informs students’ assignments
over the rest of the semester (James, Jehangir, & Bruch, 2006).

Another way to expand students’ cultural beliefs is to provide artistic examples from
diverse cultures as well as art that deals explicitly with multicultural issues. This prac-
tice helps students expand their repertoire of approaches to art at the same time that
they confront their own beliefs. After viewing a video by a challenging contemporary
Mexican performance artist, for example, a first-year student wrote, “I realized that yes,
I do have prejudices—but I never thought of myself as a racist before. I guess I am,
yet.” Multicultural examples of artists representing African American, Asian American,
Native American, and other cultures are available in hundreds of DVDs, books, and Web
sites. These resources provide the historical, geographical, social, spiritual, political, and
economic knowledge students need to make art germane to the students’ own culture. It
is also valuable to show the work of artists with disabilities. For example, Chuck Close,
a painter who has dyslexia and is a quadriplegic (Marmor, 1997), and Elizabeth Layton
(Lambert, 1995), who used drawing to heal depression, are excellent models of artists
with disabilities who use art to express their thinking and to heal.
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When working with multiculturalism in the arts, however, it is important not to dupli-
cate superficial characteristics of style. Conflicted cultural beliefs are often evident in art
education courses in which students are training to become teachers. Many students are
willing to “try out diversity” by using the superficial markers of a culture, but they have
difficulty working with the deeper aspects of belief and practice. They declare their love
for teaching multicultural art but approach it on a superficial level. For example, an art
education student planned to introduce a unit on Egyptian art by having fourth grade
students make mummies in the shape of American children out of plaster and bandages.
She was excited that students could take their mummies home to show their parents. This
student was unwilling, however, to examine the relationship of mummies to the funerary
practice of ancient Egypt or to examine funeral practices in her own culture. She thought
it would upset the children if she talked about death, and parents might complain.

The goal in working with cultural diversity should not be to create a lesson “making our
own African masks” out of paper and other recyclable material or “our own Navaho sand
painting” using sand or powder tempera paint. Instead, assignments should help students
understand and appreciate the ideals of authenticity, reverence, and celebration that are at
the core of many traditional cultures. It is also important for students to understand the
social and historical factors that inform multicultural art. One way to do that is to find
relationships between traditional artifacts and the artifacts of contemporary culture. For
example, art education students doing a mask project expressed relief when they found
out they would be taking a contemporary approach to mask-making rather than making
copies of African masks, which they knew about only through seeing a video. Instead,
they studied masks used in make-up, sports, and various professions to understand the
psychology, practice, and metaphoric meanings of masks in their own culture. By making
explicit connections between the arts and other subjects such as sociology and history,
students can ground their images and interpretations in facts and well-developed theories
rather than myths and stereotypes.

Perception and Concepts

Many students experience “a mental set or predisposition toward seeing the situation in a
certain way, no matter how closely or thoroughly we look at it” (Simberg, 1987). Although
some students have physical disabilities related to vision, many with good vision experi-
ence problems discriminating colors, shapes, and formal qualities. They can see the image
or object, but they have trouble identifying nuances and attending to formal relationships.
In other words, they see what they want to see rather than what is actually there. This
lack of perception affects how students think about their own and others’” artwork. For
example, a first-year student who was very frustrated with his own work wrote: “I look
at something and say ‘it sucks’ and don’t look [at] why it sucks.” In many cases, students
automatically judge their work before examining qualities in the work itself: “Sometimes
I ... do not focus on the specific problem.”

Students need to learn how to think critically about art. By designing developmental
assignments that explicitly help students attend to visual information, analyze relation-
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ships within a composition, and make interpretive connections to ideas, experiences, and
emotions, students are able to slow down and really see and think about artistic images
and objects. There are many ways to teach art criticism; in the most basic model, students
systematically learn to describe, analyze, interpret, and evaluate art (Cromer, 1990). An
important aspect of interpretation is metaphor, but many students are not accustomed to
interpreting visual metaphors. The book Reading Images: Meaning and Metaphor (Feinstein,
1996) suggests using cognitive mapping to help students make connections between
form and idea. In Metaphorical Ways of Knowing: The Imaginative Nature of Thought and
Expression (Pugh, Hicks, & Davis, 1997), the authors provide theory and various exercises
that promote metaphorical thinking.

In addition to critical skills, it is important that students develop strategies, confidence,
and appreciation for creativity. Creative processes are often messy, ambiguous, and unpre-
dictable; many students, however, prefer certainty, closure, and obvious meanings. As one
student wrote: “I like things to be in control.” Other students, such as a student who
wrote, “Why does everything have to have meaning?” retreat when they are asked to
think metaphorically, conceptually, and critically rather than in literal and fixed ways. As
another first-year student wrote: “I felt confusion about the abstractness of'it all.” Students
often struggle when they try to go beyond received information and imagine alternatives.
For example, a student who wrote, “I can’t do it—I don’t think that way!” did not know
how to play with ideas or experiment with materials, so she stopped working until she
was helped to see possibilities in what she had already done.

There are many strategies that can help students go beyond their own preconceived
creative limits. For example, technical, formal, conceptual assignment guidelines inform
students what to work toward and offer them enough flexibility to go in directions that
are relevant to their own expressive needs. Exercises and assignments that use a variety of
modes of representation, including verbal, aural, visual, and kinesthetic, enable students
to learn in ways that make sense to them and expand their repertoire of modes of repre-
sentation. A performance assignment in James’ class, for example, asks students to engage
in expressive movement, spoken word performances, small group creativity exercises,
reflective writing, drawing, and listening to poetry and music before they begin their
final project.

Readings and group discussions also provide opportunities for students to learn more
about creative processes. Although written primarily for a business audience, books such
as A Whack on the Side of the Head (von Oech, 1998) or The Creative Spirit (Goleman,
Kaufman, & Ray, 1993) help students better understand the factors that inhibit creativ-
ity. Art Synectics: Stimulating Creativity in Art (Roukes, 1982) offers many suggestions for
developing visual creativity. By learning a repertoire of strategies, including brainstorm-
ing, thinking metaphorically, experimenting with materials and ideas, producing thumb-
nail sketches, researching ideas and techniques, and thinking divergently, students can
become self-directed in their creative work (Eisner, 1998). Over time, students become
more willing and able to imagine new possibilities.
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Taking creative risks is, perhaps, the single most frightening learning strategy a student
encounters in art. In a group activity creating installation art, for example, an art education
student said he had never heard of installations and expressed fear about how he would
contribute to this assignment. Once he jumped into the assignment, however, the work
itself provided feedback and direction, and the student became more comfortable explor-
ing the unknown. After he had worked with other students creating the installation, this
student beamed with smiles. He had not expected the assignment to be such fun, and he
looked forward to adapting it to his sixth grade class during his field experience.

As they work, students transform materials, ideas, and forms to create something that has
never existed before (James, 2000c¢). To promote creativity, teachers themselves have to be
willing to model risk-taking and vulnerability and to value the diverse products that students
develop. It is especially important to help students to understand the unpredictability of
creativity and to recognize and interpret emerging information in their own work.

Emotions and Personal Experiences

Although art is often thought to be a means for emotional understanding and expression,
many students have a difficult time identifying, understanding, and expressing emotions
(Chickering & Reisser, 1993). Parker Palmer (1999) argued that the educational system
of this country may work against students’ ability to deal with emotions because it forces
students to live out of the top inch and a half of the human self; to live exclusively through
cognitive rationality and the powers of the intellect; to live out of touch with anything that
lay below that top inch and a half—body, intuition, feeling, emotion, relationship (p. 17).

Emotional blocks in art often “result from desensitization to our own and to other people’s
teelings. The psyche, as a means of self-protection from pain or overwhelming emotion,
simply blocks the mechanism of feeling; difficult feelings are ‘forgotten’ (Downing, 1997,
p- 22). When students are not able to recognize or understand their own emotions, they
often have difficulty accepting their own ideas and trusting their artistic images and inter-
pretations. They also have problems accessing their “aesthetic sensibility,” which is “an
intuitive mode of sensing, feeling, judging, organizing [that| transcends expertise” (Dudek
& Coté, 1994, p. 144).

Many students experience negative emotions in relationship to art because they think
that their difficulties are a reflection of their own intelligence and personality. The student
who wrote, “I don’t have an ounce of creativity in me” believed that she was incapable
of making or understanding art. Many students anticipate failure: “I really don’t like mine
at all, and I have a feeling I won't like it at the end. I think mine is going to be a disaster.”
Other students become overwhelmed when they try to represent themselves through art:

The process ... was long and grueling. I had to come up with what I wanted to say,
how I wanted to say it, envision it, and then do it. It was not always as simple as that
though. I became so distraught and I even wanted to give up.
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Another student wrote, “I am so lost until I want to scream. It’s like I know what to say,
but I have a memory block.”

Poor physical or emotional health, chemical or alcohol abuse, or personal crisis also affect
students’ ability to think creatively. As one student wrote, “The demon of depression is
trying to constantly pull me down.” Other students are coping with multiple responsi-
bilities, including children, family obligations, and jobs, as exemplified by the first-year
student who wrote: “I had a lot of things going on in my life both personally and cultur-
ally and I think it was affecting everything else too much.”

To help students gain confidence and a sense of purpose, and to address cultural and
personal diversity, it is valuable to design assignments and classroom environments in
which students use their own ways of making sense of the world. By helping students
validate, articulate, and understand the structure of their own knowledge, they “have
the feeling of being on familiar ground, already knowing much about how to know,
how knowledge is organized and integrated” (Bateson, 1994, pp. 205-206). Reflective
assignments help students understand, express, and value their own knowledge. Ongoing
reflection, whether through writing or discussions, helps students to make meaningful
connections between what they are learning and their own lives, to critique their learn-
ing difficulties and strengths. R eflection also promotes transfer between the arts and other
educational situations (Perkins, 1994).

Full participation is more likely when students think that what they are doing is authen-
tic, self~expressive, and relevant. Part of the challenge of creative thinking is making use
of available resources. Many students find that using their own abilities and limitations as
part of the content of the work helps them create work that is distinctive and meaningful.
For example, two older women in James’ art course were challenged by social phobia,
agoraphobia, and obesity. Performing in front other people was very frightening to them,
but they became more comfortable over time by engaging in informal movement exer-
cises with the younger students. At the end of the semester, every student had to create
a live multimedia performance. To cope with the assignment at the same time that they
coped with their disabilities, the two women students devised a way to do a very humor-
ous performance behind a screen that hid them from the audience. As raucous music
played on a CD player, the two women threw clothing over the edge of the screen as if’
they were doing a strip tease. The women enjoyed themselves, and the younger students
learned a valuable lesson about coping with disability.

Social Climate

Learning is not only an individual endeavor; it is also shaped by social interactions and
inter-subjectivity (Bruner, 1986). Art is often thought to be a solitary individual process,
in which artists work alone in their studios without the influence of other people. In real-
ity, however, art is enriched by multiple voices. Social interactions add diverse possibilities
to the study of art, but they also can hinder student involvement. Students in art classes
are often asked to expose thoughts and feelings publicly through their work, but concern
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about other people can make it difficult for students to think effectively. Many young
adults have a need to conform to social norms: “I don’t like appearing stupid in front of
others and I often find myself wondering ‘what will others think?’” Other students worry
that their peers will perceive them as strange or different: “I am often unable to create
because I am scared of what others will think of my work.”

Even if they are not directed at a specific person, classmates’ comments can create an
inhibiting environment for students who perceive themselves as different from others.
During a discussion of Keith Haring’s works, for example, one art education student
talked forcefully about her beliefs about homosexuality. She said she would never touch
on such a subject in high schools because she believed that high school students were
innocent and should not be exposed to such “weird” behaviors.

In addition to judging others, students frequently judge themselves by how well they
think their work stands up to that of their peers. The student who wrote, “I want to do
ended up doing mediocre work because she

1222

something that makes people say ‘wow
could not settle on an idea that would fulfill her expectations. Others become stuck when
they compare themselves negatively to other students. For example, a student who did not
want others to see what she was working on wrote,

[ have no idea. I was like “duh.” The class wasn’t productive at all. I was ashamed ...
“cause I didn’t know what everybody else’s was like. And being since I haven’t had
very much work with art, [ had no idea. Some of these people in here are so creative.
And I'm not.

Students’ interactions with instructors also can inhibit learning. As authority figures,
instructors’ comments have consequences that go far beyond their intended effect. Many
students seek approval for each move they make; they have difficulty acting independently
and want the instructor to be directive: “T was basically looking for [the instructor] to tell
me if it was good or not.” A student who believed that the instructor was judging him
wrote, ‘| The teacher]| said it was constructive criticism, but it still hurts.” Students often
become confused and resistant if they interpret the instructor’s feedback as commands
rather than suggestions. Even constructive suggestions can have deleterious effects, as in
the case of the student who wrote: “[The instructor’s| input just made me not want to
put it together. Maybe if she would have said, ‘oh, that looks nice, maybe I would have
proceeded more with it.”

To help students work with their social fears and to use the social diversity of the class
as a source of meaning in the class, it is important to construct a welcoming classroom
community. A shared sense of purpose and mutual growth enables students to deepen
their understanding of artistic concepts and to take artistic risks. By working together,
students learn to negotiate similarities and differences among their peers and establish
close bonds. An intentional community promotes students’ diverse voices and helps them
engage in meaningful dialogue with people who are different from themselves (Jehangir,
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2003). In the process, students build a shared sense of excitement about making and
exploring works of art. Cultural, personal, conceptual, and social blocks can be dealt with
as a community rather than only on an individual basis.

One way to construct a supportive social climate is to alternate among individual, part-
nered, small group, and all-class levels of involvement. Class participation is an intimi-
dating process for many students, so multiple levels of participation can create bridges
for students to feel confident in their own ideas and to risk sharing their ideas with
classmates. By working in small groups, students articulate their own points of view,
hear diverse perspectives, and help each other learn difficult concepts. For example, after
studying a painting with a partner, a student wrote:

It was very interesting that people could come up with two totally different things from
looking at the same picture. It shows that art can be looked at in very different ways and
it depends a lot on where a person grew up or what their heritage is.

A student in a pre-service art education class observed: “When we brainstormed how we
would team teach a lesson on tessellations, it really helped to gel our ideas together. Like
some things I wouldn’t have thought of on my own.” Working with others on matrices
and cognitive maps helps students put order to their multiple perspectives. Students can
also collaborate on projects such as public sculpture, installation art, and murals.

Classroom Examples

The best way to explain UID strategies and conditions for teaching art is to describe
how they have been enacted in two very different art courses. Kader describes a system-
atic exercise in which elementary education students learn to go beyond their previ-
ous knowledge about color theory to think about color in new and more individual-
ized ways. James describes an assignment in a general education art course for first-year
students in a multicultural program, few of whom plan to become art majors. In this
assignment, students go through a series of developmental exercises to learn to create
photomontages.

Learning Color With Themina Kader

It is increasingly common for elementary education majors to be asked to practice inter-
disciplinarity in their teaching. ART 355:“Teaching of Art” is a required course in which
future teachers learn basic artistic concepts and techniques. To succeed in the course,
college students must overcome their own blocks about art and creativity at the same
time that they learn how to teach art to elementary school children. Students who enroll
in this course have varied levels of exposure to, ability in, motivation for, and fear of art in
general. Typical comments are, “the last time I did art was in grade school,” or, “I like art
and I'm really looking forward to this course,” or “I can’t draw, but I like making crafty
things.” I reassure students that drawing is but one facet of a multi-layered course, and
that keeping an open mind and not worrying too much about grades are ingredients in
the recipe for success.
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On the first day of class, I ask students three questions:
1. What is art?
2. Who is afraid of art?
3.Why are you afraid of art?

As they answer the questions, students articulate different opinions about art, and some
even give definitions. The responses to the second question, however, reveal some deep-
seated fears related to getting an A, which seems unattainable to students if they believe
they are not talented and cannot draw. For most non-art majors, talent and drawing are
synonymous, and the latter is a by-product of the former. Traumas resulting from bad
teaching practices in the art room when they were children, and preconceived notions of
what and how many assignments they will have to turn in all contribute to the trepida-
tion with which Art 355 is perceived. Fortunately, the variety of activities outlined in the
syllabus and the very large T-shirt that I wear alleviate some of their concerns. The class
bursts into laughter when they read “FEAR NO ART” on my T-shirt (Figure 1).

To give every student an equal opportunity, I start the first activity of this course with
exercises in understanding and applying the elements and principles of art. I use a still life
with various fruits to teach about one element—color. My unorthodox approach seems
like heresy to some students who have seen very slick laminated posters of the color
wheel in schools and remember constructing color wheels themselves when they were in
Grade 4. After I remind them to “fear no art,” students get started. To help focus students’
thinking, I arrange the tables in a semi-circle, and each student receives a palette with
five colors—red, yellow, blue, black, and white; a container of water; three brushes—wide,
medium, and small; and six pieces of 10 x 12 inch paper. Students are not allowed to use
a pencil, an eraser, or a ruler. Around the room on the bulletin boards are posters showing
several representations of still life in color and in black and white. In front of the semi-
circle is a low table on which I arrange a large, tall bottle and some fruits—a pineapple,
two bananas, and a cantaloupe.

By systematically walking students through the exercises, I relieve them of unnecessary
but real stress. Regardless of their abilities, all students have a common starting point.
Their individual predilections and abilities manifest themselves in the final product. On
Paper #1, students use the large brush and one primary color to draw an outline of the
object that is closest to them. Referring to an example of a still life on the bulletin board,
I encourage students to fill the space on the paper. On Paper #2, students draw the same
object again with the second primary color. They repeat the process on Paper #3 using
the third primary color. Students wash and clean their brushes after painting with each
primary color. They discover that if a brush has the residue of a color used previously, it
adulterates a pure primary color. Later on in the exercise, one color mixing into another
becomes a boon.

On Paper #4, students draw the same object with the mixture of any two of the three
primary colors, which gives them a secondary color; the addition of black gives a shade
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Figure 1. Themina Kader in her FEAR NO ART t-shirt
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of the color. On Paper #5, students repeat the process, but instead of using black they use
white, which introduces them to tints. On the last piece of paper, students draw the same
object with a full palette. At this stage, they can experiment with any color combination
they wish. They also add a background color that helps them experience the concepts of
contrast and harmony of colors.

By the time they introduce the neutral black and white paint, hands are raised to ask,
“Can I use textures? Is it OK to draw more than one fruit? What about the bottle? I like
it. Can I put that next to the pineapple?” Hesitance, timidity, puckered brows, and groans
because a blob of paint goes where it should not have are replaced by smiles and “oh, I
like this, this is so much fun, kids would love to do this.” The progression from primary
to secondary colors and a full-palette picture as the finale convinces students that what
they have drawn is not a “photo-realistic” rendition of objects, but a picture that shows a
highly personal use of color that reflects their individual personalities.

This approach has a Universal Instructional Design appeal. It frees students from labori-
ously copying a laminated color wheel, which is a standard method for teaching color.
In the age of Adobe Photoshop and the zillion colors that one can get at the click of a
mouse, this physical approach to teaching about color provides immense satisfaction to all
students because they can mix colors as they like, without having to agonize over whether
they have the correct measure of white, black, or any other combination of colors. And
everyone’s picture looks different!

Traditionally, elementary education students are asked to draw a geometrically accurate
color wheel that has to be divided into a specific number of shapes to accommodate the
three primary colors, their secondary colors, the opposite complementary colors, and the
analogous colors. To add to the stress level, students also have to grapple with the exact
quantity of each color to obtain the “exact” intensity of shades and tints. In my class,
however, by not being able to use a pencil and an eraser, students are forced to concentrate
on the objective of the lesson—colors—and how to see and use them. Furthermore, it
places those students who have a natural flair for drawing but do not like “messing with
paints” at the same level as those who think they cannot draw, because the lesson 1is about
colors, color mixing, and color combinations. I overheard one student say to his neighbor,
“I would never have thought of using blue to paint a pineapple.”

Students complete the exercise in the time allotted—1 hour and 15 minutes. They display
their work on the bulletin board and revel in their accomplishment. Students can see
each other’s work and believe that they should “FEAR NO ART.” This lesson is success-
ful because it offers every student, if not completely unsighted, an equal opportunity to
learn color and practice creative thinking. It also models ways to introduce Universal
Instructional Design in elementary classrooms.

Learning Creative and Metaphoric Thinking With Pat James
In the first major assignment in “Creativity Art Lab: Experiences in the Media,” I ask
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my first-year students to make two photomontages by cutting out pictures from maga-
zines and then altering, juxtaposing, and organizing them into coherent and meaningful
compositions that relate to their own lives. One should be a metaphoric self-portrait and
the other a portrait of their family or ancestors. Because photomontages often undermine
logical, literal, and so-called normal ways of seeing and thinking (Ades, 1976), students
have to draw on their imagination, emotions, and personal and cultural knowledge in
ways that may, at first, seem strange to them.

Before students begin this assignment, they do several ungraded activities that offer prac-
tice in looking carefully at art and thinking metaphorically and creatively. First, I ask
students to do “T am” writing by choosing one portrait from among dozens of prints and
then free-writing three paragraphs: (a) as if they are inside a work of art; (b) as if they are
an object in the painting, such as a chair, an eye, or the sky; and (c) how they are similar
to the person in the painting (James, 2000a).

By doing expressive writing about a work of visual art, students make immediate connec-
tions between the artwork and their own thoughts and feelings, and they spend extended
time looking at qualities in the image itself. Students who are particularly verbal practice
visual thinking, and visual thinkers practice translating visual information into verbal
language. This expressive writing helps students understand the metaphoric nature of
art, promotes open-ended empathy with the work rather than judgmental closure, and
helps students concentrate on their own perceptions before sharing their ideas with
other students. Introverted students make their ideas concrete before they talk with other
students, and extroverted students slow down and identify their own perceptions before
engaging socially.

The “I am” writing also helps students articulate emotions and cultural knowledge they

may never have put into words. For example, a male African American student chose a

portrait of an African American woman. He wrote:
I am a young woman with a tired soul. With memories of the olden days lingering in
my mind. All the struggles my life has endured has aged my brown skin, and exercised
my soul. Able to instill fear in anyone walking, for I am wise and strong. I hear the
troubles rapping at the doorstep of the next generation while they are fast asleep. I
have done my part to take this family where it needs to be, but I can carry them no
longer. My breath is harder to come by but sounds of golden harps come nearer. My
tired soul will have happiness one day.

In the paragraph in which he wrote about how he, personally, was similar to the woman
in the painting, this student wrote:
Our souls deeper than anyone of our age, our life experiences held tightly between
our soul and the heart. Not allowing anyone to see to pain, discomfort, and trials of
our lives, we stand as an image of strength. Happy to have touched one life everyday
with a warm thought, hug, or smile forgetting our problems to help someone with
theirs. Often feeling weak or too much pressure to go on but never giving up or

100 PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
VISUAL ART



letting anyone know about us. Inside our eyes lay a story that can break the strongest
man and soften the hardest heart!

After individual writing, students read their paragraphs to a partner. Working one-on-one
promotes empathy with a classmate and helps students understand that their thoughts and
teelings are not unique or wrong. Reflecting with a partner about what it was like to do
this activity helps students better understand their own thinking processes and hear other
approaches. We also reflect about the activity as a class.

Second, I show a variety of self-portrait slides by established artists so that students can
learn how to analyze art and see diverse ways to express oneself artistically, including
expressionism, realism, surrealism, and conceptualism. We stop for a longer time on one
slide and students write and discuss a list of 10 things they observe. Hearing students
describe what they see is a way for students with vision impairments to know what is in
the work and for all students to pay close attention to visual information. Then students
write and share individual “I am” statements about the work. Third, to help students see
themselves as capable of producing images about their own experiences, I show a number
of photomontages that were created in my previous classes by students with similar back-
grounds. These examples exemplify the qualities that I will evaluate, including effective
design, good craftsmanship, and meaningfulness. Fourth, students try out ideas in a small,
ungraded practice photomontage, which takes about 40 minutes. When we pin their
practice photomontages on the board and talk about them, students are able to observe
multiple approaches to the assignment.

When I hand out the written photomontage assignment, students learn that it includes
specific constraints as well as opportunities for individual approaches. The constraints
serve as a kind of fence within which students can organize their thinking; students
may “jump over” the constraints, but they have to justify their decision to do so (James,
2000c). One constraint is size: because students will be color photocopying their
finished photomontages, they must work on paper that fits into photocopy machines.
The second constraint is subject matter: students have to do two portraits that include
some part of a person. One is to be a self~portrait, and the other should be about their
ancestors, which they may interpret as their actual family or their broader cultural
heritage.

Students spend two class sessions and time outside of class working on their two photo-
montages. As they work in class, I give individual students feedback, but I also address the
whole class about problems and successes that I see emerging in their work. On the day
the photomontages are due, students write “I am” paragraphs about one of their own
images. They read their writing to each other and compare interpretations. After they
hang their work on the bulletin board, students stand up to read their paragraph to the
whole class. By this time in the semester, shy students have practiced reading out loud and
now feel relatively comfortable in front of their peers.
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Figure 2. Untitled self-portrait photomontage by a Hmong American student
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It is always exciting to see students’ photomontages hanging together on the bulletin
board. Although the images fit within the size and subject constraints, students have taken
many different approaches to their work. Some are social critiques, others are images
of their family’s journey from their home country to the U.S., and others are deeply
personal images about their emotions. Students who thought they would never be able
to create anything meaningful find that they have touched other students with their art
work. In addition, students learn about each others” experiences and cultures. In Figure
2, for example, a Hmong student made a mysterious photomontage about spirituality.
Her 7T am” writing about the masked young woman in the bottom left corner reveals
multiple levels of meaning:

It’s dark and I am afraid. I am praying and lighting this incense to help me get rid of this
bad spirit. I feel sucked through another world of bad thoughts, bad images. But I see a
light glowing near by. I try to reach for it, but that figure seems to be stronger than . I try
to fight back, but I can feel it in me.

Conclusion

All students benefit when teachers use UID principles to address their diverse knowl-
edge and abilities. By engaging in the activities in our classes, students gain confidence
thinking about art in their preferred learning style, but they also practice approaches that
may be uncomfortable for them and stretch their repertoire of ways to learn. Students
who prefer an open-ended approach to learning are able to construct multiple ways of
thinking about one thing, but they also practice making lists, mapping, and other ways
to structure their thinking. In learning color theory, for example, they go beyond their
habituated mode of learning to experiment with color. Students who prefer structure
have opportunities to work in organized ways, but they also experience open-ended
expression and interpretations. In addition, students of different cultures have contributed
alternative ways of creating and thinking about works of art. By keeping the principles
of Universal Instructional Design in mind as we teach, we use multiple approaches to
enhance students’ diverse abilities. Equally important, students’ diversity adds complexity
and richness to their learning about art.
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CHAPTER 8

Universal Instructional Design in a Legal
Studies Classroom

Karen L. Miksch
University of Minnesota

Abstract

This chapter is reprinted verbatim from Curriculum Transtormation and Disability: Implementing
Universal Design in Higher Education, and was originally published in 2003. This chapter was generated
after the author attended the Curriculum Transformation and Disability (CTAD) workshop and implemented
Universal Instructional Design (UID) principles in her Law in Society course. The chapter begins by describing
an accessible Web page. The author then discusses the use of mock trials in which students can play a variety of
roles that fit their individual learning styles. The chapter concludes with a discussion of how to broaden course
and student service content to include disability rights.

I had the opportunity to attend the first Curriculum Transformation and Disability
(CTAD) workshop in January 2000. It helped me to reflect on how I could make my
courses and services more accessible. I teach legal studies classes to first and second
year undergraduate students in a developmental education program. I also act as a pre-
law advisor. This chapter was generated from my experiences implementing Universal
Instructional Design (UID) in my courses and advising.

Designing a course and pre-law Web page was my first step in implementing a “learning
support” and will be discussed in the initial section of this chapter. I will then discuss
how I redesigned my participation assessment and how I utilize mock trials so that
students can play a variety of roles that fit their individual learning styles. The chapter
concludes with a discussion of how to broaden course and student service content to
include disability rights.

Designing and Incorporating a Web Page to Provide a UID
Learning Support

After attending the CTAD training, I decided that I wanted to create a universally designed
course Web page (Miksch, 2001). In order to create an accessible Web page I first went to
the Bobby Web site. Bobby is a free service provided by the Center for Applied Special
Technology (CAST, 2001) to help Web page authors identify and repair significant barri-
ers to access by individuals with disabilities. Bobby will run a diagnostic program on your
Web page and give you tips to make it more accessible. It will also “approve” your Web
site if you incorporate UID principles.

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
UID IN A LEGAL STUDIES CLASSROOM

107



108

Next, I thought about the purpose of having a course Web page. I realized that the
disability accommodations that I have made for students in the past are also just good
teaching practices. In the past, I have made copies of my power point lecture slides as a
reasonable accommodation for a student with a disability. In universally designing my
Web page, I decided to include copies of my power point lecture slides on my Web page
so all students could access my notes. I post the notes weekly and many students have told
me they use my lecture slides in order to check their notes for completeness, clarification,
and spelling errors. Students no longer miss the big picture because they are madly trying
to write down definitions and details.

I have started posting my assignments, a plagiarism and proper documentation guide, and
other helpful handouts on public speaking and how to read cases on the Web page, in
addition to giving students a paper copy. This assists all students, including students with
learning and psychological disabilities. If students need to start an assighment early, they
can do so. Tutors in the Writing Center also have access to the assignment guides and find
them useful in understanding what I expect of my students. Posting a course syllabus to
a Web page not only assists students currently enrolled, it also provides helpful informa-
tion to advisors and prospective students about course content, goals, and the instructor’s
teaching style. After I realized that other staft and prospective students benefited from the
increased information, I added a section for students interested in attending law school.
The new section provides links to online information as a way to supplement the pre-
law workshops that I conduct. As my Web page has grown, I continue to go back to the
Bobby Web site for design suggestions to make sure the information is readily accessible
by all prospective users.

Assessment of Participation That Respects Divergent Learning Styles
An important goal of Law in Society is for students to gain better oral communication
skills and hone their ability to think critically. When I implemented UID I wanted to
make sure that I was taking into account diverse learning styles when assessing partici-
pation. I have learned a lot from my students and colleagues about how to teach legal
concepts in a first year developmental education course. As Higbee, Ginter, and Taylor
(1991) advocated, I present the information utilizing methods that are congruent with
my students’ learning styles. Reading cases, hearing lectures, and reading and listening
to Supreme Court oral arguments complements print and aural learning styles. Debates,
mock hearings, and trials are excellent methods for interactive learners. Visual learn-
ers comprehension of material is enhanced by timelines, maps, videotapes, and power
point slides. Finally, performative movement during the mock trial reaches kinesthetic
learning styles.

Prior to attending the CTAD training, I assessed classroom participation mainly via
debates, small group presentations to the entire class,and large group discussions. Although
I want to maintain participation as a requirement for the course, I also want to recognize
that there are a variety of ways for students to engage with the material and provide their
unique perspective to all of us involved in the course. My syllabus now reads:
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Your participation in class is highly valued. Our class will be a collective effort in which
our efforts to understand law and society will depend on the exploration of a number of
perspectives and viewpoints. I recognize that not all students feel comfortable speaking
in front of large groups of people. Class participation therefore includes a variety of ways
to contribute to the course development, including: meaningful contribution to class
discussions, small group work, debates, presentations, email communication, office hour
discussions, reviewing drafts of other student’s work and providing useful written and/or
oral comments.

[ assign a mock trial in my classes and participation is a major portion of the grade. For
the assignment, I write a fact pattern and witness statements based on a current U.S.
Supreme Court case. Students choose whether they want to play the role of an attorney
or a witness. Working together in six to eight person teams, students spend three weeks
preparing the trial and then conduct a jury trial in class. In rethinking the mock trial
to make sure it is universally designed, I have developed the assignment so students can
play a variety of roles that fit their individual learning styles. For example, visual learners
can create charts and power point slides for use as visual aids during the trial. This also
enables jury members who are print and visual learners to better follow the case.Visual
aids also assist students playing the role of an attorney to organize opening statements and
to remember important case names. Witnesses, especially those who must remember a
key dollar figure, also may use visual aids. In the past I made accommodations for students
with a learning disability and allowed the use of notes. Now;, all witnesses can use visual
aids if they want help remembering a key fact.

Mock trial is an effective way to learn about the U.S. legal system, work on oral commu-
nication, and enhance critical thinking. The majority of students rate the mock trial as
the assignment that best helped them meet course goals on end of semester evaluations.
Interactive and kinesthetic learners excel in the mock trials and often gain confidence
that enhances their large group participation and written work. Print learners also provide
a key skill by digesting the written information in the case packet. Aural learners follow
the mini-lectures that I conduct on argumentative strategies and provide constructive
feedback to team members on delivery of opening and closing statements and witness
testimony. In their peer assessment forms of their own and each other’s participation,
many students remark that each team member played a difterent, yet key role in preparing
the case.

I continue to work on designing the mock trials so that different forms of participa-
tion are assessed and valued. Students are assessed by me and by each other on how well
they work with other team members and not just on the actual trial performance. I have
noticed that students who are initially nervous about the public speaking component of
the course are much more successful and report a more positive experience now that I
have incorporated more UID principles into both the assignment and assessment of the
mock trial.
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Broadening Content to Include Disability Rights

I also assessed the content of my classes to ensure they are universally designed. As James
Banks (1993) and R onald Takaki (1993) have advocated, integrating multicultural educa-
tion into course content is an effective way to make courses more inclusive. I want to
integrate disability rights into my courses and agree with Geneva Gay (1995) that there
are multiple appropriate ways to teach in a multicultural manner. Initially I incorporated
a separate section on disability rights and am now rethinking the way in which I teach to
incorporate UID principles.

When students see themselves reflected in the curriculum, they are more engaged with
the underlying subject matter of the course (Takaki, 1993).To this end, I have incorpo-
rated more information on people with disabilities in all of the social science classes that
I teach.The legislative history, major federal laws, and seminal cases surrounding disability
rights are part of Civil Rights content of the Law in Society class. However, now rather
than segregating disability rights to a separate section of the course, we discuss the emer-
gence of equal protection and evolving definitions of legal equality. Within this discus-
sion, disability is discussed and analyzed along with race and ethnicity, gender, class, age,
and sexual orientation. Disability is not relegated to a separate “ism,“ but seen within the
context of a major Civil Rights issue.

I also decided to incorporate disability, race, class, sexual orientation, and gender issues as
they relate to education law. I have found that education law and policy is an issue that all
students relate to and offers a way for them to engage with course content. Students read
a number of cases, including Brown v. Board of Education (1954), and learn about laws, such
as the Americans with Disabilities Act of 1990 (ADA, 1994/1997), that govern education.
For example, when we discuss education law, we read the provisions in Section 504 of the
Rehabilitation Act of 1973 (1994) and Title II and IIT of the ADA that apply to higher
education and prohibit discrimination on the basis of disability. There are a number of
articles and publications that provide detailed information on Section 504 and the ADA
that assisted in my curriculum development (Blanck, 1998; Council on Law in Higher
Education [CLHE], 2000; Rothstein, 2000; Tucker, 1996).

Including disability rights content also reinforces my syllabus statement regarding disabil-
ity accommodations. Furthermore, students who may have misinformation about psychi-
atric or learning disabilities learn important information and together we shatter some of
the stereotypes about accommodations (e.g., students are faking it, makes course too easy,
etc.). Perhaps most importantly, we discuss the Individuals with Disabilities Education Act
(IDEA) of 1994 and how it differs from the ADA. Students who had IDEA accommoda-
tions when they were in high school need to know that, unlike in primary and second-
ary schools, when they enter higher education the onus is on them to register with the
college or university disability services office and contact individual instructors to obtain
reasonable accommodations. Without understanding this distinction, and that testing may
no longer be free, many students may incorrectly believe they are automatically eligible
for accommodations received in high school.
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Discussions about disability culture and the movement for disability rights have led to a
number of benefits. My perception is that students are more willing to self-disclose learn-
ing and psychiatric disabilities to me during office hours than they were when disability
issues were not integrated into my courses. Hopefully this change is also due to less stigma
being attached to being labeled “learning disabled” or having a psychiatric disability. In
past course offerings where I focused primarily on issues of equality surrounding race,
class, and gender, some students dismissed the issue as “discrimination that used to happen,
but doesn’t anymore.” With the inclusion of disability and sexual orientation integrated
into our discussion of equality, it is more difficult to dismiss inequality as just a historical
problem. Students are also able to see more of a link between themselves as individuals
and the legal system, a major goal of Law in Society.

Conclusion

Since incorporating UID principles in my classes, I have had several students bring me
letters detailing the accommodations they require. The students notice that the most
common accommodations (i.e., copies of lecture notes and additional time on assign-
ments) have already been incorporated into the course design to benefit all students. I
explain that I have attempted to incorporate more learning supports into the course with
the goal of inclusive pedagogy. The mock trial, which is the best way I have found to teach
students about the U.S. legal system, seems to increase course retention now that I have
incorporated multiple ways to participate. Most importantly, integrating disability rights
issues into the Civil Rights and education law sections of the course content has provided
a valuable learning experience. In attempting to meet Sonia Nieto’s (1994) challenge to
move from tolerance to acceptance in multicultural education, hopefully more students
are seeing themselves reflected, respected and affirmed in the curriculum.
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CHAPTER 9

Teaching College History Using
Universal Instructional Design

David Arendale and David Ghere
University of Minnesota

Abstract

This chapter provides a practical model for social science teachers to integrate the best practices of Universal
Instructional Design (UID). The approach was used in a developmental education context where academic skill
training has been embedded in introductory courses in American history and world history. Use of UID princi-
ples not only reduced classroom barriers for students with disabilities, but enhanced the learning of a much larger
student group, those who have academic preparation issues for rigorous college courses. In some cases, the same
practices had utility for both student groups as well as improving outcomes for the general student population.

Implementing Universal Instructional Design (UID) at a major research university not only
supports higher learning outcomes for students with disabilities, but fosters an improved
learning environment for all students within the class. The mission of the Department of
Postsecondary Teaching and Learning (PsTL) in the College of Education and Human
Development at the University of Minnesota requires instructors to be innovative and
varied in their teaching methodology while systematically embedding best learning prin-
ciples to widen access to a diverse study body. PsTL courses retain the rigorous content
standards and high performance expectations of college-level courses while integrating
activities and assignments that enhance the access of students and support their ability to
perform college-level work.This goal requires a transformative approach to course design,
including the revision of course procedures, classroom activities, written assignments,
evaluation methods, and feedback to students. This chapter explores our experience in
teaching history in PsTL and provides a practical model as well as specific activities for
incorporating the best practices of UID into these and other social science courses.

The Challenge of Embedding UID Within Core Curriculum Courses

Historically access to postsecondary education has generally increased in the United States,
even though in recent years the choice among specific institutions may have become
more restricted (Barton, 2002; Bastedo & Gumport, 2003; Slaughter & Rhoades, 2004). A
variety of factors have fostered this increased access: growth in the number of postsecond-
ary institutions and satellite campuses, expanded financial aid offerings, and more aggres-
sive marketing of public and private institutions for tuition revenue (Shaw, 1997). This
increased access has been accompanied by an increased diversity of the students attending
postsecondary education institutions, such as students who are the first generation in
their families to attend college and students from historically-underrepresented groups
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(Kipp, Price, & Wohlford, 2002). These increases in access and diversity have occurred
despite the concurrent rise of admissions standards at many institutions. It is difficult to
maintain both increasing academic standards and access to more students simultaneously
with improvements in student outcomes like course material mastery, reenrollment rates,
persistence in the academic major, scores on examinations administered upon exit from
the institution, and graduation rates.

The student body of PsTL has changed recently due to the merging of the old General
College (Higbee, Lundell, & Arendale, 2005) with three other academic units to form the
new College of Education and Human Development at the University of Minnesota. The
academic preparation level of the students admitted to PsTL has risen, with most gradu-
ating in the top quartile of their high school class. In the old General College students
generally ranked in the top half of their graduating class. Best practices of developmental
education and learning assistance were integrated throughout the old college’s approach
in academic and student affairs to meet the needs of the students who often had academic
preparation issues in one or more of their college courses. Rather than providing the tradi-
tional stand-alone, developmental-level courses in reading, study skills, and writing, the
instructional staft employed an enriched pedagogy that benefited all students, not merely
those considered “underprepared” by the institution (Higbee, Lundell, & Arendale). The
student affairs component of the old college also provided a variety of services that met
the needs of the students. Because PsTL’s current mission is directed toward the first year
experience, many of these same strategies can be used to enhance all students’ transitions
from high school to college. The ethnic diversity of the students remains nearly the same
with about half of those admitted to PsTL being students of color. The students continue
to be predominately the first generation in their families to attend college.

It appears that the percentage of students in PsTL with invisible and visible disabili-
ties mirrors that of the general student population at the University of Minnesota. The
University’s Disabilities Services, a unit of the Office of Equity and Diversity, states that
more than 9% of the University’s students have one or more disabilities (Disability Services,
2007). In a recent annual report, the rate of expenditures for providing individual accom-
modations for students has escalated nearly every year for more than a decade. The budget
grew by more than 11% in the most recent reporting year (Disability Services, 2005).

These statistics from the University of Minnesota appear to mirror national statistics
concerning students with disabilities. Historically the faculty from the old General
College and the new PsTL Department have believed that the classroom must provide
seamless integration of both teaching and learning mastery with the professor as a catalyst
for both. Enhancing the learning environment within an introductory core curriculum
course such as history is a viable alternative to requiring students with academic prepara-
tion issues to enroll in separate courses or students with disabilities to receive separate
accommodations as needed to meet special learning needs. The transformation of the
classroom learning experience to meet the needs of these two student populations often
enriches the experience for all other students enrolled in the class. This decision requires
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a reengineering of the course and a significant change in the learning culture. Previous
publications have presented models for enriching the core curriculum course (Arendale
& Ghere, 2005; Ghere, 2000; 2001; 2003; Wilcox, delMas, Stewart, Johnson, & Ghere,
1997).This chapter offers practical suggestions that instructors could utilize to implement
UID in a wide variety of courses.

Educational Theory Supporting UID in the Classroom

Universal Instructional Design is an approach to education in which systemic changes are
made to the learning environment to accommodate the needs of students with a disability
(Higbee, 2003). There has been considerable debate within education at the elementary,
secondary, and postsecondary levels about the mainstreaming of these students. Advocates
tor UID argue that a dramatic cultural transformation is mandated in the learning envi-
ronment for all students. They state that an expansion in learning modalities will result in
the creation of an enriched learning environment that meets the needs of not only those
with disabilities, but of all students (Silver, Bourke, & Strehorn 1998).

Through spirited dialogue and review of educational outcomes, it has been clearly
demonstrated that all students within the classroom benefit from these changes, which
increase the accessibility of knowledge and the environment in which learning activities
occur. Burgstahler (2005) stated that, “In terms of learning, universal design means the
design of instructional materials and activities that make the learning goals achievable by
individuals with wide differences in their abilities to see, hear, speak, move, read, write,
understand English, attend, organize, engage, and remember. Universal design for learning
is achieved by means of flexible curricular materials and activities that provide alternatives
for students with differing abilities.”

UID provides a fresh approach to the issue of meeting the needs of an increasingly diverse
student population. It is practically impossible, cost-prohibitive, and counterproductive to
provide separate programs to meet the needs of each student subgroup. As educators have
increasingly come to understand, placing students within categories and subcategories
has had unanticipated outcomes. By implementing UID, the institutional culture creates a
more inclusive and enriched learning environment (Pliner & Johnson, 2004).This pedagog-
ical approach is based on a core set of premises that affirm high academic expectations for
students while providing a transformed learning environment more conducive to learning
by a broader range of students, including those with a disability. These premises include:

1. Student academic success is achieved most eftectively when the classroom learn-
ing experience is enriched in rigorous, core curriculum courses, rather than providing
services in isolation outside of the course.

2.The institution must adapt itself to the entering students rather than expecting them
to join the student body quickly and quietly.

3. Students with a disability are best served when mainstreamed with all students within
the classroom.

4. Activities and services originally designed to meet the needs of those with a disability
often have high utility for all students within the class.
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The educational practices contained within this chapter were selected first because of
their grounding in educational theory and second for their utility within the classroom.
We followed a set of guiding principles for Universal Design identified by Scott, McGuire
and, Shaw (2003) with our history courses. The nine elements are (a) equitable use, (b)
flexibility in use, (c) simple and intuitive, (d) perceptible information, (e) tolerance for
error, (f) low physical effort, (g) size and space for approach and use, (h) a community of
learners, and (i) instructional climate (pp. 375-376). A full discussion of the similarities
and differences among the terms Universal Design for Learning, Universal Instructional
Design, and Universal Design for Instruction are provided elsewhere in this book.

UID (Higbee, 2003) was originally conceptualized as a transformation of the classroom
environment for mainstreaming of students with disabilities (Silver, Bourke, & Strehorn,
1998). The approach has now been extended for the transformation of the classroom
experience to increase learning and outcomes for all students. The same practices that
benefited the newly mainstreamed students with disabilities also enhanced the learning
environment for all other students within the same class (Higbee, Chung, & Hsu, 2004).
This paradigm requires the institution to present a transformed learning environment that
capitalizes on existing student strengths and builds upon them throughout the course.

Finally, it is recognized that most students learn best as a member of a cohort of peers
(Johnson, Johnson, & Holubec, 2002; Johnson, Johnson, & Smith, 1991;Vygotsky, 1978).
The unique traits of students—demographic, cultural, intellectual—are important ingre-
dients and resources for their learning experiences. In this sociocultural perspective,
Vygotsky stated that the education enterprise should be viewed as a learning community
dependent upon the active participation of all members. Various educational activities
associated with the course encourage extensive student dialogue, various ways to express
mastery of academic content and demonstration of acquired skills, and small peer-group
cooperative learning activities.

Overview of the PsTL Introductory History Courses

The Department of Postsecondary Teaching and Learning has implemented this inte-
grated and embedded approach to UID in many of its courses. To help set the context
for the use of UID within the introductory history courses, some background informa-
tion about the courses follows. One course is Perspectives in American History (PsTL
1231), a one-semester survey of American history, and the other history course is World
Civilization Since 1500 (PsTL 1251). Both classes enroll from 35 to 45 students per
section. Both courses fulfill the same liberal education requirement for graduation from
the University—Historical Perspectives. In addition, PsTL 1231 fulfills the University’s
Cultural Diversity graduation requirement while PsTL 1251 fulfills the International
Perspectives requirement.

PsTL 1231 is also a writing-intensive course as determined by the University. These
courses develop students’ writing ability, particularly in research papers, beyond the level
provided by the required freshman-level composition courses. Students must successfully
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pass four writing-intensive courses in order to graduate from the University. In PsTL
1231 students need to complete three different types of writing assignments: (a) short
five-to-seven-sentence essays in the form of 12 weekly writing assignments and six ques-
tions on each of three exams, (b) a long essay question on each of three major exams,
and (c) a 10- to 12-page formal paper. Because the course is writing intensive, a graduate
teaching assistant (GTA) is available to critique and grade the weekly writing assignments
and provide a detailed critique of the first draft of the formal paper. These scores are then
confirmed or adjusted by the instructor, who grades all the long essays and the final draft
of the paper. A review sheet is distributed one week before each test containing study
questions and announcing the long essay question.

Writing assignments also occur throughout PsTL 1251, but not at the same intensity and
frequency as in the other history course. Each of the four major exams requires complet-
ing three essay questions. In advance of each exam a number of potential essay questions
are placed on a study guide. A short paper of one to two pages is required concerning
a “field trip” to a historically-related event or film from a list provided by the course
instructor. Finally, eight short in-class writing assignments occur during class sessions to
allow students to summarize major components of course material or to reflect on a learn-
ing activity that occurred during class. Because of the class size and course expectations,
an undergraduate teaching assistant (UGTA) facilitates optional study review sessions
outside of class 3 days per week. These sessions are called Peer Assisted Learning (PAL)
Groups and follow similar procedures as other peer cooperative learning programs such
as the Emerging Scholars Program (Treisman, 1985); Peer-Led Team Learning (Dreyfus,
2004); Structured Learning Assistance (Doyle & Kowalczyk, 1999); and Supplemental
Instruction (Arendale, 1998).

Universal Instructional Design requires the instructor to determine the essential compo-
nents of each particular course so that it can be redesigned without impacting the quality
of the course. PsTL 1231 and PsTL 1251 have the same essential components. Students
will become more knowledgeable about historical vocabulary, concepts, personalities, and
perspectives. Students will gain a better understanding of historical cause and eftect situ-
ations, of relationships between individual events and their historical context, and of how
these circumstances change over time. Students will engage in student-centered learning
giving voice to student concerns and choice in student actions as they actively engage
in the construction of knowledge. Students will develop improved writing and critical
thinking skills as well as the ability to view individuals, events, and circumstances from
multiple perspectives.

Learning Experiences Before and After the Class Session

Due to the time constraints of the class session, speed of learning activities, and complex-
ity of the varying learning situations, it is critical for many students with a disability or
those with academic preparation issues to be prepared before the beginning of the class
session and then to reflect carefully on what occurred during the session. Before the
integration of UID within the courses, some of these activities or resources would have
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been provided in a confidential manner only to those students who presented an official
letter from the University’s Disability Services unit. Students who were academically
underprepared might not have been admitted to the University and instead directed to a
local community college to enroll in developmental-level courses. After retooling of the
course through UID, these activities are available for all students within the course. The
following activities have been used in one or both of the history courses.

Web-Based Access to Knowledge

Accessing Web-based course-related materials, whether created by the instructor or
provided by the textbook publisher, provides an opportunity for the student to study
and practice with the material in privacy and to decide how much time to invest in the
activity. Syllabi, course calendars, assignment guidelines, review sheets, topic outlines, and
discussion questions are placed on the course Web site, as well as links to documents,
maps, charts, images, resource sites, and PowerPoint lecture slides. Students with visual
impairments as well as some other disabilities can more easily use the material through
text readers, enlarged print, and other adaptive technology. All students have an opportu-
nity to be better prepared for class sessions and to be more confident in participating in
small-group and class-wide discussions.

For teachers who seek to include Web-based resources, especially those provided by the
textbook publisher, it is critical to practice extensively with accessing the materials from
a computer and to explore all components of the package. Sometimes the test banks
are heavily focused on knowledge-level questions of material that is obscure, even for
course instructors. Encouraging students to test themselves with this type of material can
be demoralizing and counterproductive. Secondly, the difficulty in accessing Web-based
materials can be challenging, even for experienced computer users. It is best to demon-
strate the use of such Internet resources in class. It would be a mistake to assume that
today’s students are equally savvy concerning use of computing resources. A cautionary
note about relying upon Web resources is that not all Web sites have been modified to
allow their use by students with vision or hearing disabilities. In such cases the material
needs to be made available in an accessible format or it should be eliminated so as not to
provide an unfair disadvantage for some students who are using screen readers and other
adaptive technologies.

Preparation for Lectures and Learning

A challenge for some students is the difficulty of navigating a rich, fast-moving, and
sometimes complicated college classroom learning environment. Student completion
and comprehension of assigned readings could be enhanced by providing questions to
be answered or key points to be identified in class discussion. Furthermore, instructors
could expect students to be prepared for class discussion over those questions or key
points. Providing lecture outlines ahead of time or hiring a fellow student to provide
copies of notes are not uncommon practices for accommodating some students with
a disability. The introduction of PowerPoint slide presentations to accompany class
lectures has accentuated this problem for other students within the class as well because
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the amount of content information presented is often larger and the class moves at a
faster pace.

PowerPoint lecture notes. In the world history course the instructor provides an incom-
plete copy of the upcoming PowerPoint lecture slides ahead of time. The slides are
provided through the course WebVista site. The slides are provided in the Acrobat PDF
tormat. The slides are printed in the format that places three slides on the left side of the
page with the right side of the page blank for the addition of student notes. Use of the
PDF format alleviates the need for students to need the PowerPoint software. Instead, a
free copy of the Acrobat PDF reader software must be downloaded onto the student’s
computer. The course Web site has Internet links for this and other free software pack-
ages. The PowerPoint slides provided are incomplete; only the major points of the slide
are visible. The secondary and tertiary material is only displayed during class to encourage
more student interaction with the lecture material. Experience in the history class with
providing complete sets of PowerPoint slides has revealed that some first-year students
make the assumption that this is the only relevant material presented during class and
therefore they attend class infrequently, much to their academic detriment.

For students with a diagnosed disability, the complete set of PowerPoint slides with all
secondary and tertiary points is provided ahead of time. During a previous academic term,
a student with severe sight impairment was able to use this complete set of slides on his
computer in advance of the class lecture. Using the PowerPoint software program, he first
converted the slides into the outline view and then used the adaptive software installed
on his computer to convert the written outline into an audio narration of the complete
slides. Similarly, students who are deaf must divide their attention between the text and
images on the PowerPoint slides, the gestures and facial expressions of the instructor, and
the sign language interpreter conveying the instructor’s words. These students can benefit
greatly from examining the PowerPoint slides in advance.

Wiki Web page study guide. In the world history course the students create an online
study guide to prepare for the major exams. Each student in the class is assigned to write a
one-page outline of an answer for one of the potential essay questions or create a narrative
summary of the chapter. Because there are more students than questions or chapters, there
are up to six responses for each. This practice provides a great opportunity for student
voice in the class by observing how they value the course materials and express them
through the writing assignment. After being assigned their task and the completion date,
students work at their own pace independently outside of class on creating their section
of the wiki Web page. The course instructor monitors the student contributions and edits
as necessary to eliminate major factual errors. Course evaluations rate this activity very
high in usefulness.

Weekly course podcasts. Students in the world history course are assigned various roles
with a weekly Internet radio show that serves as a course supplement and study guide
for upcoming exams. While a common approach to the use of podcasting is to record the
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class lectures, this use of the technology was for the students, course instructor, and others
to co-create meaningful content from the students’ point of view. The course instructor
audio recorded student contributions for the 30-minute show. The financial investment
was relatively modest with a microphone and use of a computer with GarageBand, a
program within the inexpensive iLife (Apple, 2007a) software suite from Apple Computer,
Inc. The episodes were made available free of charge through the iTunes Web Internet
site (Apple, 2007b).

Students had choices regarding their contributions. Some students provided chapter
summaries for the weekly episodes. Others selected music from difterent parts of the
world and provided an overview of the music and how it related to contemporary culture
for the country that was being studied during the class sessions. The course instructor
contributed an analysis of the potential exam essay questions and suggestions on how best
to respond to them. The teaching assistants for the course provided suggestions for study
strategies that they had found useful in their own college studies. The student assistant
who helped to edit the episodes and place them on the Internet also contributed a short
piece on tips for using free software tools and programs available through the Internet.
To add some more variety and student interest in the weekly episodes, one student added
one or two songs from an independent music artist who provided music cleared for this
purpose. This audio format could be listened to through visiting the course Web site
(Arendale, 2007) or by downloading the episode to a portable MP3 device like an iPod,
iRiver, or similar. Written transcripts of the shows were available by use of inexpensive
speech-to-text translation computer software. End of course evaluations revealed that
students found the podcasts useful as a study aid.

Out-of-class Peer Assisted Learning (PAL) groups. A frequently used support for some
students with disabilities is providing private tutors to assist with processing the course
material. This unfortunately can create a socially isolating environment and can be fairly
expensive for supporting just one person. The same funds and efforts can be used to
create an out-of-class peer cooperative learning group. In both history courses the under-
graduate teaching assistants hold multiple weekly study review sessions for all students
in the class. The PAL sessions provide typical activities that might be experienced in
other nationally-known programs such as Supplemental Instruction and Peer-led Team
Learning (Arendale, 2004). The PAL groups supported the students with academic prepa-
ration issues as well as the general students in their mastery of rigorous course material.

Modifications of the Classroom Learning Environment

Following is a sample of the activities and modifications to the classroom learning envi-
ronment for either or both the American history and world history courses. The wide
variety of activities is incorporated into the class sessions to provide a rich selection of
ways for students to interact with the course material, with one another, and to have
multiple ways to express their mastery of rigorous course material. Although the activi-
ties were initially promoted to accommodate students with disabilities, class evaluations
suggest widespread support for these varied approaches by most students in the class.
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Classroom Questioning Techniques

The instructor needs to recognize the effects of various questioning techniques in the
classroom. Questions addressed to the whole class usually result in responses from the
same small group of students. This allows other students to avoid contemplating the ques-
tion because the answer will be provided by that small group of students. However, if the
instructor systematically calls on other students, then all students can be actively involved
in the class discussion. Students who are unprepared for class or confused about the
course material, as well as those who are naturally shy, introverted, or lacking confidence
can all be included in class discussion. Moreover, once students become familiar with
the instructor’s questioning methods, students should come to class better prepared and
should consider each question as it is posed, because the instructor may call on them.The
pauses between the asking of each question and the selection of the student to answer
each question may become the most intellectually-stimulating moments in the class.

The previous paragraph provides an illustration of the benefits for students who have
academic preparation issues or the general student population. These questioning tech-
niques also benefit students with disabilities. Students utilizing sign language interpreters
or augmentative communication devices may be left out of typical class discussions due to
the delay in the communication of the questions and the communication of the student’s
answers. A brief pause after each question would enable those students to participate
actively in the discussion and access to questions before class would further facilitate this
outcome. Students with learning disabilities, for example, need time to consider each
question and formulate a thoughtful answer. Past experience may have made some of
these students reluctant to participate in class, but a thoughtful instructor, questioning
students systematically, can create positive engagement of students with disabilities in the
class activities and discussion. Other students have experienced frustration in the past,
and will be excited by the opportunity to participate in class discussion oftered by these
questioning techniques.

Valuing the Textbook and Course Materials

Students sometimes act on the maxim that the amount of time that an instructor spends
on an issue in class is related to its overall relative importance. This mismatch of expec-
tations is especially profound regarding the use of the course syllabus, textbook, ancil-
lary course materials, and associated Web-based resources. Instructors need to value such
materials and procedures throughout the course term so that students understand that the
material is important, relevant, and meets their learning needs (Martin, Blanc, & Arendale,
1994). One of the most important resources for the course is the syllabus. Instructors
often spend large amounts of time carefully crafting course syllabus documents and then
quickly rush through them on the first day of class so that the first lecture can be deliv-
ered. From an instructor’s point of view it might seem reasonable to instruct students by
telling them to read the syllabus on their own. In both the American and world history
classes the instructors bring the syllabus to class daily, and frequently consult it in front of
class when questions arise about assignments, due dates, grading criteria, or all the other
issues that have been carefully addressed.
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The same comments from the previous paragraph also apply to the textbook. In both
the American and world history courses, textbooks are valued continually throughout
the academic term by the course instructor in a variety of ways. First, the instructor
always brings the textbook with him to class each day and finds ways to refer to mate-
rial on specific pages. Examples for use of the textbook include drawing attention to
specific questions listed in the chapter overview designed to guide the reading; moderat-
ing discussion concerning the meaning of maps, charts, illustrations, or brief historical
primary documents in the book that are sometimes overlooked by the reader; illustrating
the utility of the glossary or index in the back of the book to locate information quickly;
or other activities.

In both history courses nongraded classroom assessment techniques (Angelo & Cross,
1993) are frequently used to build metacognitive awareness and motivation for academic
behavior changes. Helping students to see the link between their behavior and grades is
a difficult task. The goal is for students not to be surprised with results from their major
examinations. Sometimes this is still a surprise, so in the world history course an activity
is used in class on the day that the exams are returned to students. Students are asked to
respond to a survey that lists nearly 30 activities that they might have completed before
the exam; for example, studied with a friend or reread the textbook. Some of the ques-
tions ask how long they engaged in the activity. The instructor then summarizes the data
and shares the results with the students during the next class period to allow them to
compare themselves with others in the class regarding their study habits. In American
history, an exam is critiqued on the day it is returned to the students. The discussion
addresses which multiple choice questions were missed most often and why, what argu-
ments and content were frequently or effectively used in the essays, and what arguments
and content were not used that could have improved the essays.

Many first-year students report difficulty with the shift from secondary school testing
procedures, methods, and vocabulary to those at the college level. Instructors can elimi-
nate this concern by discussing the types of questions on the tests, the level of preparation
needed for that type of question, and the instructor’s expectations for breadth and depth
and specificity for the essay questions. In the world history course, a handout details the
recommended strategies for answering different question types: true or false, multiple
choice, and essay. Opportunities to practice with questions that emulate the style and
format of those on the exams are provided during class time with mock examinations.
Instructors help students identify key language in directions, common terms used with
essay questions and their specific meanings, and methods for using one part of the exam
(i.e., vocabulary matching and multiple choice) to help answer the essay and short-answer
questions. Other instruction regarding test-taking strategies occurs by using the frequent
classroom assessment techniques as an opportunity also to analyze the strategies used for
completing them.

In-Class Peer Cooperative Learning Activities
Previously in this chapter the use of out-of-class peer cooperative learning groups was
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described. These groups are also an integral part of the in-class activities as well. Such
activities play a vital part of the class learning environment for the following reasons.
Small group learning engages students in their own intellectual, personal, and profes-
sional development. Student content knowledge, depth of understanding, frequency of
class participation, and level of course involvement are enhanced by the interpersonal
and interactive nature of cooperative learning groups (Fry, Ketteridge, & Marshall, 2003).
Group learning benefits good students who must formulate their understanding of course
concepts to present them to others while students who are underprepared benefit from
the reiteration of those concepts from a student perspective (Barkley, Cross, & Major,
2005). Interactive student activities increase student engagement, build learning networks,
encourage students to see one another as learning resources, and increase content mastery
of challenging material (Astin, 1993; Bruftee, 1993; Cooper, Prescott, Cook, Smith, &
Mueck, 1990; Light, 2001).

Peer cooperative learning groups are frequently formed for short-term tasks in each
of the history classes. These activities include identifying the key points in a section of
the text, examining a newspaper article, analyzing a historical document, or discussing a
historical documentary shown during class. Students are more likely to engage the mate-
rial and have increased confidence to participate in class discussion through use of care-
fully assigned and monitored peer cooperative learning activities (Johnson, Johnson, &
Smith, 1991). “There is a large amount of empirical evidence that small groups of peers
learning together have advantages for academic achievement, motivation, and satisfaction”
(Barkley et al., 2005, p. 25).

Cooperative learning methods can be especially effective for students with disabilities
(Johnson & Johnson, 1986; O’Connor & Jenkins, 1995). Small-group peer learning may
be especially important for students who may need a more interactive and slower pace
of learning than with an instructor-led, fast-paced lecture presentation. Students with
learning disabilities can remain actively engaged with the course content material in peer
cooperative learning activities while students with speech, hearing, or sight impairments
can have more opportunity to contribute their ideas in the context of the small group.
A special application of this pedagogy is illustrated through fostering the development of
critical thinking skills that maintain high intellectual engagement with the course mate-
rial (Adams & Hamm, 1990; Chaftee, 1992; Higbee & Dwinell, 1998; Paul & Elder, 1999;
Stone, 1990).

Fostering Critical Thinking Through Historical Decision-Making Simulations

Classroom simulations provide teachers with powerful learning opportunities by creating
“a realistic experience in a controlled environment” (Fry et al., 2003, p. 137). They can
help stimulate critical thinking skills as students confront the same issues and options from
the perspective of historical decision makers. An additional benefit of this strategy is that it
provides more engagement for the students because most report that they find it interest-
ing and relevant, and they have the opportunity to work in small groups. These are just
some of the many educational benefits from simulations for students. Research suggests
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that this increased involvement results in significantly greater retention of the content
material, an enhanced interest in related topics, and a more positive attitude toward the
general subject matter (Bennett, Leibman, & Fetter, 1997; Bredemeier & Greenblat, 1981;
Druckman, 1995; Randell, Morris, Welzel, & Whitehall, 1992).

All simulations involve the students in active learning situations requiring some level of
role playing. These roles can be very specific, such as a historical individual; more general
as a representative of a country, region, or state; or very generic as a decision maker assess-
ing the historical options that might have been available. Simulation handouts provide the
background material necessary for each student to evaluate the various decision options
in the historical situation and to play the role assigned. Sometimes a reward system is
utilized to create a situation, which fosters competition between groups and cooperation
within each group. In these “game” simulations, students articulate their positions, negoti-
ate with other students, and compromise when necessary to reach a consensus decision
or political bargain that achieves their goals. Other simulations employ maps to convey
information to the students, to designate various territorial options, and ultimately to
display student decisions. Following is an example of a simulation activity: “As a United
Nations commission, what political organization and degree of autonomy would you
recommend for a specific region based on the data provided concerning its ethnic and
religious composition?” Students must analyze the question based on historical events in
different geographic locations of the world that encompass different cultures and tradi-
tions: West Bank, Northern Ireland, Kosovo, and Bosnia. In this case, natural interests of
role playing, competitive play, and intellectual curiosity are channeled into an educational
activity that helps to foster students’ critical thinking skills.

Diverse Methods and Means to Demonstrate Mastery of Course Material

There are a variety of learning disabilities that make it difficult for students to demon-
strate mastery of the course material on standardized exams with a time limit that rewards
students who can complete the examination quickly. The following strategies have been
implemented in both history courses to uphold rigorous mastery of the course material
and also to provide a variety of means for assessment of learning.

Assessment of knowledge. The most common accommodation request received from the
University’s Disability Services unit is extended time on major exams. Our purpose is to
assess the students’ knowledge and understanding of the course material, not the speed with
which the students can compose their thoughts in written essays. While real time or limited
time tests are appropriate in some academic disciplines, they are not part of the essential
elements of the history courses. Tests with time limits advantage the free-flowing writer and
disadvantage the thoughtful, meticulous writer while imposing unnecessary limits on the
student’s demonstration of course content mastery. Why should any students be penalized
for taking time to think deeply about an essay question and to organize their answer logi-
cally? Why should a student who is an English language learner (ELL) utilizing a dictionary,
a student with severe vision challenges using materials written in Braille, or a student expe-
riencing test anxiety be rushed to answer multiple-choice questions due to a time limit?
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In both the American and world history courses, tests are designed to require 60 to 75
minutes, but at the end of the 2-hour class session students are allowed to finish their work
in the professor’s oftice. The typical accommodation for students with learning disabilities
(usually time-and-a-half on tests) is not needed because all students have the time neces-
sary to convey fully their comprehension of the course material. As a result, the requests
for this accommodation have diminished, and some students never need to disclose their
disabilities. However, one or two students each term are approved by the University’s
Disability Services—a unit of the Office of Multicultural & Academic Affairs—to take
their exams at Disability Services to provide an isolated environment for those who may
become aurally or visually distracted by others in the room.

The provision of additional time benefits all students. It helps alleviate one source of test
anxiety by eliminating time pressure. It helps students in being more reflective about
taking the exam, more careful in reading exam questions, more practiced in writing
short outlines for essay questions, and more proficient in gathering information from the
vocabulary and multiple-choice sections of the exam that could be useful for supporting
the essay question responses. Expectations can be raised by the instructor because students
will have the time needed to create more reflective and analytical responses to essay ques-
tions. When quality work is not produced, the reason for the failure, whether lack of abil-
ity or lack of preparation or effort, is more apparent and the appropriate solutions more
obvious to both instructor and student.

Alternative formal assessment measures. While the diversity of entering students has
continued to rise, the use of diverse measures for assessing student mastery often has not
changed significantly. Too often, for instance, students are expected to navigate multiple-
choice examinations expertly. In addition to providing some multiple-choice questions
on exams, the two history courses have employed a mix of short and long essay questions,
matching exercises, short answer, and identity questions. Other formal assessment meth-
ods have included journals, short in-class or homework writing assignments, reaction
papers, short and long research papers, written reviews of history Web sites, PowerPoint
presentations, historically-related films, guest speakers, and museum exhibitions. In-class
activities and student presentations can be evaluated by the instructor or assessed through
peer review and self-review.

In the American history course, students are expected each week to answer one home-
work question by composing a paragraph of six or seven sentences. These questions are
constructed so that the answer cannot simply be copied from the text and are of two basic
types. The first type requires students to identify key points or summarize events from a
2- to 3-page section of the text. For example, “what local factors determined the work
and living conditions of slaves in various areas of the English colonies?” Students must
consider issues such as field hand versus household servant, labor difficulties for specific
crops, and the percentage of slaves in the local population, among others. This ability to
recognize the key points in a piece of text and condense the information into a short,
concise paragraph will be invaluable to students throughout their lives. The second type
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of question asks students to assume a particular role given the background information
from the assigned reading and reflect on what their actions or decisions would be in that
situation. For example, “would you prefer to be a woman in colonial New England or
colonial Virginia? Why?” Students must consider the issues of health concerns, property
rights, and various social issues. These writing exercises gradually enhance the students’
organization and analysis skills, as well as their critical thinking and creativity.

American history students take three major exams during the academic term, each
including a question to be answered in a lengthy essay encompassing four to eight pages
in a test booklet (i.e., “blue book™). Essay questions focus on broad themes that require
students to consolidate and compare information and ideas over the span of a historical
period. Essay questions are announced one week in advance of the exam so students can
organize their thoughts and look for evidence to support their arguments. This practice
not only develops the students’ writing skills, but it also enables the instructor to have
much higher expectations about the preparation for the essay and the quality of the argu-
ments. Poor performance can be dealt with appropriately because the problem, whether
the students’ lack of understanding or lack of motivation to study, can be more easily
determined. Essays are written in class without notes, and the bluebooks are marked to
prevent students from bringing a previously written essay into class.

The basic philosophy of UID is that mainstreaming learning activities that are helpful for
many students with disabilities, special needs, or academic preparation issues will also be
beneficial for the entire group of students enrolled in a course. For a discussion of specific
practices keyed to specific disabilities, refer to Ghere’s (2003) previously published chapter
“Best Practices and Students With Disabilities: Experience in a College History Course.”
We also previously published an extensive chapter that explored the practical means of
meeting the needs of students considered academically-underprepared within introduc-
tory history courses (Arendale & Ghere, 2005).

Summary and Recommendations for Further Investigation

This chapter has been about transforming a college course so that all students, including
those with disabilities and those with academic preparation issues, could maximize their
benefit and have a learning environment with few, if any, barriers. The educational prac-
tices contained within this chapter can be used in whole or in part by classroom instruc-
tors in a variety of ways. Instructors of history or other academic content courses could
select activities from this chapter that are appropriate to the academic preparation level of
the students and the academic expectations for the particular institution. Another variable
that comes into play is the resources made available to the instructor by the institution. Is
there a campus faculty development center the faculty member can consult for embed-
ding effective UID practices? Most of the recommended practices in this chapter do not
require extensive preparation or formal coursework.

Embedding the best practices of UID within core curriculum subjects in PsTL has shown
some elements of success. Some students with severe visible and invisible disabilities need
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more accommodations to the learning environment to increase their academic success.
Not all students with academic preparation issues need to enroll in prerequisite develop-
mental-level courses in reading, study skills, and writing. The old General College was
able to meet the needs of students who were less academically prepared than others who
were admitted to the University (Higbee, Lundell, & Arendale, 2005). Those patterns have
continued with the new PsTL.

The practices described in this chapter expand the margins of academic success for a
wider range of students, but still more powerful transformations of the course learning
experience are needed. Not all students who could benefit from the PsTL experience
are successful. One element that needs further investigation is why some students opt
out of availing themselves of these resources and opportunities. Additional research and
investigation concerning deeper issues of student motivation are needed. Research part-
nerships among cognitive psychologists, disability specialists, and content-area classroom
instructors can illuminate the complicated nature of student motivation and guide institu-
tions to adapt themselves to the needs of their students regarding the optimum learning

environment.

Previous research and scholarship has often focused on the utility of UID for groups of
students as illustrated in this article, such as students with disabilities and students with
academic preparation issues, with an extension to the entire student group. So much of
previous work has focused on increasing recognition, sensitivity, and meeting the needs
of groups within the larger student body. The future for UID is to serve as a catalyst and
guide for educators to understand that all students are different, individual, and unique.
The reason for implementing UID will not be to meet the needs of a variety of groups
within the class: rather, it will be to meet the unique needs posed by each individual
learner within the classroom. A transformed classroom learning experience will be essen-
tial to help learners to reach their full potential.
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CHAPTER 10

Writing Assignments and Universal Design for
Instruction: Making the Phantom Visible

Renee DelLong
University of Minnesota

Abstract

This chapter takes the principles of Universal Design for Instruction (UDI) and applies them to the conventions
of writing assignments in higher education. Assignment sheets, peer editing, and creating a writing community
are discussed. This chapter argues that if instructors approach UDI as a tool for both inclusiveness and profes-
sional development, we can examine assignment sheets and pedagogical values while also using UDI to exam-
ine our professional lives and the hidden values of the university.

When I made the transition from teaching high school English to teaching composi-
tion in a 4-year institution, I was given a few sample syllabi and a quick orientation on
the college’s approach. The instructors had all been trained in Universal Instructional
Design (UID; Higbee 2003) in order to make the General College (Higbee, Lundell, &
Arendale, 2005) of the University of Minnesota more accessible to students from many
backgrounds, to increase active learning in the classroom, and to make student assessment
clear in order to increase students’ sense of competency. As colleagues explained why
they wrote seven-page syllabi, held individual conferences before writing assignments
were due, and constructed detailed yet flexible writing assignments, I wondered why they
needed to explain it all to me. I took education classes when studying for my teaching
license and taught for several years in public schools. Call it whatever you want, I thought,
this is just excellent student-centered pedagogy. However, as I continued to question and
analyze my own teaching strategies, I came to a more complex understanding of UID
and its importance in writing assessment. We frequently and justifiably use writing in
higher education to assess critical thinking skills and push students’ development through
the stages of Bloom’s (1956) taxonomy to analysis, synthesis, and evaluation; yet we rarely
scaffold our demands for compelling and analytical writing. I believe that critical thinking
1s imperative and achievable for all students, and students can be taught to showcase this
critical thinking if instructors make their writing assignments clear and flexible.

In this chapter I will analyze five of Scott, McGuire, and Shaw’s (2003) nine principles
of Universal Design for Instruction—a slightly difterent but parallel model to UID—to
examine the mostly unspoken traditional conventions of writing assignments in the

university. (See Figure 1).
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Figure 1. UDI principles and considerations for writing assignments

Principle

Definition Keywords

Considerations

Principle 2: Flexibility in use

Principle 3: Simple and intuitive

Principle 5: Tolerance for error

Principle 8: A community of
learners

Principle 9: Instructional climate

accommaodation,
range of student abilities,
flexibility

straightforward ,
predictability,
intuitive

anticipation of variation,
different learning paces and skills

interaction,
communication,
honesty

welcoming and inclusive instruction,
high expectations

Do | give students some options
for completing the assignment?
Do | weigh these assignments
equally or have a trump card
assignment?

Does my assignment sheet and
rubric accurately reflect my grad-
ing requirements? Do | reinforce
to students my values as an
instructor?

Do students understand the
language | use on assignment
sheets/rubrics?

Do | use student models to
demonstrate expectations?

Do | build in rewriting
opportunities?

How much does grammar count?
How do | admit errors?

Do | make time for peer editing?
How do | encourage student
discussions outside of class?

Do | teach students what
academic honesty and plagiarism
look like in my field?

How do | know if students under-
stand my assignment sheet?

Do | use group writing
assignments?

Do | read excellent student writing
to the class? How else do | moti-
vate students to do exceptional
work?

Can students come in to my
office to discuss drafts?

The first two columns are based on concepts from Scott, McGuire, and Shaw (2003)

This chapter is directed toward faculty, instructors, and teaching assistants who require

and grade writing assignments across the curriculum. For a more in-depth discussion of
UID in college composition courses, see McAlexander (2003). We can use UID or UDI
to think through the practices and processes of writing at the college level in unique

ways. This article has a larger audience than instructors, however. Advisers may decide

to ask some of the pedagogical questions from this article when working with a student

who is struggling through a writing-intensive class. Administrators implementing UID or

UDI throughout their college or university may utilize this chapter to continue discus-

sions about writing assessment with department leaders and administrators.
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The Phantom in the Academy: Assignment Sheets and Expectations
[ frequently ask students to tell me about the writing they are expected to do in college,
and I am struck by how often they need to write essays or response papers to demonstrate
understanding, yet how rarely they are given a rubric or assignment sheet. There is a silent
agreement in college between the instructor and student: “Read my mind,” implies the
teacher, “and you might get the grade you want.” Tracking the phantom of the college
writing assignment would make a fascinating sociological—and perhaps metaphysical—
study. Some students come to college with a “sixth sense” for seeing the unspoken values
of an instructor, yet this ability often correlates with several intersections of privilege.

The one-sentence writing assignment that students often receive in lieu of an assignment
sheet accompanied by a grading rubric can prevent students from doing excellent work,
particularly students who are English Language Learners (ELL), students from urban high
schools, students with emotional or behavioral disabilities, and students who represent the
first-generation in their family to attend college. Many students fit into at least one of
these categories, and they all deserve to have clear writing assignments. All students have
this right.

As a student I agonized over this assignment: “Write a 15-20 page essay on a topic of
your choice. It must be related to the material covered in our class.” I wondered how I
could ask enough questions to get some parameters for the assignment. Which questions
could I ask? Now that I am sometimes on the other side of the lectern I marvel at how an
instructor would even begin grading a stack of those papers. If instructors develop strong
assignment sheets that ask for exactly what we want from students, such as, “use quotes
from three scholarly sources” or “summarize two scholarly articles in your own words”,
we can create the outline for our own upcoming job of assessment. Within a well-crafted
assignment students can explore their ideas and voices.

There are many reasons for assigning writing, and some of these justifications allow
students space to experiment with their analysis, voice, and tone, while others carry
with them the assumptions of professional—and perhaps detached-sounding—writing.
A hidden benefit of using UDI principles is that we step back and analyze the ways
knowledge is produced and valued in our discipline and then examine how we can assess
students’ knowledge while being fair and flexible. This examination links to the third
UDI principle, simple and intuitive approach. Writing assignments may require students
to: (a) demonstrate understanding of vocabulary; (b) demonstrate correct usage of writ-
ing conventions (Modern Language Association [MLA] style, American Psychological
Association [APA] style, Chicago style); (c) organize and summarize principles or ideas
from lecture or text; (d) quote and paraphrase primary and secondary sources; (e) use
course material to set up new connections within and beyond field; and (f) create original
(and perhaps critical) thinking in field.
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Many undergraduate students taking lower-division classes will be unable to mimic the
writing conventions in a new discipline within only 15 weeks, even though these students
may have learned a great deal in my class. Whatever my aim is for assigning writing, I give
students some tips on how to accomplish my assignment and show them what above-
average writing looks like. During recitation or lecture sections, I present anonymous
examples of both excellent and mediocre student work so that students learn the values
and vocabulary for critiquing each writing assignment. Writing is situational; there is no
essay that will earn an A in every class, and some students begin to understand this in
their second year of college. Even though the Writing Center is staffed with excellent
consultants, my writing assignments and the type of writing that I value are specific to my
discipline and my class. Students can benefit from a direct discussion of these values.

To set up my file of student writing, I ask students for their permission to use their work
in future classes. It is wise to create a short contract for students to sign that specifies how
and why their work will be used, and then ask for a paper copy of their writing that has
their name and any identifiers removed.

Creating Community and Peer Editing

It is then assumed that with an assignment sheet and some examples of excellent writing
students should breeze through writing assignments, but for first-year college students
in particular this may be an unrealistic expectation. Efficient instructors reinforce the
importance of these tools with peer editing. If writing is situational, and writing is a
process, then it only follows that students should be required to write rough drafts and
talk through the parameters of the assignment with other students. The eighth principle
of UDI emphasizes the importance of creating a community of learners, and peer editing
supports this. Bruch (2003) described a community activity for creating meaning around
and within an assignment long before the first draft is written. In this activity, students
examine the new assignment sheet and write down their understanding of it. Working
in small groups, students share their interpretations and think about “the difterent kinds
of cultural work done by the different kinds of writing” that they could do to fulfill the
assignment (p. 100). Bruch stressed that during this activity he tells students to stay open
to various interpretations of the assignment and not to try to figure out which one might
be correct. He also does not step in and point to a “correct” interpretation. Additionally,
this activity makes reading an assignment sheet a personal act of interpretation and gives
the instructor a voice in the discussion.

I hold peer editing sessions during class for selfish reasons: in most cases, I do not want
to be the first person who reads a student’s text. That desire is strong enough for me to
plan for peer editing before each major assignment is due. Not every student has learned
how to do peer editing before coming to my class, so I ask students to use the assignment
sheet to read each others’ first drafts. This also gives me a chance to teach students the
vocabulary that I use when I assess their writing. A detailed peer-editing sheet can be an
excellent tool to focus students’ attention on the values written into the assignment sheet
and rubric. Sometimes [ rework our class schedule and save peer editing for assignments
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that permit students to do more creative or subjective work, and make peer editing on
large papers worth several points or a percentage of the grade. Later in the semester, I
assign peer editing as homework. In nearly every class, a few students complain about the
quality of their feedback and I refocus their analysis on what they learned from reading
other people’s work. The process of sharing writing is valuable for many reasons.

Procrastination can be fear masquerading as laziness. When a deadline is broken into
chunks (e.g., due date for first draft, due date for second draft, final due date), students
can be motivated into working through the process. In addition, each benchmark draft
becomes a time for students to come and talk to me about the project. Using UDI allows
me to refocus my ideas about the curriculum of the class, and because I am invested in
teaching students to seek and learn from additional readers, I value peer editing.

Admitting Errors: Using UDI to Talk About Teaching

At the beginning of this chapter, Figure 1 provides a list of questions to consider when
instructors examine writing assignments using the tool of UDI. Some of the questions
can be answered as we examine our teaching environments, post assignment sheets on
blogs or Web pages, and create community through and beyond our classrooms. I wrote
the consideration questions in column three to suggest alternate practices and not to
prescribe changes. I can recall several cases when to myself I responded to a question in
column three with a complaint about clunky technology or the limitations of my time
and energy. In keeping with the spirit of UDI, I bring my most flexible and inquisitive self
to the classroom with the understanding that there are physical and institutional limita-
tions on the work that I do.

The fifth provocative UDI principle, and the one that can help us rethink many aspects
of our teaching practice is: Tolerance for error—both student and teacher error. Making
space for errors in our classrooms speaks to the humanity and the hope of the institu-
tion. I use my voice to remark on students’ writing and not some “godlike” teacher voice.
“I think I understand ...” or “I’'m not sure this follows ...” are much more humane and
conversational comments than “This doesn’t follow” or mean-spirited question marks
that leak from red pens. When I reject the stereotype of the professor who has all the
answers, I can listen fully and continue to learn in the classroom. Making public mistakes
reminds students of my fallibility and can increase their respect for the process of learning
and increase their engagement with the class. Perhaps we can create knowledge and direct
the class together. Perhaps I have more to learn about my discipline and how to teach it,
and that is exciting.

Although UID’s and UDTI’s acknowledgement of each student’s unique needs and learn-
ing styles is practical, perhaps the most radical lesson we can learn through UID and UDI
is that each member of the class, including the instructor, has lapses, questions, and spaces
for growth. Faculty development programs could use UID and UDI to rethink all aspects
of what it means to be a “professor” and how faculty members continue to develop over
their careers.
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A Conclusion and a Question of Haunting

As a graduate student I have begun to read my professors’ articles or books before I take
their classes, and this practice has given me a sense of what they value as excellent writing.
Then I reconstitute their writing choices and hidden values to sketch out the assignment
sheet that might later be missing from their writing assignments. Sometimes I still write
the paper that I value more, but I do it knowing that I may not earn an A in the class.
My examination of professors’ texts is a process that involves reanimation, an examina-
tion of a hidden process, and maybe an act of ghostbusting. But undergraduate students
cannot be expected to engage in this process. Instead, as instructors we must make what
is hidden transparent.

The unspoken writing conventions of the university haunt our halls, and we must all
work to make the phantom visible by creating specific guidelines and assessments for
writing assignments. If we are not working on our pedagogy and continuing to develop
our practices to create clarity in our classrooms, we run the risk of rewriting old texts of
exclusion. Is elitism the most hallowed ghost of the university?
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CHAPTER 11

Successful Undergraduate Mathematics Through

Universal Design of Essential Course Components,

Pedagogy, and Assessment

Irene M. Duranczyk and Annia K. Fayon
University of Minnesota

Abstract

This chapter juxtaposes the standards for successful undergraduate mathematics as defined by the professional
mathematics organizations with the guiding principles of Universal Instructional Design (UID) and multicul-
turalism. It makes the case that you can not have one without the others. Specific examples of multiculturalism
through UID with mathematical applications for determining essential components, deciding on pedagogical
approaches, and using authentic assessment are given. Developmental mathematics is addressed, but in the

context of undergraduate mathematics for all.

Students with disabilities (e.g., learning, visual, hearing, medical, mobility and motor
control, attention deficit/hyperactivity, psychiatric) generally have been exposed through-
out their formative years to many situations that necessitated the development of life
skills in problem solving, perseverance, creativity, and mastering multiple or alternative
approaches—characteristics that are generally enabling in the study of mathematics—yet
tew of these students will choose to pursue an undergraduate science, technology, engi-
neering, or mathematics (STEM) degree. The number of people with disabilities in higher
education has tripled in the past 25 years (Ebert, 2005), but not in STEM careers. While
13% of the members of the working population in the United States have disabilities, only
7% (= 365, 000) of the STEM workforce has disabilities (National Science Foundation
[INSF], Division of Science Resources Statistics, 2002).

In 1999 the National Center for Education Statistics (NCES; Horn & Berktold, 1999)
projected that more than 6% of postsecondary students have one or more disabilities; of
those, over 29% report a learning disability; 23% an orthopedic disability; 21% a health-
related disability (e.g., diabetes, asthma, narcolepsy); 16% a hearing disability; 16% a visual
disability; and 3% a speech disability. Just 5 years later, the 2003-2004 NCES national
survey of undergraduates in postsecondary education indicated that 11.3% of postsec-
ondary students reported some type of disability (Horn, Nevill, & Griffith, 2006), well
over the 6% of the postsecondary population projected to have disabilities in the 1999
study. The NCES 2003-2004 report identified that 21.9% of postsecondary students with
disabilities have psychological or psychiatric disabilities (Horn et al., 2006); these are the
two fastest growing segments of the postsecondary population with disabilities.
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These data can only reflect reported documented disabilities. Students, given an option,
may choose not to self-disclose (Uncertain welcome, 2002). Not knowing how their
disability will be received unless the disability is obvious, students may prefer to adjust
to the academy without disclosure unless there are clear and transparent signs that the
environment will truly honor multiple ways of approaching and demonstrating academic
knowledge or the essential components of the course.

Many students with disabilities are not encouraged in the study of mathematics
(Feigenbaum, 2000). They are often perceived in the academy through the lens of a
deficit model (also see Chapter 2 by Evans). The barriers or challenges they will face in
the academy and STEM professions are emphasized, as opposed to acknowledging the
life skills and attributes these students already possess and upon which they can draw
while pursuing a STEM career. It is worth emphasizing that the challenges persons with
disabilities face and overcome on a daily basis are the same entry-level skills and attributes
needed in persons who study mathematics. Persons without disabilities are not as likely to
be exposed to daily opportunities demanding creative solutions. Persons without disabili-
ties may not have taken the time to work or think thorough situations and activities that
individuals with physical, medical, psychological, or learning disabilities have analyzed
and found adaptive ways to accomplish successfully.

Students with disabilities enter the college mathematics classroom with their history of
accommodations, barriers, and frustrations, as well as their positive, empowering life expe-
riences. When accommodations are individual to a student the message of “difference” is
conveyed. When classroom spaces, curricula, pedagogy, and assessments are prepared with
Universal Design (UD) in mind, all students can benefit. All students can utilize their
life skills in meeting the challenges of the subject matter. Why universal access instead
of accommodation? Universal access gives all students agency and authority in the class-
room and in the academy. Students recognize that their experiences have prepared them
for the educational environment rather than counting on the institution to accommodate
their needs as they enter the new environment.

There is a mathematics educational gap for many students, not just students with disabili-
ties. Although ACT has reported that more than 58% of postsecondary students are not
ready for college-level mathematics and science, 54% of postsecondary students entering
higher education have completed the college-preparatory curriculum and meet their
state’s guidelines for college readiness (ACT News, 2006). By weaving of principles of
Universal Instructional Design (UID), ethnomathematics, ethnoeducation theory and
pedagogy,and a sociocultural learning model into undergraduate education, more students
can achieve the objectives of mathematics education for liberal arts and some will be able
to realize a future in a mathematics-based career.

The literature emphasizes technological advances that have made access to education
more universal for persons with vision, hearing, and other physical disabilities (Rose,
Meyer, & Hitchcock, 2005). There are many instances where the use of technology can
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bridge content, pedagogy, and assessment gaps for students with learning, attention defi-
cit/hyperactivity, or psychiatric disabilities as well. This chapter focuses on the nontech-
nological ways that faculty can create a learning and teaching environment that makes
the cultural adjustments necessary for student access, engagement, persistence, and success.
Even with technology these nontechnological approaches and “states of mind” are criti-
cal for faculty to address. Through faculty revisioning of effective teaching and learning,
universal access can be achieved.

In order to illustrate how universal access can be achieved in the college mathematics
classroom, the standards for successful undergraduate mathematics teaching and learning
will be juxtaposed with the guiding principles of UID. Emphasis is on making essential
course components transparent for all students, determining pedagogical processes that
ensure equal access, and designing assessment strategies for fair and equitable evaluation of
student progress. Through the dual lenses of multicultural theory and the experiences of a
practicing ethnomathematician, specific examples of UID for undergraduate mathemat-
ics coursework are given. Developmental mathematics is addressed, but in the context of
undergraduate mathematics for all.

Working Definitions

Working definitions of UID, ethnoeducation, sociocultural learning, and multicultural-
ism are needed before we proceed. These definitions provide a context for rethinking
our academic content, pedagogical approaches, and assessment techniques. Each of these
definitions provides a larger theoretical framework to reenvision our roles as teacher and
learner. Each of these definitions can help practitioners in higher education reassess what
it means to provide equal access for all students.

Universal Instructional Design

Universal Instructional Design is a process that maximizes learning for all students and
minimizes the need for individual accommodations based on eight principles: creating
a welcoming classroom climate, determining the essential components of the course,
providing clear expectations and feedback, exploring ways to incorporate natural supports
for learning, implementing varied instructional methods to share knowledge, providing
a variety of ways for students to demonstrate knowledge, using technology to enhance
learning opportunities, and encouraging faculty-student contact (Fox & Johnson, 2000).
This definition invites faculty to rethink the content, pedagogical approaches, and assess-
ment techniques used in the academy. It focuses on the end product and not the means
for achieving that goal. The next few definitions provide a theoretical backdrop for this
task—how to implement the eight guiding principles of Universal Instructional Design.
Each of the UID principles are addressed in the context of an ethnoeducation and socio-
cultural theory model in first-year undergraduate mathematics (see Figure 1).

Ethnoeducation
As reported by Jackson (1995), ethnoeducation was first defined by Colombia’s
Constitution in 1986:
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Figure 1. Guiding principles of Universal Instructional Design and multiculturalism with the professional
standards for mathematics

Universal Instructional
Design

Create a welcoming
classroom climate

Determine the essen-
tial components of the
course

Provide clear expecta-
tions and feedback

Explore ways to incor-
porate natural supports
for learning

Provide varied instruc-
tional methods

Provide a variety of
ways for students to
demonstrate knowledge

Use technology to
enhance learning
opportunities

Encourage faculty-
student contact

Content Pedagogy

Multicultural Perspectives

e Begin with students’ lived
experiences

® Present mathematics as a cultural
tool

e Determine key concepts, language
and symbolic techniques needed
to reach course and curriculum
objectives

e Create connections from the
concrete, discrete experience
to key mathematical concepts,
formal mathematical language,
and symbolic mathematical
representations

Provide clear expectations, feedback,
and bridge building between informal
cultural experiences and academic
cultural knowledge

¢ Promote active learning and inde-
pendent thinking

e Use cultural artifacts, tools, and
expressions to support key math-
ematical concepts and ideas

e Use multiple experiential
approaches to explore key math-
ematical ideas.

e Use student-centered approaches
to construct mathematical
knowledge.

¢ Incorporate the role that language
and culture play in learning
mathematics

Use multiple classroom assessment
techniques as an integral part of
instruction to assess student learn-
ing and use those results to adjust
instructional methods and materials

Integrate technology as a tool to help
students discover and understand
key mathematical concepts

Encourage student-faculty contact
embedded in the implementation of
teaching strategies that capitalize
on students’ cultural knowledge and
ways of learning

Assessment
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AMATYC and MAA Standards

Create an environment that optimizes
the learning of mathematics for all
students

¢ Define and build consensus on goals
and objectives of the mathematics
curriculum and individual classes.

e Create courses and programs based
on desired student outcomes

¢ Provide students with prompt feed-
back and be attentive, clear, and
organized

e Clearly define high expectations and
communicate these to all students

Provide appropriate physical facilities
and academic support resources to
promote student success in math-
ematics and complement learning
experiences

Use a variety of teaching strategies that
reflect the results of research to enhance
student learning such as: collabora-
tive/cooperative learning, discovery-
based learning, interactive lectures and
question-posing, writing, technology

Use multiple classroom assessment
techniques as an integral part of instruc-
tion to assess student learning and

use those results to adjust instructional
methods and materials

Integrate technology as a tool to help
students discover and understand key
mathematical concepts

Encourage student-faculty contact
embedded in the implementation of a
variety of teaching strategies
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a permanent social process, immersed in the culture, that consists of the acquisition
of knowledge and values, and in the development of capabilities, in keeping with the
needs, interests, and aspirations of the community, that will give to it the capacity to
tully participate in the cultural control of the ethnic group. [Ministerio de Educacion
1986a:59] (p. 308)

D’Ambrosio (1985), considered the father of ethnomathematics, defined ethnomathe-
matics as:
the mathematics which is practised among identifiable cultural groups, such as
national-tribal societies, labor groups, children of a certain age bracket, professional
classes, and so on. Its identity depends largely on focuses of interest, on motivation,
and on certain codes and jargons which do not belong to the realm of academic
mathematics. (p. 45)

These two definitions assisted in broadening the concept of education to include cultural
groups’ ways of observing, documenting, theory testing, and explaining the world.
Knowledge in the academy or university-based knowledge making would be one form
of ethnoeducation—higher education as the cultural group’s approach to education. The
university as a cultural group has a view and approach to observing, documenting, theory
testing, and explaining the world. It does not always include, acknowledge, or value diver-
gent yet valid ways of knowing and learning that students from other cultures or with
multiple cultural identities bring to the academy. Expanded definitions of multicultural-
ism, UID, and ethnoeducation honor the knowledge and skills developed by persons with
multiple identities, including individuals with disabilities, as they interact with the world.
They acknowledge, value, and incorporate cultural knowledge from outside of the acad-
emy with academic pursuits.

Sociocultural Learning Theory

Sociocultural learning theory provides a pedagogical umbrella for these multicultural,
multiple identities concepts. This process is an adaptation of experiential learning (Kolb,
1984), culturally responsive mathematics and science education (Nelson-Barber & Estrin,
1995), and The Algebra Project’s pedagogy (Moses & Cobb, 2001). Students enter college
classrooms with a wide variety of informal mathematical knowledge, skills, and ways of
thinking about and understanding their world. Often students leave this bank of infor-
mation untouched and isolated from their academic experiences and required under-
graduate academic knowledge base. Students able to function successfully in college—
managing their time, money, and other resources—often are unable to demonstrate
skills in using decimals, determining percents, or calculating decay rates, despite having
entered the classroom having successfully calculated sales tax, tips, and transportation
rates. When pressed, students who demonstrate their use of mathematical thinking,
evaluating, and problem solving outside the academic setting can relate it to academic
mathematics. Bridges between lived experiences and academic knowledge may need
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Figure 2. An ethnomathematical and sociocultural learning model
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/\

Step lll: Intuitive
Language and
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to be rebuilt or strengthened. This is the first step in the sociocultural learning model
(see Figure 2).

It is not until Step IV in this learning model that a bridge is built between students’
cultural representation (i.e., pictorial and verbal understanding) of the concept and the
academic representation of the concept. This process acknowledges students’ lived expe-
riences and understanding and uses that information to build or restructure information
for disciplinary contexts. A more complete description of this process with examples can
be found in “Introductory-Level College Mathematics Explored Through a Sociocultural
Lens” (Duranczyk, Staats, Moore, Hatch, Jensen, & Somdahl, 2002).

Multiculturalism
As an idea, multicultural education seeks to create equal educational opportunities
for all students, including those from different racial, ethnic, and social-class groups.
Multicultural education tries to create equal educational opportunities for all students
by changing the total school environment so that it will reflect the diverse cultures
and groups within society and within the nation’s classrooms. (Banks et al., 2001, p. 2)

Banks’ (1995) five dimensions of multicultural education (i.e., content integration, knowl-
edge construction, prejudice reduction, equity pedagogy, and empowering school culture)
are all embraced in the basic components of ethnomathematics and sociocultural theory.
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Ethnomathematics links students” diverse ways of knowing and learning and culturally-
embedded knowledge with academic mathematics. Ethnomathematics embraces students’
lived experiences, builds from that knowledge, and interfaces students’ real-world knowl-
edge with academic terms, concepts, and ways of knowing.

Integration With the Disciplinary Standards

In the new American Mathematical Association for Two Year Colleges (AMATYC) stan-
dards, Beyond Crossroads: Implementing Standards in the First Two Years of College
(AMATYC, 2006), Chapter 4 is dedicated to acknowledging the diversity of our student
population. As indicated in Figure 1, a review of the new standards for undergraduate
education as set by AMATYC, the National Council of Teachers of Mathematics (NCTM,
2000), and the Mathematical Association of America (MAA, 2004) for undergraduate
mathematics, juxtaposed with the guidelines for students with physical, psychological,
or learning disabilities, reveals similar goals for course content, pedagogy, and assessment.
Students who begin the postsecondary experience in a mathematics course below precal-
culus are primarily students who have not adjusted to traditional ways of learning posed
in elementary and secondary education. They are often students who have avoided math-
ematics in high school and are placed in developmental education mathematics courses in
postsecondary education. These are students who can benefit from UID, the sociocultural
learning model, and the implementation of ethnoeducational or multicultural constructs.
A multifaceted approach that integrates all three of these models embraces all students and
creates natural supports for students with disabilities or developmental education needs.

The next section of this chapter will address three major areas of concern—access through
the essential course components (i.e., disciplinary content and intellectual skill develop-
ment); multiple teaching strategies (pedagogy); and multiple measures and formats for
evaluating the attainment of essential course components (assessment). As illustrated in
Figure 1, there are many natural supports and intersections when UID is viewed in
context with multicultural perspectives and the disciplinary standards. Later in this chap-
ter a section on the power of language will be addressed. The words we use in our peda-
gogy can be either empowering for students or send the message that students are missing
key attributes needed for their academic success.

Access Through Essential Course Components

The purpose of mathematics as a mainstay in a college or university education boils down
to the need for quantitative literacy in our technological world, much of which is embod-
ied in the intellectual development skills defined by AMATYC (1995): (a) engaging in
problem solving, (b) experiencing real-world modeling, (c) enhancing reasoning skills, (d)
connecting mathematics with other disciplines, (¢) communicating mathematical ideas, (f)
developing mathematical power, (g) translating among mathematical representations, and
(h) using technology to advance mathematical understanding. Along with the metaskills
derived from studying mathematics, there are also standards for undergraduate mathemat-
ical content defined by AMATYC (1995). All undergraduate course work below calculus
should assist students in: (a) developing enhanced number sense; (b) using symbolism and
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algebra for problem solving; (c) knowing when and how to apply geometry and measure-
ment principles; (d) developing function sense, preparing the way for calculus concepts;
(e) identifying and creating continuous and discrete models; (f) understanding the prin-
ciples of data analysis, statistics, and probability; and (g) identifying and working through
deductive proofs. There needs to be a balance between focusing on the step-by-step skills
for the basic algorithms of arithmetic, algebra, geometry, trigonometry, and calculus and
the intellectual “habits of the mind” (Conley, 2003) and the essential components of
mathematics for the liberal arts as defined by the intellectual development and content
standards (AMATYC, 1985, 2006).

Is factoring quadratic equations by grouping an essential component of an undergradu-
ate algebra class, or is the understanding of the meaning of quadratic equation factors
the essential component? Students can take a look at the many times that the “factors”
of quadratic equations occur in their lives (e.g., throwing or hitting a ball; relationship
between the dimensions of a quadrilateral and its area; the relationship between time,
speed, and distance); be introduced to the many ways factors of quadratic equations
can be found; and understand the relationships between factoring by grouping, graph-
ing quadratic equations, using the quadratic formula or completing the square for find-
ing factors. With this knowledge students can use nontechnological and technological
approaches to finding factors of quadratic equations to solve real-world problems. This
does not mean that we should not introduce students to and give them the opportunity
to develop skills in the techniques used for exploring processes in mathematics. It only
means that the essential components need to be clear and enable all students to achieve
competency in the course goals. The emphasis needs to be on the concepts, skills, and
behaviors that are core to the discipline and future studies. For some students a visual
model (e.g., a graph) will be most beneficial. For other students an algebraic formula will
be more informative. Yet other students will find the actual event (e.g., throwing the ball
and noting the results) as the preferred method to bring the concept home. Mathematics
faculty must determine how the essential components for a particular course or curricu-
lum are defined. The faculty defines the essential components after considering the real
and realistic purpose of the particular course or curriculum. What habits of mind and
skills do students really need to be successful in mathematics? Are they the intellectual
development skills as previously defined or are they particular algorithmic techniques?

Another example in mathematics will demonstrate this thought even further. The impor-
tance of students being able to understand algebraic concepts in words, tables, graphs,
and algebraic statements or equations is well founded (AMATYC, 2006; MAA, 2004;
NCTM, 2000). It is important for students to see the connections between these repre-
sentations. It is also important to allow students to experiment with each of these forms
yet use the form that best matches their own preferred learning styles, strengths, and
thought processes. Is it imperative that a student with a vision impairment be as adept
at reading and producing graphs as a student who relies on visual materials for meaning
making? A student who is not a visual learner can demonstrate the interconnectedness
between tables, equations, and words and be successful in understanding the relationship
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between variables without being adept at graph making. Will a student who is not a visual
learner rely on a graphic presentation for knowledge and understanding of mathemati-
cal concepts or will the table and equation tell the greater story? The answers to these
questions may vary from student to student. It is important to check for understanding of
mathematical concepts. It is not essential that all students represent mathematical knowl-
edge and understanding in exactly the same way. Students need to know mathematical
conventions, but also need to express mathematical knowledge and understanding in ways
that are compatible with their cultural life experiences and ways of knowing.

Access Through Multiple Teaching Strategies
Creating a welcoming environment is the first step in reducing anxiety and honoring
disclosure or nondisclosure of a disability. When an instructor verbalizes a commitment to
diversity, multiculturalism, universal access, and equity on the first day of class and demon-
strates it in an opening activity, students’ anxiety level regarding whether or not to disclose
can be minimized. For instance, the faculty member can share a personal disclosure or
relate a story that demonstrates a discomfort and apprehension in new situations and how
that struggle shaped a new vision of teaching and learning. The faculty member might
make a statement similar to the following:
[ am a proponent of discovery learning. We will use this approach. However, I would
prefer not “discovering” too late that my approach to teaching and learning is not
working for you. I would like an honest and clear relationship so that your time is
maximized in this class and that I, too, can learn from you.We are in this together. We
all learn or we all just put in time.

It is helpful if faculty acknowledge to students the belief that learning is a unique expe-
rience—rate, methods, and past experiences filter and form the base from which new
knowledge can be absorbed and created. This is only the beginning. Creating a welcom-
ing environment begins on the first day and continues to be the faculty member’s habit of
mind guiding or filtering the selection of all future activities, assignments, and pedagogical
practices.

There 1s evidence that students with learning disabilities and behavioral disorders who
have mediated inquiry-, activity-, or discovery-based classrooms make academic gains
equivalent to those of their classroom peers and superior to most typical students in text-
book-based classrooms (Dalton, Morocco, Tivnan, & Rawsom Mead, 1997; Mastropieri
& Scruggs, 1994; Palincsar, Magnusson, Collins, & Cutter, 2001). There is also evidence
that students who may have developmental educational needs also benefit from these
same strategies. Mathematical work by students with learning disabilities may contain
more numeric computation errors rather than conceptual algebraic errors (Feigenbaum,
2000). If the emphasis in the classroom is on process, numeric computation errors can be
addressed in the context of reasonable answers, proof or recheck techniques, or the use of
a calculator and arithmetic tools to recompute. The use of small groups in class and study
groups outside of class can also give students flexibility and provide natural supports for
reflecting on the results of computations.
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The AMATYC (1995, 2006) standards also devote much attention to the impact of peda-
gogy on the teaching and learning process. The research used by the professional organi-
zation supports the key areas of pedagogy embraced by ethnomathematics, sociocultural
theory, and disability studies. Instructional strategies that provide for more student-based
activities, recognize student-constructed knowledge, and help students relate new infor-
mation to what they already know enhance student achievement (Brophy & Good, 1986).
AMATYC standards present guidelines in five areas: teaching with technology, interac-
tive and collaborative learning, connecting with other disciplines and real-life experi-
ences, multiple approaches, and experiencing mathematics—“projects and apprentice-
ships that promote independent thinking and require sustained effort” (Brophy & Good,
p- 366). The research on multicultural and UID pedagogical practices verifies that there
is increased achievement for all students regardless of cultural heritage or disability when
these principles are incorporated into the academy (Kinney & Kinney, 2003; Staats, 2005).
Although some students have and can learn through traditional lecture and drill and prac-
tice in the teacher-centered classroom, it is unlikely that anyone will be disadvantaged by
a student-centered, engaged classroom.

When reviewing group activities used in the classroom, more attention needs to be
given to the cultural aspects of the activity. For example, many faculty are still primar-
ily teaching probability through the use of cards, dice, and other gambling techniques,
when segments of our population have religious or cultural restrictions that disadvantage,
isolate, or alienate some students when expected to engage in these activities to learn
mathematics. Knowledge of the colors, number, and types of cards in a playing deck is not
culturally unbiased knowledge. Presenting or having students demonstrate ways that their
culture uses probability concepts in play as well as work can be more equitable, inviting,
and culturally respectful. In the world of play, most cultures have other probability or
counting artifacts, games, or historical representations that do not involve gambling.

Many teachers of developmental mathematics use objects and activities to demonstrate
mathematical concepts. These techniques are known to increase memory and mean-
ing making for students with disabilities (Maccini & Gagnon, 2006). Using a variety of
classroom instructional activities in 10- to 15-minute segments that rely on movement;
interaction; varying the size, length of time, and type of work done individually or in
groups can engage all students. Again there needs to be a balance among the type and
time utilized for the individual activities, the time allotted for reflection on the mean-
ing of the activity, and the skill building focus of the essential content and intellectual
develop components of the course. Tutorials that can maximize students’ visual, tactile,
auditory, and interactive learning preferences can become integral to in-class or out-
of-class supports. Attention has to be given to strategies that tap into students’ strengths
and culture.

The Power of Language
Individual reflections and small group work to verbalize one’s thinking and actions (e.g.,
what I am doing in the classroom, writing on the board, observing, or how I am lining
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up information) provide a powerful way to assist all students in developing meta-cognitive
skills, using all their senses to take in new information, and demonstrating how think-
ing guides actions. Relating classroom events to real-world experiences or past activities
in the classroom will also help students contextualize and build mental concept maps.
Mathematics teachers can have students verbally or visually demonstrate their thinking
process. This will not only help them formalize what makes sense and what does not
make sense, it will help them utilize more of their physical senses and enhance memory
paths. These processes help all students. Students with limited vision may benefit most
from the verbalization of important aspects of problem solving, yet the demonstration will
also assist a more visual learner with meaning making beyond the pictures. Talking math
out loud empowers students to talk about math using both academic terminology and the
words they use for less formal mathematics talk. It also helps build bridges between infor-
mal and nonmathematical language and the language of the academy. Reading math-
ematical punctuation and expressions can be used to clarify the similarities and differences
between nonmathematical word meaning and academic mathematical terms. Verbalizing
the similarities and differences between academic mathematical terminology and one’s
informal or other disciplinary base will help clarify mathematical concepts. In mathemat-
ics, reduce, cancel, and simplify have similar meanings but outside of the mathematical
context they have very different meanings. In American Sign Language the sign for the
distributive property in mathematics shares a common expression with a sign indicating a
woman who has sex with more than one man.The roots of the many mathematical terms
have other meanings when used by students in cultural, formal, or informal conversations.
Bridging activities or exercises among conflicting concepts is an important part of mean-
ing making and enhances one’s ability to remember and recall concepts.

Access Through Alternate Measures and Formats to Demonstrate Knowledge
Advancements in the science of thinking and learning call for educational assessments
that are culturally sensitive and respectful of the diversity of ways of knowing (Pellegrino,
Chudowsky, & Glaser, 2001). Using a variety of culturally sensitive approaches for measur-
ing increased knowledge and skills related to the essential components of undergraduate
mathematics courses can add to this body of research. The 2006 edition of the AMATYC
standards includes a chapter devoted to completing the circle—evaluating the impact of
the course content and pedagogy on students’ progress. These new guidelines are consistent
with what has been offered in multicultural and disability studies. Assessment must take
place at multiple levels: classroom, course, and program. Only when assessment is aligned at
all three levels is there a feedback loop for program improvement and evaluation of if and
how well the program is serving students. This chapter focuses only on meeting the diverse
needs of all students at the classroom level. It is not intended to minimize the impact of the
course, program, and institutional levels of assessment. For each of these levels faculty and
administrators need to address sociocultural and disability issues to ensure that there is equal
access and equity within the program and institution. The two key components recom-
mended by AMATY C (2006) are multiple classroom assessment techniques integrated into
the teaching and learning process and clear and transparent feedback loops between students’
assessment results and adjustments in instructional methods and materials.
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Operationally, untimed testing, retesting, and alternative ways to represent knowledge and
skills (e.g., presentations, projects, in-class activities) may be starting points for reflecting
on classroom assessment. One example drawn from rhetoric faculty is using the midterm
exam as a first draft (Duranczyk & Lee, 2007). This practice reduces anxiety. Students
can relax, and are thus able to recall as much information as possible, knowing that the
draft can be revisited and revised to demonstrate the essential course components (i.e.,
skills and concepts). The emphasis is on being able to demonstrate competence, not on
being able to demonstrate it right now. Between drafts, as in composition, students can
meet with tutors or faculty to talk through concepts, skills, and presentation. Peer review
is another technique used in composition that can assist mathematics faculty in revision-
ing class assessment activities (Duranczyk & Lee). Students can review other students’
work to evaluate whether or not a problem and its solution are clearly and completely
presented. Student-to-student feedback can move the assessment from a teacher-centered
activity and the teacher’s need for clarity in the presentation of mathematical work to a
student-centered activity and the need to communicate mathematical meaning clearly
with peers using conventional mathematical language and symbols. Skipping steps, not
defining variables, not clearly indicating a final solution and its meaning, or leaving out
connecting mathematical verbs or symbols will make peer review difficult. Students’ clear
presentation of mathematical ideas can only follow when there is a clear understanding
of mathematical methods and concepts.

The use of rubrics to assess project-based activities, classroom and homework assign-
ments, exams, or students’ class presentations based on the essential course components,
intellectual development skills, and mathematical standards can also create a venue for
presenting clear expectations, feedback, and assessment. Figures 3 and 4, adapted from a
model initially presented by Exemplars (2001), provide two examples of how a rubric
can be designed to provide clear expectations and involve students in reflection, and
be used for assessment purposes. The columns in both rubrics represent the methods
(i.e., intellectual development skills) and assessment forms promoted by the mathematics
professional organizations based on research on teaching and learning in mathematics
(AMATYC, 2006; MAA, 2004; NCTM, 2000).

Summary and Implications for Mathematics Faculty

and Administrators

The mathematical professional associations’ standards, best practices in multiculturalism,
and UID principles support, enhance, and advance undergraduate teaching and learning.
This chapter draws clear demarcations between content, pedagogy, and assessment for
presentation purposes only. The integration of a purposeful theoretical framework that
values the contributions of all students, embracing their diversity in cultural heritage, abil-
ities, race, religion, age, language, gender, income, sexual orientation, and so on, coupled
with a purposeful institutional approach in determining essential course components and
multiple pedagogical and assessment approaches to explore and assess how well students
achieve those essential components will make UID and equity possible. It is also impor-
tant to note that the mathematical practitioner’s commitment to move toward a more
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Figure 3. Project activities grading rubric

Levels Problem Solving Reasoning and Proof | Communication Connections

Novice No plan is identified or Positions are made with- No clear presentation of No connec-

2 points a plan is started but not out support. No reasoning | ideas. Little or no commu- | tions are
complete. Little or no or justification for reason- | nication of an approach made linking
evidence of drawing on ing is present. is evident. Everyday, this activ-
some relevant previous familiar language is used ity with life
knowledge is present. to communicate ideas experiences
Lacks evidence of some but not related to formal and academic
relevant engagement in mathematical language. mathematics.
the task.

Apprentice A partially correct strategy | Some arguments are Some communication of | Some attempt

3 points is chosen, or a correct made and are supported. | an approach is evident to relate the

strategy for solving only
part of the task is chosen.
Evidence of drawing on
some relevant previous
knowledge is present,
showing some relevant
engagement in the task.

Some correct reasoning
or justification for reason-
ing is present but not a
clear, complete, system-
atic presentation.

through verbal or written
accounts and explana-
tions, use of diagrams or
objects, writing, and using
mathematical symbols.
Some connections
between informal and
formal math language is
used, and examples are
provided to communicate
ideas.

task to other
subjects

or to own
interests and
experiences is
made.

Practitioner 4 | A correct strategy is Arguments are Communication of an Mathematical
points chosen based on the constructed with approach is evident connections
mathematical situation adequate mathematical through a methodical, or observa-
in the task. Planning or reasoning. A systematic organized, coherent, tions are
monitoring of strategy is approach or justifica- sequenced, and labeled recognized.
evident. Evidence of solid- | tion of correct reasoning response. Informal and
ifying prior knowledge is present including: (a) formal math language is
and applying it to the clarification of the task, (b) | used throughout the solu-
problem-solving situation | Exploration of mathemati- | tion to share and clarify
is present. cal phenomena, and (c) ideas.
Noting patterns, struc-
tures and regularities.
Expert An efficient strategy is Deductive arguments are | Communication beyond Mathematical
5 points chosen and evidence used to justify decisions the practitioner level is connections
of evaluating progress and may result in more achieved. Communication | or observa-
toward a solution is formal proofs. Evidence of arguments is supported | tions are used
present. Adjustments in is used to justify and by mathematical proper- to extend the
strategy, if necessary, are | support decisions made ties used. Precise math solution.
made along the way or and conclusions reached. | language and symbolic
alternative strategies are This may include: (a) notation are used to
considered. Evidence of testing and accepting or consolidate math thinking
analyzing the situation rejecting of a hypothesis and to communicate
in informal and formal or conjecture, (b) expla- ideas.
mathematical terms and nation of phenomena,
extending prior knowl- and (c) generalizing and
edge is present. extending the solution to
other cases.
My rating of
this portfolio:
Professor’s
Rating:

Note. Modified from the original version of NCTM Standard Rubric by Exemplars, 2001. Available from http://exemplars.com/
resources/ rubrics/nctm.html. Copyright 2004 by Exemplars. Adapted with permission.
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Figure 4. Grading rubric for portfolios

Levels Assigned activi- Revisions to first Additional repre- Daily notes used
ties/ reflections/ drafts as appropri- | sentations of for capturing
documents ate to show prog- | learnings or prog- | in-class and out-
charting progress | ress toward course | ress toward course | of-class progress
toward course objectives objectives toward course
objectives objectives

Not Serious | No completed No revisions made No additional work No class or study

1 point assignments on assignments present notes present

Novice Less than 50% of Less than 50% of the | Some additional Some class and

2 points the assignments revisions completed | work present but not | study notes present
completed on assignments labeled or organized | but not labeled or

to show progress organized to show
toward course progress toward
objectives course objectives

Apprentice | At least 50% of At least 50% but less | Some additional Some additional

3 points the assignments than 75% of the revi- | work present but not | class and study
completed but less sions completed on | addressing weak- notes present but
than 75% assignments nesses as identified | 50% or fewer of

in assignments; the course objec-
some labeling and tives have notes
organization is pres- | that are labeled and
ent showing prog- organized

ress toward course

objectives

Practitioner | At least 75% of At least 75% of the Additional work pres- | More than 50% of

4 points the assignments revisions on assign- | ent addressing some | the course objectives
complete ments complete of the areas of weak- | have class and study

nesses as identified | notes clearly labeled
in the assignments;. | and organized

the work is labeled

and organized

Expert More than 90% of More than 90% Additional work pres- | There are class

5 points course assignments | of the course ent addressing all of | and study notes for
completed and assignments have the areas of weak- each of the course
turned in on time completed revisions | ness identified in objectives that are

and were turned in the assignments; all | clearly labeled and
on time work is labeled and | organized
organized

My rating of

this portfolio:

Instructors

rating
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equitable classroom must be supported by a department and institution that also value and
support equity and access in words and actions.

More research is necessary at the institutional, departmental, and classroom levels. More
qualitative and quantitative classroom-based research is needed to demonstrate the
advances for all students when studying in a universally-designed classroom. Armed
with this knowledge, further advances can be made in access and equity. Our world is
being flattened because of our global economies and interconnectedness beyond national
boundaries—a flattened world in the sense that the competitive playing fields between
industrial and emerging market countries have been leveled. Our classrooms need to be
flattened to prepare all students for an uncertain, challenging future with many undefined,
unknown needs. The essential components of mathematics are essential components for
the advancement of all cultures in our technological world. With attention to our delivery
system, students can be prepared for the undefined needs and careers ahead. Through a
theoretical framework embracing UID and multiculturalism, mathematical success can be
realizable for all students.
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CHAPTER 12

Computer-Mediated Learning in Mathematics and
Universal Instructional Design

D. Patrick Kinney
Wisconsin Indianhead Technical College

Laura Smith Kinney
Northland College

Abstract

This chapter is reprinted verbatim from Curriculum Transformation and Disability: Implementing
Universal Design in Higher Education, and was originally published in 2003. Interactive multimedia
software is creating new opportunities for mathematics educators to implement Universal Instructional Design to
meet the needs of all students. The software delivers the course content, provides immediate feedback, and allows
students to work at their own pace and from remote locations. The instructor is freed up from lecturing and is
available to work with students individually or in small groups as needed. Instruction of this type, referred to
as computer-mediated learning, allows students of varying ability levels to meet the course standards in a way
that provides flexibility in terms of pace, modes of learning, and location. This work was supported in part by
the National Science Foundation (DUE 9972445).

Students in introductory college mathematics courses are increasingly becoming a diverse
group of learners. Historically, most introductory postsecondary mathematics courses
have been taught using the lecture format, in which the instructor provides direct instruc-
tion. Rosenshine and Meister (1987) noted that direct instruction usually includes (a)
presenting new material in small steps, (b) modeling of the procedure by the teacher, (c)
thinking aloud by the teacher, (d) guiding initial student practice, (e) providing system-
atic corrections and feedback, and (f) providing expert models of the completed task.
Instructors may also engage students in discussions and use some form of collaborative
or group work.

For many students, however, lecture classes do not adequately meet their needs for a vari-
ety of reasons. For example, listening to lecture may not be the preferred learning style for
a particular student. There is evidence that instruction that allows students to learn using
their preferred learning styles can lead to improved student outcomes (Higbee, Ginter,
& Taylor, 1991; Lemire, 1998). Also, traditional lecture classes often fail to fully meet the
needs of students with disabilities, even when instructors do their best to provide appro-

priate accommodations.
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Computer-Mediated Learning

In recent years, computer-mediated mathematics courses incorporating interactive multi-
media software have increasingly been used to offer students an alternative to lecture
courses. Giftord (1996) defines computer-mediated learning as a learner-centered model
of technology-mediated instruction. The computer-mediated courses discussed in this
chapter incorporated software from Academic Systems (AcademicOnline 2000, 2000)
and reflect the implementation model used at the General College at the University of
Minnesota. The software: (a) presents the concepts and skills using interactive multimedia;
(b) embeds items requiring student interaction within the instruction; (c) includes provi-
sions for the development of skills; (d) provides immediate feedback, including detailed
solutions after the second attempt on an item; (e) offers online quizzes; and (f) includes a
course management system that tracks students’ progress and time on task.

In a computer-mediated classroom the instructor, who does not lecture, is able to move
about the room during the entire class period to provide individual or small group assis-
tance to all students as needed. Because the instructor does not lecture, the instructor
can work with individual students for longer periods of time than is usually possible in
lecture classes. When interacting with students, the instructor may clarify an explanation
of a concept provided by the software, aid in troubleshooting errors in the development
of procedural skills, and discuss with students their progress so that they remain on track.
The course management system provides detailed information about each student’s prog-
ress. This enables instructors to quickly identify the students most in need of assistance.

The reviews of research on technology-mediated instruction have consistently found
that instruction of this type can have positive effects on student learning (Becker, 1992;
Khalili & Shashaani, 1994; Kulik & Kulik, 1991; Niemiec, Samson, Weinstein, & Walberg,
1987). In mathematics courses from prealgebra through college algebra, the technology
of choice is interactive multimedia software. Software that 1s interactive allows students to
control both the pace of their learning and the navigation path. Najjar (1996) reviewed
the research related to interactivity by Bosco (1986), Fletcher (1989, 1990), and Verano
(1987) and concluded, “Interactivity appears to have a strong positive effect on learning”
(p. 131). Multimedia is the use of text, graphics, animation, pictures, video, and sound to
present information (Najjar).

In computer-mediated classes, students control the pace that they move through the soft-
ware, although they are expected to complete lessons according to a schedule. The ability
to control the pace benefits students who only need a brief review or who acquire the
material quickly because it allows them to proceed through the instruction and assign-
ments more rapidly than in a lecture class. For other students, considerably more time
may be needed to process the material than is usually provided in a lecture course. The
computer-mediated student can spend as much time as desired to study the mathemat-
ics on each screen, to navigate backwards to review previous material, and to take notes.
Characteristics of mediated learning such as these are particularly important to students
with learning disabilities.
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Immediate feedback is another important component of interactive multimedia software.
The research related to feedback indicates that feedback is important to the develop-
ment of student self-regulation and self-efficacy (Hattie, Biggs, & Purdie, 1996; Kluger
& DeNisi, 1996). Kluger and DeNisi found that feedback should be specific to the task,
corrective, and done in a familiar context that shapes learning. In the mediated learning
model, students receive feedback that is specific to each task that they attempt when using
the software. If a student answers incorrectly on the first attempt, the software provides
teedback that points the student in the right direction. This allows students to review
their work and reattempt the item. If a second incorrect response is entered, the software
provides a detailed explanation. In addition to the feedback provided by the software,
students often receive feedback from classmates when they work together informally, as
well as from the instructional staff.

Student’s Selection of Computer-Mediated or Lecture Instruction
Students’ responses to surveys, questionnaires, and focus groups (Kinney, 2000) indicate
that they enroll in computer-mediated and lecture courses for a variety of reasons such
as (a) they prefer to learn through multimedia rather than watching and listening to an
instructor; (b) they find multimedia more visual than what instructors can typically write
on the board; (c) they prefer to learn independently, rather than having another person
show them everything; (d) they can control the pace of the instruction and receive indi-
vidual assistance as requested (Kinney, 2000); and (e) they find that multimedia, with its
interactivity and immediate feedback, holds their attention better than a lecturer. Many
of these students discussed negative experiences in high school with lecture instructors,
citing poor explanations of the material, ineffective classroom management skills, and not
treating students in a respectful manner. For some students, computer-mediated instruc-
tion is attractive simply because it allows them to avoid the possibility of another negative
experience in a lecture mathematics class.

Students who enroll in lecture classes consistently expressed several reasons for prefer-
ring lecture (Kinney, 2000). They prefer to learn by watching an instructor present the
material and being able to ask questions during the presentation of the material; they
valued the human interaction. They also pointed out that they frequently benefit when
another student asks the instructor a question and they are able to listen to the instructor’s
response. Students in lecture courses prefer these types of interactions over the opportu-
nity for more individual attention in a computer-mediated course.

It is clear from oftering both computer-mediated and lecture mathematics courses that
both instructional formats contribute to meeting the needs of mathematics students. In
a recent semester, student’s performance in the computer-mediated and lecture courses
showed no significant difference on common final exams (Kinney, 2001a).What is impor-
tant, especially in traditionally “high risk” courses like mathematics, is to provides students
with a variety of options.
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Universal Instructional Design

The concept of Universal Instructional Design (UID) suggests that as instructional design
decisions are made to meet the needs of any particular student, it is worth looking for
a solution that may benefit all students. The mathematics program at the University of
Minnesota-General College offers both computer-mediated and lecture mathematics
courses in Introductory Algebra and Intermediate Algebra. Students are allowed to self-
select into the instructional format that they believe will best meet their learning pref-
erences. To assist them in their decision, students take an inventory containing items
related to computer-mediated and lecture instruction and discuss their options with
their advisor.

In an attempt to provide students with the widest range of instructional materials and
access to those materials, all students are provided with the textbook and software from
Academic Systems (AcademicOnline 2000, 2000) and a study guide. The study guide,
developed by faculty and staft, contains (a) the objectives for each section, (b) the location
of the instruction related to each objective in the textbook, (c) instructional supplements
to add to or clarify those in the textbook, (d) exercises in the homework set related to
each objective, and (e) the answers to each problem. All students, whether enrolled in
computer-mediated or lecture classes, are able to use the software in the mathematics
learning center and where they live if they have a personal computer (PC) and Internet

ACCesSs.

The use of these instructional materials benefits students in several ways. First, if students
miss a class for any reason, they can study the material for that class using the software in
the mathematics learning center or possibly at home. This may be important to students
who are ill for extended periods of time, have work or family conflicts, or have a disabil-
ity that at times makes it difficult to physically get to class or interferes with their abil-
ity to learn, perhaps due to the effects of medication while in class. Second, students
enrolled in lecture courses may be able to access the software for an additional presenta-
tion of the material, which may be useful if they did not fully understand the presentation
provided by the lecturer or if they would like to work some additional problems where
they receive immediate detailed feedback. This opportunity can be particularly helpful
to students with acquired brain injuries (ABI) and other disabilities that impede reten-
tion of knowledge. Third, the study guide allows students to concentrate on learning the
content, rather than spending time trying to figure out what they are expected to learn
and identifying where to find the relevant instruction. The time saved can be particularly
important to students with learning disabilities because they often require more time to
process the material than other students.

This approach also benefits students with Attention Deficit Disorder (ADD) and Attention
Deficit Hyperactivity Disorder (ADHD) who may easily be distracted and have difficulty
making complex connections. Using this method, these students can focus their attention
on the mathematics.
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The Principles of UID as an Assessment Tool

On instructor evaluations in a recent pilot study, students were asked to evaluate their
learning experiences by answering eight items based on the principles of UID (Kinney,
2001b).Traditional instructor evaluation items do not always apply to computer-mediated
instruction and they may not address topics that contribute to successful and positive
learning experiences for students. The goal of the General College mathematics program
is to provide students with an opportunity to study mathematics that is consistent with
the principles of UID, whether in computer-mediated or lecture courses. Overall, student
responses in the pilot study were favorable and provided useful suggestions for identifying
areas in the mathematics program that can be improved. Next, the eight items adminis-
tered to students are provided along with a short discussion of how we are attempting to
incorporate each principle into the mathematics program.

1.“The instructional staff created a classroom climate that fostered trust and respect.”
Establishing good communication with students contributes to students feeling respected,
and establishes trust between students and faculty. Communication includes verbal inter-
actions between instructors and students and written information such as the course
syllabus. Instructors communicate more than mathematics when presenting lessons or
working with students individually. They often implicitly communicate their own atti-
tudes towards mathematics, what it means to learn mathematics, and their expectations
about the pace and level of mastery that their students should achieve. Thus, it is impor-
tant that what is communicated to students encourages them to continue attending class
and working to be successful, even when they may dislike mathematics or are struggling.
A classroom that fosters trust and respect may encourage students with disabilities to let
the instructor know what facilitates their learning. The classroom should also encour-
age students to ask questions, share potential solutions, seek assistance as needed, includ-
ing using office hours, and contribute to students viewing attending class as a positive
experience.

2. “The instructor clearly identified the knowledge and skills students must attain to
complete the course successfully.” The study guide was written in part to identify the
knowledge and skills that students must attain. In many textbooks, the author includes
a heading called objective and then simply lists the topics to be covered in that section
rather than actual objectives. Few students actually read these so-called objectives, let
alone know how to use them to guide their studying. The objectives in the study guide,
and links to the relevant instruction and related problems, are intended to make the
instructor’s expectations clear to the students. Instructors are expected to provide instruc-
tion that assists students in achieving these objectives and students are informed that the
quizzes and exams are linked directly to these objectives. This approach can be particu-
larly helpful to students with learning disabilities, ADD,ADHD, and ABI, who often need
more time than other students to process the material, because it allows them to focus on
learning the material rather than determining the instructor’s expectations and where to
access useful materials.

3.“The instructor provided clear expectations and feedback.” The expectations for the
course are contained in the study guide, which includes a detailed course syllabus, assign-
ment schedule, and due dates for all assignments, quizzes, and exams. Another mechanism
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for providing clear expectations is daily reminders written on the board at the begin-
ning of class. Instructors may also communicate their expectations when working with
students individually in class, during office hours, and by email.

Feedback is provided to students on all assignments, which includes homework, check-
point questions, quizzes, and exams. Daily checkpoint questions are a single item on a
recently covered concept or skill and are given in class for group work. Students are
encouraged to communicate with classmates about their strategies and solutions when
completing checkpoint questions, which enable them to receive peer feedback. The
instructor is also available to provide feedback to students as they complete checkpoint
questions. Students also receive feedback on two mid-semester reports. These reports
are sent to the student and advisor and provide information about the student’s progress
in the course. An instructor may request that the advisor intervene if the student is not
performing up to expectations academically, needs assistance in developing better study
skills, or is aware of other issues that may be adversely affecting the student. For students
who are reluctant to ask questions in a lecture class, such as students who have missed
classes due to their disabilities and do not want to feel like they are “holding up the class”
by asking questions, the computer-mediated courses offer the opportunity for extended
periods of individual assistance and feedback from the instructor.

4.“The course materials (software, book, study guide, handouts, etc.), the instructional
staff, and the course design were effective in supporting your learning.” Students are
able to select the primary mode, computer-mediated or lecture, in which they prefer to
learn mathematics. For students in the lecture courses, the software acts as an ancillary
resource that supports their learning in the event they missed class, were not clear about
the content covered that day, or simply find that an interactive multimedia presentation of
the material aids their learning. The software can be used by all students in the mathemat-
ics learning center and where they live by students with a personal computer (PC) and
Internet access. The study guide supports student learning by providing all of the course
objectives, references to the instruction in the textbook and corresponding problems in
the exercise set for each objective, and includes answers to all problems. This supports
students’ learning by making clear what they are expected to learn and enabling them to
quickly and easily access the desired material. All students may receive one-on-one tutor-
ing in the mathematics learning center during regular business hours.

5.“The course materials and design provided opportunities to learn in a way(s) that fit
your learning style.” Students may enroll in either a computer-based or lecture course
and take an inventory to assist them in making their decision. All students are provided
with an interactive multimedia software package, a textbook, and a study guide. Lecture
instructors make frequent use of various representations--words, algebraic, tables, graphs,
and pictures--to assist students in understanding the concepts and skills. In the computer-
mediated courses, students receive a multimedia presentation of the concepts and skills in
various modes of representation. The animation and graphics, along with students’ ability
to control the pace and navigation path, provide students with a learning experience that
is very different than lecture.

6.“There were enough different ways to demonstrate your knowledge of the subject
and earn that grade that you deserved.” Traditionally, students have been asked to demon-
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strate their knowledge through homework exercises, quizzes, and exams. The resources
and time available to students varies for each of these categories. Homework assignments,
for example, encourage students to use any available resource, including working with
classmates and tutorial assistance, and usually have no time limits other than that they are
to be completed by a set date. Exams have time limits, unless a student with a disability has
appropriate documentation, and often the only resource that students may use is a calcu-
lator. A mastery approach on exams, which we currently do not use but are considering
if the current software is modified, would allow students more than one opportunity to
demonstrate their knowledge. Furthermore, when using computer-mediated instruction,
the teacher can opt to give extended time on tests to all students.

Students may also demonstrate their knowledge through innovative approaches such
as checkpoint questions and learning logs. Checkpoint questions, as discussed earlier, are
currently incorporated into the program. An additional approach under consideration
involves learning logs, which give students further opportunities to express their ideas and
demonstrate their understanding through writing. General guiding questions are given
to students to help them organize their work for a particular problem in the format
“introduction -- main body -- reflection.” Learning logs encourage students to explore,
question, and clarify their own mathematical thinking and reasoning and facilitate writing
across the curriculum. A rubric focusing on the mathematical process can be designed for
evaluating learning logs.

7.“The technology used in this class helped me learn the subject matter.” By making
interactive multimedia software available to all students, students no longer are reliant on
the instructor for a presentation of the content. For some students, the most important
aspect of the software is the multimedia presentation, interactivity, and control of pace.
For other students, it is simply that they have control over their learning rather than the
instructor. Students also have greater flexibility in terms of time and location of their
learning because the software can be used in computer-mediated classrooms, the math-
ematics learning center, and at home.

The mathematics faculty and staft are in the process of incorporating the web platform
WebCT into the regular day classes and distance education classes as a means to facilitate
communication. Chatrooms, for example, allow students to ask classmates questions about
the mathematics covered in each lesson and the homework assignments. For students with
disabilities, a variety of technology products are available, including a software program
called Zoomtext that aids visually impaired students when using the course software.

8. “The course design and instructional staff encouraged student-instructional staff
contact.” In the computer-based courses the instructor provides individual or small group
assistance to students throughout the class, thus providing more individual faculty-student
contact than generally is possible in lecture courses. E-mail and office hours, along with a
classroom that fosters trust and respect, also encourage faculty-student contact.

Summary

The availability of interactive multimedia software, for use in computer-mediated courses
and as additional resource for students in lecture courses, is providing new opportunities
for redesigning introductory mathematics courses and programs. The principles of UID
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are worth reflecting on as programs change to meet the needs of all learners to the great-
est extent possible. For many students, including students with disabilities, computer-
mediated learning provides students with greater control over the pace and navigation
of their learning, a more visual and interactive approach to learning, and more flexible
times and locations for learning than lecture. The principles of UID, however, do not
suggest that programs eliminate lecture classes because many students still prefer to learn
mathematics through lecture. UID does suggest that solutions for some students, such as
providing opportunities to learn through interactive multimedia software, be incorpo-
rated into a program so that it may support all students.
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CHAPTER 13

Universal Instructional Design in a Computer-Based
Psychology Course

Thomas Brothen and Cathrine Wambach
University of Minnesota

Abstract

This chapter is reprinted verbatim from Curriculum Transtormation and Disability: Implementing
Universal Design in Higher Education, and was originally published in 2003. In this chapter we describe
a general psychology course that is consistent with Universal Instructional Design principles and illustrate it
with several case studies of students with disabilities. We show how all students’ needs are met with the normal
interventions of our personalized system of instruction (PSI) model. We conclude that PSI courses can effectively
accommodate the needs of students with disabilities and make “accommodation” simply part of what occurs in
class on a regular basis.

In a series of articles, Twigg (1994a, 1994b, 1994c¢) suggested that the traditional lecture
classroom is a learning technology that is simply out of date. Twigg advocated a new
national learning infrastructure in which students learn more independently, test and
enhance their learning with each other in cooperative learning communities, and work
without the rigid time constraints of the traditional academic term. Twigg’s description
of higher education today as a “teaching infrastructure” rather than a “learning infra-
structure” applies most clearly to the traditional classroom. The viability of a teacher
centered educational system is even more problematic since passage of the Americans
with Disabilities Act of 1990 (1991).That act requires educational institutions to develop
policies for accommodating students with disabilities. Accommodations typically are
expected to be consistent with a definition of disability that encourages individuals with
disabilities to “seek adaptations to their needs and aspirations rather than simply adjusting
themselves to the demands of a predominantly nondisabled society” (Hahn, 1985, p. 101).
This expectation complicates matters for educational institutions, which have adapted to
it in various ways (c.f., Fairweather & Shaver, 1990; Hodge & Preston-Sabin, 1997).

Most commonly, larger institutions have a disability services office that mediates relation-
ships between faculty and students with disabilities. That office works with students to
certify that their need for accommodation is legitimate and helps students decide what
instructional features are necessary to facilitate their academic performance. Then the
office sends official requests to faculty to provide the suggested accommodations. A study
of 485 faculty members’ actions to provide accommodations (Bourke, Strehorn, & Silver,
1997) showed that the more difficult the accommodation was for faculty to implement,
the less likely it was to be delivered. There are also indications that requests for accom-

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
COMPUTER-BASED PSYCHOLOGY COURSE

165



166

modations, especially difficult ones, cause skepticism and concerns about fairness among
instructors (Williams & Ceci, 1999), especially when it comes to disabilities less “obvious”
than vision, hearing, or mobility impairments (McAlexander, 1997).

Part of the problem is that instructors do not know how to respond to requests for
accommodations. Writers offering guidance (e.g., Chang, Richards, & Jackson, 1996;
Knox, Higbee, Kalivoda, & Totty, 2000; Lissner, 1997) are working to fill this gap with
practical suggestions about working with students, applying technology to traditional
classes, and dealing with the legal issues that sometimes arise. But for instructors, the letter
they are likely to get from the disability services office might simply say “Extended time
on tests (time and one half is recommended)” and little else. This might be an easy accom-
modation to make but may not adequately address the student’s problem and may evoke
concerns about fairness to other students. If the goal is to facilitate student learning, often
much more needs to be done and it is not readily clear just what that might be.

Silver, Bourke, and Strehorn (1998) address accommodation in a new way with the
concept of Universal Instructional Design (UID). They advocate placing “accessibility
issues as an integral component of all instructional planning” (p. 47) and suggest that
faculty adopt instructional practices such as those described in Chickering and Gamson
(1987) and McKeachie (1999) as a way to provide accommodations. To us, this implies
making some basic changes in the enterprise of higher education. But first college instruc-
tors need new models of instruction that meet the needs of students with disabilities and
also benefit other students.

In this chapter we describe our UID model and present case studies of students with
disabilities in a general psychology course we designed to meet the needs of develop-
mental students (Brothen & Wambach, 2000a). Our purpose here is to show how a course
specifically designed to improve students’ academic performance may be consistent with
Universal Instructional Design principles to accommodate the needs of students with
disabilities eftectively. We teach our class in the General College, the “open-access,”’
developmental education unit of the University of Minnesota, and currently deliver the
course via the Internet with WebCT courseware (see Landon, Bruce, & Harby, 2001 for
a description and comparison of WebCT with other courseware packages).

The Personalized System of Instruction

Bloom’s (1976) formulation of the mastery learning model requires students to achieve
mastery over subject matter before progressing to a new unit. A highly developed and
researched version of the mastery learning teaching method from the field of learning
psychology is Keller’s (1968) Personalized System of Instruction (PSI). Several reviews
and meta-analyses over the years (Keller, 1974; Kulik, Kulik, & Bangert-Drowns, 1990;
Kulik, Kulik, & Cohen, 1979; Robin, 1976; Ryan, 1974) have found superior student
learning in PSI compared to traditional forms of instruction. Our UID model is based
on PSI.

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
COMPUTER-BASED PSYCHOLOGY COURSE



Written Materials

PSI emphasizes written materials rather than lecture as the major teaching activity. Instead
of presenting information to students orally, instructors select and create appropriate read-
ing materials, create behavioral objectives and study questions, and prepare multiple forms
of tests that measure student progress and provide feedback. Lectures are sometimes used
in PSI but the conclusion of numerous research studies is that they add little to student
learning (Brothen & Wambach, 1999; Semb, 1995).

We base all assignments in our course on the structure of the 18 chapter textbook. Before
they read each chapter, students complete an “electronic flashcard” psychology vocabulary
development computer exercise. This exercise requires exact typing of terms or key words
missing from 20 randomly selected definitions taken from those printed in the study
guide. Students get two points for all 20 correct, and can repeat the exercise unlimited
times, getting a new set of items each time they repeat any exercise or quiz. Then they
read their text, guided by study questions that they write answers to and turn in for two
points. Next they do a 10 item computerized completion exercise that requires them to
fill in a key word for a “main point” phrase randomly selected from the textbook chapter.
Students are to use their books and can do this exercise unlimited times. They receive
three points for getting all 10 correct, two for nine correct and one for eight correct.
They must get a mastery score of at least eight correct to be able to take quizzes. Their
last task for each chapter is to take a 10 item proctored multiple choice chapter quiz. The
items are randomly selected from a pool of over 100 that vary from easy to very difficult.
Their best score of five tries counts toward their grade. To help them determine if they
are ready for the quiz they can take practice quizzes also selected randomly from a large
pool of items. They get two bonus points for getting all 10 correct and one for nine
correct. Immediately after they finish all exercises and quizzes, WebCT presents students
with information about what material they need to study further before they try again.
Our research shows that over the term, students improve their ability to be successful on
quizzes (Brothen & Wambach, 2000b).

Small Unit Mastery

PSI courses are broken down into manageable units that students are to master before
they move on. Mastery is determined by successful completion of short unit tests that
provide feedback to unsuccessful students so they may review the appropriate material
before trying again. We measure learning by students’ final performance on a number
of small, repeatable exercises on small (i.e., one chapter) units. We encourage mastery in
two ways. First, students must get 8 of 10 correct on the challenging completion exercise
before continuing the chapter. Students cannot successfully complete this exercise in a
reasonable time without having studied the chapter. Second, to make mastery more likely,
students receive feedback on their performance and have the option to repeat exercises
and quizzes.

Our exercises and quizzes deliver feedback consistent with Kluger and DeNisi’s (1996)
Feedback Intervention Theory (FIT). FIT describes how feedback should be struc-
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tured and defines feedback interventions as “actions taken by (an) external agent(s) to
provide information regarding some aspect(s) of one’s task performance” (p. 255). The
FIT approach demands that feedback must be (a) specific to the task, (b) corrective, and
(c) done in a familiar context that shapes learning. First, general, nonspecific feedback
(e.g., “You got 70% correct.”) is much less performance enhancing than task informa-
tion feedback (e.g.,““You got an item incorrect on the differences between classical and
operant conditioning, see page 312”). Second, corrective feedback should be tailored to
help the individual student improve. This implies that the feedback must be delivered by
a responsive person who knows the student or by “intelligent” computers that can judge
and track the student’s responses. Third, the task feedback should be embedded in course
activities. That is, as students do coursework they should be receiving feedback on it. Our
students receive feedback on all their exercises and quizzes as soon as they finish them.

Self-Pacing

In PSI courses, students pace themselves through the material, finishing assignments as
they are able. Flexibility is a cornerstone of the method and is based on the realization that
students have many other obligations and learn at different rates. This is especially true for
adult students with careers and families and the increasing number of traditional under-
graduates with heavy outside work schedules as well as for students with disabilities.

Personalized but not Individualized Instruction

Finally, undergraduate tutors have typically scored tests and helped students understand
what their deficiencies are and what they need to do to deal with them. Tutors help to
personalize PSI. This is different from individualized instruction in which each student
pursues a different learning plan (Semb, 1995). In typical PSI courses all students have
the same body of content to learn; tutors are available to help them learn it. Our teach-
ing assistants work with students individually and our research (Brothen & Wambach, in
press) shows that our computer assisted model can fulfill most of tutoring’s many dimen-
sions. Our staff is central to the operation of our instructional model. It consists of two
professors assigned part time to the course, a full time course coordinator, and several
undergraduate teaching assistants who completed the course in a previous semester with
A grades.

Elsewhere (Brothen & Wambach, 2000a) we describe the research program we have
carried out with our computer assisted PSI model. We describe below two studies over
two semesters in which we have explored how students with disabilities respond to our
model. In this chapter our report of these investigations is descriptive rather than experi-
mental; we believe it illustrates the advantages of PSI in meeting the goals of UID.

Study I

We conducted the first case studies in an earlier version of the course model (Brothen,
Hansen, & Wambach, 2001). Participants consisted of students enrolled in six sections
of the course that met three days each week with two other days reserved for open lab
during a 15 week spring semester. Students did all their computer work in a computer
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classroom containing 35 workstations and six quiz computers located at the back of the
room (Brothen, 1992). Out of 210 initially enrolled students, a total of 187 finished the
course by taking the final examination.

Methodology

We told students the first day of class that we would be studying their course progress. All
read and signed an informed consent form giving us permission for the confidential use
of their course data and academic progress data on file at the university. On the first day
of class students completed a Big 5 personality questionnaire (John, Donahue, & Kantle,
1991) as part of a course assignment. We recorded students’ scores on the Big 5 traits of
agreeableness, conscientiousness, extraversion, openness to new experience, and neuroti-
cism along with each student’s cumulative completed credits and cumulative grade point
average (GPA) for this study.

For each chapter students did three computer exercises (i.e., vocabulary exercise, comple-
tion exercise, progress quiz) that were self-paced with no time limits. They accessed them
with a course delivery system (Brothen, 1995) that randomly selected items from chap-
ter databases, recorded scores, and recorded time spent on each exercise in log files for
subsequent analysis. We used this information to monitor student progress during the
semester. Because completing exercises and amassing points is most strongly related to
course success, time spent working is crucial. We selected for intervention both students
spending too little time working and those spending a great deal of time but not accom-
plishing much.

In this study we present student progress data and other observations to detail the prog-
ress of the three students we will call Ralph, Terry, and Rene, who were identified by
the university’s Office of Disabilities Services as requiring accommodations during the
academic term of this study. These students brought letters to us during the first week of
classes requesting specific accommodations. We describe how they negotiated the course
and how they illustrate our UID model.

The Students

Students registering for the course had completed from zero to 106 semester credits (M =
20.24, SD = 17.19) with cumulative GPAs ranging from zero to 4.0 (M = 2.81,SD = .72).
There were 57 computer exercises to complete in the course, 3 for each of 19 textbook
chapters. The 187 students who took the final exam completed from 6 to 57 exercises (M
= 50.76, SD = 10.82) and they spent from 176 to 3,209 total minutes completing these
exercises (M = 1,326, SD = 501). Our three students with disabilities completed all 57
exercises in from 787 to 2,319 min.The corresponding completion times for the other 77
students who completed all 57 exercises ranged from 669 to 2,277 minutes (M = 1,433,
SD = 400). Students completing the final examination received scores ranging from 37 to
96 (M = 66.59, SD = 11.32). We present comparison data and case descriptions for our
three students subsequently.
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Student #1. Ralph was a large, friendly, and vocal student whom everyone on the staff
came to know in a short time. His scores on the Big 5 all fell within one standard
deviation of the class means. The letter from his Disabilities Services counselor said very
little about him specifically. The first, third, and fourth paragraphs simply identified him
and provided general information about whom to contact for further information. The
second paragraph read:
Accommodations for students with disabilities are individually determined with input
from the student, instructor, and the Disability specialist. Your input in this process
is important, as the accommodations should in no way compromise the essential
elements or objectives of your curriculum. [Ralph] and I are anticipating that the
following accommodations would be reasonable: Extended time on tests (time and
one half is recommended).

The lack of specific information in this letter is not unusual given that students have
input into how much they are willing to disclose about their disability. Perhaps Ralph’s
experience in previous courses showed that extra time was all that he required. Perhaps
it was the only accommodation possible in his previous courses. Or, perhaps it was the
only thing he would “admit” to needing. Our approach to Ralph was no different than
for any other of our students; we monitored how he handled the work and responded
accordingly.

Of our three students with disabilities, Ralph spent the longest time working on computer
exercises—2,319 min for the semester. Although this was a high total, it was far from the
highest of all our students. The staft did notice very early in the term that Ralph was
spending a lot of time on and having difficulty with his computer exercises (see Table
1). However, at this point early in the term Ralph was apparently preparing adequately
outside of class because even though he struggled on his first quiz attempts, his final
quiz scores for both Chapter 1 and the Appendix were 9 out of 10. He did spend more
time than the average student on quizzes. The Chapter 1 quiz on which he received a 9
took him 12 min.The Appendix quiz on which he received a 9 took him 20 min. Most
students finish quizzes in 8 min or less. From this data it appeared that our built-in extra
time accommodation was working well for Ralph.

But even though he was attending class regularly and ultimately doing well on quizzes,
Ralph began falling behind early in the semester, often because he was spending so much
time completing exercises, particularly completion exercises, which require students to
fill in key words. We noticed this and assigned one of our undergraduate teaching assis-
tants to work with him. While working with Ralph, our assistant soon noticed that he
seemed to know the material, but had difficulty reading computer exercise items and
finding answers for items in the text. He often struggled with individual words and
mumbled them when reading a phrase out loud to the assistant. This led us to suspect
that his disability was related to reading and aftected his out of class work as well as his
computer exercises. We called his Disabilities Services counselor to report that the extra
time was only part of what Ralph needed and that help with reading items was crucial.
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The counselor revealed that Ralph had what she described as one of the most severe cases
of dyslexia her office had ever encountered.

For the first 6 weeks of the course, Ralph basically did the exercises the way we recom-
mended, completing vocabulary and completion exercises and quizzes before moving
on to the next chapter in the text. However, about the 6th week, Ralph took a quiz for
Chapter 4, and then did not take a quiz again for over a month, concentrating on doing
the other chapter exercises. The opinion of the assistant working with Ralph was that he
was no longer reading and preparing outside of class, and was trying to do the pre-quiz
exercises without carefully reading the book. For this reason, he was spending even more
time on completion exercises than he was previously.

With about a month left in the course, Ralph realized that he only had a few weeks to
finish quizzes for 14 chapters. Because he had completed nearly all of the vocabulary
and completion exercises, most of his day in the classroom was spent reviewing for quiz-
zes with one of our assistants, taking quizzes, studying feedback, and retaking quizzes. In
general, his goal was to receive a minimum score of 7, which is a C.To finish this many
quizzes in a month would be a very difficult for any student, much less for a student with
a reading disability.

After discovering that Ralph’s request for additional time was due to a reading disabil-
ity, we regularly provided a reader for his quizzes. He would often become “stuck” on a
word in a question, or he would just skip words that he could not read, and try to fill in
the blank using the context of the question, a survival skill that had probably served him
well in the past. However, for our multiple choice quizzes that ask students to make some
very fine discriminations, that strategy does not work. We discovered that simply provid-
ing Ralph with more time to complete quizzes would not help. If he did not recognize a
word, it did not matter how long he looked at the question. Providing him with a reader
was by far the more effective strategy.

In addition, we wanted to induce Ralph to practice the exercises to develop fluency (cf.,
Johnson & Layng, 1992). Because it took him so much longer to complete vocabulary
exercises where he had to search for a word and type it correctly, we told him that if he
received two 19s on a vocabulary exercise, we would give him full points, just as if he had
received a 20. As we expected, Ralph became faster at doing them. He completed his last
nine chapter vocabulary exercises in an average of 13.1 min compared to an average of
28.8 min over the first 10 chapters. Ralph received a B- final grade for the course.

Student #2. Terry was an older returning student who appeared anxious enough on
the first day of classes for us to notice. His scores on the Big 5 fell within one standard
deviation of the class means on agreeableness, conscientiousness, and extraversion. But he
scored nearly two standard deviations above the mean on openness and more than two
on neuroticism. His letter from Disabilities Services was much the same as Ralph’s except
that it mentioned the nature of his disability as well as requesting an accommodation.The
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letter stated, “He is being treated for a chronic illness that limits his ability to manage
anxiety and maintain concentration.” It requested that he “be allowed to take a break
during class if necessary to manage his anxiety.”

Because students can enter and leave our classroom at any time, Terry did not require an
accommodation to take breaks. Terry’s letter also indicated that he needed a nondistract-
ing test taking environment. We discovered that although Terry may have been anxious,
he was actually not easily distracted, but incredibly focused in the environment we created
for our students. Terry spent the least time completing computer exercises of our three
students with disabilities and received the most points. He followed our recommended
study technique to the letter, doing the exercises in the sequence noted above, restudy-
ing before repeating an exercise, and repeating earlier chapter exercises if he was having
trouble on later ones. When asked at the end of the semester about following our recom-
mendations, he said that he did not set out to follow them but simply did them in a
manner he thought was logical.

From the beginning, Terry used the completion exercises to build fluency. On the diffi-
cult neuropsychology chapter he did six of them before taking a quiz, and received 10s on
five of the quizzes, in as little as two min each. He took three quizzes, restudying his text
after the first two, and the highest score he received was a nine. After the third try he did
another completion exercise for Chapter 2, and then took another quiz and received a 10.
This became a pattern for Terry. If he did not get a 10 on his first quiz attempt, he would
do more completion exercises and then retake the quiz. Even though Terry took several
completion exercises for each chapter, he did not spend a great deal of time on them. By
the last chapters he took only one or two before achieving the maximum quiz score.

Our strategy for Terry was to stay out of his way because it appeared that the PSI structure
was working fine for him without any special intervention. We tried to be encouraging
and asked if he had any questions; he rarely did. We noticed fairly early that he had a
strategy that was working well for him, and we let him work on his own. It became a
game for Terry to see if he could get a 10 on his first try on each quiz, and we joined in
by asking him if it was his first try when we would see that he received a 10. Out of 19
chapters, Terry scored 10 on his first try on 11.The only points Terry missed all semester
were four points on his final exam and he received an A final grade for the course.

Student #3. Rene was a small, fragile, shy individual who could easily go unnoticed
in a large class. Her scores on the Big 5 fell within one standard deviation of the class
means on agreeableness, conscientiousness, extraversion and openness. But she scored
two standard deviations above the mean on neuroticism. The reason for her appearance
and demeanor was only hinted at in her letter from Disabilities Services. It contained
basically the same “boilerplate” as the other two and described her disability as one
“which impacts concentration and speed of thought.” The letter requested “1.5 test time
and a non-distracting test environment.”
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Rene spent 2200 min working on the computer exercises in the classroom, missing 4%
weeks of class time due to serious illness. Throughout the semester she was in and out of
the hospital for what was apparently highly invasive medical treatment. She was very test
anxious and for the first few chapters did an enormous number of completion exercises
before taking quizzes. After doing fairly well on the first quiz she took for Chapter 1, a
score of seven, she did nine more completion exercises before taking another quiz. She
had very high expectations and when she was unhappy with a quiz score, she continued
to practice to the point of using her time inefficiently.

After Rene missed 3 consecutive weeks of class early in the semester due to her illness, she
contacted us via e-mail and asked for help. This gave us an opportunity to work with her
on more efficient strategies, which was necessary due to the amount of time she missed.
We recommended that she resume her work on Chapter 8 because the reading and study
guide assignments were current for that chapter. She did only two completion exercises,
both with scores of 10, in 42 min. She then took all five of her quizzes, studying feedback
and asking questions between each time she took one. Her final score on this chapter was
an eight (the equivalent of a B letter grade).

Rene continued this pattern for the rest of the semester, doing a few completion exercises
for each chapter, taking quizzes, studying feedback, and taking quizzes again. She worked
on chapters as they were assigned and on earlier chapters as she had time. She was not
afraid to ask for help, and if she struggled on a chapter she would ask one of the staft to
ask her questions about the material between her quiz attempts. She finished with only
two quizzes below a score of eight—those chapters she took after her last episode in the
hospital when she was still on heavy medication. She told us that she was having trouble
organizing her thoughts the same way as she could when she was not medicated, but she
also was behind and knew that she needed to catch up.

We provided a lot of support to Rene and tried not to add to the severe stress she appeared
to be undergoing. We encouraged her when she was in the classroom, were available to
answer her questions, and when she received a low score we oftered to work with her. She
used open lab times frequently when we could spend more time with her one-on-one.
We allowed her to turn in her study questions late for no penalty during the time she
was in the hospital and simply tried to maintain an environment in which she could be as
relaxed as possible and perform her best. Rene received an A final grade for the course.

Discussion

The three students described above all performed well in the course. The PSI format
allowed the instructors and staff considerable flexibility in meeting their learning needs.
In a traditionally taught psychology course, one that was based on lectures, two midterms,
and a final examination, it would have been more difficult to discover and respond appro-
priately to their needs. For example, Ralph would have been given more time to take
tests, but that would not have addressed his underlying reading issue. Recording the
examinations on audiotape might have worked for Ralph, but this was not requested
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by him or his disabilities counselor and would have been very difficult to implement.
Because we had the opportunity to watch Ralph work, we could design accommo-
dations that were more effective than those requested. Many sympathetic instructors
would have recognized Rene’s health problems and given her opportunities to make
up missed examinations. In fact, university policy requires faculty to make alternative
arrangements for students who have legitimate reasons for missing class. Our class did
not have scheduled dates for tests so Rene did not require a special accommodation
to complete her work. Terry’s problem with anxiety would have been more perplex-
ing to many instructors. Although psychology teachers would likely view an anxiety
disorder as a legitimate disability, many instructors would be skeptical, and resist the
notion that a separate exam should be scheduled for this reason. The need to accom-
modate psychological disabilities is the most controversial part of the American’s with
Disabilities Act (Higbee, Kalivoda, & Hunt, 1993). And, in our PSI course, Terry did not
require anything from us. The issue of accommodating vaguely defined disabilities is
further illustrated in the next study.

Study II

In this study we focus on the performance of a student we will refer to by the pseudonym
of Jerry. To highlight issues we encountered with Jerry, we will also describe a student who
approached our sense of the ideal, whom we will call Ben. The students were enrolled
during the spring of 2001. The course was offered using the WebCT course delivery
system. WebCT allowed students to complete many of the course exercises outside the
classroom, which was not possible with the previous courseware. WebCT also allowed
us to place time limits on some exercises. Time limits encourage students to be better
prepared before they attempt exercises. When students spend less time on each exercise
they are likely to attempt more exercises, consistent with our goal of encouraging more
practice and opportunities for feedback.

The Students

Jerry is a student athlete. The Office of Athletic Academic Counseling carefully moni-
tors the performance of student athletes. That office also provides a variety of learn-
ing assistance services, and supervises mandatory study sessions for student athletes. The
learning specialists in the office have long term contact with individual athletes and
develop a deep understanding of them as students and persons. The Athletic Department
counselors and learning specialists seek feedback from instructors about student progress
that they use to create interventions for these students. Many students now have learn-
ing disabilities identified at earlier stages of schooling, so more student athletes arrive
on campus with disability diagnoses. Also, as more schools have developed sophisticated
athlete support services, more learning disability issues among student athletes are being
identified at the college level. It was through Jerry’s Athletic Department learning special-
ist that we learned that Jerry has a learning disability and we should expect to receive
a letter requesting an accommodation. That was as much information as the Learning
Specialist could tell us without breaching confidentiality.
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It took Jerry several weeks into the semester to bring us his letter from the Office of
Disabilities Services. In the meantime we noticed that he was not making good use of
his time in class. Instead of focusing on computer exercises, he would sit next to fellow
athletes and whisper. When approached he would giggle and pretend to get back to work.
He was accomplishing little, and quickly falling behind.

In contrast to Jerry, Ben, our ideal student, stayed focused in class. He worked quietly at
the exercises and steadily completed work with close to 100% accuracy. He appeared each
day at the beginning of his scheduled class period and left at the end having accomplished
all he needed to do while in class. He did no computer exercises outside of class, but came
to class obviously having done his reading and studying. We spoke with Ben occasionally
about his accomplishments and about information from the class he found interesting,
but at no point did we need to give him advice on how to become more successful. He
knew what to do.

Several weeks into the semester, Jerry gave the staff a letter from disability services. The
letter requested that Jerry take tests in a nondistracting environment and be given extra
time to complete them. Our first hypothesis was that Jerry has a reading disability. To
pursue this hypothesis, one of our staff members began talking with Jerry as he completed
exercises. She observed that Jerry mispronounced many words and did not know the
meaning of common words. We came to suspect that Jerry had a very weak general
vocabulary and poor prior knowledge, which made it difficult for him to comprehend
what he read, much less retain it. Unlike Ralph, who had trouble decoding words, Jerry
could decode words, but did not understand them.

In contrast, Ben appeared to have an excellent vocabulary and good prior knowledge. We
discovered that he had an ACT Composite score of 26, suggesting he had a good mastery
of the high school curriculum and good general intelligence. His ability and prior knowl-
edge allowed him to complete the work of the course efficiently.

As we worked with Jerry it became more apparent that he was an intelligent young
man who was capable of learning when he expended the effort. As he mastered more
vocabulary he was able to use it appropriately and generate original examples of course
concepts. We discovered that he was faced with several serious decisions in his life, and
was demonstrating eftective problem solving as he made these decisions. We began to
wonder if Jerry’s learning disability was actually a deficit in prior educational background
combined with lack of effort in the past. As Jerry began to experience more success in the
course he responded by spending more time both in the classroom and outside of class
working on computer activities.

Students’ Performance

First, Jerry did more completion exercises (83) and spent more time on them (M = 27.2
min) than Ben (43, M = 13.0 min).The difterence in number was primarily because Jerry
was getting lower scores (M = 6.25 out of 10 possible) than Ben (M = 9.72) and had to
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repeat them to reach the mastery level of 8 correct. It would be reasonable to argue that
Jerry’s need for more time caused his low scores because many times he reached the 30
minute time limit before answering all 10 questions. However, in our experience, students
typically take longer if they do not prepare well and we see the same pattern in many of
our students without disabilities. Jerry eventually did what most of those students do; he
put in more time and did the exercises more times, completing all 19 chapters success-
tully. His distractibility could also have played a role in that we often observed him talk-
ing to other students when he should have been working to finish within the time limit.
He solved this problem on his own by doing more than half of his completion exercises
during nonclass hours, many of them late at night.

Second, Jerry took fewer progress quizzes (46), scored lower on them (M = 5.65), and
spent more time on them (M = 23.4 min) than Ben (65, Ms = 8.62; 4.5 min). The
difference is primarily that Ben repeated quizzes until he got the highest score he could,
getting 17 high scores of 10 and 2 of 9 on the 19 chapters. Jerry often quit when he got
what seemed to him a decent grade. He got 13 high scores of 7,5 of 8, 1 of 9, and no
10s even though he had attempts left on most of the chapters. Ben was generally better
prepared for progress quizzes, getting no scores below 6 (i.e., passing) while one third of
Jerry’s scores were below 6.

Third, Ben’s and Jerry’s completion and quiz scores differed in another way. Jerry’s scores
were higher when he spent more time, while Ben’s were lower. We correlated time spent
with score on each exercise and quiz. The correlations for Jerry’s completion and quiz
scores were +.414 and +.356 respectively while Ben’s were -.422 and -.369 (all were
significant beyond the .05 level). Apparently, Ben spent more time when he was trying
unsuccessfully to find or remember some material. Jerry began to spend more time on
quizzes when we persuaded him that it would be helpful for an assistant to read quiz items
to him. We did this to keep him focused. For example, we did not allow him to bring his
cell phone to the quiz computers. It also allowed us to deal with vocabulary as we did for
Ralph in our earlier study and define words that were critical to his understanding of the
question but not key psychological terms on which his mastery was being tested.

Finally, Ben and Jerry differed in the way they approached the course. Ben was almost
“machine like” in his approach. He proceeded exactly as we suggested and worked
steadily on task. Jerry delayed getting started and fell behind early. He stayed behind for
most of the semester but caught up to Ben after Spring break. Figures 1 (Completion
Exercises) and 2 (Progress Quizzes) show both student’s progress graphically. The size of
the “bubbles” correspond to students’ scores squared to show differentiation better. Dots
represent quizzes below the threshold for points. The bubbles are arrayed on a matrix of
chapters and days of the semester.

Ben’s progress is basically linear with one gap early in the semester and one at Spring
Break. Smaller bubbles precede larger ones on the chapter axis showing that his scores
generally improved on subsequent attempts. His progress is consistent with that of the
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highest performers in our classes over the years such as Terry’s in Study 1. Jerry’s progress
is more erratic. His chapter scores sometimes decreased on subsequent attempts due prob-
ably to inadequate restudy. He sometimes completed completion exercises for more than
one chapter on the same day before taking a progress quiz, thereby losing focus on the
earlier chapter. And he attempted numerous chapter exercises and quizzes on the last few
days of classes in an attempt to improve earlier low scores as shown on the bottom right
of the figures.

In a traditional psychology class, Ben would have earned good grades on his examinations.
Jerry would have been given the extra time requested to complete the examinations, but
time and a half'is probably an underestimate of the time he required. It often took Jerry 20
min to complete 10 items. At this rate it would have taken him 100 min to complete 50
items, a common number of items for a mid-semester test. Typically an instructor would
allow 50 min for a test of this length, and most students would be done in 30 min or less.
Time and a half would be 75 min, far short of what Jerry would need.

Taking a test in a less distracting environment, the second accommodation requested for
Jerry, might have allowed him to complete the exams more quickly. However, it would
not have addressed Jerry’s more serious problem of being distracted during class and while
studying. Because our teaching method allows the instructor to observe students’ work
habits, we could intervene during class to help Jerry stay focused and learn to use his time
more effectively.

Figure 1 says volumes about the differences between Ben and Jerry. Ben had the attitudes
and skills he needed to perform well immediately, Jerry had to acquire those attitudes and

Figure 1. Completion quiz comparison student 1 and student 2.
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skills as he gained experience with the course. Multiple attempts at exercises allowed Ben
to achieve a high level of mastery of the course material. Multiple attempts at exercises
and attention from the staff gave Jerry the motivation to put in the long hours he needed
to spend to pass. By the end of the term, Jerry knew what was needed to succeed and he
earned a grade of B in the course.

Conclusions

PSI is a mastery learning model that fosters superior student learning compared to
traditional forms of instruction. We believe that one of the reasons it is effective is that
it is responsive to student needs, providing important progress feedback to them and
their instructor (cf., Wambach, Brothen, & Dikel, 2000). Our computer-assisted model
(Brothen & Wambach, 2000a) allows us to monitor students quickly and efficiently so
that we can make appropriate interventions.

Figure 2. Progress quiz comparison student 1 and student 2
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The flexibility of our method allows most students with disabilities to complete the
course without special treatment. Students with disabilities can receive assistance within
the classroom setting in the same environment in which other students receive assistance.
For example, any student could request help reviewing a chapter, or discuss quiz-taking
strategies. Although our students with disabilities received more consistent and intense
assistance, the type of help was available to all. For example, a teaching assistant read-
ing test items to Ralph or Jerry was not at all unusual. Nearly every class day saw a staft’
member sitting with students taking quizzes who had been having trouble with quizzes.
We did this for second language students as well as for those underperforming on quiz-
zes because they made the typical strategic errors students make on exams (e.g., rushing,
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“second-guessing” themselves, or picking the first alternative that seems reasonable with-
out reading further). Staff sitting and working with students was a common sight as was
our talking to them about their progress and how they were approaching their work.

Nothing in our classroom activities themselves distinguishes students with disabilities
from any other student. Although two of the students in Study 1 scored high on the Big
5 neuroticism scale, which was consistent with the accommodations they requested, other
students were unlikely to notice anything different about them. They did not take their
exams in a different place, they did not require a student volunteer to take notes for them,
or require any of the special technological interventions described by Knox, et al. (2000).
Of course, new circumstances might require something more. We have, for example, had
individuals provided in the past by Disability Services to read screens for students who
are blind and we have had to make room for wheelchairs and Seeing Eye dogs. But our
experience over the past several years has been exactly the same as the one described here.
Students with disabilities have worked along with other students, albeit taking longer and
so on, with similar results. We conclude from this that most students with disabilities can
adapt to course requirements and that our PSI model for universal instructional design
gives them the opportunity to do that quickly and effectively.

Instructors utilizing PSI will find, as we have, that this form of universal instructional
design makes “accommodation” simply part of what they do on a regular basis. We believe
PSI has been good for us and for all of our students.
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CHAPTER 14

Charting a New Course: Learning Communities and
Universal Design

Rashné R. Jehangir
University of Minnesota

Abstract

This chapter is reprinted verbatim from Curriculum Transtormation and Disability: Implementing
Universal Design in Higher Education, and was originally published in 2003. This chapter will examine
the manner in which learning communities can serve as an effective vehicle for incorporating Universal Design
into courses that are already thematically tied together. Clearly Universal Design can be incorporated successfully
into individually taught courses. Learning communities, however, present the additional dimensions of affective
connections, peer support, cooperative learning outcomes, and faculty collaboration that naturally lend themselves
to the tenets of Universal Instructional Design (UID).

Any college or university catalog or literature includes images and language suggesting
that students who attend this institution are special. They may be especially bright, in the
top 10% of their high school classes, especially talented in a broad range of extracurricu-
lar activities, or simply special because each one will be treated not as a number but as a
unique individual. Interestingly enough, when these students arrive on campus and in our
classrooms, the term “special” takes on a wholly different meaning. “Special populations”
is the common catch phrase for adult students, students of color, student athletes, multi-

lingual students, developmental students, and, of course, students with disabilities.

Because language shapes thought and nomenclature, it is important to consider how
terminology can perpetuate the labeling that we are seeking to remove from our class-
rooms and communities. Terms like special populations serve only to add to the “othering
process” (Anzaldua, 2001) with which students are already struggling. I am not suggesting
that we assume that everyone is the same, but rather that the students bring with them a
wealth of knowledge that allows us to celebrate differences rather than view them as defi-
cient, lacking, or incomplete. In this vein, Universal Instructional Design (UID) suggests
that imbedding accommodations into curricular structure benefits not only students with
disabilities, but all students (Silver, Bourke, & Strehorn, 1998).

Like the implementation of Universal Instructional Design, participation in learning
communities can facilitate achievement among all students. Goodsell Love (1999) argues
that the growth in learning communities is the result of two recent shifts in higher educa-
tion. The first is a shift from teaching to learning (Barr & Tagg, 1995) and the second a
“shift from viewing knowledge as an acquisition of information to the social construc-
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tion of knowledge” (Goodsell Love, 1999, p. 6). Similarly, UID complements flexible
and innovative approaches to postsecondary education such as cooperative learning and
computer-assisted instruction (Silver et al., 1998). Both approaches expand the student
learning experience; they equally challenge teachers to reexamine their own biases and
return to the role of learner themselves. Consequently, these teaching approaches neces-
sitate a type of interdependence between instructors and students and a focus on “student
learning rather than subject-matter teaching” (Evenbeck, Jackson, & McGrew, 1999, p. 55).

Finally, the intent of these approaches is to create access to learning. There is a tendency
to equate accessibility with simplicity in the same way as it is often assumed that access
and excellence are mutually exclusive. Accessible education acknowledges the diversity
of today’s learners and uses the strengths of this diversity to create environments that
make learning attainable and excellent. Universal Instructional Design presents a means
of ridding ourselves of a divided curriculum and replacing it with a learning space that
capitalizes on the learning styles of all students. The collaborative environment of learn-
ing communities can be a good fit for implementing an inclusive curriculum.

What Is a Learning Community?
There 1s a large body of literature on learning communities and their outcomes. Increased
student involvement, interdisciplinary learning, retention, improved quality of thinking
and communicating, a superior ability to bridge the gap between academic and social
worlds, and an avenue for faculty development have been attributed to successful well-
developed learning communities (Elliot & Decker, 1999; Goodsell Love, 1999; Lenning
& Ebbers, 1999, Tinto, 1998). Lenning and Ebbers’ review of the literature identified
three specific ways that the term learning community is used:
Most commonly, learning community refers to a curricular approach that links and
clusters classes around an interdisciplinary theme and enrolls a common cohort of
students. Second, in technology circles, learning community refers to a way to link
students and faculty through the Internet. Third, in international circles, learning
community describes linking people from different countries. (p. ix)

Other definitions reflect criteria for learning and teaching:
A learning community centers on a vision of faculty and students-and sometimes
administrators, staft’ and the larger community- working collaboratively towards
shared, significant academic goals in environments in which competition, if not absent,
is at least de-emphasized. In a learning community, both faculty and students have
the opportunity and responsibility to learn and help teach each other. (University of
Miami, 1998, as cited in Goodsell Love, 1999, p.1)

The intent of learning communities is to create a space for dialogue and connections
between disciplines and ideas, but also to extend the intellectual into the socio-
cultural experience of students. Tinto argues that most learning communities have
“two things in common, shared knowledge and shared knowing” (1998, p.171). It is
this relationship of collaborative, experiential, and active learning that blurs the line
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between the classroom and the outside world, thus setting the stage for inclusiveness
and democratic thinking.

Thus, learning communities present a safe space to incorporate Universal Instructional
Design. There are many different components and approaches to developing a successtul
learning community. For the purposes of this chapter I will focus on two aspects: coop-
erative learning and faculty collaboration. The three critical components for curricular
development using UID include providing a flexible means of representation, a flexible
means of expression and a flexible means of engagement (Orkwis,1998). The following
paragraphs will explore how learning communities can be particularly eftective at imbed-
ding these components into the classroom.

To provide a context for the examples I use, it will be helpful to understand the frame-
work for the multicultural learning community in which I teach. This learning commu-
nity contains three classes: a social science course titled Multicultural Relations, a first
year composition course, and Creativity Art Lab. Students registering for this community
were required to register for all three classes concurrently. This learning community has
been designed to help students examine issues of diversity from different lenses. Using
the materials from the disciplines of writing, art, history, sociology, and psychology, the
learning community as a whole will focus on an interdisciplinary examination of differ-
ent ways of knowing and examining the diverse world we inhabit. While each class in
the community has its own focus, the three courses relate to each other and the faculty
teaching them encourage students to examine issues of diversity and critical thinking and
to explore connections and distinctions between some of these ways of knowing.

Cooperative Learning

Cooperative learning has long been associated with group or team-based learning and is a
natural fit for the learning community environment. The most critical components of this
approach involve positive interdependence among students, shared leadership, individual
accountability, development of social skills, and group processing (Johnson, Johnson, &
Smith, 1991a). Placing students in situations that encourage face to face (i.e., promotive)
interaction and shared resources not only enhances critical thinking skills, but also height-
ens affective connections between students (Johnson, Johnson & Smith; Stage, Muller,
Kinzie, & Simmons, 1998). This blending of social and cognitive components sets the
stage for the incorporation of UID.

Flexible means of representation requires presenting materials in multimodal ways. This
challenges instructors to present information in accessible formats while acknowledging
that access for one student’s learning style may pose barriers for another student (Orkwis,
1998). In cooperative learning communities, presenting materials in multi-modal formats
is required not only of the instructor, but also of the students. In the social science course
I teach within the multicultural learning community, one of the course requirements is
student presentations. Students are required to work in smaller cooperative groups and
present or lead classroom discussion on a variety of topics ranging from race, class, and
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gender to homophobia and ableism. Most students are not practiced at preparing presen-
tations and can be quite nervous. If being a student teacher is intrinsic to participating in
a learning community, then it behooves instructors to both model and train students to
learn how to present information in flexible ways.

One semester a group of students used overhead transparencies or flip charts to present
an overview of their arguments and then each took turns explaining the concepts to the
class. Given the comfort level that had been established, the remaining student audience
was quick to point out their concerns. “The writing on the overhead is too small,” or,
“You are going too fast and I can’t find the page you are referring to, please tell me the
page number before you begin reading.” Other students asked for more background on
specific readings rather than jumping straight into definitions or terms. The advantage
of the learning community format is that the students’ time together both in and out
of their linked classes creates a camaraderie, and hence a trust for honest dialogue and
critique. In this particular scenario the students learned to become adept at asking for
means of representation that reduced perceptual and cognitive barriers.

Instructors within a learning community have the advantage of captured time. Their
students see each other and engage with each intellectually and socially more often than
non-learning community students simply on the basis of time spent in linked courses. This
time plays a critical role in allowing students to gain ownership of their learning experi-
ence and view themselves a “members of a distinctive learning community” (Lenning &
Ebbers, 1999, p. 29). Pascarella and Terenzini’s (1991) extensive research on the collegiate
experience suggests that although a single college course can become a true learning
community, it is not likely to happen, primarily because of lack of sufficient time together
as a class and because lecturing tends to be the dominant mode of instruction.

Flexible means of expression can come about within the design of the learning commu-
nity itself. In learning communities that cluster courses around a theme or metaphor,
the nature of the disciplines themselves demand flexible means of expression. Because
the learning community in which I teach is comprised of my social science course, a
first year composition course, and a performance-based arts course, expression through
student presentation, written word, and performance create opportunities for students
to communicate their ideas in multiple ways. However, this is only the first layer. As one
examines the limitations of any one means of expression, one can see that creating flex-

ible means of expression within each course is also critical to student success.

Earlier I mentioned the use of student presentations in my classroom. Of course, there
are challenges with that particular mode of presentation. Clearly, verbal expression is not
accessible for students for “whom speech is not a viable presentation method” (Orkwis,
1998 p.3).Yet, demonstrating an understanding of central concepts in the social sciences
and learning to dialogue and debate about how these concepts relate to the lived expe-
rience are essential components in my course. As a result, I have tried two strategies to
incorporate UID without compromising the essential components of the course. First,
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students in cooperative groups can break up the responsibility of the presentation. A
student who is more comfortable with visuals such as images or graphics might take the
lead on that aspect of the presentation, while one who is more comfortable with orga-
nizing text may focus on creating a written outline, and a third member may serve as
the reporter or present the information to the larger class. This approach allows students
to draw on individual strengths for collective gain. As students familiarize themselves
with the different tasks, they can be encouraged to take on roles they may have been less
comfortable with at the start of the semester. Another method that encourages dialogue
1s via email or web-based chat rooms that are limited to students enrolled in the learning
community. Both methods suggest means of reducing motor barriers to expression.

Cognitive barriers to expression also need to be considered. Explicit strategies are referred
to as providing students “with a series of steps to prepare and execute” (Orkwis, 1998, p.2)
an assignment. Scaffolding is “a temporary support for learning that is gradually reduced
as the student develops confidence with the new content or skills” (Orkwis, p.2). These
cognitive strategies are especially relevant in a learning community where students are
being encouraged to learn via sharing and cooperation rather than an individualistic
competitive model that is often more familiar to them.

As a community, faculty and students need to come together to create a set of ground rules
for classroom behavior, debate, and healthy disagreement. This set of rules may be some-
thing to which we continue to refer until the students can incorporate these ideas into
regular communication. The same can be said of small learning groups; throwing students
into groups without explicit instructions on sharing workload, individual accountabil-
ity, and participation can be detrimental to the success of the community. With specific
assignments, different instructors within the community may create a variety of ways to
provide scaffolding. In my course, students get a detailed outline on how to write their
first paper. For the second paper they create an outline together in the classroom. In the
composition course, students write drafts for each paper and may also engage in peer
editing. Consequently, students are simultaneously engaging in flexible means of presenta-
tion, expression, and engagement in each of the three courses while examining issues of
diversity and oppression from difterent lenses. Given that this multimodality exists both
within and across the three courses, it can often serve as a road map for students who are
trying to discern what types of learning are most beneficial to them.

Providing flexible means of engagement challenges us to create an environment that
allows all students the opportunity to be connected to their learning. We seek to find
balance between support and challenge, between novelty and familiarity, and aim to appeal
to students who are at different places in their academic journey (Orkwis, 1998). It seems
like an impossible undertaking. Yet, consider that in this type of learning community the
same cohort of students is interacting with each other in three or more common classes. If
the shared curriculum has provided space for cooperative dialogue, reflection, and process,
the stage is set for engagement. Trust is also critical to flexible means of engagement.
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In the multicultural learning community that I have described, sharing of oneself via
writing, discussion, or performance is inherent to the experience. To share one’s writing
with peers is often as anxiety provoking as doing a presentation or performance. “To
disclose one’s reasoning and information, one must trust the other individuals involved in
the situation to listen with respect. Trust is a central dynamic of promotive interaction”
(Johnson, Johnson, & Smith, 1991b, p. 36). In the learning community environment, trust
plays a role in the encouragement of both flexible means of expression and engagement.
Without feeling supported by peers and instructors alike, students are unlikely to take
risks that encourage new learning and construction of knowledge. Thus, to arrive at a
place where flexible means of engagement can be successful, we as instructors need to
model the very behavior we seek from our students. In presenting material, we need to
consider the extent to which we might apply novel approaches to our own teaching.

In the multicultural learning community, the students were expected to write a creative,
imaginative, historical short story about multicultural America. The assignment asked
students to imagine what it might have been like to come to the United States, or to be
here interacting with new immigrants. In the spirit of cooperation, students were invited
to bring in copies of their story drafts to share with each other. This exercise required
students to not only reveal their writing ability, but also to share a very personal perspec-
tive on the immigrant experience in America. I felt that it was important to model how
challenging it can be to both share of oneself and also to take in constructive criticism.
One way to provide a template for this activity was to do the assignment myself and allow
students to critique my work. This was an attempt to normalize constructive criticism
and provide an environment that was both supportive and challenging. Students also
received feedback on this assignment through process and sharing, via individual meet-
ings with peers and instructors, and in writing. Many students used some aspect of the
short story as a theme in their performances for the arts course, thus linking their learning
and finding new avenues to gain and express knowledge.

All of the strategies addressed above can be applied to the individual classroom. However,
the collaboration and planning that is critical to learning community design is well suited
to the process students and instructors would naturally engage in when creating UID
based classrooms.

Faculty Collaboration

Boyer argues that the “new American college” needs to reexamine its priorities, the most
germane of which include clarifying the curriculum, creating a sense of community
on campus, and connecting students to the real world beyond the walls of the academy
(Coye, 1997). If classrooms are to provide extensions into the real world and shape citi-
zenship and community collaboration among instructors may be a sensible place to start.
If it is fair to say that our students have been educated within an individualistic, competi-
tive model of learning, the same can be said of those who teach. Both learning commu-
nities and Universal Instructional Design push us to think outside the parameters of our
disciplines and the pedagogical structures inherent to them.
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The process of being a participant in training for UID and collaborating with faculty within
my learning community highlighted the connection between the two approaches.

1. Planning ahead: Teaching and learning in collaboration with others necessitates time
for planning and process. Teaching cohorts must share their curriculum and also have time
to discuss shared goals and vision for the learning community. This means that choosing
textbooks and sharing syllabi and classroom activities can include attention to flexible
means of representation, expression, and engagement. This type of preplanning allows for
several instructional perspectives such that preparation for multiple means of testing or
other forms of demonstrating knowledge, for presenting syllabi and text in alternate
forms (e.g., books on tape) can be made available for prospective students early on.

2. Articulation of objectives and fit: UID encourages faculty to examine the essential
components of their curriculum. The intent is to challenge us to pinpoint the critical
objectives of the course and to examine the purpose behind the teaching activities we
use. Do the teaching activities fully reflect the course objectives and do they serve the
purpose they were intended for? Teaching in a learning community demands that faculty
examine these very questions, but also provides a forum for shared learning and discussion
with colleagues. This process involves specifying instructional objectives and examining
the fit between the represented disciplines allowing for the incorporation of strategies
and approaches to teaching that most benefit students. Instructors can then customize a
curriculum that reflects both “academic and social skills objectives” (Johnson, Johnson, &
Smith, 1991b, p. 60) with attention to the range of student abilities.

3. Examining student needs: Faculty who teach within learning communities report: A
much greater appreciation of the first year experience. Since each teacher has a personal
and unique approach to students, each interacts with the students differently and experi-
ences different aspects of a student’s personality. Sharing these experiences provides each
faculty member with valuable insights into the possible reasons for a student’s behavior
and academic performance. (Strommer, 1999)

Thus, faculty collaboration not only allows for multiple ways of evaluating student
performance, but can also incorporate scaffolds like time-management activities that help
students acclimate to a college workload. Learning community faculty may coordinate
their assignment due dates to prevent excessive overlap. In addition, they may “reinforce
the topics and expectations of each other’s courses” (Goodsell Love & Tokuno, 1999, p.
10). It can be helpful to have regular meetings to discuss student progress and brainstorm
means of incorporating UID depending on student needs. Having a sense of students’
learning styles can play a role when assigning students to small base groups for classroom
activities. Faculty awareness of peer group dynamics can augment modeling social skills
and supportive learning.

4. Practicing what we preach: Learning community collaboration creates collegial

learning groups for faculty in the same way as their classes create communities of
learning and being for their students. It is a place where cooperation builds trust and this
allows for “coplanning, codesigning, copreparing, and coevaluating curricular material”
(Johnson, Johnson, & Smith, 1991b, p.117). Shared learning and teaching makes us more
aware of our own learning preferences and how this may bias or shape our teaching peda-
gogy. The nature of collaboration and collective accountability may encourage faculty
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to try new UID approaches and examine the accessibility of each other’s curriculum.
“The commitment of physical and psychological energy to achieve the goals of improv-
ing one’s instructional expertise is heavily influenced by the degree to which colleagues
are supportive and encouraging” (Johnson, Johnson, & Smith, p.116). A shared space for
discussing problems and sharing successes can heighten our experiences as teachers and
benefit all the students we serve.

5. New directions: As with all new approaches having a forum to discuss curricu-
lum access is important. Although faculty collaboration within a learning community
can provide space for ongoing incorporation of UID, it can also present opportunities
to contribute and construct new knowledge on the subject— we some times call this
research.

Case Study

I will conclude with a brief case study describing the experience of a student with a
disability participating in a learning community. The case study does not address all types
of disabilities, nor is the intent to segregate the experience of students with disabilities
from that of other learners. Rather, I hope this example illuminates the benefits of a
learning community as a vehicle for implementing UID principles.

When asked, David said that he felt that he was part of the deaf culture, but being in a
hearing classroom he was also part of a hearing culture. Students who are non-native
English speakers may be more tentative about their class participation. David’s primary
language is American Sign Language and he was less likely to participate in larger discus-
sions. However, within his small collaborative group he was far more involved and even
took on the role of lead presenter. In a reflective learning log, David had an opportu-
nity to express his thoughts without an interpreter. Describing a discussion about race
and identity issues, he wrote “ I felt really good about the classes discussing why we go
through this within our life. It did teach that I wasn’t the only one who went through
it, even though other students had different colors than me.” Another multiracial student
wrote of the same discussion “We were able to just express our own views and experi-
ences regarding race. It surprised me that their [sic] were not limits put on how much we
can get into detail. Traditionally, I don’t think that this is common.”

I chose this example to illustrate the extent to which a collaborative learning environ-
ment can create trust that is necessary for students to express themselves. Providing an
opportunity to reflect on racial identity issues both in class and in a reflective writing
assignment was beneficial to David, but also to other students who may or may not have
been comfortable speaking up in class. In addition, the cohesive environment of three
classes allowed students to feel a sense of belonging to the community and a willingness
to take risks in their learning. This is true for students of multiple learning styles.

The last decade has seen a shift in approaches to social diversity on our campuses (Levine,
1991). Curriculum has begun to reflect the various manifestations of power differen-
tials and worldviews that affect our students and our teaching. As we make efforts to
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acknowledge, value, and celebrate the multiple means of knowing that are shaped by the
race, culture, age, gender, and ethnicity of our students, we need to also take note of the
extent to which a culture of ableism excludes not only students with disabilities, but also
students from the aforementioned groups. Bowe (2000) urges us to become aware of our
own “culture’s teachings and how those affect you as an educator” (p.5). The same can be
said of the teachings of your discipline. How have these models affected your approach
to learning and teaching? Universal Design and the learning community design offer us
models through which to examine these questions and also to view the classroom experi-
ence from the lens of others.
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CHAPTER 15

Universal Design Principles for
Student Development Programs and Services

Jeanne L. Higbee
University of Minnesota

Abstract

A number of models provide guiding principles for the implementation of Universal Design (UD) in the class-
room. The purpose of this chapter is to provide a_framework for implementing UD in student affairs units and
other programs and services that focus on student development outside the classroom.

As noted by Opitz and Block (2006; reprinted in this volume—see Chapter 16), most
of the emphasis on adapting Universal Design (UD) principles to higher education has
focused on the classroom. When we developed the Pedagogy and Student Services for
Institutional Transformation (PASS IT) grant proposal, one of the areas in which we
believed that we needed to expand upon the work of our previous grant, Curriculum
Transformation and Disability (CTAD; Higbee, 2003) was to give equal attention to
student development outside the classroom.Thus, for the 2006 PASS IT Summer Institute
we selected a group of participants who work in a wide array of student development
programs and services and established separate working groups for those whose primary
responsibility is (a) counseling or advising, (b) academic support services and develop-
mental education, and (c) administration. At times the three working groups met inde-
pendently, while at other times they met together. During one of the larger group sessions
we asked participants to meet in small groups and then respond to the group as a whole
to a draft of a set of Universal Design principles for student development programs and
services. The small groups were set up to include participants from each of the three
working groups. This chapter is a direct result of that conversation, and these principles
reflect that group effort.

Background

One of the pre-readings for the PASS IT Summer Institute was Learning Reconsidered: A
Campus-Wide Focus on the Student Experience (Keeling, 2004). We concur that there is an
artificial divide between student affairs and academic affairs in U.S. higher education (also
see Chapter 35). The learning that occurs outside the classroom can be equally—and at
times even more—influential in the development of the student, and factors external to the
classroom can have a critical impact on student retention (Astin, 1985, 1993; Chickering,
1969; Chickering & Reisser, 1993). Thus, we think that it is imperative that when discuss-
ing the implementation of UD in higher education, the entire postsecondary experience
be considered. For purposes of this chapter, the term “student development programs
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and services” is defined broadly to include admissions, orientation, financial aid, advising,
counseling, first-year experience programs, activities related to career exploration and
placement, learning centers, tutorial services, academic assistance programs, residence life,
Greek life, student activities and student union programs, judicial affairs, and any other
services and programs that complement students’ experiences in the classroom.

We also believe that Universal Design can provide a valuable framework for multicultural
education in higher education settings (Barajas & Higbee, 2003; Higbee & Barajas, 2007).
Although originally envisioned as a mechanism for inclusion for students with disabili-
ties, by considering the individual learning of all students, and the backgrounds and
experiences represented by their diverse social identities, Universal Design and Universal
Instructional Design (UID) can contribute to inclusion for all students. Thus, we
incorporated features of the Multicultural Awareness Project for Institutional Transformation
(MAP IT; Miksch et al., 2003) guiding principles when developing UD principles for
student development programs and services. The MAP IT guiding principles are listed
in Chapter 32.

Guiding Principles
We propose the following “Universal Design Principles for Student Development
Programs and Services”:

1. Create welcoming spaces: PASS IT participants brainstormed a wide variety of
suggestions for ensuring that students feel welcomed and valued. Reception areas should
be cheerful, with friendly staft readily accessible, and spaces for students to congregate
informally or to wait comfortably. Staft should get to know students as individuals ans
seek to understand the cultural contexts that will shape their learning and development.
Mlustrations and photographs on all print publications and decorative artwork and post-
ers as well as Web sites should reflect the diversity of the students, faculty, and staff at the
institution. Offices should have extended hours or flexible schedules of operation so
that students with diverse time commitments including to work and family have equal
access to all services. Although we understand the role that making and keeping appoint-
ments can play in teaching responsibility and preparing students for life after college, we
also recommend the availability of walk-in appointments not only for students in crisis,
but also for when students experience an unanticipated change in their own schedules.
Online calendars for making appointments can make this process equally available to
anyone at any time of day. Offices should be designed to be accessible to all learners and
staff members, with desks, counter tops, storage spaces, and signage at appropriate heights
and easy entry and navigation within the space. Alternative formats of all materials, such
as publications and handouts in Braille and large print, should be readily available at any
time, rather than requiring advance notification. Web sites should be tested for accessibil-
ity and ease of navigation.

2.Develop, implement, and evaluate pathways for communication among students, staff,
and faculty: Communication should be encouraged through methods that are appropri-
ate, comfortable, and accessible to all, with appropriate accommodations (e.g., telecom-
munication devices for people who are deaf) readily available. When possible, information
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should be shared using multiple and varied methods and technologies, and when appro-
priate or necessary mechanisms should be in place to ensure that messages are received,
preferably through some form of return receipt. As noted by Jillian Duquaine-Watson in
Chapter 34, when considering electronic forms of communication, it must be recognized
that all students do not have equal access to campus computer labs because of other time
commitments, and may not have a computer or access to the Internet at home. For some
students these are unaffordable luxuries rather than standard household equipment and
services. Every effort should be made to create pathways to make electronic communica-
tion accessible to all students.

3. Promote interaction among students and between staff and students: Once chan-
nels for communication have been established, the next step is to encourage their use.
Numerous research studies support that interactions with faculty and staff outside the
classroom contribute to student satisfaction and retention (Astin, 1985, 1993; Chickering,
1969; Chickering & Reisser, 1993).Why? These interactions lead to students feeling a sense
of connection to the institution and foster the belief that someone cares about them. But
these relationships are easier to develop for some students than others. According to Jones
(2005), for many White students, “discussions with students of color are viewed as mine
fields where it is safer not to tread” (p. 145). Other authors (Alimo & Kelly, 2002; Antonio,
2001; Bruch, Higbee, & Siaka, 2007; Frederick, 1995; Holt-Shannon, 2001; Levine &
Cureton, 1990; Tregoning, in press a; Zuifiiga, 2003) have also addressed the discomfort
or inability of both students and faculty and staft to engage in multicultural conversa-
tions and the need to provide more opportunities for intergroup interaction in order to
facilitate mutual understanding and respect. Similarly, some individuals lack confidence
when trying to communicate in another language or are not comfortable when needing
to engage in alternative forms of communication in order to converse with someone with
a disability. The concept of interaction strain between those with and without disabilities
has been well documented (Fichten, Robillard, & Sabourin, 1994). Tregoning (in press
b) has noted that educators’ attitudes toward people with disabilities may be to want to
“help”, but that this approach can “set up a pattern of behavior and belief in both parties
that can be detrimental.” Instead, we should seek mutually beneficial relationships.

4. Ensure that each student and staff member has an equal opportunity to learn and
grow: Barriers to learning should be assessed, examined, and removed wherever possible.
Barriers may be physical, intellectual, or attitudinal. They may be created by the individual
or imposed by external sources. A wide variety of institutional assessments (e.g., MAP IT)
can be used to measure campus climate. Meanwhile, individual assessments can measure
factors related to student success. From a Universal Design perspective, these assessments
should not be limited to those related to disability. For example, any student can have
debilitating test or mathematics anxiety and a wide array of measures—both formal (e.g.,
test attitude inventories) and informal (e.g., the mathematics autobiography)—is available
to ascertain whether this is a problem for the individual. Lack of motivation can also be
an issue for anyone, but the source of the problem may be anything from unclear career
goals to lack of autonomy to the perception of dissonance between individual and
institutional goals. One step that is key to ensuring equal opportunity for all is to take
the time to get to know the individual and to refrain from making snap judgments or
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engaging in stereotypes.

5. Communicate clear expectations to students, supervisees, and other professional
colleagues utilizing multiple formats and taking into consideration diverse learning and
communication styles: Expectations related to performance—whether from the stand-
point of employment or academic requirements and standards—must be clearly defined.
No one can be held to expectations that have not been made explicit. Stating require-
ments orally is not adequate. Many individuals—both with and without disabilities—do
not retain information well when it is communicated only by word of mouth. But not
everyone learns most effectively from reading text, either. In their chapter on “Training
Professional and Faculty Advisors in Universal Design Principles” (see Chapter 27),
Cunningham, Souma, and Gilmore Holman illustrate how providing a “mind map” of
graduation requirements can be a useful alternative to standard checklists. They do not
recommend using one or the other, but instead note that the two formats can comple-
ment one another.

6. Use methods and strategies that consider diverse learning styles, abilities, ways of
knowing, and previous experience and background knowledge, while recognizing each
student’s and staff member’s unique identity and contributions: Individuals should have
the right to determine how they identify and define themselves, rather than being labeled
by others. Each of us has something different to offer, and it is important that our contri-
butions are valued. Whether developing a tutor training program, a career exploration
workshop, social programs for the residence halls, or a lecture series for the campus
community, it is imperative to consider all possible participants and to think creatively
about how everyone might be included. In our chapter on “The First-Year Experience”
(see Chapter 20), first published in 2003, Karen Kalivoda and I discuss ideas for more
inclusive approaches to the campus tour, a common experience during the admissions
and orientation processes. But at the time that we wrote that chapter, we were still
not thinking inclusively enough from a Universal Design perspective. For example, how
do we include parents with limited proficiency in spoken English? How do we enable
alumni to share their experiences and knowledge of the campus without dominating the
activity? And what do we do when the weather is so unbearable that no one wants to
go outdoors? Anyone who works on the banks of the Mississippi River in Minneapolis
in the winter can relate to this dilemma! Climatic and environmental factors such as
inclement weather and pollution can challenge everyone, not only those with mobility
impairments or asthma, for example.

7. Provide natural supports for learning and working to enhance opportunities for all
students and staff: Natural supports can come in many different forms. For example, for
committees—whether of administrators and staft or student groups—meeting agendas
and minutes are natural supports that can assist everyone in knowing what to expect
and how to prepare in advance of a meeting and in following the progression from one
subject to another and staying on task during the meeting. Additional handouts such as
those to accompany PowerPoint slides can supplement the discussion and aid participants
in retaining the content of the meeting. Documenting key points via notes on flip charts
or overhead transparencies or by typing them and simultaneously projecting them on a
screen can also enable participants to correct any misunderstandings in the content of
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Figure 1. Template for evaluating student development programs and services

EVALUATION TEMPLATE
(For purposes of having students evaluate programs and services)

On a1 to 10 scale, where 1 = “not at all” and 10 = “outstanding,” please evaluate the extent to
which this program or service accomplished each of the following goals:

Not at all Outstanding

1. Created a respectful and welcoming environment
12 3 45 6 7 8 9 10

2. Provided effective pathways for communication
with staff and administrators 1 2 83 4 5 6 7 8 9 10

3. Promoted interaction among students and between
staff and students 1 2 83 4 5 6 7 8 9 10

4. Ensured that | and all students have an equal
opportunity to learn 1 2 3 4 5 6 7 8 9 10

5. Communicated clear expectations utilizing multiple
formats and taking into consideration diverse
learning and communication styles 12 3 45 6 7 8 9 10

6. Used methods and strategies that consider diverse
learning styles, abilities, ways of knowing, and
previous experience and background knowledge,
while recognizing each student’s unique identity

and contributions 1 2 83 4 5 6 7 8 9 10
7. Provided natural supports such as [provide specific

examples implemented in the program here] 1 2 83 4 5 6 7 8 9 10
8. Ensured confidentiality 1 2 83 4 5 6 7 8 9 10

Note: Additional specifics such as mechanisms for creating a welcoming environment or particu-
lar modes of communication can be added to each item for further clarification and to adapt the
template to the goals of the program or service being evaluated.

what has been said or add further clarification. These notes can serve as the foundation for
the minutes of the meeting, which can then be made available to those unable to attend.
Similar practices can support tutoring sessions and other services offered to students.
Another example of a natural support that might be used in a learning center or coun-
seling, placement, or advising office is automatically-generated electronic appointment
reminders for both the student and the staff member, assuming that provisions have been
made for equal access to technology.

8. Ensure confidentiality: This is important to everyone, but for individuals with disabil-
ities, even when confidentiality is supposedly assured, when programs and services are
not universally designed the public provision of separate accommodations reveals that the
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individual is somehow “different.” In the film Uncertain Welcome (2002) students with disabilities
discuss some of the reasons why they choose not to disclose their disability, including that they
cannot always assume that their confidentiality will be protected. Disability is but one aspect of a
student’s identity that he or she might be hesitant to share. Students may feel awkward or embar-
rassed to discuss their financial status or may have experiences less than supportive responses to
disclosure of other facets of identity.

9. Define service quality, establish benchmarks for best practices, and collaborate to evaluate
services regularly: These Universal Design Principles for Student Development Programs and
Services can guide the implementation of best practices and can be used as the basis for establish-
ing institutional, programmatic, and individual goals and objectives. The next step is to establish
a mechanism and timeline for regular evaluation, both by students and by colleagues. Figure 1
provides a template for providing an opportunity for students to evaluate student development
programs and services according to these principles.

Conclusion

These principles are neither exhaustive nor mutually exclusive. The overlap in ideas and concepts
is not unintentional. But woven together these principles create a framework for inclusion for
student development programs and services and can serve as a “safety net” to ensure that no student
is lost in the shuffle. Furthermore, these guiding principles considered side-by-side with those
created for instruction and learning support (see Figure 2) provide a multifaceted institution-wide
approach to inclusion.

Our goal in presenting these Universal Design Principles for Student Development Programs and
Services is not to imply that we are introducing anything that is new or unique or revolutionary,
and yet implementing these guidelines in a very intentional way can be transformative. Individually
and collectively we can make a difference if we really take the time whenever we engage in the
planning process to consider the following questions:

“How can we ensure that everyone who wants to participate will have the opportunity to do so?”

“What steps can we take to ensure that everyone will feel included?”

“What do we need to do to ensure that everyone will benefit to the greatest extent possible?”

And we can document the impact of UD in student development programs and services by engag-
ing in evaluative research to determine the extent to which students, staff, and faculty believe that
the implementation of these Universal Design principles accomplishes the goal of inclusion.

Just as Universal Instructional Design is “just good teaching” (Chickering & Gamson, 1987; Hodge
& Preston-Sabin, 1997), the Universal Design Principles for Student Development Programs and
Services are merely guidelines for good practice. What may distinguish them from other similar
standards is that they were created with inclusion at their core as the one unifying goal that binds
them together.
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Figure 2. Guiding principles across contexts

Application of Universal Design
to Pedagogy and Student
Services

UID: Instructional UDSD:

Student Development

. Create a welcoming classroom

environment .
2. Determine the essential components of - Create welcoming spaces
' the course P 2. Develop pathways for communication

3. Promote interaction among students and
between staff and students

4. Ensure equal opportunities for learning
and growth

5. Communicate clear expectations

6. Use methods that consider diverse
learning styles

7. Provide natural supports for learning

8. Ensure confidentiality

9. Define service quality

3. Provide clear expectations and feedback

4. Explore ways to incorporate natural
supports for learning

5. Provide varied instructional methods

6. Provide a variety of ways for students to
determine knowledge

7. Use technology to enhance learning
opportunities

8. Encourage faculty-student contact

(Fox & Johnson, 2000)

ULSD:
Learning Support

1. Welcoming and respectful space

. Clear mission and procedures

. Varied delivery of resources and
services

. Natural supports for learning

. Technology

. Multicultural values

. Opportunities to engage

Opitz & Block, 2006)

wW N

~N o O

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION 2()
UD FOR STUDENT DEVELOPMENT



202

References

Alimo, C., & Kelly, R. (2002). Diversity initiatives in higher education: Intergroup dialogue
program student outcomes and implications for campus radical climate (A case study).
Multicultural Education, 10(1), 49-53.

Antonio, A. L. (2001). The role of interracial interaction in the development of leader-
ship skills and cultural knowledge and understanding. Research in Higher Education, 42,
593-617.

Astin, A. W.(1985). Achieving educational excellence. San Francisco: Jossey-Bass.

Astin, A. W. (1993). What matters in college: Four critical years revisited. San Francisco:
Jossey-Bass.

Barajas, H. L., & Higbee, J. L. (2003). Where do we go from here? Universal Design as a
model for multicultural education. In J. L. Higbee (Ed.), Curriculum transformation and
disability: Implementing Universal Design in higher education (pp. 285-290). Minneapolis:
University of Minnesota, General College, Center for Research on Developmental
Education and Urban Literacy. Retrieved October 11, 2007, from http://www.cehd.
umn.edu/crdeul

Bruch, P. L., Higbee, J. L., & Siaka, K. (2007). Multiculturalism, Incorporated: Student
perspectives. Innovative Higher Education, 32, 139-152.

Chickering, A.W.(1969). Education and identity. San Francisco: Jossey-Bass.

Chickering, A.W., & Gamson, Z. E (1987). Seven principles for good practice in under-
graduate education. AAHE Bulletin, 39(7), 3-7.

Chickering, A.W., & Reisser, L. (1993). Education and identity (2nd ed.). San Francisco:
Jossey-Bass.

Fichten, C. S., Robillard, K., & Sabourin, S. (1994).The attentional mechanisms model of
interaction strain. Journal of Developmental and Physical Disabilities, 6(3), 239-254.

Frederick, P. (1995). Walking on eggs: Mastering the dreaded diversity discussion. College
Teaching, 43(3), 83-92.

Higbee, J. L. (Ed.). (2003). Curriculum transformation and disability: Implementing Universal
Design in higher education. Minneapolis: University of Minnesota, General College,
Center for Research on Developmental Education and Urban Literacy. Retrieved
October 10, 2007, from http://www.cehd.umn.edu/crdeul

Higbee, J. L., & Barajas, H. L. (2007). Building effective places for multicultural learning.
About Campus, 12(3), 16-22.

Hodge, B. M., & Preston-Sabin, J. (1997). Accommodations—Or just good teaching?
Strategies for teaching college students with disabilities. Westport, CT: Praeger.

Holt-Shannon, M. (2001). White hesitation: A message from a well meaning White person
like herself. About Campus, 6(3), 31-32.

Jones, W.T. (2005).The realities of diversity and the campus climate for first-year students.
In M. L. Upcraft, J. N. Gardner, B. O. Barefoot, & Associates, Challenging and support-
ing the first year-student: A handbook for improving the first year of college (pp. 141-154). San
Francisco: Jossey-Bass.

Keeling, R. P. (Ed.). (2004). Learning reconsidered: A campus-wide focus on the student experi-
ence. Washington: DC: American College Personnel Association & National Association
of Student Personnel Administrators. Retrieved January 16, 2007, from http://www.

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION
UD FOR STUDENT DEVELOPMENT



naspa.org/membership/leader_ex_pdf/Ir_long.pdf

Levine, A., & Cureton, J. S. (1998). When hope and fear collide: A portrait of today’s college
student. San Francisco: Jossey-Bass.

Miksch, K. L., Higbee, J. L., Jehangir, R. R., Lundell, D. B., Bruch, P. L., Siaka, K., &
Dotson, M. V. (2003). Multicultural Awareness Project for Institutional Transformation: MAP
IT'. Minneapolis: University of Minnesota, General College, Multicultural Concerns
Committee and Center for Research on Developmental Education and Urban Literacy.
Retrieved October 10, 2007, from http://www.cehd.umn.edu/crdeul

Opitz, D. L., & Block, L. S. (2006). Universal learning support design: Maximizing learn-
ing beyond the classroom. The Learning Assistance Review, 11(2), 33-45.

Tregoning, M. E. (in press a). Being an ally in language use. In J.L. Higbee & A.A. Mitchell
(Eds.), Making good on the promise: Student affairs professionals with disabilities. Washington,
DC: ACPA-College Student Educators International and University Press of America.

Tregoning, M. E. (in press b). “Getting it” as an ally: Interpersonal relationships between
colleagues with and without disabilities. In J. L. Higbee & A. A. Mitchell (Eds.), Making
good on the promise: Student affairs professionals with disabilities. Washington, DC: ACPA-
College Student Educators International and University Press of America.

Uncertain welcome [video]. (2002). Minneapolis: University of Minnesota, General College
and Disability Services. Retrieved December 11, 2006, from http://www.gen.umn.
edu/research/ctad

Zuniga, X. (2003). Bridging diftferences through dialogue. About Campus, 7(6), 8-16.

PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION 2()3
UD FOR STUDENT DEVELOPMENT



204 PEDAGOGY AND STUDENT SERVICES FOR INSTITUTIONAL TRANSFORMATION



CHAPTER 16

Universal Learning Support Design:
Maximizing Learning Beyond the Classroom

Donald L. Opitz
DePaul University

Lydia S. Block
Ohio Wesleyan University

Abstract

This chapter was originally published in The Learning Assistance Review in 2006 and is reprinted
verbatim with permission. The movement for adapting Universal Design (UD), a concept from architecture, to
higher education has yielded guiding principles for implementing UD in classroom and online instruction. In
order to address all of the environments on college campuses, members of the Pedagogy and Student Services
for Institutional Transformation (PASS IT) Institute, which met recently in Minneapolis, identified the need
to adapt UD principles to the administration of learning support services. In response to this need, we propose
7 principles of Universal Learning Support Design (ULSD) that are distinct from—and yet complement—
principles of Universal Instructional Design (UID). In addition, we provide a definition of learning support, a
rationale for ULSD, a strategy for implementation, and future directions for dissemination.

Originally developed for use in architectural design, the principles of Universal Design
(UD) have positively impacted postsecondary settings through the collaborative work of
dedicated advocates. Adapting the seven principles articulated by the Center for Universal
Design (CUD) at North Carolina State University under architect Ron Mace’s leader-
ship (Center for Universal Design, 1997), postsecondary educators now have useful sets
of guidelines for implementing UD in instruction (Bowe, 2000; Burgstahler, 2002; Fox
& Johnson, 2000; Scott, McGuire & Shaw, 2003; Silver, Bourke & Strehorn, 1998). The
need now exists to adapt UD principles to the myriad campus services that support
students’ classroom and online learning. Scholars in Disability Services and related areas
have already called attention to the leading role that student services can play in support-
ing the retention and academic achievement of students with disabilities (Block, 1993;
English, 1993; Hall & Belch, 2000; Hart, Zaftt & Zimbrich, 2001; Kroeger & Schuck,
1993; Weir, 2004). But, as Burgstahler (2005) has noted, “Few published articles have
focused on accessible or universal design of student services” (p. 23). Despite this dearth in
scholarship, student services often demonstrate UD “because they provide multiple means
of facilitating the acquisition of knowledge” (Higbee & Eaton, 2003, p. 233). Training and
dissemination projects such as the University of Washington’s Disabilities, Opportunities,
Internetworking, and Technology (DO-IT), University of Minnesota’s Pedagogy and
Student Services for Institutional Transformation (PASS IT), and DePaul University’s
Productive Learning Strategies (PLuS) have led recent efforts to translate UD in areas of
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learning support (DePaul University, 2006b; University of Minnesota, 2006; University
of Washington, 2006; U.S. Department of Education, 2006).Yet practitioners and admin-
istrators still lack a clear statement of principles that parallel what is already available for
instruction. To address this situation, in this article we offer seven principles of Universal
Learning Support Design (ULSD) inspired by our discussions with participants of the first
summer institute of PASS IT held at the University of Minnesota August 2-4, 2006.

We begin by offering a rationale for the need and then proceed to outline seven guiding
principles inspired by the principles of Universal Instructional Design (UID). We will also
define “learning support” and illustrate the range of programs, resources and services that
fall within its domain. We conclude with strategies for successful implementation in one
key area of learning support, the campus learning center, and suggest further directions
for this critical work.

Rationale

Mace (1988) and the Center for Universal Design (1997) at North Carolina State
University have inspired three distinct adaptations of UD principles to instruction that
are often cited in the higher education literature. Because the instructional principles
provide clues for how UD may be adapted to learning support, it will first be useful to
review the instructional adaptations of UD.

Concerned with assistive technologies, the Center for Applied Special Technology
(CAST), a Massachusetts-based nonprofit organization, adopted three principles of
Universal Design for Learning (UDL) that attend to three essential facets of learning (i.e.,
recognition, strategy, and affect) that are mapped to distinct brain networks (Rose, 2001;
Rose & Meyer, 2000). These principles may be summarized as “multiple means of repre-

99 <

sentation,” “multiple means of support,” and “multiple means of engagement” (Center
for Applied Special Technology, 2006). Nearly simultaneously with CAST’s development,
two faculty teams, funded by grants from the U.S. Department of Education’s Office
of Postsecondary Education, developed new sets of principles by considering the rela-
tionship of UD to Chickering and Gamson’s (1987) “seven principles for good prac-
tice in undergraduate education” (Fox & Johnson, 2000, p. 43; Fox, Hatfield & Collins,
2003, p. 26; Scott, McGuire & Shaw, 2003, pp. 374-376). One team, at the University of
Connecticut’s Center for Postsecondary Education and Disability, developed “Universal
Design for Instruction” (UDI; Scott, McGuire & Shaw, 2001). UDI consists of nine
principles—seven of which are the principles stated by CUD—with supplementary defi-
nitions and examples that clarify the relevance for instruction. Ultimately, a second team
at University of Minnesota’s Curriculum Transformation and Disability (CTAD) collab-
orative, developed eight principles of “Universal Instructional Design” (UID)—a term
coined by Silver, Bourke, and Strehorn (1998)—that provide a truly original synthesis
of CUD’s principles and Chickering and Gamson’s principles. In proposing UID prin-
ciples, the CTAD members attempted to make the relevance of UD to instruction easily
applicable (see Figure 1). Among these three versions of principles, a fundamental theme
persists: universally-designed instructional environments foster equitable and multimodal
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means by which students possessing the broadest range of characteristics can engage with
instructors and curricular materials, and thus minimize barriers to students’ learning. It is
important to remember this fundamental commonality because the growing number of
instructional adaptations of the principles of UD can seem confusing.

Although postsecondary educators have made significant headway in disseminating and
implementing adaptations of UD principles in instruction, their focus on the classroom
does not account for the entire range of students’ college learning experiences and envi-
ronments (Chism & Bickford, 2002; Keeling, 2004; Terenzini, Pascarella, & Blimling, 1996).
Clearly, if we intend to minimize barriers and maximize students’ access to learning more
holistically, we must ensure that the wide range of learning support offices, programs
and services also support UD principles. As in the case of instruction, practitioners can
benefit from a set of guiding principles and strategies for implementation. Some have
already used UD, UDI, and UID to guide their efforts, but we wonder whether lock-
stock-and-barrel applications of architectural or instructional principles are sufficient or
even appropriate for all areas of learning support.To take an example, instruction-specific
language, like CTAD’s second UID principle—*“determine the essential components of
the course” (Fox & Johnson, 2000, p. 43)—may not always translate to services like a
learning commons dedicated to supporting students’ self-directed study as opposed to
achieving a course-specific learning outcome. Other UID principles bring similar chal-
lenges for their application to areas of learning support. Here we need to reconsider, then,
the relevant principles that apply to the design of learning supports.

Seven Principles of Universal Learning Support Design (ULSD)
We must bear in mind that CUD’ seven principles undergird all design considerations.
Particularly where the resource is physical space, administrators and staff must, in our
opinion, first attend to architectural design before other aspects. To return to our earlier
example, the dominant feature of the learning commons—an innovative design integrat-
ing many traditionally distinct services—is its highly multipurpose space. Although staff
members may be present to offer a variety of support and consultation, access to key
learning resources is integrated into the commons’ physical design: the layout of study
carrels, tables, and computer workstations intended for various kinds of study activity and
often self-service access to online resources and assistive technology. However, attention
must then be given to nonphysical and ephemeral features of the commons like social
interactions between students and staff, printed and online information, and administra-
tive functions that take place behind the commons’ public space.

In our discussion with colleagues at the PASS IT summer institute, we arrived at a
set of principles that, for us, enhances the application of architectural and pedagogical
concepts to learning support functions and environments. We developed these prin-
ciples further by taking into consideration Blimling, Whitt, and Associates’ (1999) prin-
ciples of good practice in student affairs. We view these principles as “works in progress”
to be adapted in ways appropriate for the distinctiveness of individual programs and
services (see Figure 1):
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Figure 1. Diagram showing three sets of complementary principles of Universal Design,
Universal Instructional Design, and Universal Learning Support Design
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Note: The application of the Principles of Universal Design, which were conceived and devel-
oped by the Center for Universal Design at North Carolina State University, to instruction and
learning support does not constitute or imply acceptance or endorsement by the Center for
Universal Design.

1. Welcoming and respectful space: Features of the spaces, resources, and services are
welcoming, respectful, and comfortable to students having the widest range of character-
istics and abilities. All representations of the spaces are welcoming and respectful.

2. Clear mission and procedures: The purpose of resources is clear and the procedures
for their use are easy to follow regardless of the students’ experience, knowledge, language
skills, and abilities.

3.Varied delivery of resources and services:Varied, nonstigmatizing means of delivering
resources and services foster equitable and flexible use by students.Varied delivery meets
the needs and interests of students having the widest range of experiences, characteristics,
and abilities.

4. Natural supports for learning: Resources and services foster students’ holistic learning
and engagement in a developmental manner. Staft members are trained to accommodate
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the diverse learning styles of students. Services empower the students using them.

5. Technology: Technology resources enhance opportunities for all students to be
engaged and learn. Technology assists in implementing other ULSD principles.

6. Multicultural values: All aspects of learning support embrace the broadest charac-
teristics, backgrounds, and interests of students. Students’ knowledge and experience are
incorporated into design elements and improvements.

7. Opportunities to engage: Space, resources, and services promote students, regardless
of their characteristics, to be engaged in learning. Positive interactions among students
and staff are fostered by resources, services, and programming.

What Is “Learning Support”?

Now that we have proposed a set of guiding principles, to which spaces, programs, and
activities do they apply? We intentionally designate the target of these principles as learn-
ing support. We believe that doing so avoids the artificial dichotomization of academic
learning and student development and embraces the spirit of Keeling’s (2004) holistic defi-
nition of transformative learning. We also escape pinning learning support services to
a particular institutional division like student affairs or academic affairs, an important
strategy amid the diversity of organizational homes that maintain the range of activities
we have in mind. In essence, these activities include the many ways and many places in
which instruction and student services can be coupled within and beyond classrooms. It is
important to adopt a fluid definition as institutions increasingly embrace innovative, inte-
grated, and holistic approaches to student learning, as learning communities demonstrate.
Where instruction is concerned, UID should be considered in addition to ULSD.

We outline here nine broad areas of learning support and provide examples of the types of
services that may be included within each area.This list is a beginning. In providing it we
hope that student service professionals and administrators will recognize their particular
programs and services and work to adopt ULSD at both the programmatic and institution-
wide levels.

1. Core Administrative Services: Learning support can include the widest range of
campus services that deal with the very logistics of being a student on campus: admis-
sions, student records, financial aid, accounts receivable, registration, transcripts, and
degree conferral. Indeed, if these core administrative services maximize students’ sense of
welcome, access, and engagement, they can only promote students’ satisfaction, sense of
belonging on campus, and, ultimately, their academic achievement. Campus administrators
are increasingly recognizing how simplifying their delivery of services positively impacts
the quality of students’ learning experience. Let’s take two examples. The University of
Minnesota, a large public institution, brought together registration, transcript, finan-
cial aid, and related services within a comprehensive “OneStop” identity having both
online and on-site presences that reduces the bureaucracy in administering these services
(University of Minnesota, 2005). Similarly, DePaul University, a large private institution,
recently opened “DePaul Central” to carry out the mission: “Here, at DePaul Central, we
promise to help you take care of the core administrative details (student records, financial
aid, student accounts) so you can get on with your core business—learning at DePaul!”
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(DePaul University, 2006a).

2. Transition Programs and Services: Another growing trend in learning support often
straddles the division between student affairs and academic affairs in efforts to promote
students’ successful transition to college life and expectations. First-year experience
programming, for example, may include a variety of welcoming activities, summer bridge
programs, orientation, convocation ceremonies, Web-based communities and portals, and
freshman seminars. A growing recognition of transter and adult students’ unique needs has
led to tailored services for these distinct cohorts. Institutions are also increasingly attend-
ing to student transitions within and beyond their degree programs. Sophomore seminars,
upper-division seminars, weekly departmental colloquia, and learning communities all
embody this trend.

3. Academic Skills Development: A panoply of programs and resources that focuses on
developing students’ academic skills constitutes another core area of learning support:
subject-based tutoring, writing consultation, Supplemental Instruction, skills work-
shops, library workshops, testing and assessment, learning centers, printed and Web-based
resources, professional clubs, leadership programs, and student research opportunities.
Increasingly, institutions are approaching academic skills development in more integrated
and holistic ways through across-the-curriculum approaches to writing and mathematics
instruction, learning communities, and curricula that purposefully integrate skills devel-
opment and content (Higbee, Lundell & Arendale, 2005).

4. Career and Community Learning: Increasingly important for post-graduation
survival, career and community learning programs provide students with opportuni-
ties and resources to connect their classroom learning to the “real world.” These oppor-
tunities take on a wide variety of formats: career counseling and workshops; career
centers; community and service learning centers; internship, cooperative, and “extern-
ship” programs; volunteer placement; teaching and research apprenticeships; and graduate
school preparation workshops. In the context of adult, neighborhood-based and online
degree programs, career and community learning may also occur through satellite campus
programs and resources located within students’ own workplaces and communities.

5. Engagement, Social Community and Living: Regardless of whether students live
on campus, commute, or learn online, and regardless of students’ abilities, research has
demonstrated that a sense of connection to campus on both academic and social levels
is critical to student retention (Astin, 1993; English, 1993; National Survey of Student
Engagement, 2006; Tinto, 1993). In response to national recognition of this fact, univer-
sities have instituted offices and centers devoted to student engagement. Other signifi-
cant providers and partners in this work are residential life offices and the wide array
of student communities, cultural centers, and organizations often supported by student
affairs personnel.

6. Health and Recreation: By promoting students’ physical, emotional, and spiritual
health, campus health services, crisis centers, counseling services, and ministry offices
constitute a further closely-related set of learning supports. In addition, intercollegiate
and intramural sports, recreation centers, and recreational clubs all foster students’ physical
health and engagement.

7. Advising: Academic advising and a variety of other advising activities are critical
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supports to students’ learning and development. Three predominant models for academic
advising are (a) advising performed by a professionally-trained staff within distinct units;
(b) advising performed by tenured and tenure-track faculty members; and (c) a blend of
both—for example, advising that begins with a professional staft advisor and concludes
with a faculty advisor or mentor. Other types of advising may include roles for peer
mentors, student affairs personnel, research supervisors, and alumni.

8. Disability Services: Traditionally, campuses have had at least one staff member desig-
nated as the campus consultant for students with disabilities. Large universities may have
a department of staft. Disability services can be housed in any number of campus divi-
sions or offices. One place that disability expertise can be found with greater frequency is
within a learning center, learning commons, or academic skills center. Emerging models
of service provision situate disability services personnel as consultants to the entire campus
and partners in efforts to implement UD strategies in settings for instruction and learning
support (Block, 2006).

9. Holistic Learning Communities: A variety of offices and programs do not fall neatly
into one or another category because of the comprehensiveness of their programming and
resources and close partnerships with curriculum. Examples include some campus women’s

centers, multicultural centers, honors colleges, and living and learning communities.

Practitioners and administrators have the benefit of several excellent books that address
the wide range of learning support services and programs highlighted here. They offer
further guidance for the administration and development of these services and give
some perspective on the importance of learning support work in the broader context of
higher education. See especially Barr, Desler, and Associates (2000); Blimling, Whitt, and
Associates (1999); Kuh, Schuh, and Whitt (1991); and Sandeen and Barr (2006).

Strategies for Implementation

To illustrate how ULSD may be implemented within particular learning support services,
we will focus on one common type of learning support: the learning center. We offer the
following scenario as an impressionistic window for viewing how a universally-designed
learning center might appear from a student’s perspective. The scenario, although ideal-
ized, is inspired by a student’s real experience at the University of Minnesota’s Academic
Resource Center, currently affiliated with the Department of Postsecondary Teaching
and Learning (Opitz & Hartley, 2005).

A Model of ULSD-Based Practice

Katrina, a 28-year old transfer student who is blind, enrolled in a college algebra course
needed as a prerequisite for upper-division courses in her major, international business.
Although she liked math in elementary school, negative experiences in her high school
algebra class dissuaded her from continuing her math study. Given her prior negative
experiences, her 15-year break from math, and the disability accommodations she will
need, she is worried about falling behind in the class and failing. Dan, her disability
specialist, assures Katrina that all arrangements for her accommodations have been made,
including advance electronic copies of lecture notes that are in a format compatible with
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her laptop’s screen reader. But Dan also encourages Katrina to take advantage of peer
math tutoring available at her college’s learning center. Fortunately, her math instructor
took the class on a mini-field trip to the learning center, creating a natural opportunity
for her to become acclimated to the space and services of the center. During this visit,
Katrina learned that the center offered scheduled appointments with tutors and other
helpful resources like wireless access to the Internet. She found the center’s space easy to
navigate and the student staff welcoming. The following week she returned to sign up for
a weekly appointment with a tutor who was also a business major. A receptionist made
the appointment and explained further resources available to her, including after-hours
online tutoring and software on the center’s computers that provided supplementary
instruction and practice problems in an audio format. For the remainder of the semester,
Katrina worked regularly with her assigned tutor, Cindy, with whom Katrina developed
a good friendship. Sometimes she came with a student scribe, assigned by her disability
specialist, but other times she simply dropped into the center to access the Internet,
among other things, to download her class notes, or simply study. She especially liked the
convenience and accessibility of the online tutoring, which she often used from home.
She sometimes 