CHAPTER GOCAL

Adapting
| Academic
INnstruction

Strategies for Meeting
Special Needs

Understand the theory and prac-
tice of adapting curriculum and
instruction to enable students to
participate successfully in inclu-
sive classes.

CHAPTER OBIECTIVES
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1. Comprehend a framework that E
can clarify the match of student to &
environment and guide instruc- .
tional adaptations. i

2. Utilize a systematic process for &
understanding student needs and %
developing adaptations and modifi- %
cations, g

3. Understand and implement practical Z %wgoes it for John? His teacher, Mari-Jane Meden-

adaptations of academic instruction. o ‘waidt, has worked hard with him all year. She talks

4. Visualize how adaptations work holisti- % about her challenging student (Medenwaldt, 2000,
cally to support individual students. L pp- 3-4):
B

It is May, and John is beginning to reach his “limit”
in terms of output, attention, and ability to stay fo-
cused. However, unlike the students whose [an-
guage abilities gave them the freedom to commu-
nicate their feelings, John’s fatigue and frustration

is beginning to manifest itself as roaming through
the hallways on endless visits to the water foun-
tain, bothering other working students, and, on
the worst days, tossed desks and slow-motion
punching gestures. In an attempt to respond to
his frustration during writing periods, I decided
to adapt and modify some of his activities and
formatted a “schedule” with different choices.

Hurray forme ., . )

The notion of negotiation becomes very
clear as fater John presents me with an “orga-
nizer” he has created outlining his choices for

activities during our morning writing period.

Hurray for John . . .

As | reflect back on my hasty efforts to
adaptand curb his behavior by “scheduling” his
activities, | realize [ neglected to ask him for sug-
gestions. The process had become external to
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him, yet it was for him. Underlying my quick decision was also a sense of mistrust g
and inability to consider that, given choices, John would choose educaticnally 2
sound learning activities. His self-generated schedule is an extremely power- &
ful communication; it is a negotiation document, telling me to relinquish 4
some of the curricuium power that | hold, yet also, by adapting the formar 4

and layout of the schedule | had given him, a collaborative gesture show- 4

ing me what | needed to do to support his learning. John used his orga- &

nizer, which changed and mutated a few more times, until the end of the 2
school year.

Hurray for us!

In Mari-Jane’s story, we see how adaptations, the subject of this chapter,
can move from impersonal, technical strategies to ways to connect with chil-
drert as human beings. Mari-Jane describes how community, care, academics,
and supportive interactions with students all rolf into one as we seek to make
adaptations so students can succeed.

Mari-Jane reflects

“mmwmmmmm

- -« To move from this place of accommodation towards true inclusion 5
orcare s to begin speaking honestly from our experience. For inclusionto g
truly exist, we need to think and talk about receptivity, which is the heart 3
ofinclusion, and evolve our practice outwards from that philosophical cen- g
ter. This includes our ability to receive the care of others, and to risk sur- ¢
rendering the control we exercise. It involves re-negotiating the classroom

3
space with resource teachers, teaching assistants, and parents to engage in g
a truly collaborative process. As my students and [ have learned, caring is 4
laughter, belonging, support, strength, membership, and success. (Meden- ¢
waldt, 2000, p. 7) ‘ @
g™

Recently we asked a group of teachers what adaprations they had observed in
schools. They responded with numerous stories of students who were having diffi-
culties and of simple adaptations thar had helped. In one class a student was given
fewer spelling words. In another a student whose parents were getting divorced was
very upset; the teacher talked with him, let him know she cared, and looked for ways
to help him gain control. In another the teacher used reading materials and a com-

puter program with many illustrations and photographs to help a student under-
stand information.

We also asked if they knew at least one poor teacher. When everyone said ves,

we asked them to describe this teacher. Among the responses: “Teaches the lesson
without attending to whether students are learning,” “is rigid, allowing students few
opportunities for choices,” and “humiliates students who are having difficulties.”
As these comments indicate, adapting curriculum is noz something done only for
special needs students. Good teachers adapt all the time. Good teachers know their
subjects and are masters at designing strategies by which students learn faces, ideas,
theories, and skills. When teaching does not address learners’ needs, good teachers
change. When teachers consciously understand strategies for adapting instruction
for students with special needs, they are more effective with all their students, We

are always amazed at what teachers already know, and teachers often surprise them-
selves as well. :




A high school marching band includes a student in a wheelchair who plays the
xylophone that she holds on her iap, a simpie adaptation that aliows her to be a
full member of the band.

Mari-Jane and the group of teachers cited in the text here offer vivid and humane
examples of “adapting” teaching. Making adaptations is not a mere technical

process but

]
HHY TS i e M

nvolves the meeting of 2 teacher with the essence of what is happen-
ing with a student. As we consider the strategies in this chapter let’s think about
these stories and keep in mind the following questions:

1. How can we adapt instruction for students who don’t seem to be Jearning or
whose abilities don’t match the way we are teaching?

2. Should we have to adapt teaching? Shouldn’t all students be able to keep up or
go to another class? What do you think, and why?

3. Federal law requires that adaptations and accommodations be made for persons
with disabilities. |s this fair? Does this create a level of dependence? Or is this a
way of promoting equity?

4, How might adaptations we develop for students with special needs be useful to
us as we work with all our students?
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“Reasonable accommodations” is one of the most important provisions for peo-
ple with disabilities in school, the workplace, and the community included in Sec-
tion 504 of the Rehabilitation Act of 1973 and the Americans with Disabilities Act
(see Chapter 1}. In addition, the Individuals with Disabilities Education Act (IDEA)
reguires thar students be educated in the least restrictive environmen
related services and accommodations in the general education curriculum. Strategies
described in this chapter give us tools to meet these legal requirements.

t with needed

An Ecological Foundation for Adapting Instruction

Matiching Students and instruction

Learning to adapt our teaching, to constantly assess student abilities, and to provide
supports, scaffolds, and engaging instruction to help students move ahead-—all of
these are at the heart of good teaching. The ecological model of adaptations, graph-
ically represented in Figure 9.1, helps us think systematically about the relationship
of an individual with an environment, whether the environment is a school class, a
community setting, or a future job (Lotkuist & Dawes, 1980).
Let’s explore how this model can help us think about adaptations in the class-
room. First, if the needs of a person match the resources provided by an environ-
ment, the person is “satisfied” and will prefer to stay in that setting. Relatedly, if the -
abilities of the individual meet the minimum “requirements,” the person is consid-
ered “satisfactory” and is allowed to stay in the position. For a person to fit well
into a particular setting, both conditions must be in place: Others must consider the
individual to be satisfactory, and the person must be reasonably satisfied.

Let’s consider two school situations as examples:

The assignment is to read a book and write a play based on the book. My stu-
dent can’t do this. ] am teaching in a seventh-grade language arts class. However,
one of our students does not read or write well enough to complete this assignment.

What do I do?

A student who can’t play an instrument is in the band. 1 am a band instructor
in high school. Because we are making efforts toward inclusion, a student with a se-
vere physical disability comes to my class. She has very little motor control in her
upper arms, is in a wheelchair, and has little language. She certainly cannot play a
typical instrument or read music. Yet she is excited about being in my class, the
other students think it is neat that she is there, and I would like to make her in-

volvement meaningful for ug all. What do T do?

In each situation the student’s abilities do not meet the typical expectations of
the classroom. The studeat would most often be thought of as not satisfactory and
be asked to leave. What do we do when this occurs? Traditionally, two strategies are
used: (1} Try to change the skills of the person so that they meet typical expectations
of the setting; (2) if this does not work, remove the person from the situation. In the
first example, the teacher might try several strategies to improve the student’s writ-

ing skills; if the student did not improve, traditionally the teacher. would initiate ef-
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Figure 9.1
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forts to refer the student to special education. In the second example, given the very
small likelihood of the student’ learning to play a typical instrument and read
music, the student would traditionally not have entered the class in the first place.
Yet et us look again at the person (needs and abilities) and the environment {re-
! quirements and resources). What could change to improve the person-environment
b match? True, we can try to change the person—but we can also change the environ-
ment. We can adapt the expectations in various ways; we can make adjustments in
what is to be done, how a task is to be performed, or the level of performance ex-
pected. We can also adjust the resources an environment provides. Perhaps our class
is very competitive and this environment causes many students difficulty. We can
work to change our classroom atmosphere to focus more on cooperation and caring.
The model helps us focus on how environments should be designed for people as
opposed to people being designed to fit environments. Although initially we may be
instituting change in our class to meet the needs of a specific student—adapting—
we will eventually incorporate these new ideas into how we run our class—designing

for diversity (Peterson, 1994, 2000).
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However, there is another major strategy. Looking at Figure 9.2, you will see that

we have added a mediating component between the person and the environment:

support. What does this mean? In general, if 2 person’s skills do not match expecta-
tions, various types of help or support may help bridge the gap. We discussed sup-

port in depth in Chapter 5 and scaffolding in Chapter 6. If I need to read aloud in a

class and have difficulty, a “reading buddy” can be helpful. If I can’t climb the stairs

because I am in a wheelchair, someone can help navigate my wheelchair up the stairs..

(Of course, an elevator or ramp ought to be available.) We hope this figure establishes

a fundamental concept in your mind: If people don’t “fit” in our classes, we can

adapt and provide support. This is not about changing people to fit our classrooms,

though our goal is certainly to help students learn, develop, and grow. Itis about how
we design, adapt, and provide supports to include everyone. Using this model, how
might we deal with these situations? Let’s look at possibilities, ‘

The assignment is to read a book and write a play based on the book. My
student can’t do this. We change our requirement that the student write a play
based on reading. Instead, we ask the student to “read” a book on tape (following
along) and then to “create” a play, recording it in the way that is best for that
student—drawing pictures, recording on the tape recorder, and so on. We involve
the student in developing these strategies.

A student who can’t play an instrument is in the band. Again, we want to in-
volve the student and probably the rest of the class in figuring out some ideas.
Maybe one of the drummers and this student can work together; he could hold her
hand and together they could carry the bass percussion with a simple but powerful
rhythm. Maybe several students can trade off. If the student can use a head-directed
signaling device, maybe she could direct a computerized music synthesizer.

Figure 9.2 provides us with yet another exampie of a learning activity that a seu-
dent will have trouble performing and possible solutions. In this case, a high school
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N
. Understand student needs—abilities, interests,
fears, resources, supports.

culture.

. Determine discrepancies or mismatches between
the person and the environment. State the
problem. Whose probiem is it? The child’s?
The school’s? The family’s? All of the above?

. Develop solutions to needs—manageable strategies
to help the student participate meaningfully,
learning at his ar her own level.
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Figure 9.3 history class is studying the U.S. Constitu-
T tion and answering questions. However,

tepsforDeveiopmgAdaptatlons ...~ One student reads only at a third-grade

level. What to do? The three-part form can
help us organize our thoughts as we con-
sider adaptations.

. Analyze our classroom and school envirenment— . . . .
e o @ ; What did we do in each of the scenarios
expectations, noOrms, resources, sUpports, i

above? We adapted: We revised our narrow
expectations and stifl reached an appropri-
ate outcome—developing a simple play {in
the first example) and performing in the
band (in the second example). Both scenar-
ios offer options for support that are mean-
ingful for all parties involved. In each, we at-
tend not only to the skill-requirement match
but also to the match of personal needs and

environmental resources.

Building on the ecological model we
discussed above, we can systematically develop curriculum adaptations, using the
four steps outlined in Figure 9.3. When we are learning how to do adaptations, we
may use these steps sequentially, overtly, and consciously. As with learning to ride
a bicycle, however, these strategies will become much more intuitive as they become
an integral part of our teaching practice. Let’s discuss each step.

Step 1: Understand Student Needs
Student Profifes for Planning

As we work with students, we are constantly learning and constantly asking the
questicn, “Why does this student act and perform in these particular ways?” We
also are careful to understand that when children have difficulties, there is a com-
plex interaction between the way they are and the world around them. Some prob-
lems and challenges appear to be inherent in students. However, if we ask, “What
is the student doing? Why? How can I help?” we will be much more likely to make
a difference than if we ask, “What is wrong with this child?”

We’ve seen teachers work in groups to develop adaptations. Typically, teachers
quickly identify numerous creative solutions. What we have come to believe out of
these éxperiences is that good teachers already know bow to adapt lessons for stu-
dents with even the most severe disabilities.

Notice how we frame the issue. We do not identify a problem as “not keeping
up with grade 3 or grade 8 work.” Rather, we ask, “How do we help the student
participate and learn at his or her-own level?” This is a very big difference. It moves
us away from the one-size-fits-all curriculum, away from the mandate to have
all students “at grade level.” If we seek to engage all together in valuable learning
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activities, it will be much easier to manage than we might imagine—and more fun,
too, becanse we won’t feel guilty about sending students from our classes.

Step 2: Analyze Cur Classroom Environment
Just How Do We Teach? 7 '

When we see students having difficulty, it is good to step back and take a new look
at our class and school. We sometimes take our class so much for granted that we
cannot see realities. What do we expect of students? Whar are the rules? What flex-
ibility is there? How does the total culture of our class function? How supportive is
it? These are important questions.

The form shown in Figure 9.4 illustrates a class profile and can provide one use-
ful tool for self-analysis of our teaching style (Ford, Fitzgerald, Glodoski, & Wa-
terbury, 1997). Given that this form identifies a range of possibiities in different -
areas of classroom functioning, it can also be useful as a menu of strategies, a list-
ing of ideas that we might try. For example, under “General Approach to Curricu-
lum” we might note that our tenth-grade biology class is largely textbook driven,
with some hands-on activities as part of the labs. We can think about students’ re-
sponses to this instruction and consider other options listed. Similarly, we should
look at our classroom expectations, our way of teaching, the culture among students
and staff, and the supports provided for students and teachers. '

Step 3: Determine Discrepancy between
Student and Our Classroom Environment
What Is the Real Problem?

What are the academic challenges of students in our classes? What is the discrep-
ancy between what is expected and the abilities and needs of any given student? Do
we expect more ability than that student demonstrates? Does the student have needs
that are unmet in our class? These discrepancies will often be experienced as prob-
lems. We have some key questions to ask in this context. Who experiences this dis-
crepancy as a problem? What are the differences among the problems people
perceive? Why do we see discrepancies as a problem?

Using the class profile in Figure 9.4, we can develop a form to compare our class
assessment with student characteristics and to target discrepancies for adaptations.
Sometimes such detailed classroom and student assessment and planning can be use-
tul. Many teachers find, however, that written records and forms are much less im-
portant than the thinking and analysis on which they are based-—looking carefully
at what we are doing in our class, assessing student characteristics and needs, and
developing responsive plans for adaptations and supports. Such tools are exrensions
of ideas that we discussed for planning purposes in Chapter 4. They can be useful
in developing and documenting IEPs and Section 504 plans.
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Figure 9.4
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" GENERAL ARPROACH TO CURRICULUM
O Interdisciplinary
[0 Hands-on
¥ O Community projects—oriented
i O Project-based )
2 Student-directed
0 Textboaok-driveri

CURRICULUM MATERIALS

For planning For student use

[
ooog

" ADVANCE PLANNING MEANS . . .

O Weeks ahead of time.
i O One ortwo days in advance.
[1 As | enter the room.

CONTENT

0O Tend to cover it all.

1 Decide what’s essential and add/subtract
based on individual needs. :

O Readily depart to follow students’ interests. L

[0 Tend to have single-concept lessons. i '

O Anchor it to a major project.

i PHYSICAL ENVIRONMENT/SEATING

STUDENT PARTICIPATION S

O Desks are clustered to promote peer-to-peer Peer to peer Self-management

L interaction.

O There are small group spaces.

© [ Computer stations are available.
i ) Bulletin boards are used for:

i O Students have assigned seats.

O Mutual hefping 0 Schedule reminders
by students O Assignment boolkdets
O Cooperative O Scudy gﬁides ;
groups O Contracts and self- | ' %
00 Peer partners checklists .
O Peer tutors O Organizers
O Frequent self- -
evaluation '

" TEACHER PRESENTATION/FACILITATION

Moves around a lot

Fairly structured

Uses questioning techniques
Involves all students

Gives specific feedback and guidance
Gives lots of praise

Tolerates low levels of noise

Lectures a lot

leads lots of large group discussions
Demonstrates and models

Uses video, film, audio

Cooonocooooo

TESTS, ASSIGNMENTS, AND EVALUATION

[0 Portfolios are used.

O Grading tends to be based on: __ curve : ]
mastery criteria IEP individual
student progress contracts multiple

grading (effort and achievernent)
O Maintenance of journal/class notebook
O Homework given: ___ daily __ 2-3 times
per week ‘
O Usuallytakes: _ 15 ___30 ___ 60 minutes
O Students demonstrate what they learn
through: ___projects ___ written/oral tests
___written/oral reports.

B e TRl

(contjhuedj
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Flgure 9.4

Continuied. .

CLASSROOM CLIMATE AND MANAGEMENT HOME-SCHOOL COMMUNICATION %‘

[ Students must raise hand to talk. 0 Class newsletter 3 1

i O Students move around a lot. O Assignment notebook l
! O Students have assigned jobs. [ Special rules
¢ [ Students routinely conference with teacher. O Regularly scheduled phone calls
! [ Students select their own work to display. O Homework hotling
0 Rewards include: __ praise ___ special O Daily journals
privileges such as
% O Corrective strategies include: ____time out
___loss of privilege ___ignoring __ staying
after school ___ peer mediation

Step 4: Adapt Instruction to Solve Problem
Strategies for Learning

; In Step 4 we build on the analysis we did in Steps 1 through 3 and develop solutions
! ‘ to address the mismatch between the individual student and our class. As we are
planning adaptations to instruction, we will be driven by two primary considera-
tions: (1) how to adapt insiruction to meet the student’s needs, and {2) how to help
the student increase his or her learning in a struggling area.

Principies for Effective Adaptations

There are many strategies that teachers can use to adapt academic instruction for
students. When do we use what strategies? Let’s Jook at a few helpful guidelines.

Meeting Needs. The most obvious guideline is to select the strategies that will most
directly meet the needs of the student. I a student is having trouble organizing work,
we use strategies that help the student develop organizational skills. If the work is
too complex, we look for tasks that can be simplifiéd. If a student cannot read the
textbook, we search for reading materials related to the subject that the student is
able to read. If a student needs emotional support, we try to arrange this.

Least Intrusive and Most Inclusive. We use adaptations that keep students connected
rather than drawing them off into separate corners. For example, although we could:

~ adapt the curriculum by having a paraprofessional and a student work on a related
but different activity at the back of the class, this would separate the student from
the total classroom community. We want adaptations that are barely noticeable and
the least time intensive possible. For example, a student might read simplified mate-
rial next to other students in the class who are reading more complex material.
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Challenging at Zone of Proximal Development. One of the most frequent mistakes
teachers make is simply to “make the work less difficult.” We obviously don’t want
students struggling to work at levels above their capacity so that they fail and quit
trying. However, we also don’t want to make the work so simplistic that learning no
longer occurs. If we know our students, we provide support and scaffolding to chal-
lenge them at their zone of proximal development (Vygotsky, 1978) (see Chapter 6).

Impact on Instruction. We also want to pick adaptations that help us experiment
with new teaching strategies. For example, a boy is having difficulty learning to
read but is very physically active and shows signs of athletic abilities. For this stu-
dent we consider ways to incorporate more movement into reading lessons. Rather
than writing in journals, perhaps he and other students could create and act out a
play. Perhaps the whole class could line up to spell words outside on the playground.
Perhaps simply allowing the student to stand and move while reading, with the book
on a podium, might be helpful. We may decide we like some-of these ideas and want
to use them in the future for other students.

Let’s now explore different tools and strategies for adapting academic learning.

Planning Tools for Adaptations

Several tools help us plan and track our use of adaptations. We can use several
formats to compare what typically goes on in class; a student’s capabilities and
characteristics; needed adaptations; and support staff, if appropriate, to provide as-
sistance. Figure 4.9 in Chapter 4 provides one format and example. Figure 9.5
illustrates an overall semester planning format, showing possible adaptations for
each subject and the responsibilities, as these are applicable, of support staff.
Figure 9.6 on pages 267-268 summarizes adaptation strategies. In the subsec-
tions that follow, we will look more closely at the ideas outlined in this figure.

Presentation of information and Learning Activities

First, we consider our overall teaching process. Are we designing our instruction for
diverse learners? Do we allow room for students to work at multiple levels? Do we
respond to different intelligences, consider different learning styles, and use best
practices in instruction? As we develop adaptations for individual students, we
always reassess classroom instruction as a whole and the ways in which it will
be affected positively or negatively. For example, Mark, a fifth-grade teacher,
realized that he had students who would benefit from guided reading. He selected
children to read a book that would interest them at their own level together. As
the other students in the class read individually on Thursday mornings, Mark read
with this group and focused on specific reading skills and strategies. He liked
this so well that he decided to do such groups once a week with al! the students in
the class.

As we identify student needs; we also come up with alternative ways of pre-
senting information or diffesent types of learning experiences. We can make changes
in the total class setup and watch the responses of specific students who are having
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_ Figure 9.5

N rfn.di-\...r-idual Student Adaptations and Su.jﬁ.port in'S'crfr]d'oi.S-

ubjects

STUDENT: Shane French, - STAFF SUPPORT o
....... T . Grade9 - ADAPTATIONS (if needed) . EVALUATION NOTES .

Literacy: Reading and . Books on same topic at - Visits Student Sup-'_ Keep daily log
writing-workshop. grade 3 level, Focus on port Cénter on 'pmgress

- Guided reading. _periods. Sitnexteo during study hall . toward _go_alé.j
Read afouds. Do Christopher ta model/. to read orally . _:' ] -
Adele Smr'th, teacher ask questions, © . . and edit stories.

Social studies: Group pro- - Group asks him questions Ask oral questionsto

j-ett§ related _té poverty to draw’intg discussion. 7 i ?'c_est'i%now_l_ed_g
i community’ ... Shane draws pictureto - ‘ingabout topics  issues. Make up:
Russell Lee, teacher : L i_['lustrate' issue. " - - SO Can support ;- '

_if reeded. .

* rubric for group *
project..

Math: Manipulatives, " " Working on addition. : Wor_ks_Wi'th whole® Mdrk?'daté}idn check
in_l_téz"e's"t' gi’oups based ¢ - usingreal-lifé Guestions. - class, chei:king:i_r_i - 71is|:'7whéri-goeils“
onicurriculum goals Use.cé%culatd'r to s ddify. Pi_ah‘é'blo_k:k i achieved.
iSydne} B/annfhé,. tedcher .'sUbtrac_t'a:rid multiply, -vith teac_:H'.é;_r.--’” e

Music: al production  Listenis to sangs ontape . i __ Participation in
"~ of Fiddler on the Roaf ©to memorize. Practices - T T ‘elasset T
‘CbhnfemBLjeﬁe!;'tgqg_é;hgr “ " with partne ’ R S

Art: Study impressioﬁit"s% Shares work with buddies
<+ paintings. Do owri <o in pther c[_zissies. Re-
nature paincings. . i

. log of'.strei_l_jgths :

een. Positivi

Céives help on art he'is
. S'é!anortraits.' Tt doing Forgb_cial- studies.
Var| ez, teacher g - L

Haspects to bbbsl; -
aimoral. Self=1 -
i evaluate progress,

Physical education: Daily ~Gross motof development ~ Therapist plans Log of progress ke
calisthenics, volleyball, . worked jnto curriculum,  withteacherto by teacher. Add
' ‘team running races. - Cooperative, ﬁo"t_.jndi-__t ‘ inkﬁorp'orate " notes from tﬁer_‘a;
Harvey Stott, teacher - " vidual, work steessed, goals. Worksin *  pist in planning.
S : IV classtwicea . .© Selfevaluate
week to assist. .. progress.

difficulties. Any of the methods presented in Chapters 6 and 8§ will help us rethink
our instructional approaches. For example, one teacher lectured to his whole biol-
ogy class about cellular structure. Students were expected to have read the text-
book, to take notes, and then to respond to questions on a worksheet in preparation
for an exam. However, two of the students could not read well enough to read the
textbook and took terrible notes. What could the teacher do?
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Figure 9.6

arning activitie

Exp_ec[;at;oné

Instructional matertals

-Methods of perFormmg

3,,}T1me alio_ ed;:. Vary amount oFUme allotted to an acthity
, (e g glve sorne: students more time, othérs Jess time).

i Matenals th

- Degre= OFparf!CIpatlon Vﬂry the degree to.which a student
| enigages in a ‘particular activity. (E.g., ifthe class is readmg

Sritde Narhmg and creating a play to perform,

' ones student mlg tread a 5|mpier version or be mvolved iri the
perFormance onEy ¥ ‘ : :

“Adj just perForrnance standards and evaluatjan criterid.

e Same content but varlat:on in'sizé, number or Format

' Addltlonal or diﬁ'ereni miaterials at ab:llty tevel or interest drea

Materlals that reduce the Ievel of abstractmn ofmformation

Location in the ¢lass (&t front if difficulty seeing)

; Slgn language, braille, talking computer or calculator, reader,

note takers tape recorder
Small group, cooperative learning, peer buddies, |nd|V|duaI

assignments dt own level

Alternative and augmentative communications: Typing or word
processing, writers, communication boards, assistive computer

: techn_ology

Sigri laniguage for communication

(continued)



268 Part it Inclusive Teaching www.ablongman.com/ petersoninclusive

sl L E . i L

Continued

SUPPORT AND SCAFFOLDING

. Peer support Peer buddies assist in completing rasks, understanding, ete.

.7 Information and ‘Advance notice of assignments
i ' materials available " Books athome

: Tgaeher scaffbl'di'ng_ . Arrange for readlnc with a fellow student; do one ori- one questlomng,

Cooperative work groups; heterogeneous ability levels .

Home learning: aCEIVIEIES with. parents (optlonal)

provide cognltzve organizers ofreadmg

¢ lm-class support. : © (One-on‘one tutoring and assistanice by speCIahst—speual education

e _ teacher occupatlonal theraplst speech therapt 5 BLC

METHODS OF EVALUAT]ON AND ASSESSMENT 5

o Methods of " o 'Tests Narrative, multiple- chogce shorteanswer

i demonstratmg learnmg * Portfolics of best work

T Plays pcsters “artistic and Husical rendmons )

Adjusted gradihg’" T ...;__EFFort |mprovement achlevementoﬂdentli‘—ed crltena For grade \

o Ieve[s adaptatlans set by IEP

Faced with this concern, we start by asking ourselves the question, “Is this the
best way to teach this material?” In fact, if we follow the best practice strategies sum-
marized in Chapters 6 and 8, we find that it is not. Instead, what if we have students
work in small groups? First, students could plan their work by using a K-W-L strat-
egy to brainstorm what they know and what they want to know. Subsequently, the
teacher could help them organize ways to research information, with different mem-
bers of the group engaging in different research activities.

As usually happens, when the biology teacher applied these strategies, the two
students who had difficulty reading did much better. First, they participated as part
of a group, engaging in tasks that required less sophistlcated reading. Then one of the
two students interviewed a parent who 1s a biologist to learn answers to some ques-
tions. The other student was the artist of the group. In addition, as the group reported
back and discussed what they were finding, all the students learned through this oral -
comrmunication more readily. One very gifted boy decided that he would like to in-
clude complex pictorial descriptions in his projects and began to do so.

Multiple Intelligences. A multiple intelligences—based approach takes a comprehen-
sive view of the skills and needs of students and fends itself to strategies for adapta-
tions. Figure 9.7 illustrates how we might use multiple intelligences for this purpose.
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Figure 8.8

~Multiple Inteiligences and Adaptations:
Using Other Intelligences to Strengthen an Area of Need

i Linguistic 1
* How can the lesson and
student evaluation use
Naturalist { written or orsl language?

+ Tell stories about nature or Logical-Mathematical i
the community. Someone o ;

sudents share. * Role-play reading straregy

in grided reading group.

: else writes these down. 1M I o * Count and graph specific {
: 9 i S words, Discuss patterns H
t ¢ Class choral-reads storv. ¥ W 3y i of word use. ;
Yo S |
Intrapersonal \ Linguistic . Spatial ;
{ = Student tape records feelings # 4 o Draw picture for sto
i . oy :
. and thoughts. These are o zoblems reading Y Parmelz writes words for :
transcribed with a buddy. \ drid writing kY each picrure, ;
: 1’%
) |
Interpersonal z_’_--—-"'"“""‘\ / B Musical §
. B‘{ddY reads bock to and L * Group makes a musical of a
with studenr, story of passages from a
* Hold book ralk in which Bodily-Kinesthetic book.
|

We can use all the other intelligences to provide alternate routes to help strengthen
a particular area of need. Figure 9.8 illustrates this strategy in relation to literacy
difficulties—problems with linguistic intelligence. If, as in this example, a student is
having difficulty reading and writing, we consider multiple intelligences and provide
opportunities for learning through other modalities and abilities: spatial, musical,
bodily—kinesthetic, interpersonal, intrapersonal, and naturalist. This does not mean
that we give up on reading and writing. We simply provide strategies that approach
reading from a different perspective, lifting some pressure from the student.

Learning Styles. We can modify the environment, learning situation, and input styles
by addressing various learning styles as described in Chapter 6. Here are two examples:

8 Comfortable learning setting: Give students the opportunity to have drink or
food accessible as they study; allow them options for where they work-—sitting
at a desk or on the floor with a pillow, standing at a high table, and so on.

Music: Allow students to use a Walkman while working, or to work in the hall
or in a corner with earmuffs so the noise of the class does not bother them.

Best Teaching Practices. We can apply the techniques presented in Chapter 8 to
adaptations for individual students as well. Here are a few more examples.
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B Communiry-based project: A student engages in a community-based project in-
stead of a research paper. For example, the student might learn about the prob-
lems of the local public transportation system, develop a poster on it, and bring
in a resource speaker to talk with the class.

& Internet research: A student obtains information about a topic using the Inter-
net (with assistance and support if needed) and develops 4 presentation, using
software such as PowerPoint to organize materials.

In one math class, for example, a boy with leamning disabilities participated in
a group working on a project studying the local economy. The project linked science,
math, and social studies. In math the students used several algebraic equations to
help develop solutions. The student with learning disabilities took charge of the ma-
nipulatives that helped the team visualize the situation, which helped hlm under-
stand what the algebraic equations meant.

Expectations

We also consider modifying our expectations or learning goals—changing the
amount or difficulty of work or selecting alternative learning goals that a student
can accomplish within the class, Following are interrelated strategies.

Difficulty of Work. First; we can vary the difficulty of assignments. We “adapt the
skill level, problem type, or the rules regarding how a learner may approach the
work” (Deschenes, Ebeling, & Sprague, 1994). Examples include:

& Allow calculator use in math.

Have a student draw quick sequential sketches to record journal responses to a
story read by the teacher or books on tape.

& Change the standard by which we evaluate the product a student produces {e.g.,
give credit for a simpler product}.

B If the class is reading a Shakespeare play, have one student read a simpler version.

& Simplify directions by limiting words or number of steps.

Amount of Work. We can also alter the amount of work required of different stu-
dents, either increasing or decreasing based on student needs {(Deschenes, Ebeling,
& Sprague, 1994). For example, we might adjust:

2 Number of pages of writing or reading
Number of spelling words

® Length of a speech or presentation

& Number of projects

E Number or length of homework assignments

Time Available. We can also simply provide students opportunities to take addi-
tional time with the material. Three general strategies are useful {(Deschenes, Ebel-
ing, & Sprague, 1994).
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a Additional guided practice: We gather students for miniskills lessons; peer bud-
dies provide in-class or out-of-class review and tutoring; we arrange occasions
such as science nights when families engage in fun learning rogether.

@ Changes in the pace of instruction and performance: We slow or increase the
rate at which students are asked to obtain information and perform tasks. For
some students, we provide additional time {often for fewer responses or per-
formance tasks}. For other students, we require more rapid performance on ceg-
tain tasks.

Extra time: We allow extra time within or outside of class for students to com-
plete their work. If we give other students an hour to finish a project, we might
give a particular child two hours. Of course, this also means that we may have
to exempt the child from other work that some students complete.

Degree of Participation. Students also engage in learning activities at different de-
grees of participation (Deschenes, Ebeling, & Sprague, 1994}, As we use this strat-
egy, however, it is important to ensure that the student participates as fully as
possible. The danger is that the student can become only a spectator. Some exam-
ples of modified degrees of participation:

@ A student participates in a science lab speaking into a recorder.
8 A student group is conducting research on a country using the Internet, the globe,
and written materials. A student with special needs helps another student search -~
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3

the Internet by clicking specific sites with the peer student’s guidance. He also
holds the globe as a group of students investigate neighboring countries.

- A student listens to research reports of other students and draws a picture of one
thing she learned.

B A student chiooses which of three topics a group will study.

Linda, an eighth grader, is in an English class that is smudying Shakespeare. Groups g
are putting together performances of selected scenes from A Midsummer Nights’ g
Dream and writing reflective journals. Linda can’t read above a third-grade level. g
However, she foves to hear Shakespeare read aloud. Linda is participatingin the g
play, speaking a few lines on which the other students are coaching her. She is
“reading” the scenes on cassette tape, which she enjoys; is using “stick-figure 5
writing” to summarize key elements in the play; and has created drawings to
express her feelings about the scenes. Her group has decided to enlarge these
and use them as part of the visual props when they perform on open house .
night at the school. :

Alternative Learning Goals. Some students engage in learning activities with learn-
ing goals different from those of other students in the class (Deschenes, Ebeling, 8¢
Sprague, 1994). These can vary across ability levels. For example, as a class is study-
ing the history of exploration in outer space, a learning goal for a student with
highly developed linguistic abilities might be to “understand the outer space explo-
ration programs of the United States and the Soviet Union and their social impact
on education in each country.” This student might develop a multimedia presenta-
tion for the total class. On the other hand, a learning goal for a student with lim-
ited abilities in the same class might be to “learn to work cooperatively with other
students.” The student would then engage in group activities, possibly even aiding
the other student with the multimedia presentation.

We also look at alternative goals for the student’s total schoo! program. Curric-
ula have been developed in special education that focus on “functional life goals”
such as obtaining employment, developing relationships, and engaging in community
activities. Brolin’s {1993) Life-Centered Career Education (LCCE) curriculum, and
the Activities Catalogue Curriculum (Wilcox & Bellamy, 1987) provide a valuable
source of alternative learning goals that can be incorporated into IEPs to provide a
direction for the engagement of these students in classroom activities and learning.

Instructional Materials

We also adapt instructional materials. Again, this is much easier if our instructional
resources involve 2 wide range of authentic materials. In reading, if we use trade
books at a range of ability levels, such adapting is already built into the way we
teach. In science, if we have a range of instructional materials—books, photographs,
internet sites, audiotapes, videos, plants, microscopes, and models—we will need
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There Are So Ma‘ny Ways to .Ad-a pt

In an online discussion group, a mother of a child with Down Syndrome, who. is fully
included in general education, shared with us about adaptations from ber experience. -

The main thing ‘is to be creative. You. need to rememiber who Jyour. 'a'ré; working
with . .. what their goals, interests, and abulities are ;". . and fit it into their life. For'
example, with history he can be working on spelling the state name or simply recog-
nizing the lettérs and pointing it out on the map. . .. With regular spelling the child can.
circle the correct word on the spelling list, match 2 card with the same word, trace the

letters spelling the word, many things, .~ ~*

“ At the beginning of the year -mji"se(:_:'ond g_r'ad_e: fit interthe lowest 7

the | ] ding group and
could “track” with the elass, Wher it was time for them to do’the reading words be .
“would get the cards and give them to the teacher. He wag able to.answer a‘few of the
comiprehension questions at the end of a story. By the middle of the year they weie be-
“yond him, So his aide took the stories and made new quiestions that dealt with cate-
. -gorizing and sequerncing but still having to do with the story that the: group was
. reading. When they got to.the quéstions, the teacher would ask his quéstions. . . . With
- math he followed along with the class and worked on the overhead, and she would al-
. ways have a problem he ¢ould solve, but when they worked on tegrouping, he worked
;on number recognition . ; .. and oné-on-one éd'rrcé'p_oh&ér}'cé;-.'l‘he main thing is that he
wis working on what they wefe working on, just at his level. Te had to finish his work
before he could go to centers. One of the centers was a| game center; and lots of the |

;games' were games we had ﬁlagig.that_ thé’ c_l;asé: 'cQ_uld' playwnthhun -
- ' T'am not saying that it always worked out, but it cani be done
everyone when if is de;ki_ng_. Ly LA DE

(W Michd:o;"_k, personal __commun.ication,.. Feb_ﬁuary 1999).

fewer adaptations than if we are relying on a textbook as the primary teaching ma-
terial. In math, similarly, the use of manipulatives and other hands-on materials cre-
ates the same advantage. As we gather our instructional materials over time, we will
work toward having materials at different levels that help us hook various interests
of students and that respond to different individual modalities, learning styles, and
itelligences.

Adapting Existing Materials. We can adapt existing materials using the following
strategies (Price, Mayfield, McFadden, & Marsh, 1998):

Highlight the important information in written materials. This can be done with
a yellow highlighter by the teacher or aide, or by peer helpers.
B Summarize key points and information from texts and materials.
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Have materials recorded on a tape recorder, in braille, or in large print. Tape-

recorded material is particularly useful not only for students with visual disabil-
ities but also for students who have difficulty reading material. Computer
programs and hardware are available that can convert text to speech, convert
text to braille, and enlarge text.

For a particular activity, provide picinre booklets showing step-by-step instruc-
tions. These could be developed by a support person or student. Making such
booklets could even be part of a group activity and would help all the students
better understand the procedure. ' '

Adding Information and Supplementary Materials. We can also provide assis-
tance with additional information and materials. These include (Wood, 1., 1994,

199

B

8):

Study guides and topical course outlines: Provide specific information regard-
ing learning objectives, topics to be covered, and suggested study strategies.
Study guides and outlines constitute a resource to which students can refer.

Advance notice of assignments: Particularly for students who work more slowly
and need more assistance in becoming organized, giving advance notice of ds-
signments (for example, sending information home on Friday about topics and

- assignments for the following week) can allow a student to get a “head start™ on

ma

a topic. :

Books and course materials at home: Allowing students to have copies of course
materials at home is an obvious form of help and support. Parents can then pro-
vide direct assistance to a student as they are able.

Optional home learning activities with parents: Send home optional sup-
plementary (and fun} learning exercises that reinforce lessons in school.

Supplementary instructional materials may also be useful. ‘We can identify
terials that summarize key information at a lower reading level. We might, for

example; be able to obtain abridged versions of textbooks or study guides. Even
comic book versions of literature can be usefuli, as well as readab

le and interesting

trade books and magazines (Price, Mayfield, McFadden, & Marsh, 1998). For stu-
dents with higher abilities, we should have available articles, websites, or books that
g0 into a topic in greater detail or froma more analytical viewpoint. We will want

to

M H B A

supplement print materials with other resources. These might include:

Videos that can be checked out or used with a small group in class.

Books of photographs around particular themes.

Literature and stories that focus on expository material.

Computer-assisted instruction. We would caution, however, against the use of

computers as fancy worksheets. Some excellent, hypertext-linked programs are

available and can provide instruction to students, linking them to resources both
on CDs and on the Internet. Computer-based reference materials such as ency-
clopedias, are excellent examples, as they have text as well as video clips and
graphics that foster a multisensory learning process.

= Websites, particularly those that use photographs, articles, even video clips.
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B Local community resources. Among these are places to visit related to g topic as
well as people who are knowledgeable and willing to talk to students.

Methods of Obtaining Information, Communicating,
and Performing Tasks

In some cases students need to use special tools to help them'géin information. We
will explore these in depth in Chapter 15. Here we will provide a brief summary.

Alternative communication systems: A range of alternative methods exist for
both reception (input) and expression (output) of ideas, information, emo-

__ :j:': tions, and concepts (Kameenuj & Carnine, 1998; Wood, J., 1598).

Alternative written symbols: Tn some cases, alternative written communication
systems, such as bliss bymbols and “stick figure writing,” can be helpful.

Technology-based communication systems: A variety of technologically based
systems are available to help persons who have various types of communi-
cation limitations. These systems can facilitate communication output, input,
or both. Here are some examples (see Chapter 15 for more information):

® Speech synthesizers
B Assistive listening devices
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B Computers can convert speech into text for students who have difficulty
writing physically. Other devices can convert text to spoken speech or
braille. '

8 Augmentative commmmnication devices

Communication support services: In addition, we may assist students in ob-
taining information by providing helpers such as the following (Hitbner &
Fracassi, 1999):

8 Note takers
# Lab assistants

Readers

Writers

B Interpreters—of sign language or of languages other than English

Instructional Formats

Adaptations of instructional formats can be used for our overall teaching as well as
for individual students or groups of students. Some of the primary ways we cluster
students in learning include the following (Janney & Snell, 2000a):

B Individualized, one-on-one instruction
Small group

Large group

Individualized learning stations
Learning centers

Cooperative group

As we discussed in Chapter 8, best practice instruction provides many oppor-
tunities for students to work in groups. Group work allows students to draw from
one another’s strengths and encourages students 1o assist one another in their work.

Support and Scaffolding

We can vary the amount of support provided—give much/little support to a student
who is performing an activity, have students work individually, expect one student
to lead another student. We will also provide ongoing and multiple scaffolding
strategies to assist students in performing tasks that they could not otherwise do
(Vygotsky, 1978).

Peer Support. We will talk in detail about strategies of peer support in Chapters 11
and 12. Student-to-student help is a critical part of building an inclusive and effec-
tive classroom. '

Teacher Scaffolding. In one sense, scaffolding is not an adaptation at all but a cen-
tral teaching strategy that we employ on an ongoing basis. From another perspec-
tive, however, scaffolding is one of the ways in which we adapt constantly. Here are
a few illustrative examples teachers have used:
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Effective Adaptation of Curriculum

Powell Valley Elementary School

4825 E. Powell Valiey Rd.

Gresham, Oregon 97080-1957

Phone: 503-661-751

Principal: Gary Paxton
Gary_Paxton@gbsd.grasham.k12.or.us

Powell Valley Elementary School has 518 children
in grades K through 5. Powell Valley’s beliefs speak
to the success of the school. Effective curriculum
adaptation is a product of teamwork and a belief
in children. When you believe all children learn
best when they are actively involved in their learn-
ing and when they use real-life situations for prob-
lem solving; every child has the opportunity to
learn within his or her own learning style. When
you practice the belief thar zll children can and
want to learn, all children are welcomed and val-
ued for what they as individuals bring to the class-
room community. When you build a caring schaol
community based on the beiief that all children
need to fee! a strong sense of community and col-
laboration, aii children are involved not only in
their own learning but in the learning of athers.

‘Curriculum adaptation is at the heart of the
success of inclusive schooling at Powell Vailey.
When teachers look at upcoming activities and
consider how they will optimize every child’s learn-
ing, they collaborate with other teachers, assis-
tants, and the Supporred Education Team. Col-
laboration and teaming become the way to meet
the students’ needs with the best of ideas while
saving time,

Together the teachers have learned th atadap-
il tations begin with the same work the whole class
is doing. As the team works on the lesson, some
adapations are on the spot, such as a foid in the
paper or the highlighting of some problems.
Other ideas take a littie more time and planning,
but ideas always expand beyond one child, cften
j being used to enhance the learning of many stu-

B
R oma g om ma

Schools to Visir

5

s

dents. Teachers have discovered that when they
begin their adaptation with the wark everyone in
the class is doing, they set up 2 natural opportu-
nity for students to work together. Ifan “adapta-
tion™ is something totally different from what the
class is doing, peers can’t help one another, be-
cause it isn’t always clear what the work isabout
or how it ties to the current lesson. Consistently,
teachers have discovered that when they look at
another way to teach the general fesson to fit a
certain child, they improve their own teaching
and reach more chiidren.

For example, in one class, as students study
the Oregon Trail, they write about how they would
Prepare for the journey and what supplies they
would bring. A student who is unable to read or
write verbally describes the supplies they would
bring, using a paper wagen and pictures of sup-
plies, thus providing the same opportunity to plan
and participate. As classmates join in and use the
“adapted” version of the lesson, the visuals assist
in their processing and their writing becomes more
expanded and clear. Another student has begun
independently to use visuals for routines and
schedules because the whole class js using them
and he doesn’t feel different. In another class a stu-
dent was frustrated because writing her name on
her paper took her the whole lesson. The teacher
and assistant came up with the idea that while the
rest of the class practiced their handwriting, this
student would write her name on 1 page of labels
that she could peel and stick on each assignment.
She was then able to participate in lessons rather
than spending all her time writing.

Aithough there are lots of simple ideas for
adapting curriculum, the staff ar Powell Valley
has discovered that the keys to adapting curricy-
lum are a team approach, a facus on the child,
and a befief that through the adaprations we
make, leaming is enhanced for every child.

By Patti McVay, Outreach Center for Inclusive Educa-
tion; patti_mecvay@mesd. k1 2.01.us.

278
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B A student is stuck on a math problem. We prompt him with questions to help him
figure it out. He begins. We show him the next step and ask why. He explains.
We leave him to go the next step and ask another student to work with him.

& One student.is in a group and we ask a question whose answer we know she
knows. However, she gives an answer that doesn’t make sense. Rather than going
on, we stop and ask the student to explain. We discover that her thoughts were,
in fact, quite logical. We explain this to other students and she beams.

These are two simple examples in which we provided scaffolding—helped stu-
dents deal with situations—and also ensured that their voice was beard. This is a
critical part. Often students who are struggling in our classes will either withdraw
or act out. Fither way, they tend to be silenced. As we support students in doing
tasks, we will also support them in thinking and expressing themselves by showing
that their contributions are valued. We will find that when we ensure that our stu-
derits with greatest challenges have a voice, this will have a tremendous impact, not
only on these students, but on the total culture of our class.

In-Class Support. In Chapter S we discussed various professional resources for in-
class support of stadents—special education teachers, speech therapists, and others.
These individuals can assist us in making adaptations.

Study Skills and Tools. Often students simply don’t know how to study and need ex-
plicit assistance in developing such skills. Such efforts can be organized many ways.
Some teachers incorporate teaching study skifls into their ongoing lessons. Some-
times (particularly at middle and high school levels) specific study skill classes are
taught in student learning centers in the school library or in a special drop-in class.
As with any skill that is taught in a decontextualized way, however, instruction in
study and organizational skills can be very boring to students. We recommend that
these skills be taught as students need them, in the context of what they are trying
to do (Roth, Bartlinski, & Courson, 1994).

Moreover, we should not assume that our “bright” students automatically de-
velop good study and organizational skills and that our “slower” students are the
ories that need help. One parent of a high school student shared her realization that
her son was not deliberately choosing not to do his best in school; he simply did not
automatically know how to organize his tasks and study. Here are some key sty
skills and tools that many students need help with and suggestions for incorporat-
ing them into ongoing instruction.

® Strategic learning: Much learning is based on the use of specific strategies that
can be taught—the use of webs to organize complex concepts; outlining strate-
gies to break down plot, characters, themes in a piece of literature; brain-
storming and freewriting to get the brain considering various optioas.

& Calendars and assigrnments: In the early grades we should help students learn
how to use calendars and to track projects due and break larger projects 1ato
steps.

g Scheduling tools: We should help students understand scheduling tools—partic-

ularly Gantt charts, in which students list tasks down the side of the chart and
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Young children work in teams to soive multiplication problems at Patrick O’Hearn
Elementary School. Such collaborative learning allows children to learn from one
another, contributing at their own level.

calendar dates across the top, drawing lines that show how the beginning and

i end of each task is scheduled. We ¢an help students summarize tasks, use calen-

-3 dars to identify due dates, and develop a work schedule.

¥ Setting personal goals and designing activities to achieve goals: We should help
students establish personal goals for themselves.

Studying for exams: We can help students learn how to make summaries, review
their notes, and use strategies designed to imprint learning beyond short-term
memory. :

Personal organizing: We can help students organize major topics, courses, pro-
fects, and their own files, A variety of methods will help them remember impor- 1
tant items—color coding, Post-it noteg, and reminder systems.

It we can help students learn these skills as tools to help them achieve what they
want to do rather than as irrelevant school requirements, we will increase the like-
lihood that students will use such skills effectively. We model the use of planning
notebooks, ask students to have planning notebooks in our classes, and teach them
how to use them. We help them organize outside projects based on their own ini-
tiative and interests. When students are having difficulty, we suggest (but not de-
mand) that they use a particular tool, and we demonstrate how the tool may be
helpful to them. -
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Methods of Evaluation and Assessment

Finally, we can adapt evaluation, assessment, and grading procedures—the ways

that a student demonstrates learning.

Methods of Demonstrating Learning. We can provide a wide range of means by
which students may complete assigaments, develop products, and demonstrate their
Jearning. First, to assist students in preparing for assessments, we can provide sev-
eral types of assistance. These might include (Deschenes, Ebeling, & Sprague, 1994;

Wood, J., 1994; 1998) providing study guides with key concepts and vocabulary and

suggesting exam study strategies to students—relaxation techniques, key concepts,

summarizing notes, and so on. _
I we are relying primarily on multiple-choice or true/false tests, we should con-

sider providing different options for all of our students. However, we can adapt
even these forms of exams. Some strategies include (Deschenes, Ebeling, & Sprague,

1994; Wood, J., 1998):

® Reducing the number of test items or simplifying concepts
B Allowing all students to retake tests

Having a student respond to the test orally and tape-recording the exam or

E
having it recorded by a writer
Allowing the use of helping devices on exams—computers and calcnlators
= Allowing time extensions ,
® Providing alternative test formats—short-answer, multiple-choice, oral, or essay

questions
g Splitting administration of an exam over more than one session

In Chapter 8 we discussed options for effective evaluation of student learning
that allow a wide variety of modalities. If we are using such approaches, we will
more easily find ways to accommodate students with special needs. Even if we ase
not, we may decide to use ong¢ or more of these alternative performarice strategies
as an individualized adaptation (Siegel-Causey & Allinder, 1998). These include:

s Portfolios of best work
2 Plays, posters, artistic or musical renditions
® Projects completed as alternatives to exams and tests

on of grading is required. This occurs when the
Jearning objectives are the same for all students, even though some additional spe-
cialized objectives may be included. Grades may be based on IEP goals rather than
on the typical expectations of the classroom. We will most often track achievement
of individualized education plan goals and objectives on a special form, rating scale,
or task analysis list. In such tracking, depending on the nature of the goal, we may
report numbers of responses, compute the percentage of a goal/objective completed,
produce a qualitative aarrative evaluation or rating, or simply complete a checklist
that indicates satisfactory performance of various skills.

This type of individualized grading should be consistent with what we use for all
of our students. At best we will establish individual learning goals for each student

Grading. In some cases no modificati
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that we negotiate with them—and if we do so, this is very similar to what we will
do with evaluating learning objectives established in TEPs, Adaptations for grading
include {Christiansen & Vogel, 1998; Janney & Snell, 2000a; Price, Mayfield, Mc-
Fadden, & Marsh, 1998):

8 Grading based on the accomplishment of learning goals established on the IEP
or our own individualized agreement with a student.

#@ Grading based on (1) improvement and (2) effort—standards of grading that
some teachers prefer for all their students.

B Providing additional projects for students to bring up grades.

How grades are recorded on a report card varies. Some schools indicate on the
report card that the grade reflects an “adjusted” grading system. Other educators
argue that grades are subjective in all cases and simply cannot reflect a uniform
measure of student achievement. These educators do not indicate adaptations or
“adjustments” in the grading system.

In considering grading for students with special needs, we need to be aware of
the research on grading in general. The research is clear: The more we emphasize
grades (or any type of test performance, for that matter), the more students lose in-
terest in learning, focusing primarily on how they did rather than on the substance
of what they are learning (Christiansen & Vogel, 1998; Kohn, 1999). If we are
nevertheless required to give grades, as is the case in most schools, then we must
strive to grade in a way that encourages and rewards students when they put forth
effort and demronstrate an interest in learning. Using the three strategies described
above helps us move toward accomplishing this goal (Janney & Snell, 2000a).

State Standardized Tests. Accommodations can be used with standardized exami-
nations. The provisions of both the Americans with Disabilities Act and Section 504
of the Rehabilitation Act of 1973 require that appropriate accommodations or mod-
ifications be provided for sturdents who have been identified through special educa-
tion or who are considered as having a disabdity under either one of these acts.
These accommodations may be documented as part of an IEP, or may be part of a
Section 504 plan for a student with a disability who is not eligibie through special
education, such as a student with ADHD. Such adaptations include:

Reading the questions ro the student
_ # Having someone write the responses the student dictates
— L & Providing visuai aids to enlarge ihe examination
: ® Presenting the exam in alternative formats—braille, the native language of the
student, and so on
Administering the exam in a location that is quiet
& Allowing for breaks and an extended time period

%]

The Individuals with Disabilities Education Act (IDEA) requires that students
with disabilities be eligible to take all local or state standardized exams, However,
many states have provisions that allow students to be exempted from such exams.
The IDEA requirement was intended to prevent schools from unilaterally exempt-
ing all special education students so that these students’ scores would not depress
the average scores of the school as 2 whale.
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in this chapter to devalo;ﬁ and fry out some
curric‘uh._]'m' adépt_a-ffc’mg for thesé two stu-
dents. How did this work?

Keepan “adaptations journa
it, -jot down adaptations you make daily on
the fly. What. does this exercise tell you about
areas in which you could improve? About

l»

fora week; in

good strategies you aré using of which you -
_weren’t even aware? -
Take the list of adaprations discussed in thls ‘

chapter (see.Figure 9.8).,_Eut.a check beside

We think the decision as to whether a child with learning difficulties should
take standardized exams must be made with consideration of the impact on the stu-
dent. Many parents exempt their children from these examinations. Many teachers,
too, are concerned about the negative impact of failing these exams on students’ self-
concept {Peterson, Tamor, Feen, & Silagy, 2002). In this context, recommending
that a student with special needs not take these tests may make sense.

" thase that you use. How might the strategies

‘some of your students? ldentlﬁl two ap-

. Design a way to teach students themselves

you don’t use be beneficial iri your work with

proaches you ’d fike. to use i1 the coming
weeks. Try these out and evaluate how they
worked.

about adapta_t'iéns as téols _th;i‘_t. can help
them learn. Design a strategy by which you'
could incerporate these fools into mini:
lessons and into all your lnStTUCtIOI‘I through-
out: the year : :

Lét’s explore a plan for an actual student in the fifth grade whom we will call Kent. £
Kent has been classified as “trainabie mentaliy retarded.” Kent is a very quiet stu- &
dent most of the time. Periodically, however, he gets frustrated and strikes out  #
at other students. Both his parents are supportive, though they are divercingand ~ &

there has been much stress in the home in the last two years. Kent reads at about
a first-grade level and began to write discernible sentences only last year. The
adaptations and supports being used with Kent are summarized in Figure 9.9.
Note how strategies related to academics, social-emotional needs, and phys-
ical-sensory needs are intermixed and interactive.

When we observe Kent in the classroom, it’s not at all obvious that he is
a student classified as having special needs. As we watch him work, it’s clear
he is functioning at a lower level than many students in the class. However,
he participates in the full curriculum—most of which is designed in the first-
place to allow students to work at different levels. In many ways, the “adap-
tations” for Kent simply fit within the teaching used in the class. In other ways,
adaptations actually grow out of the teaching process. Michelle, his teacher,
faughs zs she tells us what happened yesterday in class. It’s obvious that she
likes and enjoys Kent.
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. Figuwes9
S . Adaptations and Supports for a Fifth G}ade_f :
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that different from her thinking about adaptations for any of her students.

It was wonderful. We were doing multipfication or column addition, de-
pending on their working level, to find distance on 2 map. The students
needed 640 times 4. | knew Kent would have problems even adding 640 four
. times, so | gave him a different strategy to use. | asked him to add 640 plus
640. He was able to do this fine. Then I had him add the resulting sum to-
gether again. | pulled all the students together and we talked about the dif:
ferent strategies they used to solve this problem, His peer buddy for this
activity, Pedro, explained what they had done as Kent wrote it on the

board. The other students loved this strategy. They decided ro call it
“Kent’s invention®!

)
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In many ways, Michelle’s thinking about adaprations for Kent is not all &
2
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» she says. “My job is to know where my students are socially, in
s, and to design lessons and adjust as we go to help them
d support from Sarzh, a special educa- %
day. Sarah does not work only with %
lass does centers for math or readingand 1t

ming up with hands-on ways to teach sub- %

o which adaptations and support have be- ¥
%

We've looked at a plethora of adaptation
s—and at strategies that can help us manage the process of adapt-

hink the key is to understand that all of our teaching
and that when “special” adaptations are needed,
e’re encountering students who need adaptations
d to using. The more that we teach all students
ded adaptations will become intuitive and hardly no-
ticeable. If we think this way, rather than putting “adaptations” in a special place
in our mind, we’ll be surprised at how many new and creative ideas begin to pop
up daily. Like the teacher portrayed in the vignette at the beginning of this chapter,
if we-spend our time thinking not about whether our clas
about bow, we free up all sorts of creativity and energy.

Key Points

%
3

s that can help students succeed academi-

s can include a student but

@ When we design our classes for diversity based
on best practices (Chapters 6 and 8}, we’ll be
successful with many more students. When dif-
ficulties persist, however, we may need to adapt
our instructiof.

An ecological framework helps us compare an
environment’s requirements and resources to
the abilities and needs of the person. When mis-
matches occur, this framework helps us think
systematically about developing supports and
adaptations.

When student problems occur, we look care-
fully at how we teach and structure our class-

room, and we compare our findings to the char-
acteristics of the student. We can change how
we teach or provide support.

Many strategies are available for adapting
teaching. For example, we can change our ex-
pectations about difficulty of work, amount of
worl, and time to be allowed; use different ma-
terials; allow students differing ways to pex-
form tasks or demonstrate learning; and/or use
different criteria for evaluation and grading.
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Following are some ideas and activities that may
extend your learning.

1.

Observe in a class a student with a significant
mental or physical disability. Use the ecologi-
cal adaptation framework in Figure 9.1 and
conduct an analysis of the match of student
skills to class expectations, the situation’s re-
inforcers (resources) and the needs of the stu-
dent, and the types of supports and adapta-
tions available. How useful is this framework
in helping you think how to work with a stu-
dent? What are your recommendations for this
student based on your analysis?

- Use the class profile form in Figure 9.4 to

complete a profile of a particular class. Ob-
serve in the class and interview the teacher. As
you observe students with special needs, what
ideas does this profiling process give vou for
helpful changes? :

. Interview a teacher and ask her to describe to

you the differing kinds of abilities in the class,
using as a guide the eight “intelligences” of

multiple intelligences theory. What are some
of the adaptations the teacher is using relazed
to these abilities?

+ Interview a special education support teacher

regarding the types of adaptations that he or
she sees being used for students with special
needs. Critique these. Are changes in overall
teaching approaches considered? If so, how?
What types of adaptations are used? How ef-
fective do these appear to be? Why?

- Interview a parent of a child with special

needs. What is the parent’s perception of the
quality of education the child is receiving?
What types of adaptations does the parent
think are being used in the classroom? What
types of adaptations and strategies does the
parent use at home?

- Review information about a student who

went to a hearing or filed a lawsuit because of
a lack of needed accommodations and adap-
tations. Critique the issue and describe what
you think the teacher or school should have
done.




