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SPE 555: Teaching Toolbox 

I. Introduction 

 This is a submission to complete the requirements of the coursework for SPE 555, 

Characteristics of Students with Learning Disabilities. The contents include in order, a 

PowerPoint Professional Presentation, evidence of the completion of all course requirements, 

and substantiation in achieving personal goals for the course and a final evaluative reflection.  

The evidentiary material is a sizeable collection of the work submitted which reflects my 

personal and professional development.  

II. Professional Presentation 

The presentation Teaching Reading to Black Adolescent 

Males…what educators and parents should know is a professional 

workshop presentation designed for parents and educators 

concerned with the reading development of at risk youth at the 

secondary school level. It is based on Alfred Tatum’s book 

Teaching Reading to Black Adolescent Males. Many of the 

concerns raised and learning interventions’ suggested by Tatum 

and covered in this presentation has relevancy in teaching reading to learning disabled students.  

It demonstrates my competency in the use of multimedia presentation software since it was 

developed using Microsoft PowerPoint.  

III. Achieving personal goals 

Rationale and evaluation 

1. The concept of learning disabilities  

A. “Legislation and Litigation of Learning Disabilities” 
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B. “Journal One”  

 Under this domain, there are two examples that demonstrate my knowledge of the field of 

learning disabilities. The first paper, “Legislation and Litigation of Learning Disabilities” 

highlights  litigation and legislation that has significantly influenced services provided to special 

education students in general and specifically case studies that have affected students with 

learning disabilities. The second paper “Journal One” reflects the readings of the week of May 

10, 2009” that defined what a learning disability is and the seemingly quick onset of its 

importance to families, medical researches’ and to educators.  Other considerations, such as 

study skills, social skills and transition skills were discussed in the journal.  These two exemplars 

are included because it reflects my ability to understand the legal ramifications associated with 

LD and my ability to synthesize material from the class and to reflect on what I have learned 

from the class readings.   

Legislation and Litigation of Learning Disabilities 

Grand Canyon University  

Introduction 

 The following paper discusses litigation and legislation that has significantly influenced 

services provided to special education students in general and case studies that have affected 

students with learning disabilities specifically. Swanson, Harris, & Graham, 2005, has 

characterized the last thirty years something like as a vicious circle when they state “litigation 

can prompt legislation, which in turn, produces more litigation, which then interprets and applies 

the legislation. That litigation can then result in new or amended legislation. And the cycle goes 

on” (Swanson, Harris, & Graham, 2005, P. 57).  
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Legislation and Litigation  

 Legislation 

Prior to the 1950s, few federal laws authorized direct education benefits to persons with 

disabilities. When the Soviet Union launched Sputnik in 1956, Congress passed the National 

Defense Education Act of 1958 (NDEA). Significantly, although not widely heralded, days after 

signing the NDEA, President Eisenhower signed (Public Law 85–926) providing financial 

support to colleges and universities for training leadership personnel in teaching children with 

mental retardation. In 1963, Congress expanded Public Law 85–926 to include grants to train 

college teachers and researchers in a broader array of disabilities (Martin, et.al, 1996).   

In 1975, Congress passed Public Law 94-142,  the Education for All Handicapped 

Children Act  (known as the Individuals with Disabilities Act or IDEA), which specified that all 

children,  including those with disabilities formerly excluded from school, were entitled to a free, 

appropriate public education (Spring, 2004). Critical to IDEA legislation is the concept of least 

restrictive environment (LRE). This means that students with disabilities must be educated in the 

setting least removed from the general education classroom. Mainstreaming was the first term 

used to refer to the placement of students with disabilities often part-time into the general class 

settings. Although it is a term still used today, it often suggests that the student really belongs to 

special education. More recently, the term inclusion has been used to describe the education of 

students with disabilities in the general education classroom. This term usually refers to students 

with disabilities who are served primarily in the general education classroom under the 

responsibility of the general classroom teacher (Spring, 2004).  

 One of the issues, confronting Congress during legislative debates was that of increased 

federal control over local school systems. Congress resolved this issue by requiring an individual 
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education plan (IEP) be written for each student with disabilities. This reduced federal control 

since each IEP would be written in local school system.  Furthermore, this gives the child or the 

parents the right to negotiate with the school system about the types of services to be delivered 

(Spring, 2004).  During the 1960s and early 1970s, no state served all of its children with 

disabilities. Many states turned children away or were placed in inappropriate programs. In 

response, parents pursued a second generation of laws, known colloquially as “mandatory” laws 

(Martin, et.al, 1996).  Many children with disabilities remained unserved or underserved by 

public schools. In frustration, parents and advocates turned to Congress and to the courts for 

relief (Martin, et.al, 1996).  

 Litigation 

In the span of a few years (1971 through 1973), the federal courts made it clear that 

schools owed students the equal protection of the law without discrimination on the basis of 

disability, just as the Supreme Court had ruled in Brown v. Board of Education in regard to race. 

In Brown v. Board of Education of Topeka (1954), a landmark United States Supreme Court 

ruled against segregation, and set a precedent for equality in education, extending to children 

with disabilities. Brown established the right to an equal educational opportunity and re-affirmed 

Fourteenth Amendment principles: no state may deny to any person within its jurisdiction equal 

protection of the laws. Earl Warren was the Supreme Court justice who said, "Separate is 

inherently unequal” (Disability Litigation and Legislation, n.d.).   

Representatives of disabled students, relying on Brown, claimed that disabled children 

have the same rights to education as nondisabled children. This claim was validated by rulings 

with the Pennsylvania Association Retarded Citizens (PARC) v. Commonwealth of 

Pennsylvania (1972) and Mills v. D.C. Board of Education (1972). Furthermore, the due process 
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clause of the Fourteenth Amendment to the U.S. Constitution resulted in a federal decision ruled 

that children with mental retardation have the right to a free and appropriate public education. 

Parents who are dissatisfied with their children's placement have the right to a hearing (due 

process under the law); all children can benefit from education;  education is essential to function 

within society; parents have a right to be notified before any changes in their child’s educational 

program is made (Disability Litigation and Legislation, n.d.).   

 In Mills v. Board of Education, seven students were excluded from the public schools in 

Washington, D.C. ostensibly, because of learning and behavioral problems. However, the school 

district claimed it did not have the resources to provide special education programs for these 

students. The school district admitted that 12,340 children with disabilities within the district’s 

boundaries would not be served during the 1971–72 school year because of budget constraints 

(Disability Litigation and Legislation, n.d.).   However, the U.S. District Court ruled that school 

districts were constitutionally prohibited from deciding that they had inadequate resources to 

serve children with disabilities because the equal protection clause of the Fourteenth Amendment 

would not allow the burden of insufficient funding to fall more heavily on children with 

disabilities than on other children (Disability Litigation and Legislation, n.d.).   

The landmark special education case of Hendrick Hudson Central School Board of 

Education v. Rowley (1982) illustrates how case law (litigation) clarifies and interprets 

legislation. The purpose of IDEA is to provide a free, appropriate public education (FAPE). The 

term free, appropriate public education' means special education and related services have been 

provided at public expense, under public supervision and direction, and without charge. It meets 

the standards of the State educational agency; include an appropriate preschool, elementary, or 

secondary school education in the State involved (Disability Litigation and Legislation, n.d.). 
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This includes ancillary services such as transportation and related services such as counseling, 

physical therapy to ensure an appropriate education (Polloway, et.al, 2008).  

However, the statue itself fails to fully define the critical word “appropriate”. The U.S. 

Supreme Court, therefore, defined “appropriate education” in Rowley (Swanson, Harris, & 

Graham, 2005).  

Access to education must be sufficient to confer some educational benefit upon the 

handicapped child. The basic floor of opportunity consists of access to specialized 

instruction and related services, which are individually designed to provide educational 

benefit to the handicapped child (Swanson, Harris, & Graham, 2005).   

 The process of evaluating individuals for LD and determining their eligibility for services 

and protection from discrimination raise two main issues, which various courts have addressed: 

(1) whether an individual has a learning disability; and (2) whether a student’s academic 

problems are the result of a learning disability or some other factor. Embedded in the first issue 

is the issue of what standard is used to determine whether an individual has a learning disability 

(Swanson, Harris, & Graham, 2005).  

The majority of litigation, which relates to LD evaluation and eligibility, involves 

disagreements between parents and school districts about whether a student has a learning 

disability (Swanson, Harris, & Graham, 2005).   In both Hiller v. Board of Education of the 

Brunswick Central School District (1990) and Norton v. Orinada Union School District (1999), 

the courts agreed with the districts that the students did not have LD because there was no 

significant discrepancy between the students’ achievement and their intellectual abilities. In 

Welton v. Liberty 53 School District (2001), the court also agreed with the district that Eric 

Welton did not have a learning disability in reading and math, as the parents insisted, because 
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Eric’s academic performance, in these areas met state criteria (Swanson, Harris, & Graham, 

2005).  Conversely, the court agreed that Eric did have a learning disability in the area of written 

language because his performance fell below the state’s criterion in this area.  

Generally, courts have tended to look at three factors when deciding whether a student 

has a learning disability: (1) the presence of a severe discrepancy between achievement and 

ability; (2) the student’s need for special education; (3) state criteria for a learning disability 

(Swanson, Harris, & Graham, 2005). According to Swanson, Harris, & Graham (2005) rarely 

does a court look beyond the discrepancy factors to determine whether a student has a learning 

disability. The court in Corchado v. Board of Education (2000) was an exception, which stated 

(Swanson, Harris, & Graham, 2005).  

This cannot be the litmus test for eligibility under IDEA.  Each child is different, each 

impairment is different, and the effect of the particular impairment on the particular 

child’s educational achievement is different (Swanson, Harris, & Graham, 2005). 

 The Corchado court decision illustrates the controversy on the use of discrepancy 

formulas to determine whether a “severe discrepancy” between achievement and ability exists. 

Nowhere in the regulations for IDEA is the term “severe discrepancy” defined. Nevertheless, 

almost all schools rely on a state or district level discrepancy formula (Swanson, Harris, & 

Graham, 2005).  

In Kelby v. Morgan Hill United School District (1992) illustrates the difficulties districts, 

have in trying to sort out whether a student’s academic problems are the result of a learning 

disability or behavior problems. Parents of children with LD often argue that the behavior 

problems are the result of a student’s frustration because of academic failure, while school 

districts may argue that the behavior problems may cause the student to have academic 
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problems. In Kelby, the district and the court all agreed that Kelby’s academic problems were 

due to behavior issues even though two independent evaluators stated that Kelby had a learning 

disability due to processing deficits (Swanson, Harris, & Graham, 2005).  

Personal View 
 
 Being a part of the special education field, it is vitally important to be informed of the 

latest legislative and judicial rulings concerning special education law. This view is based on the 

determination and provision of special education services that have evolved over the last thirty 

years. Moreover, there is no reason to expect that trend to abate any time soon. With 

advancements in the bio-medical field, cognitive sciences and in educational technology, the 

types of special education services will evolve, resulting in more pressure to change the 

precedent of what constitutes services for specific types of abilities. For example, it is expected 

that within the next few years there will be signification changes in the way Autism will be 

defined in the updated DSM IV Handbook. As new developments occur in the medical, legal and 

educational field, changes in the way services designed for students with learning disabilities will 

also result.  

Conclusion 
 

The due process and equal protection clauses of the Fourteenth Amendment protect the 

educational rights of children with disabilities. State law cannot override this constitutional 

protection. Some state laws spell out additional specific rights of children with disabilities, and 

some federal antidiscrimination laws, such as the Americans with Disabilities Act and Section 

504 of the Rehabilitation Act provide important protections. However, for the purposes of 

understanding the obligations incumbent upon school districts, most of the law guiding current 

programs are spelled out in the IDEA and in cases interpreting the IDEA. The IDEA’s 
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procedures are designed to encourage parents and school districts to work together in creating an 

appropriate education program for the child with disabilities. Ideally, there will be agreement 

between parents and schools about appropriate placement and services for individual children. 

Where there is not agreement, the IDEA spells out strong due process rights to ensure parental 

input to the process.  
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1. What are the key points in your reading? 
 

The main ideas from the Smith text, chapters 1 and 2, is that the definition of what a 

learning disability became an important issue in the mid-1960’s when parents began to notice 
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uneven developmental patterns in their children. A working definition of what a learning 

disability is still a work in progress. The concepts from chapter 1 that I thought was important 

concerned the early research on learning through vision, discussed on page 10. I liked the 

statement on page 26 which alluded to the fact that the “pioneers’ instructional approaches 

became second nature in the classroom, and they persist to this day.”  From chapter 2, the 

problem of defining what a learning disability is and how it can be confused with IDEA 

defining principles, such as, a student with ED can also have a learning disability, or not. The 

authors’ suggestion of the uncertainty will result in a more straightforward approach to defining 

and identifying students. One remedy is to follow the Massachusetts example by which students 

who exhibit a pattern of underachievement as one way to get around the discrepancy formulas.   

2.   Based on your experiences as an educator, how can you apply content from this reading to 
your classroom and teaching? 
  

Knowing that the descriptors associated with LD, with its nearly forty terms, makes it 

important for an educator to make their own decisions about what LD is from their own 

personal experiences in teaching children who are underachieving in the classroom. But it is 

also requires a lot more personal background about the students to know if s/he has been 

properly placed in the right educational setting. There are many factors, according to Smith, 

which can contribute to poor performance in the classroom, which cannot be readily obtained 

through testing.        

3.    What insights did the reading provide into this week’s topic? 
 

The field of learning disabilities is a relatively new field, with its foundations going back 

to the seminal works of Fenald, Werner and Orton. The grass-roots concern about individual 

students’ performance in the classroom only goes back to the mid-1960’s early 1970 period. 
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With advances in the field of health sciences, neuro medicine and cognitive science, the “shape 

of things to come” in learning disabilities is still very much in flux.  

4.    How has class discussion influenced your thinking on this topic? 
 
 The class discussions seems to have a consensus that the confusion and controversy 

regarding the field of  learning disabilities  is based on the fact that there are many definitions 

that seems to describe the same phenomena; not unlike blind men trying to define the parts of an 

elephant. The phenomenon exists, but trying to wrap one’s mind around the disability is more 

daunting than I first realized. The controversy, of course, as discussed in the class, that there are 

instances of students misplaced in special education classrooms because of many factors, such as 

race, gender and geography.  

Rationale and evaluation 

2. The causes of learning disabilities  

A. “Assessment and Educational Interventions for Students with Learning Disabilities” 

B. “Learning Disabilities Program Plan” 

In this section, there are two examples that illustrate my knowledge of multidimensional 

assessments and appropriate educational interventions for students with learning disabilities. The 

first paper is an essay on the “Assessment and Educational Interventions for Students with 

Learning Disabilities”. This paper observed that the recognition of learning disabilities over the 

past twenty years has stimulated research resulting in new insights into learning disorders and 

new intervention models. The assessment process requires an understanding of the dynamic 

relationships among the child, the family, and the school from the perspectives of attitudes, 

values, and behaviors. It provides for a discussion of several intervention models, which has now 

significantly enhanced my skill set in applying an understanding of the environment that students 
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with learning disabilities are coming from. It also made me aware from this research that the 

deficit model of identifying children with LD may not be the appropriate method to use in all 

situations.  

 The second example “Learning Disabilities Program Plan” is a reflection of my ability to 

work competently with other members of the Grand Canyon University collaborative learning 

community. The task was to develop a professional workshop for parents of students with a 

learning disability. As a group, we designed an effective multimedia presentation using 

Microsoft PowerPoint software.  

Assessment and Educational Interventions for Students with Learning Disabilities 
Grand Canyon University  

Introduction 
 

 Vigilante (1990) observed that relatively mild learning disabilities, which are more 

prevalent than some obvious learning disabilities, appear to stimulate proportionately more 

anxiety and confusion among families, educational institutions, and learning-disabled (LD) 

children. Because the child with LD is not fully evident until the child interacts with the 

community, the impact on the family when the learning disorder is discovered may be profound. 

Many families will have made idiosyncratic, temporarily satisfying adjustments to the behaviors 

of preschool children whose problem has not been fully understood as a specific learning 

disability (Vigilante, 1990).  

The recognition of learning disabilities over the past twenty years as widely prevalent in 

school populations has stimulated considerable research resulting in new insights into these 

disorders and new intervention modes, requiring a broader bio-psychosocial perspective. In the 

assessment process, it is vital to consider also the dynamic relationships among the child, the 

family, and the school from the perspectives of attitudes, values, and behaviors (Vigilante, 1990).  
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The unpredictability of mild to moderate learning disabilities (for example, word 

retrieval, reversal of percepts, language disability, visual processing disability, auditory 

discrimination disability, sequencing disability) requires complicated interventions, because 

these disabilities create psychological and social circumstances that are intensely threatening, 

such as fear of failure and humiliation (Vigilante, 1990).   

Vigilante (1990) reports on a study of adolescents with mild learning disabilities, which 

identified them as having two major emotional states: low-level chronic depression and an 

unusually high tendency to experience distress, anxiety, and panic reactions.  It was unclear 

whether these symptoms were due mainly to frustrations from not being able to perform 

according to their own and others' expectations, lack of control over their own performance, 

unsupportive environment, or these entirely (Vigilante, 1990). 

Emergence of learning disability as a discipline 
 

Aaron, et.al (2008) notes that the existence of the condition known today as LD was 

recognized almost 100 years ago when it was noticed that some children who apparently were 

intelligent but experienced a great deal of difficulty in learning to read. During the early period 

of its history, this condition drew the attention of many investigators, many of whom were 

physicians, who described it by labels such as word blindness (Hinshelwood, 1895; Morgan, 

1896), strephosymbolia (Orton, 1937), dyslexia, attributed to Dr. Rudolph Berlin, and finally, 

learning disability (Kirk, 1963) (Aaron, et.al, 2008). 

  In general, physicians tended to describe reading difficulty in neurological terms, but 

educators viewed it as an educational problem. In spite of these early differences in orientation, 

reading difficulty came to be recognized as a serious pedagogical problem that affected many 
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children. This realization is evident from the wide acceptance of the term learning disabilities, 

which was introduced into the educational lexicon in 1963 by Samuel Kirk (Aaron, et.al, 2008). 

The concept of LD gained official status in 1975 with the passing of the Education for All 

Handicapped Children Act. It became necessary, therefore, to develop an objective means of 

identifying and diagnosing LD, particularly in children in the school systems. Because LD are 

defined in terms of average or above-average intelligence but below-average reading 

performance, it appeared that a logical means of diagnosing LD would be to assess the IQ of 

children who are suspected of having LD and compare their reading achievement scores with 

their IQ scores. If an individual’s IQ was in the average range but the reading achievement score 

was noticeably lower, that individual was diagnosed as having LD. This way of identifying LD is   

referred to as the discrepancy model based procedure (Aaron, et.al, 2008). 

Has the discrepancy model failed LD students? 
 

Ysseldyke reports “there is little empirical support for test based discrepancy models in 

identification of students with LD” (Ysseldyke, 2005). Evidence suggests educational policy 

based on this discrepancy model has not yielded satisfactory results prompting researchers to try 

other paradigms, for dealing with children with reading disabilities (Aaron, et.al, 2008). It fails to 

differentiate low achievement from LD, provides inconsistent implementation and has a lack of 

treatment validity (Dean, et.al, 2006). Often referred to as a “wait to fail” Vaughn and Fuchs 

(2003) observe that the discrepancy model, include relatively late identification for students who 

have special needs. It includes imprecise screening through teacher observation; false negatives 

(i.e., unidentified students) who are not provided necessary services or provided services too late; 

and use of identification measures that are not linked to instruction (Vaughn & Fuchs, 2003).    
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Because of this disappointing outcome, educators, researchers, and advocacy groups are 

trying to find better methods for the identification and treatment of reading problems (Aaron, 

et.al, 2008). Furthermore, children identified as having LD and instructed in resource rooms have 

failed to show improvement in their reading skills (Aaron, et.al, 2008). The research concluded 

that the primary reason for the poor outcome of LD instruction is the unsystematic way in which 

instruction provided in many resource rooms. There is a lack of uniformity in the instructional 

methods for teaching children with LD, as the discrepancy model does not provide the LD 

teachers with directions for instruction. However, current legislation (IDEA 2004) gives states 

the option to move away from a discrepancy model in identification of students as LD (Aaron, et. 

al, 2008). 

Assessment Models 
  
 Response-to-Instruction Model 
 
 Implementation of a response-to-instruction (RTI) model may provide an opportunity to 

move from a deficit model to a risk model for both identifying and intervening with students 

with LD. This offers potential benefit to a large number of students including those with learning 

problems without LD as well as students with LD. Ideally, all students (kindergarten or first 

grade through second or third grade) would be screened early for potential problems in academic 

and  behavioral domains (Vaughn & Fuchs, 2003).  

Furthermore, according to Vaughn and Fuchs (2003) those students who are identified as 

“at risk” would be provided highly effective instruction to reduce their risk in the identified area 

(e.g., language, reading, numeracy/ math, behavior). Students whose response to instruction 

moved them out of risk status would receive no further supplemental intervention. Students 

whose response to well-documented, effective, and well-implemented instruction and who 
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remained at risk would be considered for placement in special education. Thus, potentially, many 

students could benefit from this type of an identification procedure. When well implemented, a 

response-to-instruction model could also serve to better integrate services between general and 

special education (Vaughn & Fuchs, 2003).  

 The RTI model has a number of strengths, including providing preventative services to 

children before they experience significant academic failure, and emphasizing ongoing progress 

monitoring to establish what interventions work and those that do not. Early intervention can 

lead to successful reading outcomes in a majority of children, according to Fiorello, et.al in 

referencing (Torgesen, 2002), and full implementation of an RTI model has the potential to 

decrease the percentage of children identified as needing special education (Fiorello, et.al, 2006).  

Process Assessment Model 
 
Meyers and Lytle (1986) proposes a process assessment as a model for assessing children 

with LD.  Integral to the Process Assessment Model is the “Think-Aloud Protocol Analysis” to 

this approach to assessment (Meyers and Lytle, 1986). The Process Assessment model focuses 

on the task, the child, the environment, as well as the interactions, which occur between these 

three factors by evaluating the process of learning it stresses the process of learning by 

determining how children learn (Meyers and Lytle, 1986).     

The "Think-Aloud Protocol Analysis" refers to a specific procedure designed to assess 

reading comprehension by asking the subject to think aloud while reading a passage. This 

diagnostic procedure has the potential to examine what the reader does to facilitate 

comprehension. A critical feature of “Think-Aloud Protocol Analysis” processes are assessed 

using a valid school task, as in reading, therefore, it increases the potential for appropriate 

recommendations for interventions resulting from assessment (Meyers and Lytle, 1986).    
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Cognitive Hypothesis Testing Model 

 Fiorello, et.al (2006) reports on the Cognitive Hypothesis Testing (CHT) model.  The 

CHT model utilizes a scientific method approach for interpreting cognitive and 

neuropsychological processes together with evaluation of ecological and treatment validity data 

to develop targeted interventions for students who do not respond to standard academic 

interventions (Fiorello, et.al, 2006). Difficulty with reading acquisition is the most common 

referral for educational assessment, with an estimated 5% of children identified as having 

reading disabilities (Fiorello, et.al, 2006).   

Due to the many factors that contribute to this learning process, informed, accurate, and 

comprehensive evaluations are imperative for accurate identification and treatment of reading 

problems. The extant literature on reading and learning disabilities identifies various correlates 

of reading failure. Depending on the source, factors such as phonemic awareness, language 

comprehension, lexical/semantic skills, verbal working memory, rapid automatic naming, and 

oral word fluency have been found to contribute significantly to reading acquisition and 

competency (Fiorello, et.al, 2006).  

The CHT Model is based on four premises: 

 (a) There are a number of complexes cognitive and neuropsychological processes that 

have been empirically linked to academic achievement; 

 (b) Children often have unique learning profiles of cognitive strengths and weaknesses;  

(c) The learning profiles must be evaluated both through direct assessment of cognitive 

processes and examination of ecological and treatment validity;  

 (d) A child’s academic deficits must be remediated and/or compensated for based on 

underlying cognitive strengths and weaknesses (Fiorello, et.al, 2006).  
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 To ensure the child meets the Individuals with Disabilities Education Improvement Act 

of 2004, the CHT model are based on more complete case conceptualization, problem-solving 

consultation is continued to develop, implement, and monitor a new intervention designed to 

meet the child’s learning needs. The results of cognitive and neuropsychological assessments, 

together with record review/history, systematic observations, behavior ratings, and parent/teacher 

interviews, are used to develop individualized interventions based on cognitive processing 

strengths and weaknesses within the context of the child’s natural environment to ensure 

ecological and treatment validity (Fiorello, et.al, 2006).  

Ecological Systems Theory 

The Ecological Systems Theory (EST) states that to understand the child, the 

environment in which the child lives must be fully examined including the home, school, 

community, culture, and so on (Dean, et.al, 2006; Vigilante, 1990).   The main tenet of EST is 

that the process of development undergone by an individual cannot be examined without 

considering the multi-tiered environment in which the person functions on a daily basis (Dean, 

et.al, 2006). According to Dean, et.al, in referring to Bronfenbrenner (1977) which levied a 

criticism with his famous quote, “Much of contemporary developmental psychology is the 

science of the strange behavior of children in strange situations with strange adults for the 

briefest possible periods of time” (Dean, et.al, 2006.). 

 Current research regarding children with disabilities largely remains focused on the 

immediate environment, which is in contrast to an ecological approach that focuses on the 

complex and reciprocal exchanges between child and environment (Dean, et.al, 2006).  

Furthermore, school psychologists, within the context of an ecological model, “should be 

substantially less concerned with identifying what is wrong with a child, measuring problems, 
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and delivering remedial services and substantially more concerned with prevention and 

promoting wellness (Dean, et.al, 2006).  

Dean, et.al (2006) again referencing Bronfenbrenner (1977) defined ecological validity as 

“the extent to which the environment experienced by the subjects in a scientific investigation has 

the properties it is supposed or assumed to have by the experimenter” (Dean, et.al, 2006.)  There 

must be reasonable assurance that an observation seen in an experimental setting is in a 

naturalistic setting. Research data is ecologically valid if the environmental context of the 

research maintained the integrity of and represented the real-life situation, the stimuli remained 

relevant when removed from the natural context, and the behavior or response required was 

natural, representative, and relevant (Dean, et.al, 2006).  

Curriculum Based Measurement 

Another common method for assessing student learning at the secondary-school level is 

the use of high-stakes testing. Although there are, general issues related to the use of high-stakes 

testing specific concerns arise when considering the use of the tests for students with disabilities. 

One of these concerns relates to the questionable technical characteristics of the tests for students 

with disabilities (Espin, et.al, 2005).   

Although the tests may adequately identify students who de and do not meet 

predetermined standards, the tests are unlikely to provide reliable information about the progress 

or performance of students at the lowest end of the achievement continuum.  In addition, the 

reliability of the tests for students with disabilities is likely affected by the small samples of 

students in each disability category however, the fewer the students included in the sample, the 

higher the sampling error, the more unstable or unreliable the results of the test (Espin, et.al, 

2005.)  
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In addition to the technical difficulties associated with the use of high-stakes testing, the 

information provided by the tests does not aid in individual decision-making. Because the tests 

usually are given only once a year, they do not provide ongoing feedback to teachers about what 

students are learning during the school year (Espin, et.al, 2005.) 

Curriculum Based Measurement (CBM) is a systematic procedure for data collection and 

decision making in special education (Espin, et.al, 2005.). Unlike grades and high-stakes tests, 

CBM procedures are designed to promote implementation of interventions before students begin 

to fail. Moreover, CBM data reflect student-learning independent of work and behavior habits at 

an individual level. The majority of work in CBM has been conducted at the elementary school 

level in the areas of reading, written expression, and spelling (Espin, et.al, 2005). 

 In the area of content learning, the development of CBM performance measures has 

taken two different approaches: (1) identification of the critical skills needed to understand and 

use content-area information and (2) identification of generalized indicators of performance used 

to measure growth over time (Espin, et.al, 2005). The use of CBM to test students’ 

responsiveness to treatment has gained favor within policy-making groups. For example, the 

responsiveness to treatment approach has been recommended by the President's Commission on 

Excellence in Special Education (2002) as an alternative to traditional standardized testing for 

identifying students with learning disabilities (Espin, et.al, 2005).    

As increased emphasis is placed on inclusion of students with disabilities in general 

education classrooms, and as laws and regulations have required schools to ensure access to the 

general education curriculum, the need to evaluate the effects of these changes on the academic 

development of students with disabilities has increased. The general strategy employed when 

using CBM to evaluate inclusion has been to collect data before and after integration into general 
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education instruction and then to continue monitoring student progress to ensure that 

reintegration of students is occurring responsibly (Espin, et.al, 2005).    

Component Model of Reading 

 Aaron, et.al (2008) reports on the literacy performance of children in the classroom is 

affected not only by cognitive factors, but also by environmental and psychological factors. 

Components that have an influence on the acquisition of literacy skill have three domains and 

constitute the component model of reading (CMR). The three domains of the CMR are (a) the 

cognitive domain, (b) the psychological domain, and (c) the ecological domain. The cognitive 

domain of the CMR has two components: word recognition and comprehension (Aaron, et.al, 

2008). 

The psychological domain includes components such as motivation and interest, locus of 

control, learned helplessness, learning styles, teacher expectation, and gender differences. The 

ecological domain includes the components of home environment and culture, parental 

involvement, classroom environment, dialect, and speaking English as a second language. The 

components of the cognitive domain can satisfy the condition of independence fairly well, 

whereas the components of the psychological and ecological domains do not satisfy this 

requirement nearly as well (Aaron, et.al, 2008). 

Nevertheless, the CMR provides a framework for teachers and psychologists for 

navigating their course through the various assessment formats and determining remedial 

strategies for use in the classroom. The importance of these psychological and environmental 

factors has been recognized by educators for a long time and has been empirically documented 

(Aaron, et.al, 2008.).  

Differentiated Instruction 
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 Successful teachers in inclusive settings for students with diverse abilities use an array of 

instructional procedures to meet all students’ needs. Effective instructional procedures include 

cognitive strategies using self-instruction and differentiated instruction. Differentiated instruction 

refers to the process of adapting and modifying curriculum and instruction to promote 

independent student learning (Mastropieri, et.al, 2008).  

 Such approaches become more critical in middle and high school when content demands 

in mathematics, language arts, social studies, and science increase substantially. Such concepts 

and content are often less familiar to students. In addition, secondary textbooks are more 

complex than those introduced in elementary grades are. Generally, textbooks include multi-

syllabic technical vocabulary. Text structures may be inconsistent from chapter to chapter and 

provide insufficient definitions of vocabulary and textbooks present a dense amount of 

unfamiliar concepts and facts (Mastropieri, et.al, 2008).   

Research has shed light on the effect of using instructional strategies to facilitate learning 

in content areas. For example, evidence-based teaching strategies have increased learning in 

content-area classes for students with diverse learning needs. Specific strategies include reading 

comprehension strategies, peer mediation involving strategy instruction, and differentiated 

content enhancements.  Mastropieri et al, (2008) report finding positive learning gains for all 

students, include those with disabilities in inclusive classes (Mastropieri et al, 2008).  

Conclusion 
 

This paper provided background on several assessment strategies for learning disabled 

research and instruction that can used in lieu of the controversial learning discrepancy model. 

The problem of the discrepancy model includes delayed identification of students who have 

special needs; imprecise screening through teacher observation and false negatives of students 
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who are either not provided necessary services or are provided services that are too late. 

Promising assessment tools discussed include the Response-to-Intervention Model that focuses 

on the students’ at risk in situ, the Ecological Model, concerned about the student in his or her 

environment and the Curriculum Based Measurement  which provides common sense guidelines 

in providing for the instructions of learning disabled students in inclusion classrooms. These 

models, including others discussed, are exceptional to the learning deficit paradigm. The reason 

for this is that the models presented are not geared in trying to find what is fault with the child, 

but trying to find educational remedies without going through the battery of testing that is time 

consuming, expensive, and often mis-identifies the specific disability of the child without 

providing for the proper educational remedy in a timely manner. Since IDEA 2004 has given 

states the opportunity to move away from the learning discrepancy model, further research 

should be planned to ascertain the effectiveness of newer techniques in assessing to teach 

disabled students who are at risk of school failure.  
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“Learning Disabilities Program Plan” 

 

Rationale and evaluation 

3. The learner with learning disabilities  

A. “Information Processing and Learning Disabilities” 

B. “Elementary Lesson Plans for Learning Disabled Students” 

Included in this section are two examples that demonstrate my knowledge of the 

pedagogical approaches in teaching students with learning disabilities. The first example is an 

essay, “Information Processing and Learning Disabilities” which explains what information 

processing is and how it compares with students with LD and with students who do not have LD.  

My research on the topic recognizes that LD attributed to deficits in the way student processes 

information and affects three different areas of development: visual-perceptual skills, language 

and phonological processing skills, attention and motor skills.   

Deficits in any of these areas can lead to learning disabilities and many students will not 

have a problem in just one of these areas; it is likely that students will have deficits in multiple 
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areas of informational processing. The paper concluded that students with LD face a variety of 

academic difficulties and might use learning styles that may differ from their non-disabled peers.   

The second example is a lesson plan, “Elementary Lesson Plans for Learning Disabled 

Students” created by the collaborative learning community for learning-disabled students at the 

elementary school level. It provides an example of the type of curricular material appropriate for 

elementary LD students in reading, writing and mathematics.  

Information Processing and Learning Disabilities 

Grand Canyon University  

Introduction 

 There are many reasons that a student may have a learning disability (LD).   One major 

reason for LD may be attributed to deficits in the way student processes information.  These 

deficits affect three different areas of development: visual-perceptual skills, language and 

phonological processing skills, attention and motor skills.  Deficits in any of these areas can lead 

to learning disabilities and many students will not have a problem in just one of these areas; it is 

likely that students will have deficits in multiple areas of informational processing (Hubpages, 

n.d.). Students with LD face a variety of academic difficulties, therefore, may use different 

learning styles than students without learning disabilities (Heiman, 2006).  

 Learning style refers to the way students concentrate on, process, internalize, and recall 

new and difficult information.  The term takes into consideration the existence of a range of 

individual differences in how students prefer to gather and absorb data and how they process and 

organize such data.  Learning style is an inborn characteristic. In reference to Vermunt's 
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theoretical classification, Heiman states that learning styles can be broken down into two 

categories: processing and regulation (Heiman, 2006).  

 Processing strategies relate to how students accomplish their studying, and regulation 

strategies refer to what students do to keep studying. Heiman, describing the work from Dunn 

and Dunn discusses five main factors that influence an individual's learning style. This includes 

the environmental situation (e.g., noise level, temperature, light); personal emotional 

characteristics (e.g., motivation, persistence.) responsibility); sociological preferences for 

learning (e.g., learning alone vs. learning with peers); physiological characteristics (e.g., motor 

abilities, focus on visual or auditory stimuli); and global aspects (the overall combination of the 

previous factors). Research points-out according to Heiman, the nature of an individual's 

learning style depends on his or her motivation, on prior experience with the learning task and 

consequent behavior, and on cognitive processes such as perception, scanning, reflectivity, and 

impulsivity (Heiman, 2006).  

 The work of Bauer and Emert (1984) in their study of information processing on reading 

between LD and non-LD students found that reading-disabled children are not completely failing 

to use elaborative encoding but are using less effective elaborative encoding than nondisabled 

readers are. With all presentation rates, recall of the last few words (the recency effect) was 

comparable in both groups, suggesting that older, reading-disabled children encode and 

recognize the stimuli and that elaborative encoding is deficient in reading-disabled in spite of 

adequate stimulus encoding and recognition (Bauer and Emert, 1984).  

Information processing characteristics 
 
     Information processing uses five basic senses: sight, smell, hearing, taste and touch are 

all ways the body collects information. The information the body collects is sent to the brain 
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which recognizes it, understands it, responds to it and stores it; repeating this pattern hundreds 

and even thousands of times each day.  Visual-perceptual skills refer to the brains ability to 

process visual information. Until recently, a malfunction with the eye was once thought to be 

responsible for the deficit in the area of visual-perceptual skills such as a lack of muscle control 

in the eye (Hubpages, n.d.).   

However, research in neuroscience concludes that the deficits in visual-perceptual skills 

have nothing to do with the eye; but caused by an inability to “take in visual information, 

interpret what is seen, organize the information, and store and transmit it (Hubpages, n.d.)”.   

Therefore, if an individual’s brain is not storing the information correctly, recall will be slowed.  

This will affect the student’s ability to read since their recall of words is slowed, affecting their 

math calculations as well as their speech and reading fluency (Hubpages, n.d.).  

Another cause of learning disabilities is a deficit in language and phonological processing 

skills.  A problem with language and phonological skills is caused by a reading disorder.  Many 

students with reading disorders have difficulty storing, processing, and retrieving information 

(Hubpages, n.d.).   

In a normal student, the left hemisphere of the brain becomes dominant when working 

with language processing.  In a learning-disabled student, neither side of the brain develops 

dominance.  This leads to the information being processed in both sides of the brain, which can 

cause information to become jumbled (Hubpages, n.d.).  

 Researchers have specified brain hemispheres as contributing to generalized functions, 

with language primarily in the left hemisphere and visuospatial organization primarily in the 

right. Executive function and working memory are primarily associated with the frontal lobes 

and the prefrontal cortex.  Some researchers suggest that specific learning disabilities can be 
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localized to specific brain locales and isolated neuroanatomical dysfunctions.  The resultant 

categories of LD are based on these theoretical underpinnings:  

1) Nonverbal learning disabilities (NLD) as a primarily right-hemispheric brain 

dysfunction;   

2) Language-based learning disabilities (LLD), such as dyslexia, as a primarily left-

hemispheric brain dysfunction;  

3) Executive function and working memory disorders are found to be a primarily 

frontal area dysfunction and are associated with attention-deficit/hyperactivity 

disorder.  Frontal areas sub serve the executive functions of planning, organizing, 

motor movements, inhibition, and, in general, those behaviors that support intention     

(Reconceptualization of Learning Disabilities via a Self-Organizing Systems, n.d.).   

 Problems with attention can also lead to LD.  When a student is initially learning a new 

concept, they need to have their attention focused on the information.  If their attention is not 

completely focused, they will have serious difficulties learning the information.  Many LD 

students are unable to focus their attention completely when learning (Hubpages, n.d.).  

Issues with a student’s motor skills contribute to learning deficits.  Many children learn 

from interacting with their environment; when this ability is hindered by a deficit in a child’s 

gross motor or oral skills, children will have a deficit in learning.  An example of this is in a 

typical math class.  A standard practice in learning fractions is using manipulatives; therefore, if 

a student has trouble with their fine motor skills, they will be at a disadvantage in their ability to 

learn fractions (Hubpages, n.d.).  Furthermore, the inability to process information efficiently can 

lead to frustration, low self-esteem and social withdrawal, especially with speech/language 

impairments (NCLD, n.d.).  
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Characteristics of students  

 Visual processing disorders with learning disabilities  

 Visual processing includes visual discrimination, visual sequencing, visual memory, 

visual motor processing, visual closure, and spatial relationships. Visual processing disorders 

(aka visual perceptual processing disorders) affect how the brain perceives and processes what 

the eye sees. These disorders occur without impaired vision and like all learning disabilities, 

visual processing disorders is a lifelong challenge for the individual. People with visual 

processing disorders have problems with the way they interpret information. Researchers note 

that there is behavior issues associated after the visual processing disorder occurs (NCLD, n.d.).   

 In early childhood some of the common difficulties associated with visual processing 

disorders occur with misunderstanding or confusing written symbols (example: +, x, /, &); being 

easily distracted by competing visual information; writing within margins, on lines, or aligning 

numbers in math problems. Judging distances, for example, bumping into things, and placing 

objects too close to an edge. Fluidity of movement problems such as getting out of the way of a 

moving ball or knocking things over or differentiating colors or similarly shaped letters and 

numbers  (example: b, d; p, q; 6,9; 2,5) (NCLD, n.d.).   

For school age children visual processing disorders is associated with organizing and 

solving math problems. In reading, it is finding and retaining information in reading assignments 

or tests; writing coherent and well-organized essays (NCLD, n.d.).  Consequently, copying from 

the board or from books becomes a challenge. Other activities are hampered as well, such as 

sewing or other fine motor activities, writing neatly and quickly with speed and precision. 

 For young adults visual processing disorders is associated with accurately identifying 

information from pictures, charts, graphs, maps, etc. and organizing information from different 
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sources into one cohesive document. There are concomitant problems associated with finding 

specific information on a printed page such as getting a number out of the phone book or 

remembering the directions to a location (NCLD, n.d.).  

 Learning strategies for visual processing disorders 

For early childhood, some strategies used to compensate visual processing disorders  

include using books, worksheets and other materials with enlarged print. Read written 

instructions aloud and by varying teaching methods (written and spoken words; images and 

sounds) can help to promote understanding. The NCLD recommends that teachers should “be 

aware of the weakness (visual processing disorder), but do not overemphasize it. While helping a 

child work on the weakness is important; it is just as important to build on other skills and 

functions in any setting (NCLD, n.d.).” Other important learning strategies include parsing 

assignments and chores into clear and concise steps; multiple steps can be difficult to visualize 

and complete. Provide examples, point out the important details of visual information, and 

provide prior information about a task before starting to focus attention on the activity.  

 For school age children, the NCLD suggests allowing the student to write answers on the 

same sheet of paper as the questions or offer opportunities for student to explain answers orally. 

Provide paper for writing and math work that has darker or raised lines to make the boundaries 

more distinct and organize assignments in smaller steps instead of one large finished product 

(NCLD, n.d.).  Other suggestions include use a ruler as a reading guide (to keep focus on one 

line at a time) and a highlighter (to emphasize important information). Provide a tape recorder to 

supplement note taking and have a friend proofread notes and essays (NCLD, n.d.).  

For young adults strategies that can be effectively used include color code important 

information. Have a friend proof read all written materials. Use a tape recorder when getting 
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information and before writing letters or essays, create an outline to simplify and organize ideas 

(NCLD, n.d.).  

Auditory processing disorders with learning disabilities  

According to the NCLD, auditory processing disorders include auditory discrimination, 

auditory memory, and auditory sequencing also known as central auditory processing disorders 

(CAPD), all can occur without hearing loss. Auditory processing disorders affect how the brain 

perceives and processes what the ear hears and like all learning disabilities, auditory processing 

disorders can be a lifelong challenge. Many of the difficulties that are experienced by people 

with auditory processing disorders are also common to people with attention deficit disorders. 

Significantly, auditory processing disorders may run in families and can affect a person's ability 

to interact socially (NCLD, n.d.).   

In early childhood, auditory processing disorders can affect an individual’s ability to 

learn to speak. This is due to the inability to understand spoken language, which means not being 

able to separate meaningful sounds from background noise. This affects a child’s ability to 

remember stories or songs and staying focused on a person’s voice. A child with auditory 

processing disorder is unusually sensitive to noise, has confusion in deciphering similar sounding 

words and has difficulty in understanding speech (NCLD, n.d.).   

For school age children, auditory processing disorders can affect a student’s ability 

remembering people’s names and following spoken directions. It affects the student’s ability to 

sound out new words and seemingly ignore other people when engrossed in a non-speaking 

activity. It has an effect on the student when s/he is trying to find the right words to use when 

talking and understanding people who speak quickly (NCLD, n.d.).  
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For young adults, auditory processing disorders can result in the individual talking louder 

than necessary; difficulty in remembering a list in sequence. It often requires the student to have 

words or sentences repeated and have a poor ability to memorize information learned by 

listening. In addition, the individual may interpret words too literally and have trouble hearing 

clearly in noisy environments (NCLD, n.d.).  

Learning strategies for auditory processing disorders  

Teaching strategies suggested by the NCLD for early childhood auditory processing 

disorders include keeping directions simple and give directions both orally and visually. Use 

demonstrations to show the child what you mean. Speak slowly especially when the child is 

hearing information for the first time and maintain eye contact while speaking. Limit background 

noise when teaching new information or giving directions and provide specific opportunities to 

practice skills that build vocabulary, rhyming, segmenting and blending words (NCLD, n.d.).   

Teaching strategies for school age children with auditory processing disorders includes 

combining oral teaching with visual aids.  The teacher and others should make it physically, 

visually or audibly clear, to the student, when they are about to begin something important so 

that nothing is missed. Request the assistance of a friend to take notes that will make certain that 

information was understood. Ask for seating close to teacher and have the student repeat back 

information or instructions to build comprehension skills and make sure messages are interpreted 

correctly (NCLD, n.d.).   

Teaching strategies for young adults should include find or request a quiet workspace 

away from others. Have the student request written material when s/he is attending oral 

presentations and encourage the student to ask for directions, one step-at-a-time, and take notes 

or use a tape recorder when new information is presented to the student (NCLD, n.d.).  
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Jackson (2002) reports that students with learning disabilities in the elementary grades, 

middle school, and secondary school have used an effective learning strategy called: Read, 

Imagine, Decide, and Do (RIDD) (Jackson, 2002).  

Many students with LD demonstrate characteristics that hinder learning although the 

material is at the appropriate reading level. First, the students often stop reading at the end of a 

line of print, rather than at the actual end of the instructions or problem. Second, students often 

scan the information to look for specific indicator words and still do not know exactly what to do 

once they find the words (Jackson, 2002). The following describes the elements of the RIDD 

strategy.  

Step 1. R stands for Read 

Read the passage from the first capital to the last end mark without stopping. It is 

important that students have a concept of how much they need to read before it is time to stop. 

Saying or thinking, “I'm going to read from the first capital to the last end mark” helps students 

focus on the entire task rather than just one line at a time. This step also addresses the 

observations of Garner, Alexander, and Hare that rapid, accurate, and automatic decoding 

reduces memory demands for word identification, releasing memory resources for construction 

of meaning (Jackson, 2002).  

Step 2. I is for Imagine 

 Make a mental picture of what is read. Even the youngest of learners can use this step of 

the strategy. A number of researchers have examined visual imagery as a learning strategy and 

found it has the potential for assisting students with learning disabilities. Jackson references the 

work of Ellis and Lenz, which state that when students use imagery when learning new material, 
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they transform what is to be learned into meaningful visual, auditory, or kinesthetic images of 

information (Jackson, 2002).  

Step 3. D stands for Decide 

 Decide what to do. This step emerged through teaching math word problems and was 

expanded upon to include other areas such as social studies, science, and language arts. When 

students read the entire problem without stopping and have a mental picture of the situation, they 

decide what to do and in what order to complete the operations. For instance, when reading a 

story problem that requires addition, then subtraction, students would read the problem, create a 

mental picture, and then decide whether to add or subtract first. In social studies or science, the 

student may read a passage and decide if s/he understood it well enough to continue reading or 

decide to seek help (Jackson, 2002).  

Step 4. D stands for Do  

Do the work. It is during this step that the students actually complete the task. Often, 

students attempt to read a problem and immediately want to start writing numbers.  By making 

this a separate step, there are two things to do between reading and writing. This lends support to 

the idea that students with learning disabilities may not consider meta-cognitive processes 

important; rather, they only see the written product as evidence of successful learning (Jackson, 

2002).  

Conclusion 
 

The focus of current remediation efforts for learning disabilities seems to be focused on 

isolated deficits. Therefore, remediation efforts through various types of teaching strategies 

frequently concentrates on a single manifestation of dysfunction (the specific disability) and may 

not recognize the connection with other attributed factors related to the learning disability. For 
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example, there are six specific visual processing disorders alone.  Due to the pervasiveness of 

learning disabilities, it is quite possible that remediation techniques that concentrate on specific 

areas are not properly addressing the deficiency. Instructional procedures focusing on isolated 

deficits are necessary may be ineffective because they are not sufficient to support sustained 

educational attainment of the LD student.  Comprehensive remediation programs needs 

development by addressing the concomitant dysfunctions inherent with an individual who has a 

learning disability.   
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Elementary Lesson Plans for Learning Disabled Students 

Grand Canyon University 

Teacher: Nicole Smith      Subject: Reading 

Grade Level: First       Date: June 6, 2009 

Lesson:  Concepts of Print, Comprehension Strategies and Self-Monitoring Strategies 

Objectives: SWAT: 
 Answer questions referring to the meaning of the story. 
 Use familiar known words and parts of words to problem solve unknown words. 
 Read aloud with emphasis, voice, timing and expression. 
 Identify central ideas and supporting details of informational text with teacher assistance 
 Make predictions while reading and support predictions with information from the text or 

prior experience. 
 Identify characters, setting and events in a story. 
 Retell beginning, middle, and ending of a story including its important events. 

Materials: 
 Text 
 Audio CD’s 
 Pencils 
 Worksheets 
 Assessments 

Standards: 
Phonemic Awareness, Word Recognition and Fluency 

 Decode by using letter-sound matches. 
 Use knowledge of common word families to sound out unfamiliar words. 
 Demonstrate a growing stock of sight words. 
 Read text using fluid and automatic decoding skills, including knowledge of patterns, 

onsets and rimes. 
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 Read aloud with changes in emphasis, voice, timing and expression that show recognition 

of punctuation and an understanding of meaning. 
Acquisition of Vocabulary 

 Recognize common sight words. 
 
Reading Process: Concepts of Print, Comprehension Strategies and Self-Monitoring Strategies 
 

 Describe the role of authors and illustrators. 
 Establish a purpose for reading (e.g., informed, following directions or being 

entertained). 
 Visualize the information in texts and demonstrate this by drawing 

pictures, discussing images in texts or writing simple descriptions. 
 Compare information (e.g., recognize similarities) in texts with prior 

knowledge and experience. 
Reading Applications: Informational, Technical and Persuasive Text 

 Identify the sequence of events in informational text. 
 Identify central ideas and supporting details of informational text with teacher assistance. 

Reading Applications: Literary Text 
 Identify characters, setting and events in a story. 
 Retell the beginning, middle and ending of a story, including its important events. 
 Recognize predictable patterns in stories and poems. 

Anticipatory set: 
 Have different pictures of animals on each child’s desk that could be related to the story.  
 Have the students discuss what they might think the story is about.  
 The child with the animal picture that matches the story gets to read first. 
 This is such an exciting story about a fox that lives in a box. (What common or same 

sound do you hear in the words fox and box?) 
 Review all short vowel sounds and short o says o like in octopus 

Teaching procedures: 
 Teacher will review and model the tasks that will be completed during the lesson. 
 Have the materials prepared and ready for the activity. 
 Have students take out their reading books. 
 Have students listen to instruction by turning to the proper page in their book. 
 Relate prior knowledge to start conversation with the students and to activate new 

learning (looking at pictures). 
 Read the story aloud making predictions. 
 Identify characters, setting, events and main idea for the story. 
 Use phonics worksheets to improve spelling and vocabulary throughout the story. 
 Use phonics worksheets to help with short o and digraph th. 
 After rereading the story and listening to the story on CD, have students take a selection 

test which evaluates the student’s comprehension of the stories previously read in the 
week. 

 Provide different activities which help the students in their writing, spelling and 
handwriting and reading skills; journal writing, spelling sentences, phonics activities, and 
word wall activities. 

 Discuss with the students the main idea of the story and relate it to their prior knowledge. 
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Student activities: 

 Provide different activities which help the students in their writing, spelling and 
handwriting and reading skills; journal writing, spelling sentences, phonics activities, and 
word wall activities. 

 Students will retell the story drawing a picture of the beginning, middle and end of the 
story.  

 Students will locate sight words and short o and th words throughout the text.  
Closure: 

 Discuss with the students the main idea of the story and relate it to their prior knowledge. 
Independent Practice: 

 Rereading the story to one of their peers 
 Categorizing words into two columns of th and short o words. 

Student assessment: 
 Observe the children by making sure they are on task and following along with the story 

if they are not reading. 
 Majority of students should achieve 80% to 100% accuracy on the worksheet, repeat if 

not met. 
 Give an index cards for students to list new sight words for studying 
 PPO’s were met if the above were acquired 

Teacher: Cherisse D. Sterling      Subject: Reading/Writing 

Grade Level: Third       Date: June 6, 2009 

Lesson: Visual experience in developing writing skills 

Objectives: This lesson provides a visual experience in which students develop a better 
understanding of sequencing, while further developing their writing skills. The student uses a 
variety of strategies to comprehend grade level text.   
  
 
Materials:  

• pencil and paper  
• create a poster of a friendly looking monster 
• paper or cardboard monster looking feet (to look like footprints)  
• paper pieces with sequence words labeled 
• popcorn or candy (optional).  

 
Standards: LA.3.1.7.3 
The student will determine explicit ideas and information in grade-level text, including but not 
limited to main idea, relevant supporting details, strongly implied message and inference, and 
chronological order of events 
 
Anticipatory Set: 

• Set the scene, place the monster footprints around the classroom as if a monster had been 
there and walked throughout the class.  
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• As the monster toured the classroom he destroyed the classroom 
• For example, he knocked some supplies off of the counter, then proceeded and tipped 

over a desk. 
•  He turned a picture upside down, scribbled on the chalkboard, stood the stuffed animals 

on their heads 
•  mixed up the calendar number 
•  The footprints would indicate the path the monster took. 

 
Teaching Procedures: 

• Allow students to tour the room 
• Ask the following questions:  
• Who do you think did this to our room?  
• Why did they do it?  
• When did they do it? 
• Where were we when they did this? 
• Brain storm answers on the board, continue with question: What do you think he or she 

messed up first? Second? Third? Last? Etc. use sequence words. 
• Past out individual clippings of paper with the sequence words 

 
Student Activities: Have students label the room of the events that occurred 
 
Closure: Review the scene as a whole discussing the reasons for were they placed the labels. 

Independent Practice: The students could then share their individual stories while enjoying a 
popcorn treat from their teacher.  

Student Assessment: The following grade sheet could be used when evaluating students' 
writing. This can be modified to fit your expectations based on student’s abilities.  
 
Writing Prompt: Something was in our classroom while we were at P.E today. First it...... 

1. Does your story have a properly written title? ____/5 

2. Are paragraphs indented? ____/10 

3. Do all sentences begin with capital letters? ____/15 

4. Are sequence words included in the story? ____10 

5. Do all sentences end with proper punctuation? ____/5 

6. Do sentences make sense? ____/15 
(ex: subject verb agreement, proper word usage etc.) 

7. Does your story follow the proper sequence? ___/20 
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8. Did you use at least 5 order words? ___/20 

Total: ____/100  

Teacher: Layne Smith       Subject: Mathematics 

Grade Level: Fourth       Date: June 10, 2009 

Lesson: Hands on Banking 

I. Objectives (observable and measurable 

Hands on Banking was developed to teach both the basics of good money management 
and the skills needed to create a brighter financial future. 

This lesson examines financial concepts and decision-making through illustration, real-
life problems, and mathematical computation. Students apply both their understanding of 
basic banking concepts as well as strategies to solve challenging problems in different 
contexts. The financial literacy objectives of these lessons are for students to identify 
sources of income, recognize the importance of money in society, and describe the role of 
banks. The mathematical objectives of these lessons are for students to do mathematical 
computations in the process of solving real-life mathematical problems. 

It is anticipated that this lesson plan can be presented in five days. However, if used in 
conjunction with a social studies unit, on money and banking, it may be presented in 2-3 
class periods, depending upon the ability of the students to grasp concepts found in a 
typical 4th grade inclusion classroom.  

The financial literacy objectives of these lessons are for students to identify sources of 
income, recognize the importance of money in society, and describe the role of banks. 

The mathematical objectives of these lessons are for students to do mathematical 
computations in the process of solving real-life mathematical problems. 

II.  Materials needed graphic organizers, key vocabulary or concepts. 

1. Blank deposit slips 
2. Blank sheets of paper 
3. Calculator 
4. CD player 
5. Computer with internet connection and assess to the world wide web 
6. Digital projector 
7. Play money 
8. Microsoft Excel Spreadsheet software or similar  
9. Microsoft PowerPoint software or similar 
10. Money cycle diagram 
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11. Projection screen 
12. Writing utensils 

Key Points: (the meaning of money) 

 Individuals receive money in exchange for their work. This is known as earnings or 
income. If you work for an employer, the money you earn is called wages, or salary. 
People sometimes receive money as gifts, but usually they have to earn it by working 
for it. 

 You can use money to buy goods and services. 
 Where money does comes from? It all starts at a country’s Treasury. The Treasury 

mints coins and prints bills for everyone to use. Money is constantly changing hands, 
between people, businesses, and banks.  

Vocabulary (the meaning of money) 

1. Earnings 
2. Wages 
3. Goods 
4. Services 
5. Bank 

Key Points: (earnings)  

 Some people earn money by working on their own, or owning their own business. 
Other people earn money by working as employees; they work for another person, 
organization or company, who is called their employer. 

 The money workers make is called income, or earnings. 
 Earning power is the ability to earn money in exchange for work. There are several 

ways that you can increase your earning power. 
  One way to increase your earning power is to increase the amount of time you work. 

If you get paid by the hour, for example, you can earn more by working more hours. 
 A second way to increase your earning power is to achieve more results on the job. 

For example, if you have a job as a salesperson, you may be paid more for making 
more sales, no matter how much time it took you to do it. 

 A third way to increase your earning power is to do work of high quality. For 
example, let us say you had your own business making furniture. Customers might 
pay more for your furniture than for someone else is because they believe your 
product is of better quality. 

  One of the most valuable ways you can increase your earning power is by gaining 
new knowledge, experience, or skills. A few examples include knowing how to use a 
computer, being a good writer, having math skills, and knowing a foreign language. 
If you have knowledge, skills and experience that are valuable to an employer, you 
may have the ability to handle a wider variety of jobs, more challenging jobs, and 
jobs that pay more. 
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Vocabulary (earnings) 

1. Employer 
2. Sales 
3. Skills 
4. Customer 
5. Experience 

Key Points: (banking)  

 Banks are trusted businesses where people can safely keep their money. Banks offer 
a number of tools for managing your money. 

 If you put your money in a savings account, the bank will pay you a small amount of 
money, called interest, on the amount you save.  

 Banks also offer checking accounts. These allow people to pay for things like rent, 
electricity, groceries and other bills, using checks instead of cash. Writing a check 
can be safer and more convenient than carrying cash. 

Vocabulary (earnings) 

1. Savings Account 
2. Interest 
3. Cash 
4. Checking Account 
5. Convenience 

III. Standards (of performance expected from students). 

The lessons adhere to the following mathematics and financial literacy standards: 
 

National Council of Teachers of Mathematics (Principles and Standards for School 
Mathematics, 2000) 
 
National Council of Economic Education and the National Association of Economics 
Educators and the Foundation for Teaching Economics, Voluntary National Content 
Standards in Economics (1997) 
 
JumpStart Coalition for Personal Financial Literacy, National Standards in K-12 
Personal Finance Education (2007) 

 
The No Child Left Behind Act is a federal law designed to improve the academic 
achievement of all students, particularly those who are minorities, disabled, economically 
disadvantaged, or have limited English proficiency. The Act requires teachers of 
mathematics to provide all students with equal opportunities to excel and the 
mathematical skills and knowledge they need to actively participate in American society. 
Consistent with the objectives of the No Child Left Behind Act, the Hands on Banking 



Teaching Toolbox 45 

 
curriculum and supplemental materials for grade levels 4-12 and are aligned with both 
state and national educational standards for mathematics, reading, and economics. 
Teachers are encouraged to integrate the content into other lesson plans, and use the 
curriculum as a springboard to address real-life situations. 

National Council of Teachers of Mathematics Principles and Standards for School 
Mathematics, (2000), Grades 3-5: 

Number and Operations Expectations: “… develop fluency in adding, subtracting, 
multiplying, and dividing whole numbers; develop and use strategies to estimate the 
results of whole number computations and to judge the reasonableness of such results;  
 
Develop strategies for computing with familiar fractions and decimals; select appropriate 
methods and tools for computing with whole numbers…”  
 
Problem Solving Expectations: “… solve problems that arise in mathematics and in other 
contexts; apply and adapt a variety of appropriate strategies to solve problems.” 

IV.  Anticipatory set 

A. Review the math concepts. Before assigning students to work on any unit, review with 
them the underlying mathematical concepts needed for problem solving. Be sure your 
students are able to do the necessary level of computation before they begin.  

B. Introduce financial vocabulary. Have students gain a working understanding of new 
financial terms. However, limit the number of new vocabulary terms to no more than five 
at a time. 

C.  Encourage students to bring a calculator and pencil and paper to work through the math, 
whether or not they are at a computer. 

D. Encourage collaboration. Allow students to work in pairs on the worksheet problems. 
Encourage them to share their approaches to finding the solutions. 

E. Promote discussion. Discuss the examples with your students. Talk through the problems 
and how to arrive at the solutions.  

If students are using computers 

A.  Review the basics of computer literacy. To be successful, students should be able to 
work with a mouse (to scroll, highlight, and drag and drop words and numbers) and enter 
an answer on the screen. 

B.  Orient students to the site. Help students explore how to navigate the program and access 
its primary features. 

C.  Use the computerized calculators. Introduce students to the three calculators (basic, 
credit, and earnings) featured on the Web site and CD-ROM.  

D.  Encourage ATM practice. Introduce students to the ATM simulator found on the User 
Options panel on every page. 
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E. Use the Dictionary. Teach students how to access the dictionary of financial terms found 

on the User Options panel. Key terms are shown in boldface in the sites closed-
captioning. 

V.  Teaching procedures: input modeling (demonstration), and check for understanding 

Students are introduced to money and the concept that money is earned and used to buy 
things and to the basic purposes of banks and banking. In the online/CD I ROM version, 
there are six lessons. The teacher will display the following material onto a projection 
screen using PowerPoint software.  

Part 1: The Meaning of Money 

What is money, and how is it used in our society? 

Opening Questions 

Use these or similar questions to start your students thinking about this concept and how 
it relates to them: 

1. Have you ever received money in exchange for your work? Describe the work that you 
did and how you were paid. Example: cutting a neighbor’s lawn; taking care of a friend’s 
pet 

2. Have you ever received money as a gift? What did you do with that money? 

3. What is the difference between earning money and receiving money as a gift? 

4. What kinds of things can you buy with your money? 

5. Are the things you buy or pay for always products, something you can see and touch? 
Example: what if you paid someone for a haircut. 

6. Does anyone know where money comes from?  

Part 2: Earnings 

Students identify sources of income and identify ways they can earn money. Students do 
simple calculations involving dollars and cents. 

1. Do you know any individuals who work on their own, or who own a business? How 
about someone who works for another person or a company? Describe the work that 
person is paid to do. Who pays him or her? Include examples from family members: 
father, mother, older brother, etc.  
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2. Have you ever earned money for your work? What work did you do and how much 
were you paid? Why were you paid more for one type of work than another was? 

Part 3: Banking 

Students recognize some of the basic purposes of banks. 

1. Have you ever been to a bank? What did you see there? 

2. Do you save your money? Why do you save? 

3. Does anyone here have a savings account at a bank? Why did you open the account? 

4. There are different ways to do business with a bank. You can: (The teacher will show 
various images, using PowerPoint, of banks and the types of activities that occur within a 
typical bank, such as a person using online banking using an ATM, etc.) 

 Go to the bank and talk with a bank employee 
 Use an Automated Teller Machine (ATM) 
 Do your banking over the phone 
 Use online banking services 
 Use a banking store located in a grocery store 
 People can also borrow money from a bank.  
 By borrowing money, you can buy high-priced things like cars, homes, or 

education, and pay the money back over time.  
 When you borrow money from a bank, you pay interest to the bank for lending 

you the money. 
  Common ways to borrow money are loans and credit cards.  
  Money changes hands frequently; it is exchanged everyday between people, 

businesses, and banks 

VI.  Student activities: guided practice/monitoring 

The student will complete the following worksheet: “Earning Power Worksheet” 
Retrieved June 10, 2009, from 
http://www.handsonbanking.org/nav_elements/teachers_guide_PDF/Kids_T_Guide.pdf 
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(After giving, the students’ appropriate amount of time to work on this exercise the 
teacher will project the solutions on to the screen.)  

For special adaptations, students may use calculators, number lines or any other 
specialized material that the teacher or teacher’s aide deems necessary for students 
with IEP to complete this assignment.  

1. If Zing wants to wash cars to earn gas money, how many cars must he wash to make at 
least $26? (4) 

Hints 

 You can add, subtract, multiply or divide to solve this problem! 
 If you add, add $7.50 + $7.50 + $7.50 as many times as you need to until you 

reach $26, or just exceed $26. Keep track of how many times you add $7.50 to 
reach $26. 

 If you subtract, subtract $7.50 from $26 until you cannot subtract anymore, and 
count the number of times you subtracted. 

 If you multiply, see what number times $7.50 will equal or just exceed $26. 
 If you divide, divide $26 by $7.50. 

2. If Zing runs errands 3 times and walks the dogs 3 times, will he make the $26 he needs 
to fill his tank. (No) 

Hints 

 Calculate how much Zing will earn if he runs an errand 3 times by multiplying 
$3.50 x 3. Alternatively, you can add $3.50 + $3.50 + $3.50.   

 Do the same thing for walking a dog. Either multiply $3.75 x 3, or add $3.75 + 
$3.75 + $3.75. 

 Add the two amounts you calculated together. Do they equal at least $26? 

3. If Zing earns $21.75 by running an errand 3 times and walking the dog 3 times, how 
many more times must he walk the dogs to earn $26 and fill his tank? (2) 

Hints 

 Subtract $21.75 from $26. That is the amount Zing still needs to fill his tank. 
 You can solve this problem by adding, subtracting, multiplying, or dividing. If 

you subtract, you can calculate how many more times Zing must walk the dog by 
subtracting $3.75, the amount Zing gets for walking the dog, from the amount he still 
needs. How many times do you need to subtract? That is your answer. 

4. How much will Zing have earned if he has $21.75 and walks the dogs 2 more times? 
__________ ($29.25) 
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Hints 

 How much did Zing earn by walking the dogs 2 more times? You can either add 
$3.75 + $3.75 or multiply $3.75 x 2 to figure the correct answer.  

  Add that answer to $21.75, which is the amount we know Zing had already 
earned. 

5. If Zing babysits ($5.00) and washes 2 cars ($15), how many dogs must he walk to earn 
$26? (2) 

Hints 

 Add together the amounts Zing earns for babysitting and washing 2 cars. Subtract 
that answer from $26 to know how much more Zing must earn. 
 Use one of the methods you tried in the previous questions to figure out how 

many times Zing must now walk the dog. 
 Remember, you can solve this by adding, subtracting, multiplying or dividing! 

(If the students are advanced enough to proceed with simple division, they may 
answer this question)  

One way to solve this problem is by division. Divide the amount Zing still needs to earn 
by $3.75 (the amount Zing gets for walking the dog). If your answer is not a whole 
number, you will need to round your answer up, because Zing is paid for the whole job 
only. 

6. If Zing finds a $5.00 bill, and he washes a car and babysits 2 times, how much money 
will Zing now have? 

(Encourage students to do this as a mental arithmetic problem.) ($22.50) 

Hints 

How much will Zing earn if he babysits 2 times? ($5.00 + $5.00) 

Add that amount to the $5.00 bill Zing found. 

Now add $7.50 to the new total, because Zing receives $7.50 for washing a car. 
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Money cycle diagram 

Introduce students to the money cycle in the diagram. Use examples to discuss how 
money flows from hand to hand.    

First, pretend that your grandparents give you $40 for 
your birthday. You do not want to lose it, so you take 
it to your bank and deposit it into your savings 
account. The bank is now paying you interest so you 
are earning money!  

Now, imagine that two months later your favorite CD 
goes on sale. You go to the bank and withdraw $10 
cash from your savings account, and then you go buy 
the CD. Now your $10 is in the hands of the music 
storeowner, who deposits the money in her bank 
account. As you can see the money has moved 
circularly, from hand to hand, first to the bank and 
then back again!  Money can be saved and spent and 
over time, it is always changing hands. 

VII.  Closure 

The teacher wraps-up the lesson plan by saying: Ok students we have learned what a 
bank is. “Can someone tell me what a bank is? In addition, what do we use a bank for? 
To get free toasters? When you get a job this summer, are you going to want to put your 
money in a sock and hide-it from your little sister or brother? Why or why not?  
 
Right! We will want to put our money into a bank. One of the ways you can put money 
into a bank is by filling-out what is called a “deposit slip”.  The teacher uses PowerPoint 
presentation to highlight the components of writing out a deposit slip. The teacher then 
passes-out sample blank copies of the deposit slip for the student to do together as a in-
class activity.  
 
 The teacher says Let us fill one out right now to put $25 in a practice account. 
 

 Write today’s date in the space marked “A.” 
 Write your account number on the line marked “B.” (Since this is just for 

practice, you will need to create your own account number).  
 If you are depositing cash, put the total amount in the box marked “C.” 
 If you are depositing checks, enter the check amounts in the space marked “D.” 
 Then add up everything and enter the total at the bottom in the space marked “E.” 
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VIII.  Independent practice 

Create a combinations problem for your students. Using the rates of “Walk the Dogs, 
$5.00, Pull Weeds, $1.00, and Wash a Car, $10.00” how many different ways can 
students come up with to earn $20?;  $25?;  $30? 
 
Encourage students to create a table such as the one below to organize their thinking. Do 
students see any patterns emerging from the table? Have students explain their thinking 
either in writing or in a small group discussion. (If you have play money available, it may 
be useful for some students to use it to help solve this problem.) 
 

$1.00 
Pull Weeds 

$5.00 
Walk the Dogs

$10.00 
Wash a Car

Total 
Earned 

25 0 0 $25.00 
20 1 0 $25.00 
15 2 0 $25.00 
15 0 1 $25.00 
? ? ? $25.00 
? ? ? $25.00 

 
For independent practice, students can use the following worksheet to create their own 
combinations problem similar to the one above.  
 
$ earned: 
$_______ 
Job: 
____________ 

$ earned: 
$_______ 
Job: 
____________

$ earned: 
$_______ 
Job: 
____________

Total Earned 

    
    
    
    

IX.  Student assessment 
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At the end of these lessons, students will be able to identify the basic concepts of money, 
how money is earned, how money is used, and the essential role of banks. The 
assessment may include class discussions, worksheets, projects or demonstrations. 

The following are questions suggested questions covering literacy and mathematical 
operations that the teacher can used to assess student achievement at the end of the 
lesson.   

1. Adjust the incomes for each job to suit the levels and specific needs of your students. 
Use amounts such as $1.00, $5.00, and $10 for students who require more basic 
computation practice. Using these amounts can also provide good mental-math 
practice for all students. Use amounts such as $1.98, $3.29, and $9.59 to challenge 
more-capable students or to provide appropriate calculator practice for all students. 
 

a.  Discuss different ways to solve this problem: If Zing wants to wash cars to 
earn gas money, how many cars must he wash to make at least $26?(4) 

Hints 
 You can add, subtract, multiply or divide to solve this problem! 
 If you add, add $7.50 + $7.50 + $7.50 as many times as you need to until you 

reach $26, or just exceed $26. 
 If you subtract, subtract $7.50 from $26 until you can’t subtract anymore, and 

count the number of times you subtracted. 
 If you multiply, see what number times $7.50 will equal or just exceed $26. 
 If you divide, divide $26 by $7.50. 
 Now, change the income from walking the dogs ($3.75/dog) to $3.75/hour. 

Create similar problems to solve using the new rate. 
 

2. Let students create new rates for each of the jobs, or create new jobs with specified 
rates. You or your students can create new problems to be solved. 
 

3. Write three things you would like to do or to have. Next to each item, explain a way 
you could use that item or do that activity without spending money. 

 

4. Describe two different ways people can get money. 
 

5. Describe three ways you could earn money working for someone else. Estimate how 
much money you think you could earn doing each job. 

 

6.  You and a friend decide to go into business for yourselves. You decide to sell 
lemonade. The frozen lemonade costs $1.50 a can, and 1 can will make 10 cups of 
lemonade. You and your friend buy and prepare 2 cans of frozen lemonade, and you 
decide to sell the lemonade for $.50 a cup.  
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 How many cups of lemonade do you and your friend need to sell to cover the cost 

of the two cans of frozen lemonade? (6) 
 How much money is the most you can make together if you sell all of the 

lemonade? ($7.00) 
 “Profit” is the positive gain from a business operation after subtracting all 

expenses. If you and your friend evenly split the money you bring in and the cost 
of making the lemonade, how much is the most profit you each can make. ($3.50) 
 

7. (Teachers says) Lucky you! You received a crisp, new $10 bill for your birthday! 
Explain what you are going to do with it, and tell how you made that decision. 
 

8. You have a balance of $100 in your savings account. The bank has sent you a 
statement that shows you have $103.52 in your account. Where did the $3.52 come 
from? 

 If you had put the $100 in your piggy bank, how much money would be there 
now? 

 Why does the bank pay you interest for keeping your money in a savings account? 
 
(Because you are allowing the bank to use your money for a period until you choose 
to take the money out of your savings account.) 

Teacher: Alisha Setta       Subject: Mathematics 

Grade Level: Fifth       Date: June 10, 2009 

Lesson: Please Excuse My Dear Aunt Sally: (), Exponents, X, /, =, + and – 

Objectives:  

Students will learn how to simplify mathematical problems. Become better mathematical 
thinkers in solving what appears in complex problems. 

Standards: 

Numerical Sense and Order of Operations 

Materials/Resources Needed: 

Math Charts for addition, subtraction, multiplication and division. Worksheets, pencils, dry erase 
marker and board, overhead projector, index cards and math journals. 

Anticipatory Set:  

The first example to examine is a word problem based on the class themselves. Figuring how 
many mini notebooks and pens will need to be purchased for a class of 20. 

Objective/Purpose:  



Teaching Toolbox 54 

 
Students will be able to simplify a large math equation by determining which order to start in or 
where to begin. This is important as it is an introduction to future mathematical problems such as 
algebra. 

Teaching Procedure/Input/Modeling/ Understanding: 
Direct students to look at the equations on the overhead projector. Use this instructional sample 

as a pre-assessment to determine who is catching on to the material and who needs an 
intervention and further assistance. 

   20 × $1.50 + $2.50 = $80 
   $1.50 + $2.50 × 20 = $80 

a.  “Twenty students multiplied by the cost of the mini notebook and the dazzling pen.” 
b.  “The cost of the mini notebook and the dazzling pen multiplied by 20.” 
c. Have students check the equations for accuracy. As written, in arithmetic thinking, the 

answer to the first equation is $32.50.  
d. Explain to the students that, in mathematics, parentheses are used to signify an order for 

which to simplify the expression.  
e. Rewrite the first equation. Tell students that in this equation the parenthesis are used to 

signify the first step in solving the expression.  
  20 ($1.50 + $2.50)  

     f. Students must understand money value, addition and     multiplication in this sample in 
order to begin solving the equation. This is where the use of the addition and multiplication 
charts or number lines are helpful. 

Guided Practice/Student Activities: 

Have students try another problem as a whole 
A. Simplify the expression: (4 + 7) × 3 

 Write the steps used to simplify. 
1. Add 4 + 7  

 (4+7=11) x 3= 
2. Multiply 11 and 3 

(11) x 3 or 11 x 3 = 
Answer 33 

 
B. Simplify the expression: 32 ÷ 8 + 5 × 8 

 Write the steps used to simplify. 
Divide 32 ÷ 8= 4 
Multiply 5 and 8 or 5 x 8 = 40 
Add 4 and 40 or 4 + 40 = 

Answer 44 

Closure:  
Go over the terminology/vocabulary used 

• expression (any combination of numbers and symbols, excluding the equality or 
inequality symbols) 

• simplify (to perform all operations within an expression, like solving an equation) 
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a. Have students write the terms in their mathematics journal. Have students discuss each 

term.  
b. Ask questions such as, 

• What is it? 
• What is it like? or not like? 
• Can you give an example? 

 
Go over the three sample problems the class worked together as a whole breaking everything 
down again into its most basic/simplest forms on the overhead and verbally while doing the 
problems. Make eye contact with the students especially anyone who was struggling earlier. 
Possibly have students come up to the overhead projector to work the problems out while the 
teacher walks them through it. 

Independent Practice: 

1. 60 / (4 + 6) – 5 + 7 = 8 
• Step 1   (4 + 6 = 10) 
• Step 2   60 / 10 = 6 
• Step 3   6 – 5 = 1 
• Step 4   1 + 7 = 8 

 
2. 2 + 12 / 4 x 3 = 11 
• Step 1   12 / 4 = 3 
• Step 2    3 x 3 = 9 
• Step 3    9 + 2 = 11 

Student Assessment: 

• Give each student an index card 
• Have the copy the problems written on the board onto their index cards (one problem per 

card) 
• Have them leave space to write all of the steps followed to solve the equation 
• When completed, have them exchange cards w/ the person next to them and have the 

students use a Red pen to go over the card making corrections as the teacher goes over 
each problem and it’s steps on the over head projector 

• Afterwards have the cards given back to the original owner, make your way around to see 
who had the most correct 

• Allow students to use these index cards as a study guide and reference tool in class for 
the next two weeks to assistance with working out the equations in class and with their 
homework 

• At the end of two weeks, have student take a test w/out using the cards to gauge their 
comprehension and ability to work mathematical problems/equations of order of 
operation 

• For those who continue to struggle, allow for group/peer to peer work time as well as 
utilizing the classroom pc’s/software programs such as Educational City to further 
illustrate thru animation and music how to solve equations.  
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• All LD Students will be permitted to utilize their number line, add./sub./multiplication 

and division charts to assist them with solving the problems. 

Teacher: Daniel Yeager      Subject: Writing 

Grade Level: Fifth       Date: June 10, 2009 

Lesson: Persuasive Essay 

 
Overview of the Lesson:  This lesson is a formative assessment that requires students to list and 
create a persuasive essay, through effective writing, for reasons towards something that the 
students would want to change or begin within their lives.  

 
Resources (Equip): 
 Persuasive Writing Handout 
 6-Point Rubric 
 Car and Wheels Sentence Structure 
 Writing Binder 

 
Lesson Learning Targets or Objectives:   

Indiana Writing Standard: 5.5.4 – Write persuasive letters or compositions that: 
• State a clear position in support of a proposal 
• Support a position with relevant evidence and effective emotional appeals 
• Follow a simple organizational pattern, with the most appealing statements first 

and the least powerful ones last 
• Address reader concerns 
 Writing Standard: 5.4.1 
• Discuss ideas for writing, keep a list or notebook of ideas, and use graphic 

organizers to plan writing 
 Writing Standard: 5.4.8 
• Review, evaluate, and revise writing for meaning and clarity 
 Writing Standard: 5.4.10 
• Edit and revise writing to improve meaning and focus through adding, deleting, 

combining, clarifying, and rearranging words and sentences 
 Writing Standard: 5.4.9 
• Proofread one’s own writing, as well as that of others, using an editing checklist 

or set of rules, with specific examples or corrections of specific errors 
Writing Standard: 5.5.6 
• Write for different purposes (information, persuasion, description) and to a 

specific audience or person, adjusting tone and style as appropriate 
 

Lesson Objectives:  
• Students will be able to understand the purpose, content, and form of a persuasive essay 
• Students will choose a topic write about  
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• Students will plan, draft, revise, and edit a persuasive essay 
• Students will apply what has been learned about persuasive writing to other curriculum 

areas 
• Students will practice writing for assessment 
 

Lesson Activities: 
1) Presentation and Explanation (Hook and organize):  Review PowerPoint presentation of 

how to properly create a persuasive essay with examples (20 minutes) 
2) Class Discussion:  Discuss the Car Paragraph:  A car body is the main idea/or reason for 

the paragraph.  Each of the four wheels represents the support or facts for the main idea.  
Cars need at least four or more wheels to run, while a paragraph needs four or more 
sentences of support.(30 minutes) 

3) Concept and Direct Teaching: Using the Persuasive Writing Handout (50 minutes) 
 

Persuasive Writing 
 

Name: _______________________________________ 
 
1. Think about something at home that you would want to change or want to get to do that 
you do not currently get to do.  (Example: paint your room, have a pet, etc.) 
 
2. Make a list of those things below. 
 
3. Pick the one you feel the strongest about. 
 
4. Think about your audience.  If you are going to convince/persuade someone to see your 
point of view/your opinion, who is it? ____________________________________ 
 
5. Make a list of persuasive reasons below. 
 
6. Look at your list.  Pick your best three reasons. Be sure you keep your audience in mind 
while picking your reasons.  Also, be sure you pick reasons that you can support with facts and 
details.  (Remember the car body and the wheels) 
 
7. Rank you reasons from best to worst. 
 
8.   Plan your persuasive essay.  Use the boxes on the back.  Use your writing binder as a 
guide. 

 
4) Conclusion:  We will end by examining the persuasive essays with the attached 

assessment sheet and 6-point rubric for immediate feedback.  The students will present 
their persuasive essays aloud. (50 minutes). 

 
Rubric for Persuasive Writing 

 
Remind Students that the rubric is a chart used to evaluate their writing.   
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• The rubric is based on a six-point scale.  A score of 6 indicates an amazing piece 

of writing, and a score of 1 means the writing is incomplete 
• I will explain that the purpose of the rubric is to help students break down the 

evaluation process and focus on each trait individually-ideas, organization, 
voice, word choice, sentence fluency, and conventions. 

• I will point out that rubrics are also helpful during the writing process.   
 

 6 5 4 3 2 1 
Ideas The clear 

reasoning 
informs and 
convinces 
the reader 

The essay 
has a clear 
opinion 
statement.  
Logical 
reasons 
support the 
writer’s 
opinion. 

The opinion 
statement is 
clear, and 
most 
reasons 
support the 
writer’s 
opinion. 

The opinion 
statement is 
clear.  
Reasons 
and details 
are not as 
complete as 
they need to 
be. 

The opinion 
statement is 
unclear.  
Reasons 
and details 
are needed. 

An opinion 
statement, 
reasons, and 
details are 
needed. 

Organization The 
organization 
is logical 
and the 
ideas flow 
smoothly 
from 
beginning to 
the end. 

An opening 
opinion 
statement is 
clearly 
supported 
in the 
middle.   

The 
opening has 
an opinion 
statement.  
The middle 
adds 
support. 

There is a 
beginning, a 
middle, and 
an ending.  
Transitions 
are needed. 

The 
beginning, 
middle, and 
ending run 
together. 

The 
organization 
is unclear.  
The reader is 
easily lost. 

Voice The writer’s 
voice is 
confident, 
positive, 
and very 
convincing. 

The 
writer’s 
voice is 
confident 
and helps 
persuade. 

The 
writer’s 
voice is 
confident.  
It needs to 
persuade 
the reader. 

The 
writer’s 
voice needs 
to be more 
confident 
and needs 
to persuade. 

The 
writer’s 
voice 
sounds 
unsure. 

The writer 
needs to 
learn about 
voice. 

Word 
Choice 

Strong, 
engaging, 
positive 
words add 
to the main 
message.   

Strong, 
positive 
words help 
make the 
message 
clear. 

Strong 
words are 
used, but 
some may 
be too 
negative. 

Many 
words need 
to be 
stronger 
and more 
positive. 

The same 
weak words 
are used 
throughout 
the essay. 

Word choice 
does not 
communicate 
the main 
message. 

Sentence 
Fluency 

The 
sentences 
flow 
smoothly, 
and people 
will enjoy 
reading the 
variety of 
sentences. 

Variety is 
seen in both 
the types of 
sentences 
and their 
beginnings. 

Sentence 
beginnings 
are varied.  
Sentence 
variety 
would make 
the essay 
more 
interesting. 

Varied 
sentence 
beginnings 
are needed. 
Sentence 
variety 
would make 
the essay 
more 
interesting. 

Too many 
sentences 
begin the 
same way.   

Sentences 
are choppy.  
Ideas do not 
flow 
smoothly. 

Conventions Mastery of 
conventions 
adds style to 
the essay. 

A few 
grammar 
and 
punctuation 

Grammar 
and 
punctuation 
errors in a 

There are 
enough 
errors to 
confuse the 

Frequent 
errors 
make the 
essay 

Nearly every 
sentence 
contains 
errors. 
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errors do 
not distract 
the reader. 

few 
sentences. 

reader. difficult to 
read. 

 
Assessment Sheet 

 
Title_____________________________________________________ 
 
_______Ideas 
 
_______Organization 
 
_______Voice 
 
_______Word Choice 
 
_______ Sentence Fluency 
 
_______Conventions 
 
Adaptations and Accommodations (Tailor): 

Paraprofessionals will be assisting special needs students 
Handouts will be read to the students who can not read 
There will be extended time for the students with IEP’s to complete their essays 
There will be enrichment opportunities for all students to have their needs met. 
Students will be given word banks and access to Word Wall 
Remind each student to include reasons in the table diagram that show why his or her 
opinion is valid and why the opposite opinion is not 
Many students will benefit a refresher on how to read and use the rubric 
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Rationale and evaluation 

4. The task an learning disabilities  

A. “Academic and Social-Emotional Development of Students With and Without Learning 
Disabilities”  
 

B. “Journal Four”  

Included in this part of the teacher’s toolbox are two exemplars of my writing that 

compares the academic and social-emotional development of students with and students without 

learning disabilities and my review of the weeks reading assignments as summarized in “Journal 

Four.” 

The paper “Academic and Social-Emotional Development of Students With and Without 

Learning Disabilities” revealed academic self-efficacies, feelings of loneliness, found significant 

differences between groups of students with and without LD and the most pronounced 

differences were students in the middle school age group. It was reported when confronted with 

the increased challenges of the high school environment; the non-disabled group reported lower 

mathematics self-efficacy and decreased effort investment, while the group of students with LD, 

who already faced severe difficulties at the middle school level, remained relatively stable.  

The readings reflected in “Journal Four” discussed the academic development of learning 

disabled students and the social-emotional development affects the well-being of LD students.  I 

became aware from the readings that research in the middle and high school years,“ schools 

actually promote reading problems among the LD when they overemphasize literal 

comprehension, provide poorly organized and poorly written teaching materials, offer 

inadequate diagnostic and instructional techniques, and lack comprehensive planning for 
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teaching reading at the secondary level (Smith, p.197).”  Furthermore, “children with LD, when 

compared with their peers, are more often ignored or judged negatively by their teachers and 

peers. They more often are the objects of teachers’ negative statements, criticisms, warnings, 

behavioral corrections, and negative nonverbal reactions (Smith, p. 271).”  

Academic and Social-Emotional Development of Students With and Without Learning 
Disabilities 

 
Grand Canyon University  

At the Middle School level, 
students with LD as a group had 
lower grades than the Non-LD 
group in both mathematics and 
history. 

Both LD and Non-LD groups 
reported lower grades in high 
school than in middle school. 
The gap between LD and Non-
LD groups remained constant. 

Lackaye & Margalit 
(2008) 

Students with LD as a group 
showed lower specific self-
efficacy beliefs than the Non-
LD group in both history and 
mathematics. LD children are 
less likely than to attribute their 
successes and failures to factors 
under their personal control. 

Students with Non-LD as a 
group showed higher specific 
self-efficacy beliefs than LD 
groups in both history and 
mathematic self-efficacy. 

Lackaye & Margalit 
(2008); Cosden, Pearl & 
Bryan (1985) 

For general academic self-
efficacy, the differences 
between the LD and Non-LD 
groups decreased at the high 
school level. 

For general academic self-
efficacy, the differences 
between the LD and Non-LD 
groups decreased at the high 
school level. 

Lackaye & Margalit 
(2008) 

Students with LD can excel in 
some reasoning abilities.  

Non-LD students can excel in 
reasoning abilities. 

Hearne, et.al (1988) 

Students with LD can be equally 
as successful in computer 
programming, repair, and 
complex computer use. 

Non-LD students are successful 
in computer programming, 
repair and complex computer 
use.  

Hearne, et.al (1988) 

Teachers can capitalize on LD 
strengths in computer usage for 
instructional purposes. 

Teachers can capitalize on Non-
LD strengths in computer usage 
for instructional purposes. 

Hearne, et.al (1988) 

Inclusive classrooms appear to 
contribute to LD and Non-LD 
students.  

Non-LD students benefit from 
being in an inclusion classroom 
with aides.  

Gandhi (2007) 

 
Social-Emotional Development 
of Students with LD 

Social-Emotional Development 
of Students without LD 

Reference 
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Students with LD reported 
higher self-efficacy in 10th 
grade than they did in 7th grade.  

Non- LD group revealed lower 
self-efficacy in 10th grade than 
in 7th grade. 

Lackaye & Margalit 
(2008) 

Students with LD reported 
lower self-efficacy than the 
Non-LD group in 7th grade. 

Students with Non-LD reported 
higher self-efficacy than the LD 
group in 7th grade 

Lackaye & Margalit 
(2008) 

Students with LD felt high 
levels of loneliness than the 
Non-LD group at the middle 
school. No significant 
differences are found at the high 
school level for either LD or 
Non-LD groups.  

Students with Non- LD felt 
lower levels of loneliness than 
the LD group at the middle 
school. No significant 
differences are found at the high 
school level for either LD or 
Non-LD groups.  

Lackaye & Margalit 
(2008) 

Students with LD reported 
lower levels of effort than with 
their Non-LD peers. However, 
the gap narrows in high school.  

Students with Non-LD reported 
higher levels of effort that their 
LD peers. However, the gap 
narrows in high school.  

Lackaye & Margalit 
(2008) 

 LD children tend to be less 
popular than their peers are. 
This could have a negative 
effect on cooperative group 
performance since unpopular 
children appear to have 
difficulty entering groups. 

Non-LD children are not 
impeded from cooperative 
grouping formation.  

Cosden, Pearl & Bryan 
(1985) 

Instructions to cooperate have a 
different effect on girls than 
boys. Studies show that LD girls 
are more likely than LD boys to 
be rejected by their peers.  
Cooperative incentives are 
effective in helping LD girls 
experience positive social 
interactions with Non-LD girls. 

Nondisabled girls interact 
cooperatively with their same 
sex LD partner. Non-LD girls 
became socially responsive, 
working harder than girls do in 
Non-LD-Non-LD dyads to help 
their partner. 

Cosden, Pearl & Bryan 
(1985) 

In a junior high school 
environment, LD students 
received more verbal feedback 
than their Non-LD peers did.  

In a junior high school 
environment Non-LD, students 
received less verbal feedback 
than their LD peers. 

Schumaker, et.al. (1982) 

Strategies and Interventions 

A study by Lackaye & Margalit (2008) examined age differences among students with 

and without LD from a developmental perspective in specific and global self-perceptions related 

to academic and interpersonal functioning.  Comparisons of specific academic self-efficacies, 
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general academic self-efficacy, loneliness, and effort investment revealed significant differences 

between groups of students with and without LD. However, the interaction between age groups 

and LD/Non-LD grouping showed the most pronounced differences with students in middle 

schools. Decreased differences among groups of students were noted at the high school level for 

self-efficacy in mathematics, general academic self-efficacy, loneliness, and effort investment. 

When confronted with the increased challenges of the high school environment, the Non-LD 

group reported lower mathematics self-efficacy and decreased effort investment, while the group 

of students with LD, who already faced severe difficulties at the middle school level, remained 

relatively stable (Lackaye & Margalit, 2008).  

Loneliness revealed a unique picture between the LD and Non-LD student populations.  

The level of loneliness for students with LD was lower in high school than in middle school, 

while the high school Non-LD group reported a stable level of loneliness, similar to their peers in 

middle school. Perhaps students with LD felt more alienated when they moved from the small 

and more intimate and supportive elementary schools to the larger and more challenging middle 

schools. Therefore, the move to high school viewed as a continuation of the pressures of middle 

school, was less threatening to students with LD, who had experienced increased stresses at an 

earlier stage (Lackaye & Margalit, 2008). 

The discrepancy between the groups of students remained significant at both age groups 

for grades in mathematics and in history, as well as in the global measure of hope. It seems that 

regardless of the help and the accommodations that students with LD received during their 

school years, their academic achievement remained lower than that of the Non-LD group, and 

they continued to experience lower levels of hope for a better future. In addition, the discrepancy 

between the two groups of students at the two age groups remained significant in self-efficacy in 
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history. Students with LD continued to experience lower self-efficacy in history studies, perhaps 

reflecting their prolonged difficulties in subjects that demand and emphasize language mastery 

(Lackaye & Margalit, 2008). 

The results also demonstrated three general developmental paths. First, the group of 

students with LD expressed lower levels of loneliness at the 10th-grade level, while the Non-LD 

age groups showed a similar level of loneliness. Second, the older group of Non-LD students 

showed a decreased experience of competence in mathematics self-efficacy, general academic 

self-efficacy, and effort investment, while the LD age groups showed similar levels of self-

efficacy and effort. Third, consistencies are found in the divergence between the LD and Non-

LD groups at the different grade levels, with the students with LD displaying lower academic 

achievement, lower self-efficacy in history, and a lower level of hope. The researchers thought 

that using primary material such as students’ diaries might be a valuable investigative tool in 

studying day-to-day variations in order to clarify the role of different contextual conditions for 

understanding the well-being of students with LD (Lackaye & Margalit, 2008).  

The work of Cosden, Pearl & Bryan, 1985 report on the impact of cooperative and 

individual goal structures on LD students with Non-LD partners, and Non-LD students with LD 

or Non-LD partners. The interaction of age, subject-partner characteristics, and study condition 

was assessed with regard to study behaviors, performance on a reading comprehension task, and 

student attributions and attitudes in relation to their performance. Although dyads were presented 

with reading materials written at their grade level, younger children recalled less of the material 

than did older children. This appears to reflect developmental differences in the ability to retrieve 

and verbally report information. There were also qualitative differences in study behaviors 

between older and younger students, that is, younger children interacted primarily by reading to 
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each other (whether or not their partner was attending to them) while older students engaged in 

more interactive study behaviors. This too may have had an impact on their test performance. As 

expected, cooperative goal structures improved task performance for nondisabled males paired 

with other nondisabled males (Cosden, Pearl & Bryan, 1985).  

 The same benefits for cooperative instructions and incentives, however, did not emerge 

for nondisabled males who had learning disabled partners. These boys performed more poorly 

than did Non-LD boys with Non-LD partners under cooperative study conditions. Nondisabled 

boys performed significantly better after studying alone than after working cooperatively with an 

LD partner. Nondisabled boys with nondisabled partners engaged in more cooperative study 

behaviors than did nondisabled boys with learning disabled partners, that is, they asked more 

questions, answered more questions, and read more to each other (Cosden, Pearl & Bryan, 1985).  

Thus, while cooperative instructions and incentives were effective with Non-LD-Non-LD 

boys, they were not effective with mixed pairs of learning disabled and nondisabled boys. The 

mixed dyads did not engage in the interactive study behaviors exhibited by Non-LD-Non-LD 

partners in the cooperative study condition, nor were their scores enhanced by the cooperative 

study period. There are a number of plausible explanations for this behavior. It is possible, for 

example, that the LD and Non-LD boys in this study had a history of antagonisms, which a few 

experimental sessions could not overcome. Data suggesting peer rejection of the LD student 

make this a reasonable interpretation. It may also be that LD boys have less experience in 

engaging in cooperative endeavors with others (Cosden, Pearl & Bryan, 1985). 

 The learning-disabled students decreased interaction rather than cooperative behavior 

may have been their strategy to avoid public disclosure of reading deficits. This pattern for LD 

and Non-LD boys was carried into their attitudes under cooperative and individual conditions. 



Teaching Toolbox 66 

 
Overall, boys in the cooperative groups thought that they had more ability on the task than did 

those working individually. This indicates that participation in cooperative groups made boys 

feel more competent than did working alone. The attitudes of Non-LD boys with LD partners 

suffered as did their performance; in contrast to boys working alone, Non-LD boys with LD 

partners in cooperative groups were more likely to posit less ability to their partner than to 

themselves (Cosden, Pearl & Bryan, 1985). 

 As with LD boys, LD girls' test scores were unaffected by experimental condition, and, 

regardless of condition, the LD girls felt they had less ability than their partners did. However, 

unlike the Non-LD boys, the performance of the Non-LD girls did not differ as a function of 

their partner's status. Significantly, the Non-LD girls did not score lower on the performance 

measures when paired with LD girls. The major difference between Non-LD girls with LD 

partners and Non-LD girls with Non-LD partners was that students in the former group engaged 

in more interactive behaviors under cooperative study conditions than did students in the latter 

group. It appears, then, that instructions to cooperate have a different effect on girls than boys 

(Cosden, Pearl & Bryan, 1985). 

Nondisabled girls, in contrast to Non-LD boys, appear to "rise to the occasion" when 

working with a same sex LD partner. With instructions to cooperate, and a disabled partner, the 

Non-LD girls became socially responsive, working harder than girls do in Non-LD-Non-LD 

dyads to help their partner. Several studies have shown that LD girls are even more likely than 

LD boys to be rejected by their peers are. These findings suggest that cooperative incentives may 

be particularly effective in helping LD girls experience positive social interactions with Non-LD 

girls. The authors’ point-out that under some student-partner conditions, participation in 

cooperative groups may actually undermine academic performance and the respect that students 
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feel for each other; caution in the implementation of this type of intervention is required 

(Cosden, Pearl & Bryan, 1985).  

In some instructional categories, Hearne, et.al (1988) reports no significant discrepancies 

in the computer aptitude between LD and Non-LD students.  They state that each group (LD and 

Non-LD) has similar reasoning skills abilities related to computer programming. This study, 

according to Hearne, et.al, confirms Poplin’s (1984) contention that there may be areas in which 

persons with learning disabilities are highly successful and integrated into formalized 

instructional programs (Hearne, et.al, 1988).  Furthermore, researchers have concluded that non-

LD students benefit from being in inclusion classes with a classroom aide present.  For example, 

the use of aides in “Autism” and “ED” inclusive classrooms, as well as frequent meetings 

between the classroom teacher and a special education teacher appear to be especially beneficial 

for students without disabilities in those general education classrooms (Gandhi, 2007).  
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Journal Four 

Grand Canyon University  

1. What are the key points in your reading? 
 

The main ideas from the Smith text, chapters 6 and 8, concerning academic development 

of learning disabled students and the social-emotional development affects the well-being of LD 

students. From chapter 6, we learned the learning characteristics of LD students in progressing 

through the educational system beginning with elementary school years associated with 

phonological processing disorders and decoding skill problems that are necessary to become 

effective readers. On mathematics, Smith quotes Piaget on p. 185, which states, “that children 

become able to engage in cognitive reasoning by ages 6 to 7. Children with learning disabilities 

are two or more years delayed in making this transition, often not grasping basic math concepts 
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even at age 10 or 12.”  On page 191, the author delves in the middle and high school years, and 

states on p. 197, “experts point out that schools actually promote reading problems among the 

LD when they overemphasize literal comprehension, provide poorly organized and poorly 

written teaching materials, offer inadequate diagnostic and instructional techniques, and lack 

comprehensive planning for teaching reading at the secondary level.”  The concluding section 

of chapter 6 completes the life-cycle approach to educational attainment by discussing the role 

of transition planning and vocational training for individuals with LD. 

Chapter 8 discusses the many ramifications of social-emotional development on learning 

disabled students. On page 271, the author observes, “in the classroom, children with LD, when 

compared with their peers, are more often ignored or judged negatively by their teachers and 

peers. They more often are the objects of teachers’ negative statements, criticisms, warnings, 

behavioral corrections, and negative nonverbal reactions.” Furthermore, motivational guidelines 

need to be in place within the classroom to ameliorate the learned helplessness that many LD 

students exhibit in their behavior. In the life-cycle approach, the author discusses the behavior 

characteristics of LD students at the secondary school level. On page 287, the author states: 

“teenagers with LD frequently have not formed peer group attachments.”  The last few pages of 

chapter 8 discuss LD and juvenile delinquency, and rounding-out the life-cycle approach 

discusses the adult with LD and how, over time, the performance gap can be closed. However, 

some of the lingering effects, such as a lack of adequate school or emotional supports can have 

detrimental career outcomes for the LD individual.  

2.   Based on your experiences as an educator, how can you apply content from this reading to 
your classroom and teaching? 
  
 As a special educator, issues related to phonological processing disorders and decoding 

skill problems related to reading development was of great importance to me. One of the areas I 
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expect to provide greater attention to in my own classroom, for next year, is honing the reading 

abilities of my students. The statement made on p. 162, was reflective of the reading problems 

that many of my students have. It states, “efficient readers recognize most words so rapidly using 

their visual and phonological competencies that comprehension cues have little time to be 

processed and influence decoding. Poor readers, because decoding is such a struggle, rely more 

often on context to supplement their slow, nonsystematic decoding abilities. “ I was pleased to 

read on p.191, in chapter 6, “modifying the language of instruction, teaching appropriate learning 

strategies, and exposing children to essential vocabulary and background knowledge are 

important if students with LD are to progress in content-are learning.” Since I strongly believe in 

the concepts of content area literacy, I will implement many of the concepts found in this chapter 

6.  

3.    What insights did the reading provide into this week’s topic? 
 
 I was heartened to read some of the successful people with LD who were able to 

overcome their disability, such as the software designer on p. 272 and the “Sarah and Marc” 

personal stories about their pursuit of becoming lawyers on p. 297. From the readings I reviewed 

for this week’s assignment, there was evidence that in certain facets of the current job market, 

LD individuals are on par as their non-LD peers when it come to computer programming, design 

and repair of computers. This also has been my experience in the middle school as well. Many of 

my students with LD, do as well, as their non-LD counter-parts because they do seem to be more 

focused and interested in pursuing some of the “what-if” elements of certain programs in 

computer technology classes and also in industrial technology classes as well.  

4.    How has class discussion influenced your thinking on this topic? 
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 This week’s class discussion about academic development of students with and without 

LD was informative. I appreciated the comments from members of our online class concerning 

the abilities of my students in using computer technology and their contributions to inclusion 

class projects, such as illustrations, when they are teamed with a non-LD student.  

Rationale and evaluation 

5. The setting of learning disabilities  

A.  “Learning Environments Interview”  
 

B. “Journal Seven”   

This section demonstrates my skills with interviewing a special educator and discussing 

sensitive issues with a teenaged student. The interview “Learning Environments Interview” 

discussed with the teacher, her view of the importance of the parents and family in the lives of 

students with a learning disability. The second part of this paper interviewed a 16 ½ year old 

female student who has a learning disability. It discussed her educational experiences from her 

elementary school years on to her junior year of high school.  

The readings summarized in “Journal Seven” made me aware of the social adjustment of 

students with a learning disability from the home and school environment. Early intervention 

programs such as Head Start can mitigate developmental delays. Research suggests that 

children with LD “living in an upper middle-income household, nearly equaled the intelligence 

levels of children who did not experience birth trauma but were living in low-income homes 

(Smith, p. 485).” 

 

 

 



Teaching Toolbox 72 

 
Learning Environments Interview 

Grand Canyon University 

Interview with learning disabilities teacher 

Introduction 

 The following is an interview that was conducted with Mrs. Diley-Smith, a cross-

categorical special education teacher with Jackson Middle School. Although she has been in her 

current position for one year, she has over twenty-three years of experience; eleven of which has 

been teaching students with learning disabilities.  All of her students were taught science, math, 

social studies, and language arts in the classroom the past school year (although, physical 

education classes and computer keyboard classes other contracted teachers taught them), and she 

is planning to implement an inclusion classroom environment next year for her students. She told 

me that many of the general education teachers at Jackson Middle School are “on-board” with 

the idea including the newly hired building principal.  

 Her problem is finding the right teacher’s assistant that not only has had experience in 

going-out to the academic classes with special needs students, but who is willing to put the work 

into modifying assignments and exams so that her students’ can succeed in the middle school 

curriculum.  

Interview with Diley-Smith 

The interview was conducted in Diley-Smith’s classroom at Jackson Middle School, 

Southwestern School District, Grove City, Ohio on June 17, 2009, as she was taking a break 

from packing-up her classroom for the year.   

Diley-Smith states that as a special educator:  
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I have developed some expectations I hold for student’s parents. Although years in the 

making, over twenty years of teaching special education classes, I believe that parents 

know their children (best) in the home environment and educators must look at an 

overview of that setting, from an ecological perspective (Smith, 2004, p.498)  in order to 

fill in the missing pieces and determine the best methods to instruct them. If a parent has 

set the stage of becoming an active member in their child’s education then the teacher 

must utilize his or her influence and need not worry about their student’s education 

values (Diley-Smith, 2009).  

 When the teacher can ascertain a student’s belief  has toward learning (and hopefully it is 

a positive one emanating from the parents, Smith, 2004, p.501)  then the teacher can do his or her 

job in building-upon the positive learning environment that has been created. This is by not only 

the teacher’s attitude (Smith, 2004, p. 541) but also coming from the student and his or her 

parents, grandparents or guardians. The teacher must establish a strong communication bond 

with the parents throughout the year so the parents are validated and the student will know that 

their education is well supported by both school and home (Diley-Smith, 2009) 

On the other hand, if a parent chooses or cannot be an active member of their child’s 

education then the teacher must assume the role as the (proprietor) of the value system for the 

student. This role is difficult since it is (usually) contradictory to what the child sees at home. 

Therefore, the teacher must develop a relationship with the student, earn the respect of the 

student, and then proceed with the process of educating them.  Obviously, according to Diley-

Smith, the unfortunate part of this scenario is that it takes away valuable instruction time from 

the student and involves extra personal instructional time with the student. However, her  
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experience suggests that a majority of special educators will easily assume this role as part of an 

integral plan for a student’s education especially in the elementary grades (Diley-Smith, 2009) 

A parent of an LD child (eventually) must come to terms (parental adjustment, Smith, 

2004, p.500) with their child’s disability and develop an understanding that their child is of 

normal intelligence. It (simply) requires a modification of the student is in a positive learning 

environment so the deficit areas (i.e. reading, math, and writing) become manageable for their 

child in the school setting and that environment becomes a less restrictive environment (LRE) for 

their student. IDEA mandates that students with LD be educated in the most normal setting 

possible (Diley-Smith, 2009 & Smith, 2004, p.500).   

Diley-Smith states:  

The experiences that I have had with various parents, grandparents, guardians through 

the last several years have taken on a variety of combinations. I have parents who 

“smother their children” with too much involvement that the child does not learn to take 

responsibility for their role in the education process. Those children usually rely on their 

parents for everything and they even let their parent do their work or feed them the 

answers when they are capable of so much more. Their parent’ controlling and hovering 

attitudes make the children feel fragile, weak, and incapable (Smith, 2004, p.501).  Some 

students also use their disability as a crutch and they become stagnant in their education 

(Diley-Smith, 2009).  

According to Diley-Smith, I have (also) taught children whose parents assumed the role 

of “parent only” and believed connection with the school was neither necessary or (possibly) 

inappropriate or intimidating to them (Smith, 2004, p.505). They think teachers should “do it all” 

educate, instill moral and character development, motivate, and take responsibility for much 
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more than a teacher should. These types of parents or guardians put up fences between 

themselves and the school system.  They do not want to hear any news (or may be anticipating of 

hearing that they are the ones who are doing a poor job of parenting, Smith, 2004, p.505) or be a 

responsible parent (in the case of step-parents, brothers/sisters, or other adults living in the 

child’s domicile).  These are the most unfortunate circumstances for both the defensive parent 

and the child.  This usually stems from their own personal education experiences of “poor grades 

and social rejection or isolation (Smith, 2004, p.505)” while they were growing up or simply 

they are too lazy to become involved and do not care (Diley-Smith, 2009).  

Furthermore, according to Diley-Smith there are parents who have qualities that she 

would like to see replicated in the homes of other students in her classroom. These parents are 

nurturing yet able to make the type of informed decision-making that enhances their child’s 

educational, social and emotional development needs (Smith, 2004, p.498).  These parents are 

knowledgeable of their own child’s disability and are an advocate and a resource for other’ 

parents who may be experiencing the same types of emotional issues: shocked, angry, sad, feel 

guilty or be in denial on first learning of their child’s learning disability (Smith, 2004, p.501) but 

they are fully aware of their child’s strengths (Diley-Smith, 2009).  

 These parents communicate effectively with teachers, are positive role models and they 

believe that the education their child is receiving is based on appropriate IEP guidelines that they 

helped to create along with the special educator and others within the school system.  These 

parents assist in reducing the deficits between intelligence and performance for their child and 

she believes the children who go out in the world and will succeed despite their disability (Diley-

Smith, 2009).  

Conclusion 
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 The interview with Diley-Smith effectively illustrated the connection between a real-life 

classroom experience and understanding the characteristics of learning disabled students from 

various sections found in chapters 13 and 14 from the Smith text. The special educator, Diley-

Smith, was not aware of the textbook used. Therefore, I found it revealing that the issues that she 

discussed are mirrored in the required reading for the SPE 555 class.  

Interview with learning disabilities student 

Introduction 

 The following is an interview conducted with A. Mitchell, a 16 ½ year old girl, who will 

be a senior in high school next year. The interview was in her home, with her mother (N. 

Mitchell) present, on June 18, 2008. She hopes to continue her education after high school by 

going to college and getting a degree in zoology. For the past year, she was part of an innovative 

program offered at the Columbus Zoo, Columbus, Ohio, “Zoo School” in which she received 

college level coursework in statistics and zoology.  

 However, according to her mother, the experience was a “mixed-bag” for A. Mitchell. 

Since she has an IEP in math, the instructors either ignored the provisions required for her IEP 

(extra time to take tests) or they thought that she was not suited for the rigor of the classes 

offered (N. Mitchell, 2009). It took active intervention on N. Mitchell’s part to make the 

instructors aware of her math disability and to honor the provision of her IEP. Although Zoo 

school is a two-year program, A. Mitchell, will not be going back next year. She will be taking 

coursework in ecology at the high school instead (A. Mitchell, 2009).  

Interview with A. Mitchell 

Mitchell was asked to share her experiences and attitudes as a learning-disabled (LD) 

student. She was identified with LD in math in the third grade. The special education services 
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have ranged from resource room in the third and fourth grade for math and language, tutoring 

pullout in the fifth and sixth grades, resource room in the seventh and eighth grade and in high 

school, she was placed in math classes with support and accommodation by the resource room 

special educator (N. Mitchell, 2009; A. Mitchell, 2009).  

According to A. Mitchell, her first experience as an LD student was in the third grade. 

She said it was (simply) getting used to the idea of going back and forth between two different 

classes with two different teachers. She soon realized that both teachers (effectively) 

communicated and had set up a schedule that would work for everyone. Once that uncertainty 

was settled she had to watch how the other students would perceive her leaving and what their 

comments were going to be or her “baptismal day (Smith, 2004, p.531)”.  Fortunately, no other 

classmate said too much so she settled in. Both teachers gave her positive help and were very 

nice to her. She was in a small group of eight students while in the resource room and was 

provided with one-on-one instruction when needed (A. Mitchell, 2009).  

A. Mitchell’s experience in the fourth grade changed from resource room to pullout for 

two subject areas: language and math. This was necessary due to a time adjustment between the 

regular education classroom and the resource room. The student said she liked having the extra 

help for that short language arts period since it enhanced her writing skills and made her 

confident she could pass the 4th grade proficiency test (A. Mitchell, 2009).  

She in fact “did take the fourth grade proficiency in reading/language arts and math in the 

special education classroom with small group, questions and choices read-aloud and extended 

time accommodations as per her IEP. She remembered passing all of those subject areas and was 

quite proud (A. Mitchell, 2009).”  
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However, A. Mitchell’s experience in fifth grade was less positive. The regular education 

teacher did not prefer (or at least conveyed that feeling) having a resource room/tutoring student 

in her class (Smith, 2004, p. 542).  This was expressed to her both verbally (the regular education 

teacher would tell A. Mitchell that she needed to take her tests in the classroom, not in the 

resource room, which was going against the provisions of her IEP) and non-verbally (A. 

Mitchell, 2009). The IEP was set up so that an LD tutor would come twice a week to assist by 

pulling out to a small group to re-teach and to clarify concepts. This tutor administered tests 

honoring the small group, read-aloud, and extended time accommodations. This worked at first, 

according to A. Mitchell, but (evidently) the regular education teacher became 

frustrated with having to wait for the test to be given. When the tutor would arrive, (the 

regular education teacher) took it upon herself to give the student the test in the regular 

education classroom without any accommodations. The teacher and the tutor attempted 

to meet and communicate about this change (but) to no avail so a meeting was held with 

the administration, parents and teachers to finally resolve. The student said she felt as 

though each time she left with the tutor from that point on it made her teacher angry. She 

was confused and did not understand why it ended up that way when, to this point in 

school, it had all been a positive, beneficial experience (A. Mitchell, 2009).  

However, in the sixth grade, A. Mitchell, views her experiences and all of her teachers in 

a positive, appropriate, caring way “who made her feel as though she could do it all! (A. 

Mitchell, 2009).” She was able to succeed in the regular education classroom for math since her 

teacher was able to provide one-on-one time, clarification, and extended time for tests right there 

with the special education teacher, monitoring and communicating with everyone (A. Mitchell, 

2009).  
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The student, A. Mitchell shares that her 7th grade experiences were with a “great” special 

educator that was able to explain and assist in every way. She remembers her as a great 

communicator with her regular education teachers and extremely kind to her as a student. In 

addition, her 8th grade special educator was a quiet good teacher who was helpful, kind and 

knowledgeable but young and allowed behaviors to escalate in the resource room (A. Mitchell, 

2009). During her 9th grade year, she had a veteran special educator whom she went to for 

assistance in support study hall and it worked well. She recalls that her special educator in the 

10th grade was “funny friendly and really worked well to assist in the regular math classroom 

with the regular education teachers and herself. He kept things light, positive and always was 

there for support (A. Mitchell, 2009)”.  

This student envisions an ideal learning environment when instruction in the regular 

education classroom along with the special educator being present for clarification asks questions 

and has one-on-one instruction. She says she benefits when the special educator comes to pull 

her out “pull-out model (Smith, 2004, p. 528)” for tests rather than her having to remind the 

regular education teacher that she must leave. A. Mitchell would like a strong relationship 

established between the teachers so there is no question as to what her instruction should look 

like. She also prefers the positive, caring, funny teachers who make her feel as though she does 

not have a disability (A. Mitchell, 2009).  

Conclusion 

 The interview with A. Mitchell highlighted some of the positive and negative influences 

that the school exerts on the needs of a learning-disabled student. The research reported in the 

Smith text reiterated many of the same concerns the interview with A. Mitchell revealed, such as 

developing an effective communication framework between the regular education teacher and 
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the special educator. The problem seems to arise when the regular education teacher is either 

ignorant of the student’s IEP or wishes not to follow its guidelines because it somehow 

interferes, from the view of the regular education teacher,  with class management.   

References 

N. Diley-Smith (personal communication, June 17, 2009).  

A. Mitchell (personal communication, June 18, 2009) 

N. Mitchell (personal communication, June 18, 2009).  

Smith, C.R. (2004). Learning disabilities, the interactions of students and their environments. 5th  

 ed. Pearson.  

Journal Seven 

Grand Canyon University 

1. What are the key points in your reading? 
 

The main ideas from the Smith text, chapters 13 and 14, were related to the social 

adjustment of students with a learning disability from the home and school environment. We 

learned from chapter 13 on page 478 that “it is often during the preschool years that parents of a 

child with LD first note developmental delays in their child.”  However, early intervention 

programs such as Head Start can mitigate these delays.  The author suggests from p. 480 that 

the socio-economic background does have a profound influence on the intellectual development 

of a child.  In fact, according to a study from Hawaii, children with LD living in an upper 

middle-income household, “nearly equaled the intelligence levels of children who did not 

experience birth trauma but were living in low-income homes.”  On page 485, the author states 

“an unusual percentage of children with LD come from homes that are unstable, controlling, 
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negative, and experience an unexpected number of tragedies such as job loss, serious illness, or 

death.”   

In discussing the physical surroundings of the family, Smith states, p. 489, “most 

sobering is the large body of research finding that TV does a much better job of teaching 

violence than teaching academic or prosocial skills.” From pages 492-498, the author describes 

several elements to social development by explaining Piaget’s theory.  Of note, the author states 

on p. 493, “just as students with LD are academically delayed, their ability to make social 

judgments also may be like that of younger children.”  From pages 498-511, Smith discusses an 

ecological approach to family assessment. As part of the assessment process, Smith reports, 

“some parents react to the diagnosis of a LD by blaming the child and comparing the child with 

LD to a high achieving sibling, p. 501.”  Furthermore, “other (families) push the child until s/he 

rebels; some families communicate a hostile attitude toward teachers. Some parents deny the 

severity of the problem and do not hold the child responsible for learning in an active and 

motivated way. And other families may actually work (“games the system”) to preserve the 

child’s learning disability in order to deflect attention from other family problems or to have a 

mission that makes them feel needed.”  On page 505 Smith highlights an effective approach 

between parents and teachers. The ideas of showing a sample of work to the parents that 

concerns the teacher; hold meetings after work hours; and meet on neutral grounds were 

commonsensical approaches in establishing a good relationship between parents and teachers.  

From chapter 14, the author states, p. 516, “from a social systems perspective, students 

with learning disabilities are victims of the demands society places on its citizens to achieve 

academically…evident in compulsory education laws and minimum competency standards for 

graduation. The school setting emphasizes academic skills while valuing less other skills that 
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may be strengths for children with LD, such as street smarts, musical or artistic talent, and 

mechanical abilities.”  From pages 517-521, Smith discusses some important considerations in 

the classroom environment for students with LD. Some of these considerations include 

background noise and visual distractions.  

Oddly, the most pertinent information concerning the LD teaching environment was in 

the last thirty pages of the text, p. 521- 551. The discussion centers on identification of LD 

students. Smith lists many reasons why identification is not desirable: (1) parents and educators 

may reduce their expectations of identified children and fail to challenge them; (2) teacher’s 

attitudes and behavior toward the identified LD student may be negative; (3) classification of 

LD student leads to tracking, which is the “homogenous instructional grouping for all classes 

according to ability. When tracked, students frequently miss out on the standard school 

curriculum, p. 522.”  On page 524, Smith discusses another issue of paramount importance to 

LD teachers: placement. The trend is to educate LD students in a least restrictive environment 

(LRE). Furthermore, Smith states, “it is important to remember that full-time inclusion in the 

general education classroom and LRE are not synonymous. Any setting, including the general 

education classroom that prevents a child from receiving an appropriate education is not the 

LRE for that child.  

Sometimes education in the mainstream can be restrictive, such as when a teacher is 

poorly prepared to deal with the student’s needs. p. 524-525. Furthermore, when compared with 

the general education classroom, studies have shown: 

a. greater-on-task behavior in special classes 

b. less time waiting for the teacher to get organized 

c. more direct instruction 

d. more comfortable pacing 
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e. more breaking of lessons into smaller units 

f. more strategy instruction 

g. more positive reinforcement from the teacher 

h. more completed interactions 

i. fewer instructions geared to the whole group 

j. more individual and small group instruction 

k. more adult initiations to which children responded 

l. more frequent and longer interactions with the teacher 

On pages 526-527, the author discusses inclusive service models, and provides a ten 

point listing of what is known so far about inclusive teaching methods. However, the gist of what 

Smith says that, p. 527, “general education teacher perceptions of students with LD tend to be 

lower than special educator’s perceptions in more segregated environments”; “regular classroom 

teachers rely on whole class instruction and differentiate instruction only minimally for students 

of different ability levels (p. 526).”  It appears from the research that the push-in placement 

model “have been developed to provide high-quality, individualized educational experiences for 

children coming from the general education classrooms (p. 529).”  Furthermore, “children 

benefit academically, socially, behaviorally, and in self-esteem from these arrangements (Ibid.).”  

On page 537, Smith describes the direct instruction approach.  When greater amounts of 

time are allocated to instruction, when students spend more of this time engaged on task, and 

when more of the engaged time results in successful learning experiences, the greater are the 

academic gains (p.538). Other important considerations include increased time on homework, 

more time on actual learning tasks, and class wide peer tutoring (p. 540).  The conclusion of the 

text, p. 540-551, describes some important human characteristics that teacher should possess. In 

reference to a study, Smith, reports, “teachers whose styles were positive spent about ten percent 



Teaching Toolbox 84 

 
of their time dealing with behavior problems…whereas whose styles were negative spent about 

forty-two percent of their time managing students’ inappropriate behavior (p.542).”   

Finally, Smith concludes the chapter in discussing cooperative learning strategies. (Why 

this important concept was buried so far at the end of the book is beyond me!). Its importance to 

teaching LD students cannot be over stated. “Cooperative learning strategies counter the 

tendency to ignore or reject students with LD by helping them to be viewed by their classmates 

either neutrally or as worthwhile, competent people. Teacher ratings of student self-concept and 

behavior also improve…increased the nondisabled students’ openness to sitting by and playing, 

talking, or working with students with LD. In turn, LD students seem to exhibit more positive 

social behaviors such as listening, questioning, and working with his or her peers (p.551).”  

2.   Based on your experiences as an educator, how can you apply content from this reading to 
your classroom and teaching? 
  
 As a special educator, I found troubling a national survey “that 66 percent of general 

education teachers think it is unfair to adapt test for the LD alone (p. 544).”  What this means to 

me, is to apply concepts such as universal design for learning (UDL) that not only are the 

techniques used successfully to teach LD students can also be applied to their non-disabled 

peers, such as small and cooperative grouping, breaking-down instruction into smaller and easier 

to understand component parts using learning strategies such as mnemonics.    

3.    What insights did the reading provide into this week’s topic? 
 
 I think the discussion from chapter 14 concerning inclusive service models, and its list of 

ten known, but not fully evaluated facts, was important. For example, Smith discusses the view 

that “regular classroom teachers are positive about the concept of inclusion but tend to be 

hesitant about providing for the needs of special education students in their classrooms (p.526).”  

4.    How has class discussion influenced your thinking on this topic? 
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 This week’s class discussion about the benefits and challenges of parent and school 

collaboration was informative. Most of the online students from the class thought there were 

more benefits than negatives in having parent collaboration. Although I agree with this 

assessment, there are pitfalls if there is too much parent involvement, such as, insisting on 

special accommodations (beyond what is prescribed in the student’s IEP) for their child; 

incessantly questioning the teacher’s instructional methods, which in-turn, is reflected in the 

behavioral attitude of the child if parents speak ill of their child’s teacher.  

IV. Reflective Evaluation  

The field of learning disabilities is a relatively new field, with its foundations going back 

to the seminal works of Fenald, Werner and Orton. The grass-roots concern about individual 

students’ performance in the classroom only goes back to the mid-1960’s early 1970 period. 

With advances in the field of health sciences, neuro medicine and cognitive science, the “shape 

of things to come” in learning disabilities is still very much in flux.  

Early on in the course, we learned about the descriptors associated with learning 

disabilities. With its nearly forty terms, it makes it vitally important for a special educator to 

make their own informed decisions about what LD based upon their own personal experiences 

in teaching children who are underachieving in the classroom. It requires knowing the social 

and educational background about the students to know if s/he has been properly placed in the 

right educational setting because there are many factors that contribute to a student’s poor 

performance in the classroom. Not all factors, however, can be detected through testing.  

 The information about physiological considerations, brain chemistry and anatomy was 

good background knowledge for an educator to have. However, the important elements about 

maturational lag patterns, and possibly bringing in children when they are mature enough to 
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handle the curriculum (at 6 ½ years of age for boys; 6 years of age for girls) makes a lot of 

sense to me as an LD educator.  

As a future special educator, I think it is important to teach, to the strength of the child 

and the curriculum should always match student readiness levels. As a para-professional for the 

least two years working in a middle school cross-categorical classroom, has honed my 

professional development skills by implementing many of the strategies learned in SPE 555. 

Some of these skills have included learning to modify assignments and exams for students and 

“chunking” information to make it easier for my students to grasp concepts through making 

flash cards for vocabulary development in social studies and science classes.  

The reading about cognitive styles was informational in that regard.  The characterization 

of impulsive and reflective learners represented the types of LD students that I work with. In 

knowing that, I will be better able to adjust my development of materials that better reflects my 

students’ individual learning styles. It is easy to characterize students with LD based on their 

underlying categorical disability such ADHD, but it is more important to understand their way 

of trying to get through the curricular material. In understanding the students’ specific strategy 

that s/he uses, will make designing assignments more effective and will alleviate a lot of stress 

on the teacher, parent and student.  

 As a teacher’s assistant, many of the issues related to gross motor skill development was 

very apparent to me with the students I work with. Research finds that many LD students try to 

read by fixating on the visual configuration of words, rather than on their sound patterns. This 

very accurately describes the students I have in my class. I ask them to sound out words, but 

now, after reading the course material, it may not be the correct strategy to use.   
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 I was appreciative of the information provided on describing the physiological difficulties 

associated with LD.  As a special educator, interested in reading intervention, issues related to 

phonological processing disorders and decoding skill problems was of great importance to me. 

One of the areas I expect to provide greater attention to in my own classroom, for the next school 

year, is honing the reading abilities of my students. This was based on the readings that suggest 

that efficient readers recognize most words so rapidly using their visual and phonological 

competencies that comprehension cues have little time to be processed and influence decoding. 

Poor readers, because decoding is such a struggle, rely more often on context to supplement their 

slow, nonsystematic decoding abilities.  

 I was heartened to read some of the successful people with LD are able to overcome their 

disability, such as the software designer and the lawyer. In fact,  the readings suggested that in 

certain facets of the current job market, LD individuals are on par as their non-LD peers when it 

come to computer programming, design and repair of computers. This also has been my 

experience in the middle school as well. Many of my students with LD, do as well, as their non-

LD counter-parts because they do seem to be more focused and interested in pursuing some of 

the “what-if” elements of certain programs in computer technology classes and also in industrial 

technology classes as well.  

 As a special educator, it is important to understand specific types of assessment models, 

knowing the differences between criterion and norm referenced tests. Knowing the differences 

between these types of assessments are important when developing a student’s IEP.  The 

importance of the teacher and student was revealing to me. Although it seems to be apparent that 

when there are conflicts, that an effective learning environment is not sustainable However, I 

was surprised to read that even peer relationships cannot assuage the difficulty for the student. 
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Therefore, it becomes vitally important for the teacher to take an “ecological” perspective, 

understanding the background of the student and understand his or her cognitive style.   

 The experiences as a para-professional along with the remaining four classes at Grand 

Canyon University, I have in special education provides a ready path for me to follow.  In my 

pursuits to apply with what I have learned and expect to learn first in my student teaching in 

January 2010, and then applying for my provisional teaching license soon after that.  

    


