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SPE 576: Teaching Toolbox 

I. Introduction 

 This is a submission to complete the requirements of the coursework for SPE 576, 

Strategies for Teaching Students with Learning Disabilities. The contents include in order, a 

lesson plan, evidence of completion of all course requirements, and a final evaluative reflection.  

 The lesson plan is specifically relevant to my career goals of combining my background 

in the social sciences.  The evidentiary material is a sizeable collection of the work submitted 

which reflects my development, and be of great use for my professional career.    

II. Lesson Plan 

America at War: A U.S. History Lesson Plan 

Grand Canyon University 

Teacher: Layne Smith     Subject: United States History 
 
Grade Level: 8                         Date:  May 3, 2009 
 
Topic/ Theme: America at War 
 

I. Content: 8th grade American History  
Arizona Academic Standards: Social Studies 
Strand 1: American History: 8th grade 
 

1. Concept 1:  Research Skills for History  
a) PO 4.  Formulate questions that can be answered by historical 

study and research.  
2. Concept 4:  Revolution and New Nation 

a) PO 2.  Describe the significance of key events of the Revolutionary 
War; 

b) Major battles. 
3. Concept 8: Great Depression & WWII 

a) PO 2.  Explain how Pearl Harbor led to United States involvement in 
World War II. 

b) PO 4.  Explain how the following factors affected the U.S.  
 Home front during World War  
 War bond drives 
 War industry 
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 Women and minorities in the work force  
 Rationing 
 Internment of Japanese-, German-, and Italian –Americans 

c) PO 6. Summarize the United States’ role in the following events:  
 D-day invasion 
 Battle of the Pacific 
 Development and use of the atomic bomb 
 V-E Day/V-J Day 

4. Concept 9:  Postwar U.S. 
a) PO 2.  Describe the impact of the Cold War on the United States:  

 Arms race 
 Cuban Missiles Crisis 
 Creation of the CIA 

b) PO 3. Identify the role of the United States in the Korean War 
 Military involvement 

c) PO 4. Identify the role of the United States in the Vietnam Conflict. 
 

5. Concept 10: Contemporary U.S.  
a) PO 5. Describe events (Persian Gulf War) of the presidency of George 

H.W. Bush 
b) PO 7.  Describe events (Afghanistan, Iraq War) of the presidency of 

George W. Bush  
c) PO 8. Describe current events using information from class 

discussions and various resources (e.g. newspapers, magazines, 
television, internet, books, maps) 

d) PO 9. Identify the connection between current and historical events 
and issues studied at this grade level using information from class 
discussions and various resources (e.g., newspapers, magazines, 
television, internet, books, maps) 

e) PO 10. Describe how key political, social, geographic, and economic 
events of the late 20th century affected, and continue to affect, the 
United States.  

 
II. Prerequisites 

 
Preparing students for Motts Military Museum 
 
Objectives:  Prepare students for Motts Military Museum and practice internet 
research skills: 

1. Research skills: the following should be asked while looking at websites:  
a) Is the source credible? 
b) Is the source biased? 
c) Does the source make consistent arguments? 
d) Does the source have facts that can be readily checked? 
e) Does the source have a publication date? 
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2. Group skill development should lead to:  

a) Critical thinking development 
b) Student responsible for their own learning 

 
3. Student preparation prior to the museum visit:  

a) Students need to use the internet to research the war they were assigned: 
World War I, World War II, Korean Conflict, Vietnam War, Persian Gulf 
War, Iraqi War, Afghanistan War. 
 

b) The students may use websites provided by the teacher, but they must: 
i. Obtain information from two website they discover on their own; 

ii. Be prepared to share their information with classmates.  
 

4. Student preparation activities: 
a)  Students need to meet with other students who researched the same war: 
b) Critically assess the quality of resources discovered; 
c) Students will teach other students about their particular war and share at 

least two major points about the conflict they found; 
d) The class will create posters that compare and contrast the various aspects 

of the wars studied.  
i. Both World War I and World War II were fought in Europe and 

Asia; Korea and Vietnam were fought in Asia; Persian Gulf War 
and Iraqi War are fought in the Middle East and the Afghanistan 
War in Central Asia.  

  
III. Instructional  Objectives: 

 
A. To bring military history into perspective by the preservation of personal stories 

and memorabilia from the men and women who have served our military forces. 
 

B. To examine weapons, photographs, uniforms, and other various military items by 
observation and by reading the background information. 

 
C. To gain a greater understanding of the different historical periods studied at war 

by observing numerous artifacts. 
 

D. To increase appreciation in history by listening to the tour guide recite the 
personal story behind many of the museum’s items. 

 
E. To have students document their findings and experiences from the museum in a 

reaction paper.  
 

F. Appreciate the importance that historians place on “objects” to recreating past 
events. 
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G. Understand the role of museums and researchers in cataloguing items and 

identifying the authenticity of relics to an individual and to a period. 
 

H. Identify known (historical) people from the 20th Century and place which 
conflict(s) that person was involved in, and the significance of the relic to the 
person, and to the period displayed. 

 
I. Identify people from areas familiar to the student and understand why his or her 

story is important to the Museum and, therefore, to local, state or national history. 
 

IV. Instructional Procedures: 
 
A. Time Frame 

 
8:20-8:30: attendance and morning announcements 
8:30-9:00: load bus and drive to museum 
9:00-9:15: William Mott’s introduction to museum (picnic area) 
9:15-9:25: American Revolution 
9:25-9:30: Spanish-American War 
9:30-9:45: American Civil War 
9:45-10:00: WWI 
10:00-10:15: WWII and Holocaust 
10:15-10:20: Cold War 
10:20-10:30: Korean War and Vietnam 
10:30-10:40: Desert Storm 
10:40-11:00: (restrooms) Outside viewing tanks and helicopter 
11:00-11:10: Questions and closing at picnic area 
11:10-11:40 bus ride back to school 

 
B. Tour 

Take a tour of the Mott’s Military Museum in Groveport, Ohio.  The tour will last 
approximately 2 hours. Either William Motts or his wife serve as tour guides for 
school groups and educate students by describing some of the personal stories of 
particular items on display.  

 
Complete the Museum Participation Guide: Divide students into groups of four to 
answer questions over particular items as they go along the tour. Grouping 
students allows less emphasis on the questions so they can spend more time 
looking at items that interest them.  

 
V. Materials and Equipment 

 
a. Colored markers;  
b. Computer with internet connection 
c. Copies of current and historical newspaper articles 
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d. Digital, video or tape recorders 
e. Easel 
f. Poster paper 
g. Monitor with DVD 
h. DVD of television news interviews 

 
Websites: 
 
Motts Military Museum (n.d.). Retrieved May 1, 2009, from  
 http://www.mottsmilitarymuseum.org/ 
 

World War I. “First World War” (n.d) . Retrieved May 1, 2009, from  
 www.firstworldwar.com 
 
World War II. “World War Two” (n.d.). Retrieved May 1, 2009, from  
 http://www.bbc.co.uk/history/worldwars/wwtwo/ 
 
Korean Conflict. “Korean War Project” (n.d.). Retrieved May 1, 2009, from  
 http://www.koreanwar.org/ 
  
Vietnam War. “American Experience: Vietnam Online” (n.d.). Retrieved May  
 1, 2009, from www.pbs.org/wgbh/amex/vietnam/ 
 
Resources 
 
 To find war veterans that are willing to be interviewed, contact the local American 
Legion, VFW, AMVETS, Marine Corps League, Vietnam Veterans of Ohio or any 
other veteran’s organization.  To find a service member who has served in Iraq 
currently or in Dessert Storm, contact a local Army or Air Force Reserve Unit, 
Capital University or OSU ROTC programs.  
 
Special Preparation 
 
Explain to the veterans that are interviewed what you plan to do with the personal 
information they provide.  Encourage the veterans to bring any letters, pictures, 
books, medals or personal items related to their war experience.  If possible, provide 
the veterans with the basic interview questions in advance.  Also, encourage students 
to be respectful of personal opinions of those they interview. 
 

VI. Assessment/Evaluation: 
 

A. Observation- Making sure all the students are actively participating in the tour 
by staying in line, reading the information, looking at the items, staying quiet 
while listening to the guide; 
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B. Complete the Museum Participation Guide: Museum Artifacts Uncovered. 
The questions serve as an assessment to keep the students focused on the 
museum’s collection; 

 
C. Evaluate the students’ reaction papers;  

 

The teacher will review and reinforce familiar vocabulary words or introduce 
new words to students found at the museum. This may be accomplished 
through crossword puzzles or cloze activities. The teacher will ask the 
students to add the new terminology to their word lists. Examples of 
vocabulary words would include:  

 
i.) Relic: something that is kept for its interesting associations, for 

example, with somebody famous or with a historic event; 
ii.) Artifact: an object made by a human being, for example, a tool or 

ornament, especially one that has archaeological or cultural 
interest;  

iii.) Heirloom: something valuable that has been in the possession of a 
family for a sometime and has been passed from family generation 
to the next.  

 
D.  The students may search for family relics, artifacts, heirlooms, diaries, letters, 

photographs, films, and journals, newspaper articles to write the story of a 
family relative whose life is remembered by what s/he had left behind by 
being a part of one or more of the 20th Century wars. The student will create a 
display of the item(s) and report to the class the biography and timeline of his 
or her family relative;  
 

E. Alternatively, a student may construct a timeline of one 20th Century war and 
identify a man or woman of interest to the student after the museum visit.  The 
student will read biographical literature of that individual: prepare, display 
and present to the class a poster and report of biographical information and 
timeline of the person of interest. 

 
F. Assignment: Have student write a one-page reaction paper for homework.  

 
i. Reaction Paper Guidelines 

 
ii. Write a one-page reaction paper now that you have visited the 

Motts Military Museum. Think about some of the artifacts you 
saw. What three things did you like most about the museum? 
Explain why. What did you like least about the museum? Explain 
why.  What were some of the differences you noticed, if any, 
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between the memorabilia of all the wars? If you could change one 
thing about this tour, what would it be?   
 

iii. Museum Artifacts Uncovered 
 

1. How many tools were in the surgeon’s kit on display during the 
Civil War?_______ (10) 

2. What war had patriotic paper dressing dolls? _________ 
(WWI) 

3. During the holocaust, what did the green triangle on an arm 
band represent?___________ (criminal) 

4. Who was the only nurse to die in an ambush during the 
Vietnam War?_________ (Sharon Lane) 

5. What was the purpose of the soldier’s letter from the Korean 
War?__________ (to inform Mr.& Mrs. Cossin that “Teddy” 
had died) 

6. How many rounds can an M42 A-1 Duster shoot per minute? 
______________ (120 rounds per tube x 2 tubes= 240 rounds) 

 
VII. Follow-up Activities: 

 
A. Set Induction:  After visiting the Motts Military Museum, students write in a journal 

about a person they know who has served in the military. Answer the questions who, 
what, when, where and why.  Alternate question:  Would you serve in the military?  Why 
or why not? 

 
B. Lesson Content Steps/Activities:   

 
1. Read aloud a current newspaper article about the war in Iraq and a historical newspaper 

article about a past war.  In small groups students answer the questions who, what, when, 
where and why using the information in the articles.  Discuss the point of view or opinion 
of the writer.  Ask students to separate opinions from fact.   

 
2. Explain to students that each group will conduct a personal interview of an American 

Veteran from World War II, Korea, Vietnam, Desert Storm or the current war in Iraq. 
Students watch a short video clip of a personal interview conducted by a TV news 
magazine reporter. 
 

3.  Lead a brief whole-class discussion of what kinds of questions the reporter asked and 
what was the response.  What was the perspective or opinion of the reporter?  How could 
you ask the same questions differently to get a different response? 

 
4. Assign a war/veteran to each group.   Students find at least one website that provides 

information about their groups’ assigned war or about veterans of that war.   
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5.  In small groups, students develop interview questions.  Each student must develop at 

least one question.  Each group must gather information that answers the questions who, 
what, when, where and why.  Students are encouraged to ask open-ended questions to 
facilitate a personal dialog with the veteran.   

 
6. On the day of the interviews, introduce veterans to whole class and divide into groups to 

conduct interviews.  Assist groups in facilitating informal discussion with veterans 
following the interviews.  Use digital/tape recorders to help record answers. 

 
7. In groups, students consolidate information, form outline, write newspaper article, edit 

and revise.  Prepare articles for publishing. 
 

8. Consolidate articles in the form of a class newspaper and share with the class. Possibly 
submit article to a school or local newspaper. 

 
9. Students individually compose a personal thank you letter to send to the veteran that they 

interviewed. 
 

VIII. Self-assessment 
 

Possible self-evaluation questions that should be addressed after the conclusion of 
this lesson plan may include: 
 
A. Were the objectives of the lesson plan activity well-developed; 
B. Were the Teacher’s Assistant(s) included in the development of the lesson plan 

activity: 
C. Were the students’ parents given adequate information to make a decision 

concerning release forms; 
D. What alternative lessons were given to students who were not able to participate 

in this activity? 
E. Was funding for school transportation, lunches, snacks, gift shop items adequately 

discussed with parents and school administrators prior to the field trip activity; 
F. Were the students individual needs properly addressed before the visit 

(wheelchair accessibility; proper lighting; objects under lock and key; bathroom 
accessibility, etc); 

G. Were the students well prepared for the bus ride to and from the museum; 
H. Were the student behaviors adequate for this type of activity? If not, why not? 
I. What did the students’ gain from participating in this activity; 
J. What did the teacher gain from this experience?  
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III. Achieving personal goals 

1. Teaching Learners with Special Needs 

2. Curriculum 

Rationale and evaluation 

 Teaching Learners with Special Needs 

 Under this domain, there are two examples that demonstrate my knowledge in teaching 

students with learning disabilities. The first  paper “Behavior Change Strategies” was the result 

of a collaborative learning community activity in which a lesson plan implementing change 

strategies for effective classroom management for learners with special needs.  The second paper 

“Teaching Self-Advocacy” was another collaborative learning community activity in which a 

project was developed that included ways to teach students about learning disabilities, 

cognitive/meta-cognitive strategies, and issues related to self-advocacy were fully developed. 

Other considerations, such as study skills, social skills and transition skills were discussed.  

Behavior Change Strategies 

Grand Canyon University  

Behavior Change Lesson Plan 
 

Step 1: Identify and define the behavior 
 

Respect Yourself and Others 
 

Rationale:  Expectations for interacting with others will aide in promoting a composed, positive 
learning environment. 
 
This lesson plan could be implemented in a K-5 classroom. It meets or exceeds the following 
Arizona Professional Teacher Standards (APTS): 2,4,5,8, 9. 
 
Objectives: 

 Decrease inappropriate language and discussions 
 Decrease verbal and/or physical aggression toward peers 
 Increase  the respect of other’s personal belongings 
 Increase age appropriate humor, behaviors and interest 
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 Increase the likelihood of accepting personal responsibility for his or her actions 
 Increase the likelihood of making new friends and maintaining a healthy relationships with your 

current friends and family members 
 To be aware of what is appropriate physical content with self and others in social situations 
 To make possible to discuss personal thoughts and feelings in a positive, non-threatening way 
  To understand and explain another person’s point-of-view 

 
Step 2: Lesson plan objective(s) 

 
1) When asked, five randomly chosen students will recite the specific behavioral expectations for 

this rule, with 100% accuracy. 
 

2) When quizzed, the class will complete the expectations grid with 80% accuracy 
 

3) When asked, all students will recite the four school wide rules with 100% accuracy. 
 

4) When asked, all students will recite the consequences for not following classroom rules with 
100% accuracy.  

 
Step 3: Materials 

1) Behavior contracts template 
2) Chalkboard 
3) Color markers 
4) Colored chalk 
5) Craft supplies 
6) Computers with internet connection 
7) Daily point sheets 
8) Digital CD/DVD player 
9) Digital video projector 
10)  Easel 
11) Flip chart 
12) Good behavior charts 
13) Projector screen 
14) Reflection handouts 
15) Star chart 
16)  Stereo speakers 
17) Stickers 
18) Woolfolk Educational Video  

Step 4: Teaching Strategies 
 
To implement this lesson plan the teacher may use one or more of these behavior modification 
strategies: 
 
Coaching Steps 
 

1. Pre-correction (before the behavior) 
2. Coaching “in the moment” (during the behavior) 
3. One-minute skill builder (after the behavior) 
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Ongoing Coaching Strategies 
 

 Contracts 
 Daily parental contract (home notes) 
 Enable “Caught Doing Good” routines in the classroom 
 ENACT (bringing in professional support groups to model desirable behavior) 
 Have a low tolerance for any errors 
 Maintain a calm composure 
 Maintain consistency 
 Self-recording 
 Student/teacher discussions and conferences 
 Token reinforcement 
 View errors as a “teachable moment” 

 
Consequences for appropriate and inappropriate behavior 

 

Consequences for appropriate behavior: 
 

 Additional time for crafts and personal reading 
 Assist with and use Audio/Visual equipment 
 Choose to listen to background music 
 Class movie time 
 Design bulletin board 
 Draw/write on chalkboard (using colored chalk) 
 Extra computer time for research or teacher approved games 
 Extra time with puzzles and games 
 Extra-curricular activities (i.e. collecting recyclables from classrooms; helping in the cafeteria) 
 “First to pick” recess equipment 
 Get-out-of- homework pass 
 Gym passes 
 Help to arrange room (i.e. organize classroom bookshelves).  
 Ice cream socials 
 Maintain classroom calendar 
 Pat on the back 
 Photo recognition board 
 Photographs 
 Positive comments on a student’s paper 
 Positive conference that praises student’s progress 
 Praise, nods, smiles 
 Say “Thank you for…” 
 Snacks (i.e. soft drink allowed in classroom) 
 Stickers, smiles drawn on paper that is meets or exceeds expectations 
 Treasure box (Mentoring Minds) 
 Trip to the water fountain 
 VIP Lunch  (lunch with principal in his or her office) 

 
Consequences for inappropriate behavior: 
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 Additional homework 
 Being separated from peers during lunch 
 Call home to parent/guardian  
 Extra-curricular activities suspended 
 In school suspension 
 Meeting with teacher, principal, parents/guardian 
 No downtime activities such as computer usage, crafts, games, personal reading 
 Time-out from social activities (i.e. arts and crafts, gym, recess, class movies, ice cream socials, 

etc).  
 
The teacher begins the lesson by showing a video on classroom behavior (Woolfolk, Educational 
Video, n.d.) and will ask the students to think of four things that the teacher is trying to do in her 
classroom:  

1) What desired behavior is the teacher trying to show to her students? 
2) What desired behaviors is this instructor trying to "teach" her young students? 
3) Identify some of the consequences observed in this video. What effect do they have on student 

behaviors?   
4) Identify some positive things the teacher either said or tried to convey to the students.  What 

effect do they have on student behaviors? 
After the video is shown, the teacher will then set-up a flip chart and easel in front of the class. 
The teacher will then divide the paper in half with the following headings (using green marker) 
“Positive Teaching Examples” and (using red marker) “Negative Teaching Examples”.  

 

Positive Teaching Examples Negative Teaching Examples 
 

1) Be open to other people’s opinions. 
 

2) Follow directions the FIRST time. 
 

3) Listen while others speak. 
 

4) Respect other people’s feelings.  
 

5) Reward pro-social behavior immediately 
and often. 
 

6) Speak using kind words only. 
 
 

1) Arguing with teacher, refusal to comply, 
waiting until your friends comply. 
 

2) Criticizing teachers or students for their 
opinions. 
 

3) Interrupting, talking to others, looking at or 
playing with other materials. 
 

4) Saying mean or hurtful things to other 
students or teachers. 
 

5) Swearing (in an isolated manner or at others), 
name calling, inappropriate joking etc. 
 

5) Walking out of class. 
 

Step 5: Practice/Role-play with Student Activities 
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For student role play activities the following should be considered by the teacher: 

• Role play with questions to answer “in-situ” environments 
• Writing or drawing in journals that illustrate specific feelings 
• Encourage ongoing classroom discussions related to positive interaction 

o Contracts 
o Reflection worksheet 
o Sticker reinforcement 
o Students will tell why they see someone doing the right thing and will tell why s/he 

thought it was a positive behavior 
Role-play activity:   
 
1) Teacher reads a scenario of students being disrespectful in classroom. Students raise hand and 
suggest (using positive teaching examples) how to correct the situation. 
 
2) Students act out positive behavioral expectations as teacher re-reads each scenario. 
 
Practice: 
Across several routines through the day, students will practice each of the behavioral 
expectations for respecting self and others. 
 
All demonstrations of positive behavioral expectations will result in verbal praise and will result 
in points toward a larger class incentive (CPBS Program, n.d.).  
 
The Good Behavior Game 
To be used when a teacher is striving to teach a new behavior. 
 
The teacher will write a short list of good behaviors on a flip chart and place a star each time the 
teacher observes good behavior. After the student has earned a small number of stars (depending 
on the child’s chronological age) give him or her reward.  
 
Good Marks/Bad Marks 
Best method for difficult, highly active children 
 

• The teacher, after a short period of time has elapsed (about an hour) will place a mark on a chart 
or on the student’s hand each time the teacher observes the learner performing an example of 
good behavior. For example, if the teacher witnesses a student playing quietly, solving a problem 
without fighting, picking-up toys or reading a book, the teacher would mark the chart. 

• After a certain number of marks are attained, give the learner a reward. 
• The teacher can also make negative marks each time a bad behavior occurs. To do this, give the 

student a reward if there are more positive marks than the negative marks.  
Step 6: Assess Student Progress 

Students will recite behavioral expectations. In addition, students will be responsible for 
demonstrating behavioral expectations through role-plays and practice opportunities from daily 
routines. Then, students will complete the behavioral expectations grid. When all lessons are 
complete, students will be asked to recite what has been developed and prepared from the 
behavior lesson plan (CPBS Program, n.d.).  
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Step 7: Assessment/Evaluation 

To assess this lesson plan the teacher may incorporate: 
 

 Informal teacher observations 
 Daily point sheets 
 Self recording sheets 
 Students’ Daily Reward Sheet 
 Parental reports/ home notes (daily, weekly, monthly) 

 
Follow-up evaluation of office referral forms, progress toward meeting classroom incentive 
goals. Review academic achievement for first marking period. Observation of the students in and 
out of the classroom (i.e. bus drivers, cafeteria monitors, day care centers, play ground monitors, 
peers at bus stops, letter from home, etc.) to see whether school rules are being followed.  

Step 8: Closure 
In closing, the learner will continue to need ongoing coaching in order to maintain consistency. 
Teachers, paraprofessionals, student aids should have a low tolerance for any errors and they 
should exhibit and maintain a calm composure. Take a positive stance and view errors as a 
teachable moment. Remember to pre-correct (before the behavior and coach “in the moment” 
(during the behavior). That one-minute skill build (after the behavior) is very important. 
Closure Steps: 
 
The learner will write one behavior that the students recognize they need to improve along with a 
target date to be in their “new behavior mode.” This is to be placed on a flip chart so that the 
individual student can “own it”.  
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Teaching Self-Advocacy 

Grand Canyon University  

Teaching self-advocacy strategies to students with a learning disability 

One of the problems in teaching students with a learning disability, as observed by Ellis, 

is the tendency for the regular education teacher in “watering down” the content to make it less 

complex resulting in a disjointed curriculum that is composed largely of memorizing various 

relatively insignificant concepts and facts (Ellis, 2002).  

This type of curriculum does not allow students to form schemas that reflect 

understandings of the interrelationships among different concepts and facts. Just as basic skills is 

taught as isolated, decontextualized parts, so watered-down content tends to be taught as a series 

of little unrelated packages. Moreover, because the concepts and facts are not related in a 

meaningful way, instruction is not interesting, and students are less likely to receive 

opportunities for self-directed learning (e.g., conduct their own research; make class 

presentations and projects (Ellis, 2002).  



Teaching Toolbox 17 

 
Students are also less likely to participate in instructional activities that involve peer 

collaboration (e.g., cooperative learning), and teachers are less likely to offer in-class activities 

such as science experiments and out-of-class activities such as field trips. In part, the watered-

down approach may have resulted because special education teachers lack training in both 

secondary teaching strategies and content-area subject matter. Watering down the curriculum 

may contribute to greater failure experiences in the long term because the practice restricts 

students' opportunities to learn to their fullest potential.  Reducing curriculum content limits the 

amount or kind of information that can be acquired even before learning can begin, regardless of 

the quality of teaching (Ellis, 2002).   

Frequently concomitant with the practice of watering down the content is the practice of 

restricting opportunities for students with cognitive disabilities to develop thinking skills. Too 

often, it is assumed that:  

 (a) Mastery of basic skills is a prerequisite to acquisition of higher order thinking skills;  

(b) Remediation of basic skills should have a higher priority than instruction in thinking 

skills;  

 (c) Students with mild disabilities are unable to develop cognitive skills. Although it 

might seem reasonable to assume that students who have not developed basic literacy skills are 

not ready to engage in higher order thinking and information processing skills, little or no 

empirical evidence supports this belief. The ability to read and write is not a prerequisite to 

developing these abilities (Ellis, 2002).   

Because the watered-down curriculum is often inherently less interesting to students, 

teachers sometimes have to resort to extrinsic reward systems such as behavior modification to 

entice students to engage in academic tasks. In such cases, the teacher tends to focus on ensuring 
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that students comply with the norms of schooling, and students' grades are often based on how 

well they comply with these norms rather than how well they actually understand the content 

being taught (Ellis, 2002).  

The net result is that students with LD view the secondary school experience as 

meaningless:"play the 'school' game," doing the minimum to get by. Clearly, numerous 

interrelated factors contribute to the nearly 50% dropout rate of students with mild cognitive 

disabilities however, the watered-down curriculum likely plays a significant role in this 

unfortunate statistic (Ellis, 2002).  

Meta-cognition: An Overview  

Pintrich (2002) states that meta-cognitive knowledge involves not only familiarity about 

cognition in general, as well as awareness of and knowledge about one's own cognition. One of 

the hallmarks of psychological and educational theory and research on learning since the original 

taxonomy was published is the emphasis on helping students become more knowledgeable of 

and responsible for their own cognition and thinking (Pintrich, 2002).  

This change cuts across all the different theoretical approaches to learning and 

development from neo-Piagetian models, to cognitive science and information processing 

models, to Vygotskian and cultural or situated learning models. Regardless of their theoretical 

perspective, researchers agree that with development students become more aware of their own 

thinking as well as more knowledgeable about cognition in general. Furthermore, as they act on 

this awareness they tend to learn more effectively. The labels for this general developmental 

trend vary from theory to theory, but they include the development of meta-cognitive knowledge, 

meta-cognitive awareness, self-awareness, self-reflection, and self-regulation (Pintrich, 2002).  

 Livingston (n.d.) observes that all of us engage in meta-cognitive behavior every day. 
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Meta-cognition activities enable us to be successful learners, and have been associated with 

intelligence. Meta-cognition refers to higher order thinking which involves active control over 

the cognitive processes engaged in learning. Activities such as planning how to approach a given 

learning task, monitoring comprehension, and evaluating progress toward the completion of a 

task are meta-cognitive in nature (Livingston, n.d.).   

Because meta-cognition plays a critical role in successful learning, it is important to study 

meta-cognitive activity and development to determine how students can be taught to better apply 

their cognitive resources through meta-cognitive control. Knowledge about strategy variables 

include knowledge about both cognitive and meta-cognitive strategies, as well as conditional 

knowledge about when and where it is appropriate to use such strategies (Livingston, n.d.).   

Meta-cognitive strategies are sequential processes that one uses to control cognitive 

activities, and to ensure that a cognitive goal (e.g., understanding a text) has been met. These 

processes help to regulate and oversee learning, and consist of planning and monitoring cognitive 

activities, as well as checking the outcomes of those activities. For example, after reading a 

paragraph in a text a learner may question herself about the concepts discussed in the paragraph. 

The student’s cognitive goal is to understand the text (Livingston, n.d.).   

Self-questioning is a common meta-cognitive comprehension monitoring strategy. If a 

student finds that s/he cannot answer his or her own questions, or that s/he does not understand 

the material discussed, s/he must then determine what needs to be done to ensure that she meets 

the cognitive goal of understanding the text. One strategy is for the student to decide and re-read 

the paragraph with the goal of being able to answer the questions s/he had generated. If, after re-

reading through the text and the student can now answer the questions, s/he may determine that 
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s/he understands the material. Thus, the meta-cognitive strategy of self-questioning is used to 

ensure that the cognitive goal of comprehension is met (Livingston, n.d.).  

Cognitive vs. Meta-cognitive Strategies  

Most definitions of metacognition include both knowledge and strategy components; 

however, there are a number of problems associated with using such definitions. One major issue 

involves separating what is cognitive from what is meta-cognitive. Livingston states: “What is 

the difference between a cognitive and a meta-cognitive strategy (Livingston, n.d.)?”   

Can declarative knowledge be meta-cognitive in nature? For example, is the knowledge that you 

have difficulty understanding principles from biochemistry cognitive or meta-cognitive 

knowledge?  Livingston states that acknowledges that meta-cognitive knowledge may not be 

different from cognitive knowledge; the distinction lies in how the information is used 

(Livingston, n.d.).   

The differences according to Livingston, is that cognitive strategies are used to help an 

individual achieve a particular goal (e.g., understanding a text) while meta-cognitive strategies 

are used to ensure that the goal has been reached (e.g., quizzing oneself to evaluate his or her 

understanding of that text). Therefore, meta-cognitive experiences usually precede or follow a 

cognitive activity. They often occur when cognitions fail, such as the recognition that one did not 

understand what one just read. Such an impasse is believed to activate meta-cognitive processes 

as the learner attempts to rectify the situation (Livingston, n.d.).   

However, meta-cognitive and cognitive strategies may overlap in that the same strategy, 

such as questioning, is regarded as either a cognitive or a meta-cognitive strategy depending on 

what the purpose for using that strategy may be. For example, you may use a self-questioning 

strategy while reading as a means of obtaining knowledge (cognitive), or as a way of monitoring 
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what you have read (meta-cognitive). Because cognitive and meta-cognitive strategies are 

closely intertwined and dependent upon each other, any attempt to examine one without 

acknowledging the other would not provide an adequate picture (Livingston, n.d.).  

Meta-cognition and Cognitive Strategy Instruction  

Although most individuals of normal intelligence engage in meta-cognitive regulation 

when confronted with in a meaningful cognitive task, some tasks are more conducive to meta-

cognitive instructions than others are. Those with greater meta-cognitive abilities tend to be more 

successful in their cognitive endeavors. The “good news,” according to Livingston, “is that 

individuals can learn how to better regulate their cognitive activities. Most often, meta-cognitive 

instruction occurs within Cognitive Strategy Instruction programs” (Livingston, n.d.).   

Cognitive Strategy Instruction (CSI) is an instructional approach, which emphasizes the 

development of thinking skills and processes as a means to enhance learning. The objective of 

CSI is to enable all students to become strategic, self-reliant, flexible, and productive in their 

learning endeavors. CSI is based on the assumption that there are identifiable cognitive strategies 

can be taught to most students (Livingston, n.d.).   

Meta-cognition enables students to benefit from instruction and influences the use and 

maintenance of cognitive strategies. While there are several approaches to meta-cognitive 

instruction, the most effective involve providing the learner with both knowledge of cognitive 

processes and strategies (to be used as meta-cognitive knowledge), and experience or practice in 

using both cognitive and meta-cognitive strategies and evaluating the outcomes of their efforts 

(develops meta-cognitive regulation). Simply providing knowledge without experience or vice 

versa does not seem to be sufficient for the development of meta-cognitive control (Livingston, 

n.d.).   
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Furthermore, Cognitive Strategy Instruction is particularly effective with students with 

learning disabilities. Students with learning disabilities often do not develop the types of 

strategies necessary to successfully attack tasks. In teaching CSI, Pintrich suggests that teachers 

should use only a few strategies and support their use over a prolonged period (Pintrich, 2002). 

 Take it slow 

 Take advantage of strategies students have already developed 

 Collaborate with other teachers and your students  

 Taking it slow will help ensure that all stages have been well addressed.  

 Teachers should be open to change and understand that sometimes even if things 

do not go as planned they can still be extremely successful (Pintrich, 2002).  

Read, Ask, Paraphrase (RAP) reading comprehension strategy (Hagman, n.d).  

Lesson One 

Materials needed pencil, graph or chart of student’s current performance, scratch paper 

Overview: Describe the strategy and student buy-in, goal setting 

Lesson: 1. Describe the strategy, set up lesson: 

Say to Student(s): 

“Do you remember what we have been doing for the past few days? I have had you read 

some passages to me and then I ask you to tell me about what you read and you answer 

some questions. Well, today, I am going to teach you a strategy. Before I tell you about my 

strategy- what is a strategy? 

(Student responses: something that helps you does something better, faster, easier, etc). 

 That is right! If a strategy can do all those things, we should definitely use it! My strategy 

has a name (write R-A-P on paper). It has called the RAP strategy. The strategy is easy to 
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remember because the word RAP is a word I already knows. Each letter of RAP stands for 

another step I do. (Write out steps after R-A-P letters). There are only three steps to the RAP 

strategy, and you do all three steps for every paragraph you read. Using the RAP strategy 

helps you better understand and remember what you just read. Understanding what you 

just read is an important part of reading. It makes reading fun and it helps us learn!  

2. Current Performance & need for strategy use: 

Say to students:  

“I want to show you this graph; I have graphed what you have been doing with me. Every 

time you told me about something you read, I found the percent of your comprehension 

and I put it on this graph. Let us look and see. (Display graph and help student find where 

there current performance is). Your comprehension is (fill in the blank with student’s score), 

and you could be way up here (point to higher up on graph). I taught the RAP strategy to (fill 

in the blank with a student that the current student will know). They were way down here on 

reading comprehension (show a low place on the graph) and I taught them the RAP strategy. 

I also had them set a goal. They only set their goal for 40%, but guess what! They got 75% 

on the first day and they kept improving their score each day. The RAP strategy works!” 

3. Set a goal: 

Say to students:  

“Let’s set a goal. Here is what your scores have been, what do you want your goal to be? 

(Help student set a realistic goal, make a big deal about it! Set a goal that is not too high and 

can be easily met- for morale!) Okay, that is a VERY good goal, and if you use the RAP 

strategy, I can guarantee that you will meet your goal. You might even go higher than your 

goal on the first day! So, will you use the RAP strategy? I want you to use the strategy to 
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meet your goal and to become a better reader. I am going to write your goal down on this 

chart, and every day we are going to graph your score.”  

4. Generalization of skills: 

Say to students:  

“Tonight, I want you to be thinking about some places that you might use the RAP 

strategy. Think about the steps I taught you and how you can use the strategy on 

ANYTHING you read. Tomorrow I am going to ask you to write whatever you can 

remember from the strategy and I am going to ask you some places where you might use 

the strategy, okay. So be thinking about the RAP strategy and get ready to meet your 

goal!” 

Lesson 2 

Materials Needed: two short practice paragraphs, one long (expository) text, scratch paper, 

pencil, “finding the main idea” worksheet (multiple copies), graph from previous day 

Overview: discuss strategy, practice finding main idea and details, memorizing the strategy 

Lesson: 1. “Test” for strategy memorization, generalization 

Say to students 

“Remember yesterday, I told you about a special strategy (hand the student a piece of paper 

and a pencil) – I want you to write whatever you can remember from that strategy I taught 

you. (Allow student to write, praise what is recalled and fill in what is missing from the steps). 

Wow, you remembered a lot of the strategy. Today, we are going to practice using the 

strategy and tomorrow I will have you write the steps again to see what you remember and 

if you have memorized it yet- but before we practice using it, did you think about some 

places that you might use the RAP strategy (solicit student responses and add some of your 
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own: text book, reading a letter, reading a story, social studies homework, science homework, 

etc). 

Wow, there are many places that the RAP strategy can be used. I am noticing that 

anywhere I read to understand or for learning I can use the RAP strategy!” 

2. Practice finding main idea and details 

Say to students  

“I have a paragraph here, and I want to see if you can find the main idea of this paragraph. 

Let us read it aloud. (Student reads aloud) What was the main idea of that paragraph? 

(Student response, if they are struggling change vocabulary by saying “what was that whole 

paragraph talking about?) Great! You are good at this- but now let us see if you can find two 

details in this paragraph, just like the RAP strategy asks us to do. (Student response: accept 

anything other than the main idea as a detail and point out how there are MORE than just two 

details in the paragraph)  

Wow, you are a quick learner- let us practice on another paragraph- and this time, let’s 

write our answers down. (Practice finding main idea and details again- this time do not guide- 

if student can find main idea and details on their own, they are ready to use the RAP strategy. If 

they cannot find main idea and details, use another practice paragraph until they can) 

3. Think aloud- demonstrate use of RAP and thought process 

Say to students 

“Now that you are an expert at finding main ideas and details, I want to show you how to 

use the RAP strategy. I am going to model the RAP strategy on this selection (hold up the 

selection, should be more than 4paragraphs) and then I am going to ask you to try using the 

RAP strategy”. - Start by using some self-statements such as: “wow, this is really long- but 
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that’s okay, I have my RAP strategy and that will help me remember what I am reading! I can do 

it, it’s okay” etc. etc.  Begin by stating the first step of the RAP strategy, read a paragraph (“I 

know exactly what I need to do, I have to Read a paragraph. It says to right here” OR “I know 

the first step of the RAP strategy is ‘r’-r stands for ‘read a paragraph’, so that is the first thing I 

am going to do”) 

 Second step: state that you have finished the first step so it is time to move on to the second step 

(“Okay, I did the R of the RAP strategy, read a paragraph- I did that and I did a good job. Now I 

am on the second step of the strategy, AI know that A stands for “ask myself what was the main 

idea and 2 details” so, the first thing I am going to do is find the main idea of this paragraph…oh, 

here it is say it out loud- and now I can find the details…hmm, I know that there are usually 

more than just two details in a paragraph, so I can choose two! “) etc. etc. through the second 

step- continues to use self-statements: ‘wow, I did it!” ALTERNATIVELY, “that wasn’t bad at 

all!” ON THE OTHER HAND, “this is fun!” 

 Third step: state that you have finished the first and second step, “so that leaves only one more 

step to do!” (“I know that the third step of my RAP strategy is P-put it into my own words- I 

know I can do it because I read the paragraph and I found the main idea and details. Put the 

paragraph into your own words by paraphrasing. Wow! I did it. I did the whole strategy, and it 

was very easy and it helped me remember what I was reading about. “  

Starting the strategy over again: student needs to understand that you do the strategy multiple 

times in a longer reading- (“Hmmm, I see that there are still 5 more paragraphs to read- and that 

means that I have to do the RAP strategy 5 more times. That is okay! It was easy! I need to start 

the strategy all over again and do the strategy until the whole page is read!” 

4. Student: guided practice 
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After the student has watched the instructor model the strategy for three paragraphs (modeling 

their thought process and self-statements) the student should practice on the remaining 

paragraphs. 

Say to students 

“Now that you have seen me use the RAP strategy, it is your turn to try using it. There are 

two more paragraphs on this page, so how many times will you need to use the RAP 

strategy (student response: 2, guide if necessary). Okay, so what is the first thing you do 

when you are using the RAP strategy? Student response: R-read a paragraph Okay! So, go 

ahead and read this paragraph out loud.” 

Make sure there is a paper with the RAP strategy written on it available for the student to see and 

use. When the student finishes reading the paragraph aloud, prompt them for the second step. 

Student should write the main idea and two details down for this lesson (on worksheet 

provided). When they have done this, prompt them to the third step of the RAP strategy- ask the 

student to tell you ALOUD what the paragraph was about. Repeat above for the remaining 

paragraph. Ask the student to tell you whatever they can remember from the entire passage. 

Praise them! Remind them of their goal. 

5. Generalization of skills: 

Say to students 

“Tonight, I want you to be thinking about some places that you might use the RAP 

strategy. Think about the steps I taught you and how you can use the strategy on 

ANYTHING you read- maybe if you have some homework tonight, you could try using the 

RAP strategy. Tomorrow I am going to ask you to write whatever you can remember from 

the strategy and I am going to ask you whether or not you used the strategy and if you did- 
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some places where you used the strategy, okay. So be thinking about the RAP strategy and 

get ready to meet your goal!” 

Lesson 3 

Materials needed scratch paper, one reading selection (6-8 paragraphs in length), and retelling 

form, pencil, graph of student data 

Overview: guided practice, transfer ownership 

Lesson: 1. “Test” for strategy memorization, generalization 

Say to students: 

“Remember yesterday, we talked about a special strategy (hand the student a piece of paper 

and a pencil) – I want you to write whatever you can remember from that strategy I taught 

you. (Allow student to write, praise what is recalled and fill in what is missing from the steps). 

Wow, you remembered a lot/the-whole strategy. Today, we are going to practice using the 

strategy again and tomorrow I will have to write the steps again to see what you remember 

and if you have memorized it yet- but before we practice using it, did you think about some 

places that you could use the RAP strategy (solicit student responses and add some of your 

own: text book, reading a letter, reading a story, social studies homework, science homework, 

etc). Moreover, did you use the RAP strategy in any of those places last night? I would like 

you to try using the RAP strategy in other places too, not just with me. The more you use 

the strategy, the better you will be at it and the closer you will be to your goal.” 

2. Guided practice- without visual reminder- teacher helps as needed 

Say to students 

“Today I have a different passage for you to read. While you are using the RAP strategy, I 

want you to remember that you set the goal of ____. If you use the RAP strategy on every 
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paragraph, you will remember more and you will be closer to your goal, or you might even 

go further than your goal! Therefore, if this passage has 8 paragraphs, how many times 

will you need to do the RAP strategy (8).  

Hand student the passage and a piece of paper and a pencil. Encourage them to use the paper 

and pencil to write main idea and details. They may also choose to say main idea and details 

aloud after every paragraph works better for younger students. Guide student through strategy 

use as needed. It is best to only intervene if they are struggling with the main idea and details. 

3. Student re-tells the passage and teacher adds up %- goal met or no? 

Say to students 

“Okay, you used the RAP strategy on that whole passage- on every paragraph. Now, I want 

you to tell me what you can remember from what you just read. Tell me as if I had never 

read this passage and I did not know anything about it. “ 

Student re-tells, teacher marks/writes each part that the student recalls. After student finishes, the 

teacher adds up the parts remembered to get a percentage. Did the student meet their goal? If so, 

praise and remind them that using the RAP strategy will make them a better reader and help 

them meet their goals. Set a higher goal if necessary- be impressed (“wow, you really did a great 

job- so good that I want to move your goal up a little bit to challenge you. I want to see if you 

can do even better tomorrow…etc”) If they did NOT meet their goal, encourage and review the 

steps of the RAP strategy. NOTE: the goal should be low enough that it is met the first time- 

once the goal is met, a higher goal can be set for the following lesson. 

4. Generalization of skills: 

Say to students 
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“Tonight, I want you to be thinking about some places that you might use the RAP 

strategy. Think about the steps I taught you and how you can use the strategy on 

ANYTHING you read- maybe if you have some homework tonight, you could try using the 

RAP strategy. Tomorrow I am going to ask you to write whatever you can remember from 

the strategy and I am going to ask you whether or not you used the strategy and if you did- 

some places where you used the strategy, okay. So be thinking about the RAP strategy and 

get ready to meet your goal again (or go even higher!)” 

Lesson 4 

Materials needed scratch paper, one reading selection (6-8 paragraphs in length), and retelling 

form, pencil, graph of student data 

Overview: guided practice, transfer ownership 

Lesson: 4. “Test” for strategy memorization, generalization 

Say to students 

“Remember yesterday, we talked about a special strategy (hand the student a piece of paper 

and a pencil) – I want you to write whatever you can remember from that strategy I taught 

you. (Allow student to write, praise what is recalled and fill in what is missing from the steps). 

Wow, you remembered a lot/the-whole strategy. Today, we are going to practice using the 

strategy again and tomorrow I will have to write the steps again to see what you remember 

and if you have memorized it yet- but before we practice using it, did you think about some 

places that you could use the RAP strategy (solicit student responses and add some of your 

own: text book, reading a letter, reading a story, social studies homework, science homework, 

Etc). In addition, did you use the RAP strategy in any of those places last night? I would 
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like you to try using the RAP strategy in other places too, not just with me. The more you 

use the strategy, the better you will be at it and the closer you will be to your goal.” 

5. Guided practice- without visual reminder- teacher helps as needed 

Say to students 

“Today I have a different passage for you to read. While you are using the RAP strategy, I 

want you to remember that you set the goal of ____. If you use the RAP strategy on every 

paragraph, you will remember more and you will be closer to your goal, or you might even 

go further than your goal! Therefore, if this passage has 8 paragraphs, how many times 

will you need to do the RAP strategy (8).  

Hand student the passage and a piece of paper and a pencil. Encourage them to use the paper 

and pencil to write main idea and details. They may also choose to say main idea and details 

aloud after every paragraph works better for younger students. 

Guide student through strategy use as needed. It is best to only intervene if they are struggling 

with the main idea and details. 

6. Student re-tells the passage and teacher adds up %- goal met or not.  

Say to students 

“Okay, you used the RAP strategy on that whole passage- on every paragraph. Now, I want 

you to tell me what you can remember from what you just read. Tell me as if I had never 

read this passage and I did not know anything about it. “ 

Student re-tells, teacher marks/writes each part that the student recalls. After student finishes, the 

teacher adds up the parts remembered to get a percentage. Did the student meet their goal? If so, 

praise and remind them that using the RAP strategy will make them a better reader and help 

them meet their goals. Set a higher goal if necessary- be impressed (“wow, you really did a great 
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job- so good that I want to move your goal up a little bit to challenge you. I want to see if you 

can do even better tomorrow…etc”). If they did NOT meet their goal, encourage and review the 

steps of the RAP strategy. NOTE: the goal should be low enough that it is met the first time- 

once the goal is met, a higher goal can be set for the following lesson. 

4. Generalization of skills: 

Say to students 

“Tonight, I want you to be thinking about some places that you might use the RAP 

strategy. Think about the steps I taught you and how you can use the strategy on 

ANYTHING you read- maybe if you have some homework tonight, you could try using the 

RAP strategy. Tomorrow I am going to ask you to write whatever you can remember from 

the strategy and I am going to ask you whether or not you used the strategy and if you did- 

some places where you used the strategy, okay. So be thinking about the RAP strategy and 

get ready to meet your goal again (or go even higher!)!” 

If the student has the strategy memorized and used the strategy on his/her own, move to 

independent performance If the student does NOT have the strategy memorized OR struggled 

using the strategy on their own (e.g., you still had to remind them what to do next), REPEAT 

lesson 4 until memorization and proper strategy use- continue scaffolding.  

Mathematics Instruction  

Maccini and Gagnon (2006) report that students with disabilities in general, and those 

with learning disabilities (LD) often have difficulty meeting academic content standards and 

passing state assessments (Maccini & Gagon, 2006).   

 Specifically, students with LD often have difficulties in the following areas:   

• Mathematics, including basic skills 
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• Algebraic reasoning  

• Problem-solving skills (Maccini & Gagon, 2006). 

Many of these students struggle with how to:  

a. Approach math problems  

b. Make effective decisions  

c. Carry out the chosen plan (Maccini & Gagon, 2006).  

One effective approach to assisting middle school youth with LD in accessing challenging 

mathematical concepts is to provide strategy instruction (SI). This brief defines strategy 

instruction, identifies key features of effective strategies, and identifies key components 

necessary for instructing youth in the use of a strategy (Maccini & Gagon, 2006).  

A strategy refers to, "a plan that not only specifies the sequence of needed actions but also 

consists of critical guidelines and rules related to making effective decisions during a problem 

solving process" (Maccini & Gagon, 2006). Some features that make strategies effective for 

students with LD are memory devices to help students remember the strategy (e.g., a First Letter 

Mnemonic, which is created by forming a word from the beginning letters of other words).  

a. Strategy steps that use familiar words stated simply and concisely and begin with action 

verbs to facilitate student involvement (e.g., read the problem carefully);  

b. Strategy steps that are sequenced appropriately (i.e., students are cued to read the word 

problem carefully prior to solving the problem) and lead to the desired outcome (i.e., 

successfully solving a math problem);  

c. Strategy steps that use prompts to get students to use cognitive abilities (i.e., the critical 

steps needed in solving a problem); 
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d. Meta-cognitive strategies that use prompts for monitoring problem-solving performance, 

such as "Did I check my answer (Maccini & Gagon, 2006)?” 

STAR is an example of an empirically validated (Maccini & Gagon, 2006) first-letter 

mnemonic that can help students recall the sequential steps from familiar words used to help 

solve word problems involving integer numbers. 

The steps for STAR include: 

• Search the word problem;  

• Translate the problem;  

• Answer the problem; and  

• Review the solution   

Instructional steps for a classroom lesson  

1. Provide an Advance Organizer 

The teacher provides an advance organizer of the strategy to help: 

a. Relate previously mastered information to the new lesson;  

b. State the new skill/information that is to be presented; and  

c. Provide a rationale for learning the new information (Maccini & Gagon, 2006). 

The teacher says: 

Yesterday, we used the problem solving strategy, STAR, with word problems involving integer 

numbers. We used our Algebra tiles to demonstrate the problem and our STAR worksheets to 

keep track of the steps.  

Today, we are going to use the strategy and draw pictures to demonstrate the problems on our 

worksheets. This will be useful because we will not always have the math tiles available to help 

us solve subtraction problems involving integer numbers.   
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It is important to learn how to solve these problems in order to solve many real-world problems, 

including money and exchange problems, temperature differences, and keeping track of yardage 

lost or gained in a game. 

2. Provide Teacher Modeling of the Strategy Steps 

d. The teacher first thinks aloud while modeling the use of the strategy with the target 

problems. Then the teacher checks off the steps and writes down the responses on an 

overhead version of the structured worksheet, while the students write their responses on 

individual structured worksheets. Next, the teacher models one or two more problems 

while gradually fading his or her assistance and prompts and involving the students via 

questions (e.g., "What do I do first?") and written responses (i.e., having students write 

down the problems and answers on their structured worksheet) (Maccini & Gagon, 2006). 

The teacher says:  

Watch and listen as I solve the problem using the STAR strategy and the structured worksheet. 

The problem states, "On a certain morning in College Park, Maryland, the low temperature was 

-8° F, and the temperature increased by 17° F by the afternoon. What was the temperature in the 

afternoon that day?" 

S: Okay, so the first step in the STAR strategy is for me to search the word problem. That means 

I need to read the problem carefully, and write down what I know and what I need to find. In this 

problem, I know that I have two temperatures and I need to find the temperature by the 

afternoon. 

T: My next step is to translate the problem into picture form. First, I'll draw 8 tiles in the 

negative area and then I'll draw 17 tiles in the positive area.  
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A: Then I need to answer the problem. I know one positive and one negative cancel each other. I 

can cancel -8 and +8, which results in +9 remaining. Therefore, the answer is +9. 

R: Finally, I need to check my answer. OK, I will reread the word problem and check the 

reasonableness of my answer. Yes, my answer is +9°F and it is a reasonable answer. 

3. Provide Guided Practice  

The teacher provides many opportunities for the students to practice solving a variety of 

problems using their structured worksheets. Guidance is gradually faded until the students 

perform the task with few prompts from the teacher.  

4. Provide Independent Student Practice 

Students perform additional problems without teacher prompts or assistance, and the teacher 

monitors student performance. 

5. Feedback and Correction  

The teacher monitors student performance and provides both positive and corrective 

feedback using the following guidelines: 

a. Documents student performance (percent correct);  

b. Checks for error patterns;  

c. Re-teaches if necessary and provides additional problems for students to practice 

corrections; and  

d. Closes the session with positive feedback (Maccini & Gagon, 2006). 

6. Program for Generalization  

The teacher provides a cumulative review of problems for maintenance over time (weekly, 

monthly) and provides opportunities for students to generalize the strategy to other problems. 

Teachers can use self-monitoring forms or structured worksheets to help students remember and 
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organize important steps and sub steps. For example, students can keep track of their problem 

solving performance by checking off (√) the steps they completed (e.g., "Did I check the 

reasonableness of my answer?") There are a few recommendations to keep in mind when using 

strategy instruction in a math class (Maccini & Gagon, 2006).  

A. Recognize student characteristics (cognitive and behavioral) and preferences. When 

teaching strategy instruction, be aware of student characteristics and preferences. For 

example, some students may prefer highlighting relevant words while reading a word 

problem aloud, while others may prefer underlining and silently reading the problem. 

Equally important is the need to recognize student behavioral characteristics, including 

their self-esteem in math and motivation. For instance, students with low motivation may 

need additional supports to promote active engagement. Examples include creating 

individual student math contracts with the targeted math objectives and the goal/criterion 

and promoting active student involvement by having students lead discussions while 

using a strategy (e.g., "How did you arrive at your solution?") (Maccini & Gagon, 2006). 

B. Promote individualization of strategy instruction (SI). Students should be encouraged to 

individualize use of SI in math class via adapting a strategy learned in class. For example, 

as processes involved in the STAR strategy becomes more automatic for students, 

recalling the first step, "Search the word problem," may prompt students to read the 

problem carefully and to initiate translation into mathematical form (i.e., translating 

words into an equation) (Maccini & Gagon, 2006).  

C. Program for generalization. It is imperative that both special and general education math 

teachers program for both near (i.e., maintaining the same structure but using different story 

lines) and far generalization (i.e., incorporating more complex problems than the problems in 
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the instructional set) of the SI math strategies in order to promote retention and application of 

strategy use. For example, for near generalization, different story lines can be incorporated 

for generalization (i.e., use of integer numbers with problems involving time zone changes, 

sea level, and age) in addition to the problems used in the instructional set. For far 

generalization, more complex problems are introduced than the problems initially taught in 

the instructional set (e.g., in a certain city, if the difference between the highest and lowest 

altitude is 155 m and the altitude of the highest point is 900 m above sea level, what is the 

altitude of the lowest point) (Maccini & Gagon, 2006).  

In addition to its application to problem solving involving integer numbers, the STAR 

strategy can be generalized across math topics (see “Area Example” for an illustration 

involving area) (Maccini & Gagon, 2006).  

Lesson: Area Example 

Problem: Matt is buying wall-to-wall carpeting for his bedroom, which measures 12 feet 

by 16 feet. If he has $40 to spend, will he have enough money to buy the carpet that costs 

$2 per square yard? 

Strategy Questions 

Search the word problem 

a. Read the problem carefully  

b. Ask yourself questions: "What do I know? What do I need to find?"  

c. Write down the facts  

 The bedroom is 12 feet by 16 feet.  

 Matt has $40.  

 Carpet costs $2 per yard.  
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 First, I need to find out the area of the room in yards.   

 Area is calculated by multiplying the width by length.  

 There are three feet in a yard.  

 Then I need to find out how much the carpet will cost, and compare that 

number with the amount of money that Matt has.  

Translate the words into an equation in picture form 

 

Answer the problem 

Area of the room: 12 ft x 16 ft = 192ft² 

I know that 3 ft = 1 yd, and (3ft)² = (1yd)² so 9 ft² = 1 yd². I will divide 192 ft² by 9 to get 

yd²: 192 ÷ 9 = 21.3 yd² 

The carpet costs $2/yd², so I will need to multiply the square yardage of the room by $2: 

$2 x 21.3 yd² = $42.60. 

$42.60 is more than $40. Matt does not have enough money. 

Review the Solution 

a. Reread the problem  

b. Ask yourself questions: "Does the answer make sense? Why?"  

c. Check the answer  
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Ideally, the student’s response should be similar to:  

I checked my answer and it makes sense – Matt needs $2.60 more in order to buy the carpet 

for his room  

Self-determination 

 Self-Determination is: 

 Being in charge of your life to the fullest extent 

 Does not always mean doing everything yourself, but making your needs known 

and directing others on how to assist you 

 Person with the disability leads effort for family, friends, staff, and others to work 

collectively 

 Everything is not set up beforehand (Kennedy, et.al, 1986) 

Self-determination is the first step to self-advocacy without it self-advocacy would not be 

possible. 

 Self-Advocacy 

 Self-Advocacy is: 

• Recognizing what your needs are to succeed 

• Making decisions independently  

• Expressing your needs clearly and requesting services  

• Advocating for your needs Communicating and negotiating with key individuals 

responsible for providing services (Kennedy, et al., 1986) 

Successful Strategies for Promoting Self-Advocacy among Students with LD  

Students with LD often need to be taught self-determination skills to be better prepared 

for high school and life after high school. To promote self-advocacy and self-awareness skills 
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many school districts offer group activities for students to learn about their strengths and 

disabilities and how to advocate for their educational needs and rights in the classroom.  

Advocacy skills applied to leadership roles, mentoring, and community education 

activities this is through “multi-component” group activities. Research demonstrated that self-

determination is associated with greater quality of life (Wehmeyer & Schwartz, 1998) and 

positive adult outcomes (Wehmeyer, 1998a) conceptualized self-determination as follows:  

• A combination of skills, knowledge, and beliefs that enable a person to engage in goal 

directed, self-regulated, and autonomous behavior.  

• An understanding of one’s strengths and limitations together with a belief in ones-self as 

capable and effective are essential to self-determination.  

• When acting based on these skills and attitudes, individuals have greater ability to take 

control of their lives and assume the role of successful adults.   

Self-Advocacy instruction for high school students often focuses on knowledge about 

rights and responsibilities, effective communication and negotiation skills, identifying and 

requesting accommodations and modifications, and instruction on participating in and even 

directing one’s own Individualized Education Program (IEP) meeting. Some programs help 

students generalize their self-advocacy skills and knowledge to other environments, such as 

college or the workplace.  

 The next level of self-advocacy for individuals with disabilities is learning to apply those 

skills to a larger, systemic level: ensuring that society honors the rights of all individuals with 

disabilities. Creating a society that is responsive to the needs and rights of individuals with 

disabilities requires that self-advocates develop leadership skills, as well as other self-

advocacy skills (Field et al., 1998b). 
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     Many resources exist for teachers to use to help students with disabilities develop self-

advocacy skills. In a literature review on self-advocacy instruction, Merchant and Gajar (1997) 

determined that self-advocacy is most often taught by: 

• Role play (Durlack,l Rose, & Bursuck, 1994); 

• Strategies such as I-PLAN (Inventory strengths and areas of improvement, Provide 

information, Listen and respond, Ask questions, Name your goals; Van Reusen, Deschler, 

& Schumaker, 1989;  

• Direct instruction, includes a description of the target behavior, demonstration, rehearsal, 

practice, feedback, and practice in a natural environment.  

This special educator has witnessed and has used some of the suggestions from the 

Learning and Education about Disabilities. She is very interested in forming a group in 

her native Portsmouth Public Schools District. Parents have already expressed interest 

and we would love to see this be in place when our disabled grandchildren begin high 

school (Bishop, “Personal Observations,” April 26, 2009).   

Learning and Education about Disabilities (LEAD) 

The LEAD began in 1996 in response to concerns expressed by high school students with 

LD. Students and parents had reported that some general education teachers were reluctant to 

provide accommodations and modifications. Some students were having difficulty coping with 

their disability, and a guidance counselor who worked with several students with LD noticed that 

they lacked the self-awareness and disability awareness necessary to explain their needs to 

teachers. The guidance counselor formed a support group with the intent of helping students 

better understand their learning disabilities and more effectively advocate for their academic 

needs. Since its inception, the group has grown to include as many as 17 students each academic 
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year. LEAD participants meet during a class period and receive course credit that counts toward 

graduation. The guidance counselor and a special education teacher lead the group. While the 

majority of LEAD students are diagnosed with LD, student with attention deficit disorder and 

hearing impairments have also been members. 

Philosophy and Content 

The primary tenet of the LEAD group is that of student ownership. Students determined 

the group’s mission statement, which includes “increasing the level of understanding and 

awareness of the social, academic, and emotional aspects of learning disabilities…students focus 

on not allowing disabilities to become liabilities.” The group includes four elected officers who 

meet weekly to determine the group’s upcoming activities. The group’s co-leaders share the 

philosophy of student ownership of the educational process and believe in promoting leadership 

opportunities. 

Figure1. Sample of LEAD activities 

LEAD Group Schedules 

Ninth Grade Group 

Mon 

No Class 

Tue 

Education Day: 

O  The referral      

   process 

Wed 

Support Day: 

O  Informal  discussion 

 Led by counselor 

 

Thu 

Education Day: 

O  Begin new unit: 

     Evaluation and 

 Interpretation of  Testing  

 

Fri 

Mentoring: 

O  Mentor pairs at     

Other schools 
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Advanced group 

Mon 

Officers meet: 

Plan for next  

Academic year 

 Plan mentoring 

activities 

Tue 

Education Day: 

O  Review video     

of  previous     

presentation ,   

evaluate 

 

Wed 

Support Day: 

O  Informal      

discussion led by     

the counselor 

Thu 

Education Day: 

O  Revise      

community     

presentation to     

include more   about 

LEAD    membership   

entails 

Fri 

Mentoring: 

O  Mentor pairs at     

other schools 

 

Self-advocacy is not a new concept in disability services. Enabling and empowering 

students to direct their own lives has been an underpinning of federal legislation for some time. 

For example, the Workforce Investment Act of 1998, Title 1, Vocational Rehabilitation Program, 

describes the philosophy of independent living as including consumer control, peer support, self-

help, self-determination, equal access, and individual and system advocacy, in order to maximize 

the leadership empowerment, independence, and productivity of persons with disabilities (West, 

et al., 1999). 

Social Skills  

Social skills are the foundation for getting along with others.  The lack of social skills can 

lead to behavioral difficulties in school, delinquency, inattentiveness, peer rejection, emotional 

difficulties, bullying, difficulty in making friends, aggressiveness, problems in interpersonal 

relationships, poor self-concept, academic failures, concentration difficulties, isolation from 

peers, and depression.  Children with learning disabilities often need additional training in social 

skills.  



Teaching Toolbox 45 

 
Individuals with Learning Disabilities: Do they have deficient or ineffective social skills? 

They:  

• are more likely to choose socially unacceptable behaviors in social situations  

• are less able to solve social problems  

• are less likely to predict consequences for their social behavior  

• are less likely to adjust to the characteristics of their listeners in discussions or 

conversations  

• are less able to accomplish complex social interactions successfully (such as: persuasion, 

negotiation, resisting peer pressure, giving/accepting criticism, etc.)  

• are more likely to be rejected or isolated by their classmates and peers  

• are more often the objects of negative and non-supportive statements, criticisms, 

warnings and negative nonverbal reactions from teachers  

• are less adaptable to new social situations  

• are more likely to be judged negatively by adults after informal observation  

• receive less affection from parents and siblings  

• have less tolerance for frustration and failure  

Elements of social skills  

• Social intake:  noticing and understanding other people’s speech, vocal inflection, body 

language, eye contact, and even cultural behaviors.  

• Internal process: interpreting what others communicate to you as well as recognizing and 

managing your own emotions and reactions.  

• Social output:  how a person communicates with and reacts to others, through speech, 

gestures, and body language.  
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• Use oral language that is less mature, meaningful or concise  

• Have difficulty interpreting or inferring the language of others  

Most social communication in elementary school occurs on the playground and in the 

cafeteria. Both of these places are very noisy. A child who suffers from a processing skill 

deficiency may not notice that his inability to discriminate and interpret speech, especially in 

noise places, may make it difficult to interact socially in those situations. Their input in 

conversations may end up off topic or inappropriate. They may have difficulty processing and 

interpreting a joke that was told and therefore was left out of the uproarious laughter. They may 

not understand what constitutes humor or how to use inflection in his voice to get the delivery of 

a punch line just right. Therefore, any attempt at humor ends up in heartache. His attempts to “be 

part of a group” or to entertain his peers are often met with blank stares or laughter directed at 

him instead of with him. Children with right hemisphere based processing deficits may often 

compound that with difficulties in social judgment and inappropriate behavior as a response to 

their peers (LD on Line, n.d.).  

Transition skills 

Transition from Pre-School to Elementary School 

A transition program into kindergarten should be designed to enhance connections among 

children, families, teachers and peers.  These can be important to supports to children and 

families during this period of change.  Activities are intended to increase familiarity with school, 

provide for consistent expectations between home and school, and make children more 

comfortable interacting with school. 

Family/School Connections 
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• Arrange a time for parents to meet with preschool and kindergarten teachers to discuss 

the expectations of kindergarten and their children’s specific needs. 

• Encourage families to engage their children in literacy activities at home, such as reading 

together.   

• Hold a meeting early in the school year to discuss kindergarten transition. 

• Share school readiness information with parents  

• Encourage parents to visit the school and class with their children. 

• Keep parents informed of the activities you provide that will help their child prepare for 

kindergarten. 

School/ Child Connections 

• Provide opportunities for children to interact directly with the anticipated kindergarten 

teachers by arranging visits to kindergarten classrooms during story time, center time, 

recess or a special school function. 

• Familiarize children with their kindergarten teachers by reviewing tier names, showing 

their pictures, and discussing what their class will look like. 

• Get children ready by discussing the rules for kindergarten, such as taking turns and 

waiting in line. 

• Identify a current kindergartner to serve as a friend to the preschooler.  Plan visits to the 

kindergarten with the buddy to read a story, demonstrate playing a game or showing the 

younger child how to use a computer.   

 Involving Children in the Transition Process   
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• Teachers can read books about the changes and new experiences involved in going to 

kindergarten.  Ask questions that involve children in problem solving about the situations 

presented in the books. 

• As the year progresses, gradually give children additional responsibilities in the 

classroom. 

• Encourage children to care for their personal needs.  As children become more 

responsible, they should not need verbal reminders to wash their hands before eating.  

Use visual reminders signs in the bathroom.  Have tissues readily available so children 

can wipe their own noses.  Allow children time to attempt zipping, snapping, and 

buttoning their clothes. 

• Gradually increase the amount of time children work or play with peers. 

• Engage children in interactive games that help them recognize their own names and learn 

to be responsible for their personal possessions.   Games are great for teaching concepts 

such as taking turns, working cooperatively and listening  

• Arrange for a school bus to come to your program so that children can take a bus tour and 

become acquainted with the bus driver. 

• Share your own experiences about going off to kindergarten. 

• Set up cafeteria type meals or snacks.  Begin by having children carry cone item at a time 

and gradually increase. 

• Shorten naptime as the year progresses 

• Role-play whenever you can.  Children love to act out stories and feelings. 

Transitioning into a new school can be difficult for children with LD, especially if they are 

not trained to do so,  It is important that all parties responsible for the children’s care and 
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education work collaboratively in transitioning the child.  Transition activities are planned and 

practiced at home and in school.  It is crucial that parents are involved in the process (Amwake, 

2002). 

Transitioning Into Middle School 

Transitioning into middle school can be very difficult for children with special needs and 

their parents.  However, a child getting ready for middle school probably has a good idea of what 

he or she may be faced with.  The child will be familiar with his/ her learning style and what 

accommodations work best for him.  Some of his accommodations are much like his peers.  They 

will include calculators, spell checker and extra time on tests and what strategies are suitable for 

him.  Promoting self-advocacy will help with transitioning into the middle school. 

Steps for Aiding In the Transition Process 

• Provide opportunities for students to make choices, teaching them that they can exert 

control and that most choices have limited options. 

• Promote early problem solving skills by encouraging students to think aloud as they 

address simple problems.  Teachers should model their own thinking process. 

• Provide feedback regarding the outcomes of their choices to begin to link choices to 

consequences. 

• Teach students to evaluate their work based on a standard to lay the foundation for later 

self-management skills. 

• Coach them in setting and committing to personal and academic goals, including 

identifying steps to achieve these goals and obtaining support to monitor progress. 

• Encourage students to make decisions that affect their day to day activities, including 

academics goals, post school outcomes, schedules and others.   
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• Create a learning community that promotes active problem solving and choice 

opportunities.  Students who learn to solve problems will do better in classrooms that 

value diversity in opinion and create a safe place for children to offer opinions. 

• Children should be exposed to real life situations.  They should be taken on trips and be 

aware of their expectations in society. 

• Make sure a student understands his rights and responsibilities.  

• Provide a safety net for him so that he feels secure enough to take risks like trying out for 

sports, looking after a  neighbor’s pet or spending two months allowance on a toy he has 

been wanting.   

• Role-play to handle tough situations in school or feelings such inferiority. 

• Ensure that the child is accountable for his actions and takes responsibility, especially 

homework and commitment to friends. 

• Teach the child about his disability, He or she should be comfortable describing his 

learning disability so that others understand. 

• Always show the child that he is capable and intelligent. 

• Remember to include parents in the decision making process (Wehmeyer, 2002). 

Transition from Middle School to High School 

 Transition into High School can be very difficult and stressful for adolescents entering into 

the school.  This is especially true for students with disabilities.  Many students entering the 9th 

grade may express concerns about being picked on or having classes that are more challenging.   

This is a time when they move from more supportive middle schools to high schools where they 

have to be more independent.  If high school transitions are not successful, this may lead to a 
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higher dropout rate and low achievement in many academic areas.  Therefore, it is important that 

educators, teachers and students work collaboratively to ensure success in the transition process. 

Interventions, Approaches and Supports 

• Develop bridging activities that provide information about the high school.  These 

activities should socially support the student in planning the transition and bringing 

together middle and high school educators 

• Involve parents in the process.  If parents participate in the process, there will be a lower 

rate of failure. I n addition, communicate to parents what ninth graders are expected to 

know.  Guide them in helping their children through the process.  

• Parents and students should be invited to an annual open house for all incoming 

freshmen.  They should be allowed to take a tour of the building to become comfortable 

with it.   

• Teach students to direct their own learning.  Students with disabilities can learn and use 

strategies like self-instruction, self-monitoring, and self-evaluation to learn academic 

content and to improve performance in independent living skills. 

• Communicate high expectations and emphasize students’ strengths and talents.  A teacher 

should communicate the strengths with the students as regularly as possible to improve 

self worth.    

• Promote active involvement in educational planning and decision-making. The IDEA 

requires that from 14 years old onward, transition needs and services be addressed on a 

student’s IEP and goals related to these services be based on the student’s needs, interests 

and preferences.  Children should be involved in planning skills such as goal setting, 

problem solving, effective communication, listening, self-advocacy and decision-making. 
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• Help student so create action plans to achieve goals and stick with them.  

• Use a problem solving approach process to identify a problem, gather information, list 

and consider options, consider advantages and disadvantages, choose and implement a 

solution and evaluate whether the solution is effective. 

The transitioning process is crucial for students with disabilities on all levels. As educators, it 

is important to model self-determined behavior throughout the day and the school environment.  

We should always be positive and allow children the chance to make choices and realize that 

mistakes are important in the learning process.  Together with parents and teachers, LD students 

can successfully go through a transition process (Frasier, 2007). 

Study skills 

Study skills are essential for helping students self advocate.  When they have study skills 

they are more independent and can prepare for tests and class with little or no assistance.   

Study Skills 

1.  Reading Rate:  This allows students to review assigned reading for a test.  It also 

allows the student to look for an explanation of a concept discussed in class. 

2. Listening:  This allows students to understand directions for assignments or get direct 

instruction from the teacher.  This also allows the student to listen to announcements and 

make choices for the day, week, or school year. 

3.  Graphic Aids:  This will allow students to follow directions for labs or other hands on 

activities.  It will also allow the student to read maps used in different classes. 

4. Library Usage:  Allows the student to use materials for research and to find reading 

materials. 
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5. Reference Materials:  Will allow a student to write a paper or complete a project for 

class. 

6. Test Taking Skills:  The student will need to develop skills to retrieve prior 

information.  They will also need skills to eliminate choices. 

7. Note Taking Skills:  This will allow the student to gather important information from a 

lecture or notes on an overhead. 

8. Oral Presentations:  This skill teaches the student how to speak in front of a group.  It 

would teach them how to prepare a speech and how to present a speech. 

9. Time Management:  This skill will teach students to spend the proper amount of time 

on assignments or on individual problems. 

10. Organization:  This will teach students to keep notes and assignments in an orderly, 

easy to find fashion (Polloway, Patton, & Serna, 2008). 

Vocational Skills 

 Vocational skills allow students to work and teach them job skills that are necessary to 

function as an adult in society.  It will also teach them skills so they can live independently as 

adults.  These skills are things these students can carry with them for life. 

1. Career Development:  This complex process involves the student having career 

awareness so they know what they are capable of doing.  They also need to explore 

different careers so they see a variety of choices.  They also need to prepare for their 

career by taking any necessary course work or job training.  Lastly, they need to find job 

placement. 

2.  Budget Preparation:  This teaches students to budget the money they make among 

bills, mortgage/rent, and leisure activities.  
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3.  Housing:  This teaches students to make appropriate choices when it comes to 

housing.  Making sure the house/apartment is clean, safe, and affordable. 

4. Personal Hygiene:  The student needs to make sure that they are talking care of their 

bodies. 

5.  Cooking Skills:  This will allow the student to live independently and cook for him or 

herself (Standard Social Services Guide for Vocational Services). 
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 Curriculum 

 This section contains two curricula artifacts that represent considerable efforts in 

developing a thorough understanding of this topic. The first paper “Successful Collaboration” 

explains the elements and interrelationships of curriculum orientations, standards-based 

education, and program orientations. The second example contains curriculum guides for spoken 

language, word recognition, reading, writing, mathematics, science, and social studies.  

Successful Collaboration 

Grand Canyon University  

Introduction 

Planning for teaching necessarily involves curriculum, according to Wilen, et.al: 

One must plan to teach something for some purpose. Both the something and the purpose 

are the curriculum; the something part is the most obvious. A popular view of curriculum 

is that it is a plan for learning selected by a school district that focuses on goals, 

objectives, subject matter, and organization of instruction (Wilen, et.al, 2004, p. 96).  

Based on John Dewey writings, the curriculum expresses the experiences of the learner: 

All the experiences children have under the guidance of teachers (Ibid.).  

Curriculum orientations  

The curriculum plan is often a linear view that defines curriculum as a sequence or 

progression of content learning goals and activities that move toward an end. The purpose often 
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remains tacit in teachers’ minds, with curriculum guides and textbooks “uncritically” accepted as 

the content taught (Ibid.). 

 In their research, Miller & Sellar have described three broad curriculum views, which are 

reflective of society’s social, cultural and economic foundations. These orientations are 

transmission, transaction, and transformation (Miller and Sellar, 1985). The transmission 

position is a function of education and the teacher is a purveyor of teaching facts, skill and 

values. It stresses mastery of traditional subjects through traditional teaching methods, especially 

textbook learning. Students acquire basic skills, cultural values and mores that are necessary to 

function in society.  The transmission orientation follows a mechanistic view of human behavior, 

whereby student skill development is through specific instructional strategies that has a 

competency based learning orientation (Miller and Sellar, 1985). In teaching students with 

learning disabilities, the transmission curriculum orientation provides a basis for vocational 

training and life-skill development for the student with a learning disability (LD). It would 

emphasize direct instruction (DI) teaching methods, which is an effective teaching method for 

students who have LD.  A distinct disadvantage in utilizing this approach to students with LD is 

the effect of a one size fits all philosophy that may not take into consideration the specific 

learning needs of the student.  

 The transaction position recognizes the inquisitive nature of the individual learner being 

rational and capable of intelligent problem solving. The education method is a dialogue between 

the student and the curriculum, a process in which the student reconstructs knowledge through 

dialogue. The early 20th century progressive education movement embraced the transaction’s 

point-of-view with John Dewey and Lester Ward that focused on developing the student’s 

intelligence through problem solving.  It also has its psychological roots in cognitive 
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development theories of Piaget and Kohlberg (Miller and Sellar, 1985) along with notable 

Constructivist education theorists such as Lev Vygotsky.  

In teaching students with a learning disability, the transaction point-of-view would most 

likely recognize the idea behind multiple intelligences meaning that some students may have 

abilities in other domains such as art, dance, music and sports. A disadvantage to students with 

LD is that the tools to identify students with these other potentialities may not be available in all 

situations.   

The transformation aspect to curriculum orientations, according to Miller and Sellar, is on 

social change that includes skills that promote personal and social transformation. Its 

practitioners’ have a vision of social change that leads to harmony with the environment rather 

than control over it. Not surprisingly then, it has a distinct ecologically interdependent 

conception of nature that emphasizes the interrelatedness of things (Miller and Sellar, 1985).   

Practitioners’ of the transformation have a commitment to social change which suggests 

that educators must take a critical view of the role of the school and ensure that the educational 

system does not  mirror dominant economic interests. Ideally, schools must be on the cutting 

edge of social and political change (Miller and Sellar, 1985). In adopting a transformational 

influenced curriculum to LD students, ostensibly, be focused on the needs of the student and an 

enlightened curriculum and may foster a cooperative effort among teachers, parents, school 

administrators, etc. A disadvantage of using the transformative curriculum to students with LD is 

that a holistic approach to education may not embrace specific instructional interventions such as 

reading recovery and math intervention programs.  

Standards-based education 
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In the past teachers made decisions on the important content to teach based on their 

textbooks and knowledge found in standardized tests (Wilen, et.al, 2004, p.100). Meo, citing the 

work of Meyer & Rose, 2000, report that recent brain research and theories of learning clearly 

indicate that each learner has varied abilities and qualities, and that the typical classroom 

represents a vast range of learner differences (Meo, 2008).  To ensure that all students have 

genuine opportunities to learn in standards-based settings, educators need to develop a new 

understanding of learner differences. Differences in learning abilities has been viewed as 

inherent strengths and weaknesses of students themselves without regard for weaknesses in the 

curriculum itself, which often has been regarded as static and infallible (Meo, 2008). One 

possible framework for addressing the diversity of all students and creating a flexible curriculum 

that supports access, participation, and progress for all learners is universal design for learning 

(Meo, 2008).  

Implementation of general and special education legislation (e.g., No Child Left Behind 

Act of 2001, the Individuals With Disabilities Education Act of 2004) recognizes the right of all 

learners to a high-quality standards-based education, and it holds schools responsible for student 

progress. Yet such laws do little to address the biggest impediment, according to Meo, is to 

improve student outcomes: the curriculum, which is often not flexible enough to enable teachers 

to meet the needs of diverse learners. By addressing the diversity of learners at the point of 

curriculum development rather than as an afterthought or retrofit, UDL helps educators to 

develop curricula that truly leave no child behind while maintaining high expectations for all 

students, including those with disabilities (Meo, 2008). 

Program orientations 
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Rogers (1996) states that collaboration in developing programs such as a career-planning 

curriculum requires:  

Schools, families, business, labor, industry and community share program ownership. (It 

is) is through collaboration where clarity, commitment, comprehensiveness, coherence, 

coordination and competency are developed (Rogers, 1996). 

According to Rogers, collaboration is where all stakeholders work together to design a 

program that will help each student set and achieve goals, such as, through on-going career 

planning. Those involved in the collaborative development of the program are more likely to feel 

a sense of ownership and are more committed to continue their work to ensure the program's 

success. This participation should be ongoing so that unique local needs are included in the 

planning, implementation and evaluation cycle of the career planning process. Schools need to 

be tasked with the responsibility of identifying all potential collaborative partnerships and 

develop strategies to encourage participation enhance the scope of the program. Various roles 

and functions are possible when a group works toward shared goals. Employers will become 

involved if they believe they will benefit through investment in the education and training of the 

youth in their community than by trying to compete in a global economy with uneducated and 

unskilled workers (Rogers, 1996). 

Program decision making 

To encourage parental involvement in the school's career planning program, schools 

could offer workshops which provide information about labor market, postsecondary education 

and training, and other information that can help them to assist their children in making career 

and education decisions. Parents could assist in the design, development, delivery, and 
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evaluation of these workshops and need to know more about the resources that are available in 

the community (Rogers, 1996).  

Collaboration is critical within a school setting. The school district’s administrators, 

counselors, teachers and other staff should be involved in defining the career planning program 

purpose and goals. The entire staff has the responsibility to share in the planning, 

implementation, and evaluation. The school principal gives leadership by making it clear to all 

school employees that career planning is a priority that requires a commitment of time and 

resources.  School counselors need to collaborate with teachers on integrating the guidance 

curriculum in all subject areas and negotiate time for career development activities. On-going 

staff development provides the opportunity for school personnel to understand how the guidance 

curriculum contributes to the overall development of the whole student. In addition, volunteers, 

support staff, and teachers can be invaluable in disseminating information or even designing 

classroom activities for students to achieve career development competencies (Rogers, 1996).  

Conclusion 

 There are three main types of curriculum orientation, but the transactional curriculum 

has a learner focus. Effective collaboration is stipulated upon a well-designed curriculum in 

which all stakeholders have equity into the way a program is developed and administered. The 

emphasis on standards-based education facilitated by a universal design of learning instructional 

content is developed in function for both the regular education and special education population 

of students, which requires keen adherence to effective collaboration standards.  
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Spoken Language 

Strategy Goal  Objective Activities Assessment References 
Step Up to 
Writing program. 

Develop seven traits for 
effective writing: 
A. Idea Development; 
B. Organization; 
C. Voice; 
D. Word Choice; 
E. Sentence Fluency; 
F. Conventions (grammar, 

spelling, etc.); 
G. Presentation (clear 

format and layout).  

 

To teach 
elements of 
effective writing 
instruction.  

Create a 
PowerPoint 
project that a 
teacher explains 
the following 
steps in the 
writing process. 
The processes 
are color coded 
for various 
writing 
elements:  
Topic Sentence 
(Green for GO): 
the main topic 
of the 

Rubrics are 
provided 
which models 
writing at 
each 
assessment 
level.  

SoprisWest Educational 
Services (n.d.). 
Step Up to 
Writing [Online]. 
Electronically 
Retrieved April 3, 
2009 Available: 
http://store.cambi
umlearning.com/P
rogramPage.aspx?
parentId=0190052
78&functionID=0
09000008&site=s
w 
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composition is 
stated; 
Reason/Detail/F
act (Yellow for 
give a reason 
detail or fact; 
use a 
transition).  
Give the reader 
a main reason, 
detail or fact 
that relates to 
and supports the 
topic sentence. 
Use transitions 
(First... First of 
all... In 
addition... 
Also...) to start 
these sentences. 
; 
Explain/Exampl
e (Red for 
STOP).Give an 
example for the 
statement made 
in the 
reason/detail/fa
ct sentence; 
Concluding 
Sentence 
(Green for GO 
Back) Remind 
the reader of 
your topic. The 
topic is restated 
to remind the 
reader what the 
composition 
was about. 
(Begin this 
sentence with 
Clearly…In 
conclusion…Ov
erall…) 
 

Strategy Goal  Objective Activities Assessment References 
Digital 
Storytelling 

To encourage 
students to think 
about the 
writing process 
without actually 
going through 
the “pain” of 
writing. The 

As the student 
organizes the 
material, then 
it will become 
easier for the 
student to 
include some 
written 

The teacher initially 
creates a digital story as 
an example for his or 
her students. Then, the 
teacher can walk the 
students through the 
process for creating a 
digital story.  

Teachers can measure a 
story’s content through 
rubrics. Rubrics not 
only allows the teacher  
to effectively measure 
what a student has 
included in his or her 
story, but also help 

Council for Exceptional 
Children (n.d.).  
[Online]. 
Electronically 
Retrieved April 2, 
2009 Available: 
http://www.cec.sped
.org/AM/Template.c
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students are to 
create oral 
stories created 
into  digital 
format by 
adding pictures, 
video, or clip art 
using 
PowerPoint or 
some other 
multimedia type 
of program.  

narration along 
with the digital 
elements to be 
included in his 
or her oral 
story.  

First, present the 
students with a topic or 
allow them to choose 
the topic for the story; 
Second, have your 
students use a graphic 
organizer to map out 
the story’s characters, 
events, and sequence.  
Third, have a quiet spot 
where students can 
practice telling their 
story using their 
organizer as a guide. 
Fourth, when they are 
ready, students should 
record their story on a 
recording device. Fifth, 
students move their oral 
story to the computer 
and add images to 
enhance it. Finally, the 
students share their 
story with the teacher 
and classmates. 
 
Once the story is 
created orally, all the 
students have left to do 
is to listen to it and 
transcribe it using the 
computer. They can 
listen to the story 
repeatedly. If they think 
of additional details, 
they can add them to 
the story. They can take 
a break and type it in 
pieces without 
worrying that they will 
lose track of what they 
were thinking. They 
can use spell check to 
help eliminate the stress 
of spelling. 
Furthermore, this 
process allows students 
to concentrate on 
sentence structure and 
other foundation skills 
without focusing on the 
struggles that arise 
when having to 
undertake the whole 
task at one time. 

students check their 
work for completion. 

fm?Section=Home&
TEMPLATE=/CM/
ContentDisplay.cfm
&CONTENTID=11
288 
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The process for creating 
a digital story based on 
the oral storytelling 
format can be found at 
www.cyberroots.net. 
 

Strategy Goal  Objective Activities Assessment References 
Project This strategy is 

an example of 
how to promote 
effective group 
work.  

As more 
students with 
special needs 
are 
increasingly 
attending 
inclusion 
classrooms, 
many of the 
regular 
education 
teachers are 
requiring their 
students to 
collaborate on 
group projects.  
This 
collaboration 
effort helps 
students with 
LD as they 
transition to 
vocational 
training 
programs 
where team 
building is a 
highly 
desirable 
socialization 
character trait.  

A. Preview the task:  
The team analyzes 
the task parameters 
to anticipate the 
audience and goals 
for educating the 
audience. Clarify 
expectations 
regarding the 
nature of the 
project: How it is 
evaluated; Due 
dates; Presentation 
and content 
expectations; 
Expectations 
regarding 
collaboration and 
individual 
accountability. 

B. Rough-out a plan: 
Students first determine 
the potential topics and 
subtopics associated 
with the research and 
then provide an 
overview of key ideas 
that might be presented 
to the audience. 

• Next, the team 
identifies their basic 
plan for investigating, 
experimenting, and /or 
inventing something to 
learn more about the 
topic. 
• Finally, the team 
creates a tentative plan 
for presenting their 
findings to their 
audience. 

C. Organize tasks & 
resources; Jot down job 
assignments; Examine 
obstacles & develop 

Rubrics that assess the 
student performance in 
team building; self-
assessment check-list 
that details the student’s 
self-perception of his or 
her work on the project; 
assessment check-list of 
other team members’ 
contribution to the 
project.  

University of Nebraska, 
Lincoln (n.d.). 
Cognitive Strategy 
Instruction [Online]. 
Electronically 
Retrieved April 2, 
2009 Available: 
http://www.unl.edu/
csi/Pdfs/project.pdf 
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strategies  

• Identify the various 
tasks that are required 
to complete the project 
• Brainstorm to identify 
potential resources that 
might be used to 
completed each task 
• Determine the 
strengths and talents of 
individual team 
members and make 
job assignments 
• Brainstorm to 
anticipate what 
obstacles may be 
encountered as each 
task is undertaken and 
how these obstacles 
might be overcome.  
 
D. Commit to goals 
• Students make 
commitments with 
regard to the quality of 
the overall project and 
presentation.  
• Use of specific 

collaboration skills 
• Use of effective 

habits of the mind 
 
E. Target Timelines 
The team creates a 
timeline that outlines 
due dates associated 
with each key task 
associated to the project 
Word Recognition 

Strategy Goal  Objective Activities Assessment References 
Phonemic 
awareness 

1. Provide 
students with a 
schema for 
learning; 
2. Model the 
strategies to be 
learned; 
3. Involve the 
students in the 
lesson by having 
the students 
interact and 

1.Phonological 
awareness; 
2. Visual 
Perception of 
Letters; 
3. Word 
Recognition; 
4.. Phonics & 
Decoding 
Skills; 
5. Phonics & 
Structural 

Individual students 
receive a half-hour 
lesson each school day 
for 12 to 20 weeks with 
a specially trained 
Reading Recovery 
teacher. As soon as 
students can meet 
grade-level 
expectations and 
demonstrate that they 
can continue to work 

The Observation Survey 
incorporates six literacy 
tasks, all of which are 
necessary for describing 
a young child’s 
emerging reading and 
writing behaviors: 
A. Letter Identification 
to determine which 
letters the child knows 
and the preferred mode 
of identification; 

Reading Recovery 
Council of North 
America (n.d.). 
Reading 
Recovery: Basic 
Facts [Online]. 
Electronically 
Retrieved  April 
3, 2009 Available: 
http://www.readin
grecovery.org/rea
ding_recovery/fac
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participate in the 
activities with 
the teacher; 
4. Provide 
practice for the 
intended learning 

Analysis; 
6. Striving for 
Fluency & 
Automaticity; 
7.Comprehensi
on; 
8. Balanced & 
Structured 
Approach 
9. Early 
Intervention;  
10. Individual 
Tutoring 

 

independently in the 
classroom, their lessons 
are discontinued, and 
new students begin 
individual instruction.  
 
Shared book 
experiences: Children 
read familiar stories 
aloud and then are 
introduced to a new 
story. The teacher 
makes a running record 
which consists of a 
simple recording of oral 
reading quality each 
day to monitor 
progress. 

 

1-Word Test to 
determine if the child is 
building a personal 
resource of reading 
vocabulary;  
2-Concepts About Print 
to determine what the 
child knows about the 
way spoken language is 
represented in print; 
 3-Writing Vocabulary 
to determine if the child 
is building a personal 
resource of known 
words that can be 
written in every detail; 
4-Hearing and 
Recording Sounds in 
Words to assess 
phonemic awareness by 
determining how the 
child represents sounds 
in graphic form; 
5-Text Reading to 
determine an 
appropriate level of text 
difficulty and to record 
what the child does 
when reading 
continuous text (using a 
running record) 
 

ts/index.asp 
 

Strategy Goal  Objective Activities Assessment References 
SRA’s 
Corrective 
Reading 
Program  
 
 

Decoding 
programs focus 
on word attack 
skills and include 
isolated 
sound/word 
practice, group-
reading activities 
to develop 
accuracy and 
oral reading 
fluency, 
workbook 
exercises, and 
opportunities to 
enrich reading 
with chapter 
books aligned 
with program 
levels.  
Comprehension 
programs build 

Two parts of 
Corrective 
Reading: 
decoding and 
comprehension
. Each part 
includes four 
levels: A, B1, 
B2, and C. The 
objectives of 
the Level A 
programs, 
which instructs 
with very basic 
skills, are 
relatively 
modest, while 
the objectives 
of the Level C 
are manifold. 
Each program 
is based on 

Decoding: Learning to 
Read 
1. Phonemic blending 
has students listen to a 
sequence of phonemes 
and then combine the 
phonemes to form a 
word; 
2. Phonemic 
segmentation involves 
having students break a 
word into its separate 
sounds; 
3. Corrective Reading 
includes phoneme 
isolation activities. 
Phonemic isolation 
involves having 
students recognize 
individual sounds in 
words. 
Text comprehension: 

Woodcock-Johnson 
Individual Achievement 
Tests and Dolch Story 
Reading Test 

SRA’s Corrective 
Reading Program 
(n.d.). [Online]. 
Electronically 
Retrieved April 2, 
2009 Available: 
https://www.sraon
line.com/downloa
d/DI/Research/Re
ading/CR_RschV
alidation.pdf 
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academic 
language 
competence in 
order to prepare 
students for 
success in 
content courses. 
The programs 
address the 
vocabulary, 
reasoning skills, 
and forms of 
language 
students need to 
discern precise 
meaning and 
information from 
text, relate ideas, 
information, 
interpret and 
infer information 
from oral and 
written language. 

 

 

cumulative 
skill 
development: 
the difficulty 
of the material 
increases 
gradually and 
steadily, 
building on 
student 
successfully 
completing 
each level.  

 

Reason for Reading  
One comprehension 
strategy requires 
students to synthesize 
important ideas in a text 
(e.g., main ideas, 
conclusions).  The 
teacher will ask 
questions to guide and 
monitor students’ 
learning of the material 
presented to them. 
Corrective reading 
includes interspersed 
questions designed to 
check students’ 
understanding of what 
is read. In addition to 
word attack activities 
(decoding difficult 
words), students are 
asked to tell what the 
passage is about and 
what the main idea is, 
along with answering 
questions posed by the 
teacher during the 
reading of the passage. 
Reading information 
passages selected by 
students are reinforced. 

Strategy Goal  Objective Activities Assessment References 
Edmark 
Reading 
Program. 
 
 

For the student 
to be able to 
pronounce an 
unknown word 
as well as 
identifying its 
meaning. Word 
identification 
abilities include 
sight-word 
reading, phonic 
analysis, 
structural 
analysis and 
awareness of 
context clues.  
The second goal 
is for the student 
in noting the 
differences 
between two or 
more words, 
usually in print. 

Students who 
are at-risk for 
reading failure, 
who have not 
been 
successful 
with phonics 
or whole 
language. 
These students 
cannot hear the 
different 
sounds in a 
phonetic 
approach. By 
using a Direct 
Instruction 
approach, 
students are 
taught one 
word at a time, 
and once 
taught, that 

Most at-risk and 
learning disabled 
students can complete 
both levels of Edmark, 
mastering 350 words, 
given 15-20 minutes of 
daily instruction, in one 
school year. The Level 
1 Print version teaches 
150 words chosen from 
the Dolch Word List 
and first-grade readers, 
as well as "-s", "-ed," 
and "-ing" endings, 
capitalization, and 
punctuation. From the 
beginning, students are 
taught sight recognition 
of a word, introduces its 
meaning, provides 
comprehensive 
activities, and uses the 
word in story context. 

The teacher can assess 
the students’ progress at 
ten-word intervals, 
through review and 
testing activities that 
allow teachers to test 
student knowledge of 
learned words.  
 
Informal assessment 
techniques can be used 
as well by asking a 
student to identify 
words from his personal 
word file when reading 
material from other 
classes and ask if the 
context and meaning of 
the word changes. 
  
For example, the word 
“bond” will have many 
variations in meaning 

Edmark Reading 
Program, Print 
Level 1 (n.d.). 
[Online]. 
Electronically 
Retrieved April 3, 
2009 Available: 
http://web.riverde
ep.net/portal/page
?_pageid=818,138
5581,818_138560
8&_dad=portal&_
schema=PORTAL 
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For beginning 
readers, to 
discriminate 
between –w-
words (such as 
were, where, 
when, was, went) 
and the –th-
words (such as 
the, then, their, 
there, than).  

 

word is 
immediately 
put into 
context in 
sentences and 
stories, and is 
then reviewed 
constantly 
throughout the 
program. 
 
The program 
uses an 
“errorless 
discrimination
” method that 
allows the 
student to 
learn without 
making errors; 
students are 
first asked to 
find a word 
where the 
other possible 
choices are 
non-words 
(lines, letters). 
Short 
instructional 
steps, 
repetition, and 
constant 
positive 
reinforcements 
are key 
elements.  

From the stories. 
students will develop a 
sight-word vocabulary 
by: 
1. Eliciting a key 

word from a 
student by asking: 
“What is the best 
word you can of? 
(e.g. the scariest 
word you can think 
of; the nicest 
word?); 

2. Student whispers a 
word into a 
teacher’s ear and 
then watches the 
teacher print the 
word on paper; 

3. Student traces over 
the word; 

4. Student carries out 
an activity with the 
word, such as 
drawing a picture 
of it; 

5. Review the word 
with the student; 

6. Student tells the 
class about his 
collection of 
words; 

7. Student creates 
word cards; 

8. Student files their 
own word boxes.  

depending on the 
context used such as 
science, social studies, 
work and family, 
physical education, and 
art.  

Reading 

Strategy Goal  Objective Activities Assessment References 
Genre 
Assessments 

1, Support for 
teachers to 
develop their 
understandings 
about different 
text forms 

2. A tool for 
teachers to 
assess readers 
that informs 
practice 

 3. To show 

The Proficient 
Reader Record 
(PPR) offers 
teachers both 
summative and 
formative ways to 
know what their 
students know about 
eight different 
genres. To teach 
students to be 
proficient readers, 
teachers need to 
evaluate what 
students know and 

The student recalls the 
story, the problem, and 
the ending. The teacher 
copies down the 
student’s overview of 
the story, and then asks 
about word-level 
comprehension and 
vocabulary. The 
questions not only 
attempt to discover if 
the student understood 
the vocabulary, but 
how they attempted to 
understand unfamiliar 

The PRR system 
consists of specific 
reading passages, 
which are included 
with the book, and a 
variety of 
assessment forms. 
The teacher 
administers the 
assessment to a 
student one- on- 
one, and then 
evaluates the 
assessment 
according to the 

Muldaur, S. (2004). Genre 
Assessments for Fables, 
Fairy Tales, and Fantasies. 
with Reading Passages for 
Genre Assessments for 
Fables, Fairy Tales, and 
Fantasies. The Proficient 
Reader Record series. 
Katonah, NY: Richard C. 
Owen Publishers 
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growth of 
individual 
students or 
classes over 
time 

4. A framework 
for teachers to 
choose a genre 
and design 
similar 
assessments. 

understand about 
text in many 
required genres. 

 

words. The other 
categories of questions 
ask the student to recall 
the characters and their 
qualities, interpret the 
moral of the story if 
they find one, and find 
if the student believes 
he could write in the 
genre and what the 
topic would be. 

 
 

rubrics included in 
the book. 

Strategy Goal  Objective Activities Assessment References 
Herringbone 
Technique 

As a story or 
selection is 
read, the 
students look 
for answers to 
the wh 
questions: who, 
what, where, 
when, why, and 
how.  Students, 
with the help of 
the teacher 
place the 
information 
they locate on a 
visual diagram 
shaped like a 
fish skeleton 
(aka 
herringbone). 
A summary is 
written along 
the central 
spine of the 
diagram. The 
visual diagram 
is useful for 
reviewing 
information 
and provides a 
visual structure 
for the 
selection that is 
seen at a 
glance. 
Students 
gradually 
internalize the 
herringbone 
strategy and 

The “herringbone” 
diagram is designed 
to help students 
locate the main idea 
of a reading 
selection 
[herringbone 
diagram] 
Electronically 
Retrieved April 7, 
2009 Available:  
http://www.educatio
noasis.com/curriculu
m/GO_pdf/main_ide
a_fishbone.pdf 
The herringbone 
graphic organizer is 
a highly successful 
aid for students with 
a learning disability 
(LD) who have 
comprehension 
difficulties, 
especially when 
used in a tutorial 
setting. The student 
with LD learn how 
to: 
 
1.Look for facts 
within a selection; 
 
2. Determine the 
main idea; 
 
3. Write a 
summarizing 
statement. 
 
 

The teacher who works 
with students with LD 
must be an active 
participant in the 
herringbone activities. 
Teacher support, 
guidance, and 
modeling are essential 
for these readers to 
develop independence 
in reading. 
 
First Step: The teacher 
prepares to select a 
story appropriate for 
the student, possibly a 
chapter from a chapter 
book or an expository 
selection.  The teacher 
needs to be sure that 
the who, what, where, 
when, why, and how 
questions can be 
answered by reading or 
listening to the 
selection.  
 
Second Step: 
Determine who should 
do the reading: the 
teacher, the teacher and 
student sharing the 
reading, or the student. 
Base the decision on 
the student’s levels in 
reading words and 
comprehending text. If 
word identification 
interferes with 
comprehension, the 

Complete the 
herringbone 
diagram. After re-
reading the 
responses to the 
“wh” questions, the 
student should 
place the post-it-
note on the 
appropriate 
herringbone 
categories.  
Help the student 
write a summary of 
the story by using 
sentence stems such 
as: 
This story takes 
place_____ 
(where). ______ 
(who) is a 
character in the 
story who _____ 
(did what) 
______(when) 
______(how). This 
happened because 
_____ (why). 
 
Alternative 
Assessment 
Drawing a picture 
of the major events 
in the story and 
writing a caption 
below can serve as 
a viable assessment 
for less advanced 
readers.  

Balajthy, E., Lipa-Wade, S. (2003). 
Struggling readers: 
assessment and instruction 
in grades K-6. The Guilford 
Press. New York.  
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use it 
effectively on 
new material. It 
holds promise 
as an effective 
and engaging 
way to help 
struggling 
students locate 
and retain facts 
and details.  

teacher can do the 
reading the first time 
through a section of the 
text. The student can 
do the subsequent re-
reading to check 
responses, and so forth. 
 
Third Step: Use the 
herringbone diagram. 
Have post-it notes 
available to write the 
answers to the “wh” 
questions. 
 
Fourth Step: The 
teacher or student reads 
the selection and they 
discuss it, using the 
“wh” questions to 
structure the 
discussion. Answers to 
each question should 
be written on a post-it-
note.  
 

 
Strategy Goal  Objective Activities Assessment References 

Teaching Plot 
Structure 
through Short 
Stories 

After viewing a 
PowerPoint 
presentation on 
plot structure, 
students 
identify the 
significant 
events that 
shape the 
structure of a 
familiar fairy 
tale, “Jack and 
the Beanstalk,” 
using an online 
graphic 
organizer. 

1. Review the 
characteristics of 
plot.  
 
2. Work in whole 
class, cooperative 
groups, and 
individually to read 
short stories.  
 
3. Demonstrate an 
understanding of 
plot structure by 
analyzing a short 
story. 
 
4. Use Plot Diagram 
interactive as 
prewriting activity 
for essay tracing 
plot structure in a 
short story.  
 

Preparation for this 
activity would include:  

• Copies of 
short stories 
either on 
paper or 
online 

• Computers for 
students with 
Internet access 

• Projector for 
PowerPoint, 
and first uses 
of Plot 
Diagram 
interactive  

• Reflective 
Journal 
Instructions  

• Reader’s 
Guide to 
Understanding 
Plot 
Development  

• Writing 
Rubric  

Review the 
reflective journal 
entries that students 
write in response to 
the Reflective 
Journal Instructions 
to gauge their 
understanding of 
plot structures.   
Assess the final 
essay students 
compose using the 
Writing Rubric. 
Focus attention on 
evidence that 
students understand 
the difference 
between 
summarizing the 
story and analyzing 
plot. Additionally 
ensure that students 
understand the key 
literary terms 
introduced during 
the lesson 
(exposition, rising 

ReadWriteThink.  (n.d.). Teaching 
Plot Structure through Short 
Stories [Online]. 
Electronically Retrieved 
April 7, 2009 Available: 
http://www.readwritethink.o
rg/lessons/lesson_view.asp?i
d=401 

Genre Study: The Short Story  
http://www.glencoe.com/sec
/literature/course/course1/un
it/shortstory.shtml  

Interactive exercise that allows 
students to arrange plot 
elements in “Jack and the 
Beanstalk.” 

The Elements of Plot Development 
http://www.learner.org/exhi
bits/literature/read/plot1.htm
l 

This site explains basic types of 
literary plot. .  
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• Plot Diagram 

Interactive  
• “Jack and the 

Beanstalk” 
interactive  

• Elements of 
Plot 
PowerPoint 
Presentation 
(can be used 
online and 
projected, or 
downloaded 
from Web site 
and saved on 
teacher’s 
computer)  

Instruction and 
Activities 

The website suggests 
that this activity can be 
taught in four, fifty-
minute segments.  Only 
Session One will be 
highlighted.  

Session One  

1. Introduce students to 
plot structure, using the 
Elements of Plot 
PowerPoint 
Presentation (see notes 
on the slides).  

2. Work as class to 
create plot pyramid for 
“Jack in the 
BeanStalk.” While this 
may seem elementary, 
fairy tales are 
frequently used at the 
secondary level to help 
students more easily 
see plot structure. 
Students can also work 
in small groups in the 
computer lab. If 
Internet access is 
limited, the teacher can 
read aloud the tale, 
students can brainstorm 

action, climax, 
falling action, 
resolution). For 
students with LD, 
some of these terms 
used may need to 
be modified. .For 
example 
Exposition: “to 
show”: Rising 
Action: “the story 
begins”; Climax: 
“the exciting part of 
the story”; Falling 
Action: the story is 
ending; Resolution: 
“why did things 
happen as they 
did?” 
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events, and the class 
can diagram the plot on 
the board or on paper.  

3. As a class, read “The 
Flowers” by Alice 
Walker (or short story 
of choice).  

4. Ask students to 
brainstorm the 
significant events in the 
story. As students make 
suggestions, write the 
events on the board.  

5. When students finish 
making suggestions, 
review the list. Ask 
students to look for any 
items, which have been 
omitted, or items, 
which should be 
combined.  

6. Discuss the 
difference between 
significant events and 
the other events in the 
story. Remind students 
of the information from 
the Elements of Plot 
PowerPoint 
Presentation, 
particularly the 
connections between 
the plot and the conflict 
in the story.  

7. Display the Reader’s 
Guide to understanding 
Plot Development and 
work as a group to 
structure the events 
into the specific plot 
structures.  

8.As a class, arrange 
the events of the plot, 
using the Plot Diagram 
Student Interactive, and 
discussing the literary 
terms of exposition, 
rising action, climax, 
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falling action, and 
resolution.  

Writing 

Strategy Goal  Objective Activities Assessment References 
Cubing To explore a 

topic from 
various points-
of-view.  

The concrete visual 
of a cube with its six 
sides serves as a 
starting point to 
consider the 
multiple dimensions 
of topics in work 
and family, science, 
social studies, 
mathematics, and 
other content areas.  

 

To introduce cubing, 
start with a familiar 
topic and then treat 
more complex topics 
once students have a 
good grasp of how 
cubing works.  
Steps for Cubing 
1. Introduce the topic 
on the board (e.g., ice 
cream). 
2. Have students in 
small groups examine 
the topic from the 
following six sides of 
the cube: 

• Describe it 
(including its 
colors, shapes, 
and sizes) 

• Compare it 
(what is it 
similar to or 
different 
from?) 

• Associate it 
(what does it 
make you 
think of?) 

• Analyze it (tell 
how it is made 
or what it is 
composed of) 

• Apply it (what 
can you do 
with it? How 
is it used? 

• Argue for or 
against it (take 
a stand and list 
reasons for 
supporting it).  

3. Students should 
spend only 5-10 
minutes on each side of 
the cube. Students with 
LD may need extra 
time.  
4. Initially, students 

Once the students 
have a good grasp 
of the process 
using familiar 
topics such as ice 
cream, the teacher 
may introduce 
more difficult 
content area topics 
such as volcanoes 
in science; the 
Lewis & Clark 
Expedition of 1804  
in social studies; 
making a pizza in 
Work & Family, 
etc.  
 
 

Readence, J.E., Bean, T.W., 
Baldwin, R.S. (2000). 
Content area literacy: an 
integrated approach. 
Kendall/Hunt Publishing 
Co., Iowa.  
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should begin by using 
the six sides of the cube 
to compose descriptive 
paragraphs.   
5. Cubing can then 
form the basis for 
longer writing 
assignments including 
persuasive essays, 
letters to the editor, etc.  

Strategy Goal  Objective Activities Assessment References 
Writing 
roulette 
 
 

To help 
students 
become more 
fluent in writing 
and to 
overcome 
worries about 
perfect 
grammar and 
spelling while 
transitioning 
them into 
composing.  

 

 

Every student will 
contribute so it is an 
easy way of having 
many students’ 
working on one 
writing assignment 
at the same time.  It 
is important to use 
writing roulette after 
students have used 
other strategies such 
as graphic 
organizers and 
semantic mapping 
so that they have a 
good understanding 
of content 
vocabulary.  
There are two 
versions of this 
strategy: 
The original strategy 
was to have students 
write anything at all 
for a specific period. 
A timer is set for 
five minutes, and 
when time is up, the 
student passes their 
writing on to a peer 
who continues 
developing the 
passage for another 
five minutes.  
The modified 
strategy has students 
use a simple three-
part story structure 
for the activity 
therefore three 
different students 
will each distinct 
part of the story.  

1.The teacher will 
provide a simple 
structure for the story, 
consisting of three 
major elements or 
divisions:  
a. a setting of the 
characters; 
b. a problem or goal for 
the main character; 
c. a resolution.  
2. Advise students that 
each section of the story 
must use at least two 
words from the lesson 
they have been 
studying. These words 
should be underlined in 
the story. The teacher 
can have the students 
review their vocabulary 
lists. 
3. Set a specific time 
limit, depending upon 
the ability of the 
students, for the first 
story section. 
4. When time is up, 
have students exchange 
papers or collect and 
shuffle them so that a 
second author writes 
the problem or goal 
section. Advise students 
to read the paper they 
receive and continue 
the story. Set a time 
limit on this part of the 
writing activity as well. 
5. Exchange papers one 
last time so a third 
author can provide a 
resolution for the story. 
Then have students 

Writing roulette 
provides a way to 
review important 
vocabulary and 
concepts in lieu of  
an essay exam, 
especially 
beneficial for 
students with LD. 

Teachers.net (n.d.). #4237.Writing 
Roulette for genre study.  
[Online]. Electronically 
Retrieved April 7, 2009 
Available: 
http://teachers.net/lessonpla
ns/posts/4237.html 
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return the story to the 
original author and 
share aloud those 
stories that are 
interesting or use 
content vocabulary in 
creative ways.  

Strategy Goal  Objective Activities Assessment References 
Bio poem 
 
 

A bio poem is 
used to teach 
students to 
focus on the 
characteristics 
of a person or 
an animal. 
Searching for 
and selecting a 
biography to 
read and write 
about forms a 
foundation for 
further writing 
activities, such 
as research 
paper writing.  

 

Bio poems take on 
many forms and can 
be created on any 
topic across the 
content areas. In 
science, students can 
write about various 
animals, plants, etc. 
In literature, they 
are particularly 
applicable to 
biographies but 
versatile as a 
creative way of 
writing to inform.  

The teacher, with the 
assistance of the 
school’s librarian, helps 
students locate 
biographies relevant to 
many content fields 
including physical 
education, art, music, 
health, social studies, 
science, etc.  
The following outline is 
presented to the 
students:  
 
Line 1. First name 
Line 2. Four traits 
that describe the 
character 
Line 3. Relative of 
Line 4. Lover of (3 
things or people) 
Line 5. Who feels (3 
items) 
Line 6. Who needs (3 
things) 
Line 7. Who fears (3 
things) 
Line 8. Who gives (3 
things) 
Line 9. Who would 
like to see (3 items) 
Line 10. Resident of 
Line 11. Last name  

Have the students 
share their 
biography with a 
small group or the 
whole class. A 
rubric is provided 
to assess if the 
student meets the 
structure of the bio 
poem.  

CanTeach. (n.d.).  How to Write a 
Bio Poem.. [Online]. 
Electronically Retrieved 
April 7, 2009 Available: 
http://www.canteach.ca/ele
mentary/poetry1.html 
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Mathematics 

Strategy Goal  Objective Activities Assessment References 
VersaTiles 
Math 
 
Grades 4-6 
 

VersaTiles goal is to 
engage students in 
purposeful independent 
practice to increase 
mastery of essential math 
skills. It is based on 
research linking conceptual 
understanding, practice of 
skills and concepts, and 
problem solving. This 
program is aligned to both 
state and national 
education standards.  It 
provides for supplemental 
learning programs for both 
traditional classroom and 
afterschool programs. Its 
design allows for self-
correcting practice system 
and builds students' skills 
through challenging and 
independent practice sets.   
 

The following 
objectives are used  
in teaching  
VersaTiles Math:  

1. Number and 
Number Concepts; 
 
2. Estimation and 
Computation; 
 
3. Patterns, 
Functions, and 
Algebra; 
 
4. Geometry and 
Measurement; 
 
5. Statistics and 
Probability; 
 
6. Problem-Solving 
Activities 

 

The objective of the 
problem solving 
activity is to use a 
formula to derive 
the correct answer. 
 
 Activity: An Ant 
Goes Jogging 
 
The teacher projects 
the following 
instructions from 
the overhead 
projector:  Here is a 
square whose sides 
are 3 inches. 
Suppose an ant jogs 
along the outline of 
the square, from one 
corner all around to 
the same corner.  
First: How far does 
the ant jog?  
Second: 

How far does 
the ant jog if 
one side of the 
square is: 
1) 5 inches? 
2) 2 ½ 

inches? 
How long is 
one side of the 
square if the 
ant jogs: 
3) 28 inches? 
4) 44 inches 
If the ant jogs 
around an 
equilateral 
triangle, how 
far does he jog 
if one side of 
the triangle is: 
5) 5 inches? 
6) 8 inches 
How long is 
one side of the 
equilateral 
triangle if the 
ant jogs: 
7) 36 inches? 

The teacher provides 
the student with a grid. 
The boxes in the grid 
are labeled from A 
through L. with the 
answer to the lesson 
found in the boxes. 
The grid is covered 
with tiles. When the 
student inverts the 
tiles, it makes a 
particular pattern. This 
way, by looking at the 
resulting pattern, the 
student is able to do 
self-assessment by 
knowing if s/he has 
found the correct 
answer. The teacher is 
provided with 
recording sheets; 
benchmark tests and 
formal tests for other 
assessment purposes.  
 

ETA Cuisenare (n.d.) 
VersaTiles Math 
[Online]. 
Electronically 
Retrieved April 14, 
2009 Available: 
http://www.etacuise
naire.com/versatiles/
versatiles_math.jsp 
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8) 90 inches? 
If the ant jogs 
around a 
regular 
pentagon, how 
far does he jog 
if one side of 
the pentagon is: 
9) 7 inches? 
10) 2 ½ 

inches? 
How long is 
one side of the 
regular 
pentagon if the 
ant jogs 
11) 65 inches? 
12) 125 nches? 
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Strategy Goal Objective Activities Assessment References 

Direct 
Instruction: 
Math 
 
Grades 6-8 

Two major DI math 
programs are appropriate 
to be used with students 
with LD. These include:  

• Connecting 
Math Concepts 

• DISTAR 
Arithmetic 

The goal for Connecting 
Math Concepts is to teach 
students to compute, 
solve problems, and think 
mathematically.   
The goal of DISTAR 
Arithmetic first published 
in 1970 is to provide for 
systematic procedures for 
solving addition, 
subtraction, 
multiplication, fractions, 
and problems in columns 
are taught in this 
program. Students learn 
to solve increasingly 
more complex story 
problems.  
 
 

 

 

 

DI math programs 
are organized into 
strands that focus 
on teaching 
prerequisite skills 
to mastery before 
complex skills are 
taught. Connecting 
Math Concepts and 
DISTAR Arithmetic 
are typically seen 
in elementary 
schools. 
Connecting Math 
Concepts is often 
seen in general 
education, 
however, is used in 
special education 
classrooms with 
students who need 
focused 
remediation in 
mathematics.  
DISTAR Arithmetic 
is most often used 
as a remedial 
program in the 
elementary grades.. 
One often sees 
DISTAR Arithmetic 
used with students 
with low incidence 
disabilities (e.g., 
moderate to severe 
MR) given its step-
by-step procedures. 

 

There are several 
format features that 
make DI math 
programs unique. 
These include: (a) 
clear teacher scripts, 
(b) choral (unison) 
responding and 
signals, (c) 
individual turns, and 
(d) error correction 
and verification 
techniques. If 
teachers do not have 
access to DI math 
programs, they can 
still use these format 
features to enhance 
other published 
programs or 
teacher-developed 
lessons in the 
classroom.   
Clear teacher 
scripts. Clear 
teacher scripts 
specify what 
teachers say 
(typically noted in 
color) and do (noted 
in regular print) and 
what students say or 
do (noted in italics). 
Words (or numbers) 
noted in bold in the 
teacher script are 
referred to as "pause 
and punch" words. 
These words should 
receive increased 
emphasis by the 
teacher (e.g., are 
said louder by the 
teacher or are said 
after a pause to 
stress the word) 
For example, the 
teacher says, "How 
many tens in 30? 
Students respond, 
"2." The error 
correction would 
look like the 
following:  

 Within program 
assessments help 
determine the efficacy 
of instruction. 
Teachers may decide 
to repeat lessons to 
ensure firm 
responding (mastery) 
before moving on or 
accelerate students to 
higher lessons/levels 
based on their 
performance.  
Assessments occur 
every day or at 
regimented points in 
the program. They 
include workbook 
activities and mastery 
tests. If teachers do 
not have access to DI 
math programs, they 
can incorporate 
aspects of assessment 
into their daily 
teaching. For example, 
they can survey what 
skills will be taught to 
students during the 
upcoming year and 
assess whether 
students have these 
skills or not on a 
teacher-developed 
pretest. 
 

Special Connections (n.d.). 
Direct Instruction: 
Math Online]. 
Electronically 
Retrieved April 14, 
2009 Available: 
http://www.specialc
onnections.ku.edu/c
gi-
bin/cgiwrap/speccon
n/main.php?cat=inst
ruction&section=ma
in&subsection=di/m
ath#ques1 
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My turn. 
How many 
tens in 30? 
Three. 
Your turn. 
How many 
tens in 30? 
Repeat task 
after doing 
several 
other 
problems. 
"How 
many tens 
in 30?"  
 

The rule of thumb is 
to provide a model 
followed by student 
practice. A "starting 
over" should be 
incorporated as well 
to ensure that 
students "have it."  
In addition to error 
corrections, teachers 
should also be 
liberal in their 
amount of praise or 
verification 
statements provided. 
A rule of thumb is 
to say, "yes" plus 
whatever the 
students said. 
Teachers can use 
this strategy with or 
without the use of 
DI math programs. 
For example, when 
students respond, 
"16" to the 
instruction, "What is 
8 x 2?" the teacher 
could say, "Yes. 8 x 
2 = 16."  
 

Strategy Goal  Objective Activities Assessment References 
TouchMath 
 
Grades 6-8 

Teaching basic number 
concepts, addition, 
subtraction, 
multiplication and 
division. Touch Points are 
mental manipulatives 

TouchMath 
integrates digits 1 
through 9 with a 
corresponding 
number of "touch 
points." 

TouchMath is 
designed to 
introduce 
information in a 
sequential, 
scaffolded process. 

The student completes 
the worksheet. If the 
student is able to get 
80% of the problems 
correct then the 
student will progress 

Touch Math (n.d.). 
[Online]. 
Electronically 
Retrieved April 14, 
2009 Available: 
http://www.touchma
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making it possible for 
people with disabilities to 
perform math functions 
essential for daily living 
and for academic 
accomplishment. 
 

Touch Points serve 
as mental 
manipulatives for 
students who find 
concrete 
manipulatives 
cumbersome and 
distracting. With 
TouchPoints, 
students can 
remain focused on 
their papers. 
Counting on 
fingers and other 
improvised tactics 
can be inconsistent, 
inaccurate and 
condescending for 
older students. 
TouchPoints are 
portable, reliable 
and can be used in 
any setting for as 
long as needed 

Students progress to 
more complex math 
skills at their own 
pace. Visual clues 
that help with 
left/right 
directionality, 
reduce number 
reversals and 
reinforce place 
value are 
introduced.  
 
Students physically 
touch each point in 
a logical pattern as 
they count aloud, 
providing a natural, 
repeating, multi-
sensory 
reinforcement of 
their newly acquired 
number recognition 
skills.  
The teacher 
introduces  a new 
math concept 
(adding single 
numerals) by 
downloading 
TouchMath  
worksheets 
Retrieved February 
21, 2009, from 
http://www.touchma
th.com/images/pdf/
TM432.pdf 
 

to the next worksheet. 
If not, the student will 
continue with the 
lesson, different 
worksheet, until the 
student is able to get 
80% of the problems 
correct.    
 

th.com/ 
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Science 

Strategy Goal  Objective Activities Assessment References 
VersaTiles 
Science 
 
Grades 1-8 

VersaTiles Science Labs 
address the key concepts 
of life, earth, and physical 
science. VersaTiles 
Science is divided into 
eight levels, which is used 
in conjunction with or as 
a supplement to other 
science curriculum 
modules. For example, 
since the program uses 
pair-work and 
manipulatives, a middle 
schools teacher may use 
levels 6-8, when teaching 
science to students with 
LD. 

Level 1: Let's Go to the 
Zoo!, Life Science 
Level 2: Using Science 
Tools, Life Science  
Level 3: Lunar Cycle The 
Moon Through the 
Month, Earth Science  
Level 4: Food Chains 
Who Eats Worms?, Life 
Science  
Level 4: Physical Science 
Review IV, Science 
Assessment  
Level 5: Acids and Bases 
Common Chemicals, 
Physical Science  
Level 6: Investigation 1 
Time of Day & Relative 
Humidity, Investigation & 
Data  
Level 7: Astronomical 
Objects What's in Space?, 
Earth Science  
Level 8: Investigation II 
Fertilizers and Algae, 
Investigations & Data  
 
 
 

VersaTiles Science 
incorporates skill 
based questions 
help to build 
essential reading 
comprehension 
skills and promote 
science process 
skills, such as 
analyzing data, 
interpreting graphs 
and charts, 
classifying, 
predicting, 
observing, and 
inferring. 

 

Title of 
Investigation: 
Effect of Fertilizer 
on Algae Growth 
 
Question(s) to Be 
Answered: Can 
plant fertilizer 
contained in the 
runoff from farms 
and lawns cause 
overgrowth of algae 
in lakes and other 
bodies of water? 
 
Hypothesis: Plant 
fertilizer contains 
nutrients, such as 
nitrogen and 
phosphorus, which 
plants need for 
growth and to stay 
healthy. The 
addition of fertilizer 
to the lake water 
will cause an algal 
bloom—a rapid 
population 
explosion of algae. 
 
Experimental 
Procedure(s): 
Collect three large, 
clear containers of 
lake water. Label 
the containers A, B, 
and C. Add 1 mL of 
liquid plant fertilizer 
to Container A and 
2 mL to Container 
B. Add nothing to 
Container C. Leave 
the containers near 
a sunny window for 
one week. On the 
eighth day, compare 
the cloudiness of the 
water in the three 
containers. 
Cloudiness, or 
turbidity, is a rough 
indicator of the 

The VersaTiles 
Science Labs contain 
self-correcting 
activities that 
emphasize science as a 
process and introduce 
important science 
concepts, notable 
scientists, and 
fundamental science 
vocabulary. 

ETA Cuisenare (n.d.) 
[Online]. 
Electronically 
Retrieved April 
14, 2009 
Available: 
http://www.etacuis
enaire.com/versatil
es/versatiles_scien
ce.jsp 
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amount of algae 
present. 
 
Conclusion: The 
container to which 2 
mL of fertilizer was 
added showed the 
most 
algae growth. The 
container to which 
no fertilizer was 
added showed the 
least algae 
growth. The data 
supports the 
hypothesis that 
fertilizer causes 
algae to grow 
quickly. 
 
Questions for 
Further Study: 
How does 
temperature affect 
the growth of algae? 
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Strategy Goal  Objective Activities Assessment References 

Biological 
Sciences 
Curriculum 
Study( 
BSCS) 
Science & 
Technology 
 
Middle 
School (6-8) 
or Junior 
High (7-9) 

BSCS Science & 
Technology 
creates 
opportunities for 
students to learn 
skills, develop 
concepts, and 
acquire attitudes 
in many areas of 
science and 
technology. In this 
curriculum, 
students develop a 
conceptual 
understanding of 
the foundations of 
science and 
technology while 
they study 
specific concepts, 
such as the theory 
of plate tectonics, 
the particle theory 
of matter, the 
chromosome 
theory of 
inheritance, the 
theory of 
evolution, 
principles of 
design, cost-and-
benefit analysis 
and systems 
analysis. Students 
are introduce  to 
scientific and 
technological 
attitudes, such as 
accepting 
ambiguity, 
searching for 
evidence, working 
to support and 
justify answers, 
recognizing 
inferences and not 
always expecting 
right and wrong 
answers or 
simplistic 
solutions for 
complex scientific 
questions or for 
technological 

BSCS Science & 
Technology is a multi-
level, thematic program 
that integrates life, 
earth-space and 
physical sciences in the 
context of themes and 
issues that have 
meaning for science 
students. Using hands-
on, activities and an 
explicit BSCS 5E 
Instructional Model 
learning cycle in a 
cooperative learning 
environment, BSCS 
Science & Technology 
encourages an inquiry 
approach to science and 
aligns with the National 
Science Education 
Standards.   

Key Features of the 
Curriculum: 

 Integrates the 
sciences; 

 Incorporates 
technology; 

 Uses a 
constructivist 
instructional 
model; 

 Includes 
cooperative 
learning 
strategies; 

 Offers a 
variety of 
teaching 
strategies to 
help meet the 
diverse needs 
of students; 

 Accommodate
s different 
cognitive 
styles and 
makes the 
most of 
multiple 
intelligences;  

 Broadens the 

The preparation time 
for each class varies. 
At the beginning of 
each chapter, the 
program lists the 
activities that require 
the most advanced 
preparation time. This 
may mean that extra 
time is required to 
collect materials, set 
up learning stations or 
to make copies. For 
many of the activities 
that require extra 
preparation time, 
students should be 
required to help.   
Cooperative Learning 
 The stronger readers 
help others improve 
their reading skills 
throughout the year.  
With writing activities,  
the student notebook 
and the short writing 
assignments the 
students are asked to 
complete also 
strengthen students' 
reading as well as 
writing abilities.  
Multiple Intelligences 
The program embraces 
multiple intelligences: 
 

1. There is an 
introduction 
to four 
characters, 
each with a 
different 
learning style, 
who 
contribute in 
valuable 
ways in the 
science 
classroom; 

2.  Various 
types of 
activities are 
developed so 
that each 

 The program encourages 
teachers to assess their 
students' learning in 
multiple ways and in an 
ongoing manner. 
Assessments such as these 
that are embedded in the 
daily work in the 
classroom (in discussions, 
in lab settings, and in-
group work, for example) 
provide teachers with a 
more realistic and 
comprehensive 
assessment of what their 
students know and are 
able to do.  
 

Biological Sciences 
Curriculum 
Study (BSCS) 
[Online]. 
Electronically 
Retrieved 
April 15, 2009 
Available: 
http://www.bsc
s.org/curriculu
mdevelopment
/middle/compr
ehensive/scitec
h/ 
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problems. 
 
 
 

role of 
assessment so 
that students 
become 
responsible for 
their own 
learning 

student has 
opportunities 
to participate 
in activities 
and 
assessments 
that are 
designed 
specifically 
for their 
preferred 
learning style, 
but also 
expose them 
to activities 
that help 
them 
strengthen 
other 
dimensions of 
their learning; 

3. Includes a list 
of websites 
for each 
chapter and a 
list 
educational 
technology 
resources for 
each unit. It 
incorporates a 
series of 
inquiry-based 
videos 
produced by 
the Agency 
for 
Instructional 
Technology 
called Minds 
on Science-
three videos 
for each 
level.  
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Strategy Goal  Objective Activities Assessment References 

Contextual 
science 
 
Grades: 9-12 

CORD calls its 
pedagogy Contextual 
Learning. Sometimes 
described by theorists 
as “scientific 
constructivism,” this 
Contextual Learning 
approach incorporates 
the five teaching 
strategies embodied in 
the R.E.A.C.T. 
acronym - Relating, 
Experiencing, 
Applying, Cooperating, 
and Transferring. 
 
 
 

R: Relating the 
concept to be 
learned with 
something that the 
student already 
knows. 

E: Experiencing: 
hands-on activities 
and teacher 
explanation allow 
students to 
discover new 
knowledge.  

A: Applying: 
students apply their 
knowledge to real-
world situations. 

C: Cooperating: 
students solve 
problems as a team 
to reinforce 
knowledge and 
develop 
collaborative skills. 

T: Transferring: 
students take what 
they have learned 
and apply it to new 
situations and 
contexts.  

 

 

 

 

 

 

Why Are Food 
Additives Desirable 
in Our Food? 
OVERVIEW 
Description: 
Students prepare a 
preservative solution 
of their choice to 
keep a fruit or 
vegetable from 
browning. They slice 
the 
food directly into the 
preservative and 
periodically compare 
it to untreated 
samples exposed to 
air or wrapped in 
plastic. 
Purpose: In this lab, 
students will retard 
the process of 
oxidation in foods. 
Lab Skills: Use a 
balance to weigh 
solids. 
Make up solutions. 
Minimum Lab 
Requirement: This 
lab should be 
conducted in a space 
with tables or 
 counter space 
allowing food to be 
cut up and observed 
for up to 24 hours. 
Time Required: 
This lab can be 
conducted in a 50-
minute class period 
followed by short 
observation periods 
during the next 24 
hours. 
LABORATORY 
PREPARATION 
Be prepared to 
review or introduce 
any of the following 
topics: 
• Enzyme action and 
food preservation 
• Oxidation 
• Preparing solutions 

Group results can be 
presented in the form of 
a graph and added to a 
class graph as each 
group of two students 
finishes their 
presentation. Since 
analysis of results is 
purely qualitative and 
subjective, the teacher 
should expect some 
disagreement in 
decisions regarding 
preservatives. The chief 
criteria are that the 
preservative slows 
browning and does not 
conflict with the taste of 
the food, as would, a 
salt solution to preserve 
pears.  
 
Compare the pieces of 
food not treated with 
preservatives: 
 
a. Explain any 
differences in 
appearance;  
b. Which preservative 
worked best for a 
particular food? 
 
 

CORD Communications. 
Tools for 
contextual 
learning 
[Online]. 
Electronically 
Retrieved April 
15, 2009 
Available: 
http://www.cordc
ommunications.c
om/store/Context
ual_Science/defa
ult.asp 
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After procuring all 
equipment, you will 
need to do the 
following before 
students can start 
the procedure: 
1. Carefully 
refrigerate or store as 
appropriate all 
produce that will be 
preserved. Take care 
not to bruise it. 
2. Set out on the lab 
counter: 
a. preservatives as 
they are listed in the 
“Materials and 
Equipment Required” 
list, 
and include utensils 
for measuring 
required amounts. It 
is not necessary to 
weigh amounts; 
students can refer to 
concentrations of 
preservatives simply 
as 10 grams per 100 
ml, and so on. 
b. one or several 
whole pieces of each 
fruit and vegetable. 
c. cutting boards, 
knives, aluminum foil 
(or plastic plates), 
plastic wrap, and 
plastic spoons. 
d. 250-ml beakers 
and 100-ml graduated 
cylinders. 
e. wax pencils and 
labels. 
 
Since this is a Lab 
exercise, make sure 
the teacher review 
common lab safety 
precautions.  
 
Lab Objectives: 
 

 Vary 
conditions 
that inhibit 
oxidation; 
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 Select 

appropriate 
methods of 
food 
preservation 

 
Lab Skills: 
 

 Use a 
balance to 
weigh 
solids; 

 Make-up 
solutions  

Social Studies 

Strategy Goal  Objective Activities Assessment References 
RAFT 
Grades: 6-8 

RAFT, an acronym 
that stands for Role, 
Audience, Format, 
and Topic, is used as 
a post-reading 
strategy or as part of 
the drafting process 
during writing 
instruction. RAFT is 
structured to help 
students organize 
their thoughts on a 
topic, elaborate on it, 
and create a 
thoughtful piece of 
writing that expresses 
their understanding 

Role of the Writer  

Students choose a 
role they wish to 
emulate. Writing 
from a different 
perspective helps 
students to develop 
critical thinking 
skills, as they have to 
consider what would 
be important to the 
specific role they 
chose.   

Audience 

Writing for a specific 

RAFT writing 
assignments are 
written from various 
points of view (other 
than the writer's) and 
for audiences other 
than the teacher 
RAFT differentiates 
instructional options. 
Assignments can be 
based on student 
interest and/or their 
abilities and leads 
students to 
incorporating the 
synthesis level of 
Bloom’s Taxonomy 
into their writing 

 

Materials: 
1. Blank RAFT Pre-

writing Chart. 
Retrieved April 16, 
2009, from   
http://forpd.ucf.edu
/strategies/Blank_R
AFT%20Prewritin
g%20Chart.pdf 

2. General RAFT 
Pre-writing Charts 
Retrieved April 16, 
2009, from  
http://forpd.ucf.edu
/strategies/RAFT%
20Prewriting%20C
hart_general.pdf 

3. RAFT Pre-writing 
Chart: Secondary 
Example Retrieved 
April 16, 2009, 
from  
http://forpd.ucf.edu
/strategies/PDFs/Se
condary%20Prewri
ting%20Chart.pdf 

Steps to Teaching RAFT 
1. Consider the 

objectives you 
wish to meet by 
using this type of 
writing assignment. 
Decide on the 
topic(s) you wish 
to cover and in 
what sequence you 

Students may 
desire to self-
evaluate their work 
after their initial 
draft and/or after 
the final draft. 
Teachers may 
consider using this 
work in a writing 
portfolio or 
notebook and rate 
them on a variety 
of assessment 
elements. The 
following rubric 
may be useful 
when assessing 
students on their 
RAFT 
assignments. 
Raft Rubric. 
Retrieved April 16, 
2009, from 
http://forpd.ucf.edu
/strategies/PDFs/R
AFT_rubric_.pdf 
 

FOR-PD’s Reading 
Strategy of the 
Month. RAFT.  
(2009)[Online] 
Electronically 
Retrieved 
April 16, 2009 
Available: 
http://forpd.ucf
.edu/strategies/
RAFT-
strategy-
Jan09.html 
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audience also leads to 
high order thinking, 
as the student will 
need to consider what 
the audience needs to 
know. An audience 
could be a person or a 
group of people and 
might include 
anything from zoo 
patrons to the United 
States Congress.  
Reviewing informal 
and formal types of 
writing will be key 
when discussing how 
to address a specific 
audience. 

Format  

The writing format 
should correspond 
with the role of the 
writer, the audience, 
and the topic. 
Teachers will want to 
step away from 
regular reports and 
essays. Let students 
work on writing 
formats such as 
lyrics, raps, letters, 
speeches, journals, 
fables, flyers, or even 
political cartoons. 

Topic 

 Topics can stem 
from the research 
students are doing 
within a subject, 
themes that are being 
studied in school, or 
subtopics within a 
unit that needs more 
clarification or 
enrichment. The goal 
is to make sure the 
topic is not too broad.   

want to incorporate 
RAFT into your 
instruction. 

2. Direct instruction 
is best for 
explaining how to 
use RAFT. Model, 
explain the 
purpose, teach how 
to use it and when, 
and let your 
students “see and 
hear” you use the 
RAFT strategy. 
Describe the 
elements of RAFT 
and provide 
examples of each 
element. You may 
want to go over the 
topic first to assist 
them with 
understanding the 
roles, audience, 
and formats that 
would best match 
each other. An 
example of this 
would be the topic 
of protecting the 
rainforest, the role 
taken as an 
environmentalist, 
and the audience as 
a senator. The 
format could be a 
letter, a political 
cartoon, or a 
speech. The goal is 
to ensure that 
students 
understand that the 
role they choose, 
the audience, and 
the format must 
make sense in 
context to the 
topic. 

3. When working 
with the format 
element, remind 
students that they 
must consider the 
purpose or goal for 
how they present 
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their information. 
Are they going to 
persuade, educate, 
sell, encourage, 
critique, or clarify? 
Teachers may want 
to have students 
create a statement 
of purpose that will 
assist them in 
narrowing down 
format options. 
Statements of 
purpose usually 
contain a strong 
verb that helps 
students focus on 
their writing.  

4. Have students 
complete a pre-
writing chart of the 
RAFT elements. 
Students may 
decide on their own 
topic or the teacher 
may provide that 
element in 
advance. 
Remember to not 
be too broad when 
deciding upon a 
topic. (Dependent 
upon the skill level 
and experience 
with RAFT, the 
teacher may opt to 
choose the format 
of the assignment, 
as well.) Do 
remember that 
RAFT is 
considered a highly 
motivational 
strategy when more 
choices are 
provided to 
students or if 
students decide on 
their own for all 
elements. 

5. Once students feel 
they are 
comfortable with 
their pre-writing 
chart, have students 
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continue with the 
assignment and 
begin their draft 
using the elements 
they chose. After 
drafting, teachers 
may desire for 
students to find a 
partner or small 
group to help each 
other review the 
work completed. 
(Some teacher’s 
may also have 
short meetings with 
each student on 
their work.) 
Finally, students 
can begin on their 
final draft and 
reflection of the 
process and what 
they learned.  
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Strategy Goal  Objective Activities Assessment References 

History 
Frames/Story 
Maps 
Grades: 6-8 

This strategy 
takes advantage 
of story maps 
that has been 
used 
successfully in 
English and 
Language Arts 
classes.   

 

When looking at stories and 
novels, students are often 
asked to focus on the 
"elements" of story: setting, 
characters, plot, and theme, 
among others. When  
looking at historical events, 
the same concept behind 
story maps can be applied:  

 Where and when 
did the event take 
place?  

 Who was 
involved?  

 What was the 
problem or goal 
that set events in 
motion?  

 What were the key 
events?  

 How was it 
resolved?  

 For theme, so 
what? What is the 
universal truth, the 
reason this 
matters?  

 

The teacher would present 
the following to the students 
in a social studies class in 
discussing a novel relating 
to a specific historical event, 
either in U.S. History or in 
World History.  In 
discussing the novel, the 
teacher would ask the 
students to describe the 
following elements from 
their reading.  
 

I.  Characters: Who 
are the people who 
were involved in 
this? Which ones 
played major roles, 
and which ones 
were minor?  

II.  Setting: Where 
and when did this 
event take place? 
Over what period?  

III.   Plot: This section 
is broken into three 
parts:  

A. Problem/Goal: 
What set events in 
motion? What 
problem arose, or 
what were the key 
players after?  

B. Events/Episodes: 
This is to get 
students to focus 
on summarizing.  
Focus is on the key 
steps or events that 
capture the 
progress of the 
situation.  

C. Resolution/Outco
me: How was the 
problem solved? 
Was the goal 
attained? (It is 
important to stress 
to students that 
they should go 
back to the 
problem or goal 
they identified in 
order to say how it 

The teacher would 
assess the 
students’ ability to 
relate the 
elements of the 
story to an 
historical event by 
having the student 
complete one or 
more of the 
following graphic 
organizers.  
 
1.”History 
Frame”. Retrieved 
April 16, 2009, 
from 
http://www.readin
gquest.org/pdf/his
t_frame.pdf 
 
2. “Story Map”. 
Retrieved April 
16, 2009, from 
http://www.readin
gquest.org/pdf/sto
ry_map.pdf 
 
3.”Story 
Pyramid”. 
Retrieved April 
16, 2009, from 
http://www.readin
gquest.org/pdf/sto
ry_pyramid.pdf 
 
4.” Somebody-
Wanted-But-So”. 
Retrieved April 
16, 2009, from 
http://www.readin
gquest.org/pdf/sw
bs.pdf 
 
5.”Cross-
Discipinary 
Applications”. 
Retrieved April 
16, 2009, from 
http://www.readin
gquest.org/pdf/cro
ssdisc.pdf 
 

Reading Quest.org 
(n.d.)[Online] 
Electronically 
Retrieved 
April 16, 
2009 
Available: 
http://www.re
adingquest.or
g/strat/storym
aps.html 
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was resolved or 
whether it was 
met.)  

IV.  Theme. This is the 
"so what?" of a 
history frame or 
story map. Student 
should think of it 
as the universal 
truth or revelation, 
the larger meaning 
or importance, the 
moral, the "what 
we've learned from 
this," and so on.  
The theme ought to 
be the way that a 
student relates the 
event to his or her 
own life. Possibly, 
the Theme can be 
divided into two 
components:  

A. a universal truth  
B. a personal truth  
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Strategy Goal  Objective Activities Assessment References 

Hands on 
banking 
Grades: 4-5 

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

 

The lessons examine 
financial concepts and 
decision-making through 
illustration, real-life 
problems, and 
mathematical 
computation. The 
curriculum is relevant to 
students’ lives, and is 
designed to support their 
financial success. The 
curriculum is divided into 
four units, plus an 
assessment. Each unit 
contains multiple lessons. 
The teacher’s guide 
condenses each online 
unit’s lessons into a 
smaller number of 
sections. This curriculum 
is designed to be 
presented in the given 
lesson sequence. Problem 
solving is woven into all 
of the program’s units. 
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. 

Suggested teacher preparation 
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. 

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 

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.  
 

Hands on banking. 
(n.d.)[Online] 
Electronically 
Retrieved 
April 16, 2009 
Available: 
http://www.ha
ndsonbanking.
org/nav_eleme
nts/teachers_gu
ide_PDF/Kids_
T_Guide.pdf 
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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. 

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. 

Unit Overview 
In these lessons, 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. These are condensed 
into three 
sections in this guide: 
Section 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. 
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 
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buy with your money? 
5. Are the things you buy or 
pay for always products, 
something you can see and 
touch? For example, what if 
you paid someone for a haircut? 
6. Does anyone know where 
money comes from – how is 
money produced originally? 
Key Points 

 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.  

Section 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? 
2. Have you ever earned money 
for your work? What work did 
you do and how much were you 
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paid? Why were you paid more 
for one type of work than 
another was? 
 
Key Points 

 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’s say you 
had your own 
business making 
furniture. Customers 
might pay more for 
your furniture than for 
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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. 

Section 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? 
 
Key Points 

 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 



Teaching Toolbox 99 

 
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. 

4. There are different ways to 
do business with a bank. You 
can: 

 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. 
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IV. Reflective Evaluation  

1. What has this course meant to you personally? How have your beliefs changed? 
 

What this course has shown me is the kind of instruction appropriate to students with 

learning disabilities and, in turn, how to develop and think in terms of programs that views the 

life of a student with LD.  I would not say my beliefs have changed appreciatively since taking 

this course, but the type of instructional methods that should be incorporated in the classroom 

such as reading, writing and math, has made it clear to me based on my own experiences in the 

classroom with cross-categorical students.  It is apparent to me the importance of understanding 

the various strategies to teach students with LD and the collaboration that needs to be an on-going 

process between parents, teachers (special education and regular education) and school 

administrators.  This class, SPE 576, will complement the other special education courses that I 

will take in the future at GCU and other education courses I have taken at other colleges and 

universities.  

2. What are some additional areas in this subject that you may want to develop? 
 

This is the first course in the teaching of students with learning disabilities sequence of 

classes for my program in education at Grand Canyon University. I will round-out my program 

by taking another course in learning disabilities, emotional and behavioral disabilities and 

physical and health impairments.  

3. How might you find resources now that you have been introduced to these topics in the 
profession? 
 

One of the resources will be the textbook used for the SPE 576 class that presented an 

informative and useful life-span approach to understanding the topic by Polloway, et.al, (2008) 

Strategies for teaching learners with special needs. Other good sources include Drew & Hardman 

Intellectual Disabilities across the Lifespan (9th Ed.) as well the works of Turnbull & Turnbull, 

et.al, Exceptional Lives: Special Education in Today’s Schools (4th Ed.).   
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4. How motivated are you to seek our more information on topics discussed in this course? 
 

Extremely motivated because many of the issues described in the text, class discussions 

are what I have been experiencing in working with students in the middle school cross-categorical 

classroom for the past two years.  

5. How have your professional abilities been enhanced at this point in your program? 
 

It has been greatly enhanced; I have been able to apply communication skills in regards 

to visual literacy in conjunction to universal design for learning (UDL). For example, I have 

modified science tests combining graphical images with vocabulary words. This idea was 

prompted by the readings, which suggested that mentally retarded students learn through 

manipulatives and images. Because of the success of my students on the science test, the school 

that I teach at will be using images in their short-cycle assessments of middle school special 

education students.  In science and social studies, the group I work with, developed PowerPoint 

presentations that traced the history of the American railroad industry from the 1820 to 1860 

period for their social studies class and for a science unit in geology, investigated active 

volcanoes around the world. In both classes, the students were able to construct a project, using 

Google image library, and were able to find some excellent archival photos to make their 

presentations visually informative.  

6. How have you applied what you have learned this far? 
 

Early on in the course, developing my SPED team, really helped me to hone my 

interpersonal skills and develop a professional relationship with other faculty members in the 

school I work in.  I believe I have developed a good rapport with them, which I hope to continue 

with my future class work at Grand Canyon University.  

 


