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The role of Intern supervision has changed tremendously in recent years.  There has been an expansion of universities relying on professional development schools as the primary training location for future teachers.  With this change in emphasis away from the university and to the elementary or secondary school campus, the importance of the on-site supervisor, or Mentor Teacher, has increased significantly.  

An important outcome of the Intern experience has been the opportunity for university students to experience first-hand the diversity of children in elementary and secondary classrooms.  The rich tapestry of children from varied ethnic, racial, and linguistic backgrounds, as well as the inclusion of students with disabilities, clearly requires the developing teacher to become aware of more assessment, collaborative, and teaching techniques.

As the experience of Interns is changing, so is the function of Mentor Teachers.  Because of the complexity of children's daily needs, Mentor Teachers have become not only role models, but instructors, for their Interns, guiding them in working with diversity.

The purpose of this handbook is to provide some practical suggestions for Mentors as they interact with Interns, so that their time together will be both positive and successful.

I. Preparing Interns for the School Environment
A. Policies and Procedures
Before Interns can concentrate on children's needs, they should become fully aware of school policy and procedures governing their own attendance and performance.  A basis for establishing professional conduct, these issues can determine their success or failure in the eyes of colleagues and district administrators.  

Mentor Teachers should provide the following information:

 where to sign in and out daily

 location of faculty lounges and restrooms

 phones for faculty use

 policies regarding use of photocopy machines

 teacher arrival and departure times

 policies regarding absences (these should be approved by the University Supervisor)

 where to order materials from the Education Service Center

 what school supplies are available and how to obtain them

 how to order on-campus audiovisual equipment

 policies on computer use for students and faculty 

B. Professional Development
As an indicator of their instructional status, Interns enjoy being included in professional development activities.  They can benefit tremendously from inservices, both on- and off-campus, whether provided by local or national educators.  Intern attendance at faculty meetings where district and school policies are discussed encourages their understanding of the administrative aspects of education.

When the Mentor, the University Faculty member, and the Intern work as a cooperative unit, many professional development opportunities present themselves.  For example, they can attend lectures at the university or the Education Service Center.  The Mentor and University Faculty can jointly provide seminars for groups of Interns in areas of need (i.e., working with students at-risk; developing responsiveness to cultural diversity).  These seminars can also be used for group sharing of creative teaching ideas and for problem-solving ways to handle difficult classroom situations.

Interns should be encouraged to learn from each other.  They should be provided scheduled time away from their individual classrooms in order to observe peers in other schools.  They can write their own responses for the peer, to be used as a follow-up conference where they discuss their observations.

II. Preparing Interns for the Classroom Environment
A. Reviewing Student Records
At the elementary level, Interns should be encouraged to read the school records of all children in their classes.  Because of larger class enrollment, secondary Interns should review records of all students in special education or who are viewed "at-risk" by the Mentor Teacher.  Specific attention should be given to the following areas:

1.  history of grades, where the student may have performed well in early years, but received lower grades during a certain year, indicating a potential trauma such as divorce.  If the student's grades did not recover afterwards, emotional problems may still be present, indicating the need for counselor intervention.  On the contrary, if the student's grades have always been low in critical areas such as reading, learning problems may be present.

2. school attendance, examining if poor academic performance is related to excessive absences in early years when basic skills were taught, or in recent content area subjects.

3. tardiness for school or class, possibly indicating personal or family disorganization. 

4. health records, indicating a basis for frequent absences or the need for medication that may influence attention during class.

When a student has qualified for special education, additional information should be sought from records, including:

5. assessment results, indicating learning, emotional, or physical problems that may impact academic and/or personal classroom success.

6. the Individual Educational Plan (IEP), noting modifications to be used in the regular classroom, as well as attendance in Content Mastery or the resource room, and/or related services, such as speech, occupational, or physical therapy.

7. specific information about the student's school and family history that will help teachers better understand the background of the problem.

8. family preferences for intervention, including the degree of involvement and requests for contact by teachers and school officials if problems occur.

9. requirements for students to participate or be exempted from standardized tests..
B. The Behavior Management Plan

 Few issues concern Interns more than how they will deal with discipline problems.  Mentor Teachers can alleviate these concerns by discussing their classroom rules.  They should underscore that in order to maintain control, Interns are to respond to the rules consistently and immediately in their own teaching.


Mentor Teachers might emphasize which classroom behaviors can be ignored, which should be reinforced positively, and which should be punished.  The teacher should explain the use of any classroom reinforcement system including activities, tokens, or other rewards.  The Intern would benefit from understanding the appropriate use of praise, control of off-task behaviors by teacher proximity and redirection, and methods of avoiding confrontations.

When a student has been assessed as having a behavioral disorder, the Mentor and Intern should review the IEP carefully, noting specific interventions and modifications.  Is the student to be directed to move to a "time-away" table when initially showing frustration?  Are behavioral contracts or graphs appropriate?  Should the student carry a behavioral checklist to all teachers as an attempt to generalize positive behaviors?  If the student experiences anger outbursts, how should they be handled?  Who should be contacted at the school or home if an extreme problem arises?

C. Developing Positive Communication
It is important that the Mentor Teacher create a risk-free climate for the Intern to ask questions and discuss problems without feeling criticism.  A dialogue journal may support these interactions.  Whenever there is an observation, question, or concern during the day, either the Mentor or Intern note it in the shared book.  As convenient, the other responds.  In the midst of busy school days, the journal contains ideas that might be otherwise forgotten, such as an unusual student behavior or a question concerning the lesson's effectiveness.

Mentors and Interns should establish a time to conference daily, allowing for continuous feedback and recommendations about lesson planning, or about specific children with learning and behavior problems.  The Mentor Teacher should be sensitive to Intern personal strengths and interests and encourage their inclusion in the lesson.  For example, a shared knowledge of music or sports can enrich the children's learning for the year.

If problems occur with professionalism (i.e., Intern lateness, inappropriate dress), the Mentor Teacher should address them immediately during the conference.  If the behavior does not change, the University Supervisor should be included.

III.  Developing the Role of the Intern
In today's collaborative planning environment where teachers work in teams to program for students with diverse needs, the role of Interns is redefined.  They must learn to be members of school planning teams for students at-risk, and to work with co-teachers and teaching assistants within the classroom.
A. Intern Participation on School Planning Teams
Interns should be members of school planning teams that meet to discuss behavioral and academic interventions for students in their classes who are experiencing school-related difficulties.  During planning sessions, they should be encouraged to ask questions and offer programming suggestions as appropriate, encouraging their ownership of team objectives.

When Admission, Review, and Dismissal (ARD) meetings are convened to discuss assessment, placement, and intervention with students in special education, Interns should also be included.  Participation affords them the opportunity to observe the process first-hand, as well as to understand programming objectives.  Mentors should meet with Interns after planning sessions or ARD meetings to discuss the conference itself and the varied roles of participants.  

Subsequently, the Mentor should review a copy of the IEP with the Intern.  During each grading period, they should plan ways to achieve additional objectives and note areas of student improvement.
B. Teams of Educators in the Classroom

Careful advanced planning is required when there are several educators in the classroom at once.  Together with any co-teachers who share instruction at certain periods of the day, the Mentor should plan the role of the Intern.  How can the presence of several adults in the room at one time be optimized to meet the needs of all students?

Will the Intern work with a small group of students or instruct the large group?  Who will work with gifted students who need more advanced instruction?  Who will direct groups where students need practice in reinforcing earlier skills?  How many lessons can be taught at once when there are several adults present?

When teacher assistants are in the classroom to support the learning and behavior of students with disabilities, their responsibilities should also be clearly defined to avoid misunderstanding and conflict.  The Intern should be instructed in advance which individual, small, or large groups of students to instruct so that there is no interference with the continuity of the lesson.

Especially at the secondary level, the team of instructors should consider issues such as who administers grades to regular and to special education students.   Interns should meet with mentors as grades are determined to observe first-hand the weighing of assignments and exams.  They should be included in discussions about alternate practices for students with special needs, such as greater emphasis on oral work.  Mentors should explain district policies about reporting grades for students in special education.

IV.  The Continuum of Services
While many schools have placed most students with disabilities in regular education classes, they still may maintain one or more special education units.  Most often, in addition to their regular education placement, Interns being endorsed in special education will participate in a resource class, a Content Mastery Center, or a self-contained room.

Often, special education Interns work with small groups of specified students in inclusive classrooms, providing skill-building activities.  When this inclusive model is used, the special education Mentor and the regular classroom teacher should discuss the logistics with the Intern in advance so that fewest interruptions are present.  Will the Intern work with a small group of students while the Mentor conducts large-group instruction?  Which additional students in the regular class could benefit from working in the group with the Intern?  Where will the group meet?  Where can the Intern locate specialized materials? How can the Intern best work cooperatively with the regular and special education Mentors to coordinate instruction for included students?

Content Mastery support should be detailed in the IEP of each assigned student.  If the Intern is in the Content Mastery Center (CMC), the special education Mentor Teacher should discuss these modifications.  How much additional time should the student be given on exams or assignments?  Should exams be read to the student?  Does the student respond in writing or orally?  Are taped books necessary?  If so, does the Intern, a teaching assistant, or a school volunteer tape them?  Who highlights textbooks?  How are records kept for student attendance and time?

Mentors should instruct Interns that modifications indicated on a student's IEP are legally required and their proper implementation may be the subject of legal auditing.
V. Teaching
A. Planning

From their initial meetings, the Mentor and Intern should establish a schedule for the semester.  In secondary education, Interns with dual teaching fields will split their time between two subject areas.  Special education Interns will divide their time between regular and special education teachers.  It is important that Mentor Teachers work together when they share a Intern, avoiding scheduling conflicts and assignment overload.

Interns are excited and nervous simultaneously about instructing their own lessons.  After a few days of observation, they should begin teaching.  At the secondary level, they may "take over" one or two class periods each day.  At elementary, they may instruct one or two subject areas, such as arithmetic and social studies.  They should not give occasional units or lessons, but become the teacher in that area for the remainder of the semester.  By mid-semester, the Intern should be instructing most of the day.  However, the Mentor Teacher will be the best gauge of readiness and progress.

In addition to a copy of the district curriculum, the Mentor should give the Intern a copy of the appropriate curriculum for the assigned grade level and content area.  This information will provide direction for content teaching and will include the hierarchy of skills.  The Intern should give all lessons to the Mentor Teacher on Friday morning for the upcoming week, allowing time for discussion before presentation.  The lesson format preferred by the Mentor and University Supervisor should be discussed in advance.  However, the content and goals of the lesson are of greatest importance.

B.  Evaluation of Interns
While most universities provide a form for Mentors to use in their observations of Interns, there are additional factors critical to meaningful evaluation.  At the beginning of the semester, the University Faculty member, the Mentor, and the Intern should meet to discuss specific criteria for evaluation.  The role of the Mentor as a daily observer should be underscored.  Mentors should create as risk-free an environment as possible, so that Interns view them as a support person instead of as a critic.

All observation forms should be shared with the Intern at this initial meeting.  Frequency and criteria for formal observations should be discussed.  The weight of each criterion should be considered (i.e., professional conduct, lesson plan preparation, ability to relate to the needs of individual students).

When an Intern is evaluated formally or informally, results should be discussed that day.  The Mentor should be sure to emphasize positive teaching behaviors observed, along with areas needing improvement.  When the Intern has specific difficulties (i.e., setting consequences in behavior management), the Mentor might provide direct assistance or locate resources to overcome the problem.
VI. Identifying Learners with Special Needs
Before beginning teachers can meet the needs of their students, they must be able to identify children at-risk.  While it is relatively easy to recognize an aggressive student, many Interns do not know to look for "quiet" disabilities, such as a learning disability, visual or hearing impairments.  Or they may become impatient with a student who appears distracted in class, not realized that the student has Attention Deficit Disorder.

Appendices 1 - 9 include checklists Mentors may want to have their Interns complete for children experiencing academic or behavioral problems (Waldron, K.A., 1996a, Introduction to a Special Education: The Inclusive Classroom; Albany, NY: Delmar/ITP.)  A student who seems tired in class may be experiencing vision problems, as one who does not follow directions may have problems with receptive language.  Mentors are encouraged to review these checklists with their Interns to assure awareness of potential learning and behavior impediments.

Particular attention should be given to the characteristics of students with Attention Deficit Disorder, since these behaviors are so detrimental to classroom attention and learning.  Many times, beginning teachers may label a student as lazy or disorganized, when Attention Deficit Disorder is present.  

Despite the type of difficulty, Interns should be encouraged to refer a student for special education assessment when symptoms of any type are present.
VII. Teaching Learners with Varied Needs

A. Learning Disabilities:  In meeting the needs of diverse learners, the Mentor should encourage the Intern to be creative and to employ as many hands-on, experiential activities as possible.  Beginning teachers may tend to teach as they were taught, relying on traditional methods such as lecture and reading.  Mentors should instruct them to vary instruction to meet the needs of visual, auditory, or experiential learners.

Appendices 10 - 12 include specific techniques for working with students with learning disabilities (Waldron, K.A., Ed., 1996b, The Inclusive Network Handbook, San Antonio, TX: Trinity University.)  Mentors may want to give copies of these tables to their Interns in order to support lesson planning.  Techniques noted include relating instruction to student learning styles, past experiences, and ways of structuring the lesson for optimal learning.

The appendices include suggestions for teaching students with cognitive difficulties, including visual and auditory perception of information.  Additional ideas are presented for helping students with language disorders integrate classroom information more fully.

B. Sensory Impairments:  While students with vision or hearing losses may be less prevalent than those with learning disabilities, their schooling is equally important.  Minimum changes often have tremendous impact on students with sensory impairments.  Interns should learn these modifications to optimize classroom instruction.

Appendices 13 - 15 (Waldron, 1996b) include techniques to enhance instruction for students with vision and hearing losses.  Interns should be made aware of district and Education Service Center consultants who provide supportive services such as mobility training and Braille materials.  They should consider the significance of certain factors such as student desk placement or classroom lighting.  Working with students with sensory impairments can improve beginning teachers' instruction through encouraging awareness of their own use of gestures, movement, and speech patterns.  

C. Physical Impairments:  Mentors might share with Interns those questions that must be answered before children with physical disabilities are placed successfully in their classrooms.  What type of specialized equipment will the student need?  Who will provide and maintain it?  What communication abilities does the student possess?  Will adapted computers be necessary?  Who will train the teachers?  What type of self-help will be required?  Will a teaching assistant be available throughout the regular education class?  

Appendix 16 (Waldron, 1996b) contains techniques for working with students with physical impairments.  They note the significance of equipment and technology in enhancing students' involvement, ranging from mobility to communication.  Interns should learn how to use the technology in order to optimize learning.  They should also note and eliminate physical restrictions in the classroom.

Mentors might emphasize the interactive role teachers play in working with parents and other professionals (i.e., physical therapists, communication specialists) to support the varied needs of students with physical impairments.  Interns should be present at Mentor conferences with specialists and parents, in order to see models of interactive skills.

VII.  Working with Students with Behavior Problems
Few areas are as intimidating to an Intern as children who do not respond with appropriate behaviors.  Appendix 17 includes a number of techniques mentors might share in order to manage students with behavioral problems.  In addition to emphasizing the importance of classroom rules, the techniques underscore preventive discipline, or avoiding discipline infractions initially. 

Ranging from student seating and providing less distractible work spaces, to verbal cues that quietly redirect attention, these suggestions can help beginning teachers gain confidence.  Many suggestions in Appendix 17 include improved ways to give directions and assignments, as well as incorporating assignment sheets and notebooks to assist students in organizing information.

Many beginning teachers tend to be inconsistent in rules and consequences, or to provide too many warnings for misbehaviors.  They need to learn to pace lessons more rapidly and avoid lengthy transitions between activities.  Mentors can help them identify students who are becoming frustrated and alter the learning task in order to prevent negative outbursts.  Interns should be encouraged to "catch them being good," use praise frequently, avoid yelling or arguments, and create a positive feeling in their classroom.  

VIII. Grouping Students for Learning
While beginning teachers may be theoretically familiar with varied student grouping arrangements, often they lack previous opportunities to observe or create these groups.  As the Intern develops lessons, the Mentor might suggest opportunities for using both heterogeneous and homogeneous arrangements.  For example, elementary or secondary students lacking basic skills in a content area might spend part of a session working together on a separate assignment to improve their proficiency.  Or gifted students might combine their efforts during a unit to become "experts" in a designated area.  

Mentors might instruct Interns in appropriate uses of Cooperative Learning as a tool for information sharing.  Additionally, Mentors can guide the use of peer tutoring between two children of almost-similar academic levels.  Interns should be warned against using gifted students as tutors, since most often they become bored and develop behavior problems.

Interns should be encouraged to experiment with all types of grouping, avoiding the tendency to find one grouping arrangement comfortable and overusing it in their instruction.  The Mentor might demonstrate how to conduct a class with a few grouping arrangements used at the same time (i.e., peer tutoring and small-group discussions).

IX. Working with Parents
Unsure what to expect, beginning teachers often express concern about working with parents.  Mentors might allay these concerns through modeling positive interactions with parents from the beginning of the school year.  They can demonstrate contacts such as class newsletters or sending home notes on individual students, emphasizing achievements instead of problems.  

Interns should be present as teachers have phone or school conferences with parents.  Mentors can demonstrate how to organize for the conference through personal notes and listings of specific topics to be discussed.  They should share how to listen carefully to parents' concerns and to avoid all negative comments or arguments by demonstrating a "Let's work together" attitude.

Mentors should emphasize welcoming parents and other volunteers who are willing to work in the classroom on a scheduled basis or to present information in an area of personal knowledge (such as a different culture or an interesting profession).  Interns can benefit from having parents sign daily assignment sheets to enhance school - home cooperation.

Through their presence at ARD committee meetings reviewing students' assessment and instructional placement, Interns can observe ways of handling potentially emotional situations as parents struggle with accepting their child's disability.  They should also concentrate on understanding parents' concerns and developing a supportive rather than adversarial relationship.

X.  The Collaborative Checklist
The checklist on the following pages summarizes the material in these guidelines.  It provides an opportunity for the Mentor to review significant topics with the Intern and to note areas requiring additional information.  Used as a basis for discussion early in the student teaching period, it should provide a positive venue for collaboration throughout the experience.  The checklist can also serve as a way for the Mentor and Intern to explore together the many facets of teaching and learning in the diverse contemporary classroom.

MENTOR TEACHER CHECKLIST


MENTOR TEACHER CHECKLIST
DIRECTIONS:  Use this checklist as a guide for information to be shared with Interns.

	

	Yes
	No

	1. Policies and Procedures: 

   Have I provided logistical information about the school (i.e., location of faculty rooms and phones; school arrival and departure times; sign-in locations; photocopy policies; availability of school supplies; absence policies; computer use; ways to order ESC materials; AV equipment)?
	
	

	2. Professional Development: 

   a. Have I inquired about upcoming on- and off-campus inservices that the Intern may attend and informed the Intern of their importance?
	
	

	   b. Is the Intern aware of dates of faculty meetings and required attendance?
	
	

	   c. Have I indicated to the University Supervisor my availability to participate in Intern seminars?
	
	

	   d. Are Interns being encouraged to schedule peer observations in other locations?
	
	

	3. Reviewing Student Records:
   a. Have I shown the Intern where student records are located and recommended a careful review of records for students at-risk?
	
	

	   b. Is the Intern aware of specific areas to consider in records review, including  history of grades; school attendance; tardiness; health background?
	
	

	   c. In gathering records of students qualified for special education, have the Intern and I discussed assessment results; modifications in the IEP; school and family history; family preferences for intervention; TAAS testing?
	
	

	4. The Behavior Management Plan:
   a. Does the Intern understand my classroom rules and my expectations for immediate and consistent response to behaviors?
	
	

	   b. Have I explained which classroom behaviors should be ignored, which should be reinforced positively, and which should be punished?
	
	

	   c. Have I discussed the use of my positive reinforcement system, including activities, tokens, or other rewards?
	
	

	   d. Have we planned ways to use behavioral contracts and graphs to improve the behavior of specific students?  
	
	

	   e. Is the Intern aware of school and district policies regarding aggressive and violent behaviors?
	
	

	   f. Does the Intern have a copy of the district handbook on discipline policies?
	
	

	5. Communication between the Mentor and the Intern:
   a. Will we use a "dialogue journal" to share ideas and questions during the day?
	
	

	   b. Have we established a specific time for a daily conference?
	
	

	   c. Am I aware of personal strengths and hobbies of the Intern?
	
	

	   d. Have I addressed any concerns I have about the Intern's professionalism (i.e., lateness; dress), including the University Supervisor when necessary?
	
	

	6. Participation on School Planning Teams:
   a. Have I discussed with colleagues the importance of the Intern joining and having input in planning sessions?
	
	

	   b. During meetings, do I encourage the Intern to ask questions and offer programming suggestions as appropriate?
	
	

	   c. Is the Intern included in Admission, Review, and Dismissal (ARD) meetings?
	
	

	   d. After each ARD meeting, have the Intern and I reviewed and discussed how to implement the modifications in the Individualized Educational Plan (IEP)?
	
	

	7. Teams of Educators in the Classroom:
   a. Have I discussed the role of the Intern with my co-teacher and/or teaching assistant?
	
	

	   b. In advance of the lesson, have I informed the Intern which professional will work with individual or groups of students?
	
	

	   c. Have I discussed with all professionals in the room which duties to perform (i.e., teaching assistant working with a student with multiple disabilities, while the Intern instructs the large group)?
	
	

	   d. Is the Intern included in meetings with the co-teacher and/or teaching assistant during programming and grading discussions?
	
	

	8. Special Education Interns:
	
	

	   a. Have the special and regular education teachers met jointly with the Intern to discuss time and responsibilities in each placement?
	
	

	   b. Is the Intern aware of how special education students are to be grouped in the regular classroom (i.e., small group; large group; peer tutoring; Cooperative Learning)?
	
	

	   c. When teaching in the regular classroom, has the Intern been told which group to instruct and where the group should meet to minimize interruptions?
	
	

	   d. Have I told the Intern where to locate specialized materials?
	
	

	   e. For students attending Content Mastery, have we discussed the weekly amount of time stated in the IEP, and the modifications to be offered (i.e., taped books; extended time on exams?)
	
	

	   f. Have I instructed the Intern that we are legally required to implement modifications indicated on a student's IEP? 
	
	

	9. Planning Lessons:
   a. When my Intern will have two placements, have I met with the other Mentor to discuss scheduling and requirements for planning lessons?
	
	

	   b. Do I allow the Intern to assume more teaching responsibility daily?
	
	

	   c. By mid-semester, is the Intern in charge of planning for and teaching the majority of the day?
	
	

	   d. Do I encourage creativity in trying new teaching techniques?
	
	

	   e. Have I provided the Intern a copy of the curriculum?
	
	

	   f. Have the University Supervisor and I discussed the acceptable form for lesson plans?  Is the Intern aware of this format?
	
	

	10. Evaluation:
   a. Have the University Supervisor and I met with the Intern to discuss criteria for evaluation?  Have we shared all observation forms?
	
	

	   b. When I evaluate the teaching of a lesson, do I meet with the Intern that day to discuss results?
	
	

	   c. If the Intern is experiencing difficulties in any area of planning or instruction, do I provide information to overcome the problem?
	
	

	11. Learners with Special Needs:

   a. Have I reviewed the identification checklists in this handbook (Tables 1-9) with my Intern?  Have I encouraged the Intern to observe students at-risk for these characteristics? Have I asked the Intern to recommend for special education assessment any students demonstrating several of these behaviors?
	
	

	   b. Have we reviewed the teaching techniques for instructing students with learning disabilities, in Tables 9-11 of this handbook?  Have I given the Intern a copy of these tables?
	
	

	   c. Have the Intern and I discussed the techniques for students with vision and hearing losses in Tables 12-14?  Have I given the Intern a copy of these tables?
	
	

	   d. For students with physical disabilities, have we discussed the types of equipment available and who will provide and maintain it?  Have I given the Intern a copy of Table 15, with teaching techniques?
	
	

	    e. Is the Intern aware of the ways to manage students with disabilities without ignoring the needs of the non-disabled in the classroom?

12. Students with Behavior Problems:
   a. Have we discussed preventative discipline methods such as consistent responses to behaviors, ways to give assignments and directions, and the use of assignment sheets and notebooks?
	
	

	   b. Have we reviewed the behavior management techniques in Table 16?  Have I given a copy of this table to the Intern for future reference?
	
	

	13. Grouping Students in the Classroom:
   a. Does the Intern understand the importance of varying grouping arrangements during lessons and units?  
	
	

	   b. Have I instructed the Intern on the most effective uses of Cooperative Learning?
	
	

	   c. Does the Intern understand that peer tutoring is best used with students who are close in their skill levels, allowing for reinforcement?
	
	

	   d. Have we discussed the importance of having gifted students study material at an advanced level?  Does the Intern understand that the use of gifted students as tutors for others may result in boredom and discipline problems?
	
	

	14. Working with Parents:
   a. Are Interns included in parent conferences and ARD committee meetings?
	
	

	   b. Have I discussed ways of developing positive interactions with parents, such as developing a class newsletter or sending home positive notes?
	
	

	   c. Have I reviewed ways of responding supportively to antagonistic and apathetic parents?
	
	

	  d. Have we discussed ways that the Intern can encourage adult volunteers to become active in the classroom this year?


	
	



APPENDICES 1 - 9


IDENTIFICATION OF STUDENTS WITH DISABILITIES


APPENDIX 1


IDENTIFICATION OF ATTENTION-DEFICIT/HYPERACTIVITY DISORDER

	
INATTENTION
	Yes
	No

	1. Often fails to pay attention to details or makes careless mistakes in schoolwork
	
	

	2. Often has difficulty sustaining attention in academic tasks or play activities
	
	

	3. Often does not seem to listen, even when addressed directly
	
	

	4. Often does not follow instructions correctly or fails to finish schoolwork (not a result of oppositional behavior or an inability to understand directions)
	
	

	5. Often has difficulty organizing school tasks or activities in general
	
	

	6. Often avoids tasks that required sustained mental effort, such as school assignments and homework
	
	

	7. Often loses things necessary to complete tasks or to participate in activities, such as assignments, books, papers, toys
	
	

	8. Often distracted easily by extraneous stimuli, such as movement, noises, and others present
	
	

	9. Often appears forgetful in daily activities, such as lessons and group work
	
	


	
HYPERACTIVITY-IMPULSIVITY
	
Yes
	
No

	1. Often fidgets with hands and feet or appears to squirm in seat
	
	

	2. Often leaves seat in class or in other situations where remaining seated is appropriate and expected
	
	

	3. Often demonstrates inappropriate, excessive movements such as running and climbing; adolescents may demonstrate or express feelings of restlessness
	
	

	4. Often has difficulty playing or participating in leisure activities quietly
	
	

	5. Often seems driven to move or "on the go"
	
	

	6. Often talks incessantly
	
	

	7. Often blurts out answers prematurely, before questions are completed
	
	

	8. Often has difficulty awaiting own turn
	
	

	9. Often interrupts others when speaking or intrudes without asking
	
	

	**Attention-Deficit/Hyperactivity Disorder, Combined Type is present when at least six symptoms of inattention and at least six symptoms of hyperactivity-impulsivity have been present for at least six months.

**Attention-Deficit/Hyperactivity Disorder, Predominantly Inattentive Type is present when at least six symptoms of inattention have been present for at least six months.

**Attention-Deficit/Hyperactivity Disorder, Predominantly Hyperactive-Impulsive Type is present when at least six symptoms of hyperactivity-impulsivity have been present for at least six months. 
	
	


(Source:  American Psychiatric Association, 1994).  


APPENDIX 2


IDENTIFICATION OF SPEECH IMPAIRMENTS

	

	
Yes
	
No

	1. Speech is difficult to hear
	
	

	2. Sounds or words are distorted (e.g., bring/bwing)
	
	

	3. Substitutes one sound for another (e.g., same/thame)
	
	

	4. Omits sounds (e.g., plant/pant)
	
	

	5. Labored speech production
	
	

	6. Unusual pitch, bringing attention to speaker
	
	

	7. Uses "baby-talk"
	
	

	8. Stutters or stammers, repeating or prolonging sounds or words 
	
	

	9. Voice is so soft that it is difficult to hear
	
	

	10. Voice is excessively loud
	
	

	11. Speech production is labored
	
	

	12. Voice quality is unusual (hoarse, nasal, guttural, breathy)
	
	


(Source:  Mann, Suiter, & McClung, 1987)

Reprinted with permission from Waldron, K.A. (1996).  Introduction to a Special Education:     The Inclusive Classroom.  Albany, NY:  Delmar Publishers.

APPENDIX 3


IDENTIFICATION OF RECEPTIVE AND EXPRESSIVE LANGUAGE DISABILITIES

	

	
Yes
	
No

	1. Appears confused during conversations and class discussions (receptive)
	
	

	2. Has difficulty understanding directions (receptive)
	
	

	3. Does not recognize familiar sounds (e.g., phone ringing; dog barking) (receptive)
	
	

	4. Seems unable to classify common objects by category (e.g., bread and milk as food) (receptive)
	
	

	5. Fails to associate commonly encountered objects, people, or situations (e.g., mother and child) (receptive)
	
	

	6. Difficulty understanding meaning of words describing spatial position (e.g., around, through) or describing time (e.g., later, after) (receptive)
	
	

	7. Problems understanding words with multiple meanings, even when used in context (e.g., wait, weight) (receptive)
	
	

	8. Difficulty interpreting body language from others (e.g., facial expressions) (receptive)
	
	

	9. Below expectancy in reading comprehension (receptive)
	
	

	10. Problems interpreting cause-effect relationships in social situations (receptive)
	
	

	11. Frequently does not recall common vocabulary (receptive/expressive)
	
	

	12. Difficulty explaining ideas clearly (receptive/expressive)
	
	

	13. Asks questions or makes comments that do not relate to the topic or are nonsensical (receptive/expressive)
	
	

	14. Speaks in short phrases, avoiding adjectives and adverbs (expressive)
	
	

	15. Problems expressing self in writing (expressive)
	
	

	16. Unable to describe familiar past experience or story (expressive)
	
	

	17. Frequently repeats words or ideas (expressive)
	
	


(Source:  Lerner, 1993)

Reprinted with permission from Waldron, K.A. (1996).  Introduction to a Special Education:      The Inclusive Classroom.  Albany, NY:  Delmar Publishers.

APPENDIX 4


IDENTIFICATION OF VISUAL DISABILITIES

	

	Yes
	
No

	1. Sensitivity to light
	
	

	2. Eyes turn inward or outward
	
	

	3. Eyes appear red or watery
	
	

	4. Works with head close to paper or book
	
	

	5. Squints when looking at distant objects, such as overhead projector
	
	

	6. Complains of headaches or nausea
	
	

	7. Irritability after sustained period of reading at desk or from blackboard
	
	

	8. Has problems coordinating movement of both eyes
	
	


(Sources: Mann, Suiter, & McClung, 1987;  Koenig & Holbrook, 1989)

Reprinted with permission from Waldron, K.A.(1996).  Introduction to a Special Education:       The Inclusive Classroom.  Albany, NY:  Delmar Publishers.

APPENDIX 5


IDENTIFICATION OF DISABILITIES IN VISUAL PERCEPTION AND MEMORY
	

	
Yes
	
No

	1. Problems distinguishing between similar-appearing letters and numbers (e.g., i/l; c/o; m/n; b/d; 3/8; 1/7)  (discrimination)
	
	

	2. Missequences letters in words (e.g., broad/board; pre/per; scald/sclad)
	
	

	3. Unable to relate the letter with the correct sound in studying phonics (sound-symbol association)
	
	

	4. Confused and distracted when completing work on a crowded page (figure/ground)
	
	

	5. Skips words or lines of print when reading (spatial)
	
	

	6. Misjudges amount of remaining space for writing letters or numbers on a line (spatial)
	
	

	7. Difficulty staying on line when writing (spatial)
	
	

	8. Problems reading and spelling non-phonetic words (memory)
	
	

	9. Difficulty copying from blackboard or overhead projector without looking frequently from blackboard or projector to paper (memory/spatial)
	
	


(Sources:  Waldron, 1992a; Scruggs & Mastropieri, 1992)

Reprinted with permission from Waldron, K.A. (1996).  Introduction to a Special Education:      The Inclusive Classroom.  Albany, NY:  Delmar Publishers. 

APPENDIX 6


IDENTIFICATION OF HEARING DISABILITIES

	

	
Yes
	
No

	1. Stares at the face of the person speaking
	
	

	2. Turns one ear to the speaker
	
	

	3. Speaks in a voice which is too loud, soft, or monotonic
	
	

	4. Asks to have information repeated
	
	

	5. Frequently turns to peers to ask questions regarding directions/information
	
	

	6. Does not make sense when answering questions
	
	

	7. Difficulty in learning phonics
	
	

	8. Problems identifying rhyming words
	
	

	9. Frequent allergies, ear infections
	
	

	10. Fails to answer to name from behind
	
	


(Sources:  White, 1981; Mann, Suiter, & McClung, 1987)

Reprinted with permission from Waldron, K.A. (1996).  Introduction to a Special Education:      The Inclusive Classroom.  Albany, NY:  Delmar Publishers.

APPENDIX 7


IDENTIFICATION OF DISABILITIES IN AUDITORY PERCEPTION AND MEMORY

	

	
Yes
	
No

	1. Problems perceiving differences between similar sounds (discrimination)
	
	

	2. Difficulty learning phonics (discrimination)
	
	

	3. Cannot blend letter sounds or syllables into words (blending)
	
	

	4. Does not pay attention to speaker when there is background noise in room (figure-ground)
	
	

	5. Difficulty following directions (memory/sequence)
	
	

	6. Does not say names of days, months, seasons in correct order (memory/sequence)
	
	

	7. Difficulty repeating story events or steps in a procedure in correct order (e.g., science procedures, steps in calculating math problems, chronology of history) (memory/sequence)
	
	

	8. Unable to recall most information presented in class lectures (memory)
	
	


(Sources:  Klumb, 1992; Waldron, 1992a)

Reprinted with permission from Waldron, K.A. (1996).  Introduction to a Special Education:      The Inclusive Classroom.  Albany, NY:  Delmar Publishers.

APPENDIX 8


IDENTIFICATION OF MOTOR AND INTEGRATION DISABILITIES
	

	Yes
	No

	1. Problems distinguishing between left and right (laterality)
	
	

	2. Appears awkward or uncoordinated in body movements (coordination)
	
	

	3. Walks or runs with an awkward gait (balance/coordination)
	
	

	4. Accident-prone (balance/coordination)
	
	

	5. Difficulty holding pen, pencil, or crayon correctly (fine motor)
	
	

	6. Poor handwriting (fine motor)
	
	

	7. Difficulty using scissors (fine motor)
	
	

	8. Frequently drops things (fine motor)
	
	

	9. Tries to fit large objects into small spaces (spatial)
	
	

	10. Difficulty drawing human body with parts in correct position or in correct size relationship (body image)
	
	

	11. Problems understanding concepts of time, space, and geography (spatial-temporal)
	
	

	12. Difficulty telling time (temporal)
	
	


(Source:  Mann, Suiter, & McClung, 1987)

Reprinted with permission from Waldron, K.A. (1996).  Introduction to a Special Education:      The Inclusive Classroom.  Albany, NY:  Delmar Publishers.

APPENDIX 9


IDENTIFICATION OF BEHAVIORAL DISORDERS
	

	Yes
	No

	1. Withdraws from others
	
	

	2. Shy and non-assertive among peers
	
	

	3. Pervasive sense of unhappiness
	
	

	4. Cries easily
	
	

	5. Does not perform tasks requested by teacher
	
	

	6. Quick-tempered; responds easily with anger or frustration
	
	

	7. Destructive of own or others' property
	
	

	8. Verbally aggressive toward peers or teacher
	
	

	9. Physically aggressive toward peers or teachers
	
	

	10. Lacks motivation for school-related tasks
	
	

	11. Belongs to a gang
	
	

	12. Often truant
	
	

	13. Friends have negative moral and ethical values
	
	

	14. Substance abuse
	
	

	15. Does not show remorse for hurting others or breaking school rules
	
	

	16. Excessive "daydreaming" or absentmindedness
	
	

	17. Overly influenced by peers
	
	

	18. Highly nervous or anxious
	
	

	19. Unusual fears about people or situations
	
	

	20. Overly reactive to criticism
	
	


(Sources:  Klumb, 1992; Moskowitz, 1993)

Reprinted with permission from Waldron, K.A. (1996).  Introduction to a Special Education:      The Inclusive Classroom.  Albany, NY:  Delmar Publishers.

APPENDICES 10 – 17


TECHNIQUES FOR STUDENTS WITH DISABILITIES


APPENDIX 10


TECHNIQUES FOR STUDENTS WITH COGNITIVE AND LEARNING DISABILITIES


Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  use concrete objects and personal experiences whenever possible;

*  relate all learning to students' personal experiences, making the relationship evident through discussion;

*  practice transfer of new information to situations beyond those initially studied through experiential tasks such as role-playing and simulation;

*  review, and re-teach if necessary, prerequisite information for new material;

*  teach material that is meaningful to students' lives and has immediate application;

*  question students about their understanding of all new information as it is being taught, making clarifications immediately and re-questioning student understanding;

*  provide additional opportunities to practice information, beyond that required by the rest of the class;

*  outline material using primary headings and subheadings, indicating relationships between ideas;

*  assess each student's optimal learning modality before beginning instruction and direct information towards each learning style;

*  eliminate irrelevant details and information and focus on essential knowledge in any lesson;

*  avoid activities that require copying from the blackboard or overhead projector;

*  through highlighting, use color whenever possible to underscore ideas; to demonstrate relationships, use one color for main topics and another for secondary;

*  have students explain a process while it is being learned, assuring understanding of individual steps;

*  teach brief lessons at a rapid pace to sustain student interest.

(Source: Adapted from Scruggs & Mastropieri, 1992)

Reprinted from Waldron, K.A. (Ed.) (1996). The Inclusive Network Handbook.


APPENDIX 11


TECHNIQUES FOR STUDENTS WITH LANGUAGE DISORDERS


Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  allow students sufficient time to consider and answer questions

*  provide a cue for the class, indicating that students must listen

*  speak in brief sentences, omitting unnecessary information and words

*  integrate new vocabulary studied into the context of ongoing information for practice

*  have students rename vocabulary important to the lesson, describing its meaning

*  use pictures and concrete objects to support learning of meaningful vocabulary

*  provide numerous opportunities daily for students to speak and listen

*  ask students to sequence events in a story, history or scientific unit, or arithmetic word problem after they have heard or read the information

*  have students practice prepositions or directional words (i.e., over, under, around, through, on top of, next to) to fully understand their meaning

*  model good grammar by repeating a sentence correctly when a student makes an error

*  ask students to make up the title for a story or content area reading assignment, encouraging understanding of main ideas

*  read a story or content area section of a text and ask the student to complete the rest based on details given

*  use model sentences to encourage practice with structure.  Each time, the teacher should omit a different type of word in the model (i.e., verb, adjective, noun) and ask the student to suggest an appropriate word while repeating the entire sentence (The ___walked quickly;  The man___ quickly;  The man walked ___)

(Source: Adapted from Lerner, 1993)

Reprinted from Waldron, K.A. (Ed.) (1996). The Inclusive Network Handbook.


APPENDIX 12


TECHNIQUES FOR STUDENTS WITH PERCEPTION PROBLEMS


Karen A. Waldron, Ph.D.

PROBLEMS DISTINGUISHING BETWEEN SIMILAR-APPEARING LETTERS AND NUMBERS

(e.g., i/l; c/o; m/n; b/d; 3/8; 1/7):

*  Over-teach one letter until the student masters it.  Teach dissimilar letters next.  

*  Use a multi-sensory technique, having student trace letter/number in sand or salt.  Have student place a screen under a sheet of paper and write the letter, number, or word on the paper in crayon.  Remove the screen and have the student trace the raised image while saying the name.

*  Write the confused letter or number oversized and in a bright color so the student will attend to it more carefully.  

*  Pair the student with another student with similar needs.  Have them check the accuracy of each other's work.

MISSEQUENCES LETTERS IN WORDS (e.g., broad/board; pre/per; scald/sclad):

*  Emphasize the use of cursive handwriting.

*  Combine consonant blends and digraphs (i.e., bl; pr; th; sm) with consistent spelling patterns (i.e., -ed; -an; -ing; -op), so students can recall frequent letter combinations as whole units.

*  Teach students to divide words into syllables, saying the syllable aloud when writing.

*  Have students match cards with similar words through games such as "Concentration."

TECHNIQUES FOR STUDENTS WITH PERCEPTION PROBLEMS (continued)

SKIPS WORDS OR LINES WHEN READING

*  Initially allow student to point with finger.

*  Train student to place blank index card under a line of print.

*  Emphasize reading for meaning.

SPATIAL DIFFICULTIES WHEN WRITING ON A LINE OF PRINT OR REMAINING IN CORRECT COLUMN IN ARITHMETIC PROBLEM.

*  Use lined paper for writing assignments.

*  Start with broadly lined paper, going over lines with a brightly colored magic marker for easy visibility.

*  Use glue on lines if student has fine motor problems.

*  Draw brightly colored vertical lines in arithmetic problems, indicating correct column for reading and writing numbers.

*  Use graph paper with large squares for arithmetic problems, placing a number within each square.

READS/WRITES FROM RIGHT TO LEFT


*  Place a green mark at the beginning and a red mark at the end of each line.

*  Have student follow along line of print with finger, dramatically picking it up at the end of the line and placing it down at the beginning of the next line.

*  Have the student draw an arrow from left to right across the top of the page before beginning written work.

*  Teach directionality in reading and in arithmetic separately.

TECHNIQUES FOR STUDENTS WITH PERCEPTION PROBLEMS (continued)



*  Place arrows in arithmetic problems, indicating the direction to be followed during the operation.

*  If the students produces mirror-writing, use a multi-sensory technique, tracing on a screen or sand while viewing a correctly written model.


UNABLE TO CONSISTENTLY RELATE THE LETTER TO THE CORRECT SOUND WHEN STUDYING PHONICS:

*  Have the student say the sound, not the name, of the letter each time it is written.

*  Move students from individual consonants to consistent letter combinations as quickly as possible.

*  Pair a sound with an object beginning with that letter.

*  Avoid teaching similar sounds together: p/b; k/g; t/v; f/v/th; sh/ch.

*  Do not teach vowel sounds in isolation. Initially teach them in rhyming words and consistent spelling patterns, such as an; -at; -ed;-ent; -ip; -ing.

PROBLEMS RECALLING SIGHT WORDS (NON-PHONETIC WORDS) AND BASIC ARITHMETIC COMPUTATION:

*  Wherever possible, also teach by spelling patterns instead of  individual words.  Try to relate new words to patterns already learned, such as may/day/say; song/long/wrong; light/fight/tight.

*  Have students practice saying words and arithmetic problems aloud.

*  Pair students to practice sight words and arithmetic problems written on flash cards.

*  Use a language master for reinforcement.

*  Keep a box of index cards with sight words and another with basic computation facts for students to review daily.

(Sources:  Mann, P.H., Suiter, P.A., & McClung, R.M., 1987; Mercer, C.D., & Mercer, A.R., 1989)

APPENDIX 13


TECHNIQUES FOR STUDENTS WHO ARE PARTIALLY SIGHTED


Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  orient students to the physical arrangement of the room, using their desks as the central point

*  familiarize students with school surroundings, allowing them eventual complete independence

*  change settings on window shades/blinds to avoid glare on objects or people in students' visual fields

*  allow students flexibility in changing seats in order to see better or avoid glare

*  avoid placing students in locations where they face light directly or have light fall on books and papers they are reading

*  locate student desks close to the blackboard 

*  write on the blackboard with white chalk for accentuation

*  avoid standing in front of light sources when speaking

*  allow students to sit next to the overhead projector and make notes from the copy instead of the projection

*  allow students to hold materials they read close to their faces or at odd angles 

*  use audio tapes whenever possible

*  provide verbal explanations of any materials or media that may be difficult for students to see

*  provide remedial handwriting instruction if students have problems reading what they write

*  allow students additional time for reading and writing assignments

*  explore the use of technology for developing reading and writing skills beyond the use of large print or Braille

(Sources:  Harley & Lawrence, 1984; Morsink, 1984; Koenig & Holbrook, 1989)


APPENDIX 14


TECHNIQUES FOR WORKING WITH BLIND STUDENTS 


Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  place desks close to completely opened or closed  door,

*  keep traffic patterns open with furniture out of the way

*  reorient students any time room is rearranged or groups are working in different areas

*  have peers volunteer to be a partner during field trips, lab work, or activities in different campus locations

*  touch objects to students' hand instead of having them grope for things

*  provide thorough oral descriptions, using specific words (not "this" or "over there")

*  explain what the student cannot see when the class is viewing media;  if used extensively, a teaching assistant should sit close by and explain

*  use students' names when calling on them

*  speak to students frequently and encourage peers to do the same;  if the encounter with blind students is unexpected, provide names of speakers so students  know with whom they are talking

*  review catalogs of special materials from the American Printing House for the Blind, asking the specialist to order them for students

*  work together to explain to students which "blindisms" are distracting to others and how to avoid them

*  notify the assistant when specialized materials and equipment are needed so the student can participate fully in the class

*  have specialist contact Recordings for the Blind for availability of taped books 

*  call on students during lectures and discussions

*  expect blind students to follow all class rules and behavioral policies

(Sources:  Koenig & Holbrook, 1989; Morsink, 1984)


APPENDIX 15


TECHNIQUES FOR STUDENTS WITH HEARING IMPAIRMENTS


Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  seat students away from sources of background noise (e.g., windows, doors, learning centers, heating and cooling systems)

*  place students in front of room with desks turned at an angle so they can see peers' faces

*  permit students to change seating easily in order to see speakers' faces

*  allow for flexible seating arrangements in groupwork

*  be sure speakers' faces are illuminated even when the room is darkened for media

*  vary teaching formats to include exhibits, demonstrations, experiments, simulations

*  write directions in short statements

*  use pictures for visualization of abstract concepts

*  use advance organizers to underscore important ideas in lectures and texts

*  face students when using an overhead projector or blackboard

*  avoid moving around the room constantly

*  use gestures, body language, and facial expression to emphasize ideas

*  require all students to raise their hands before addressing the class

*  call the speaker's name for identification

APPENDIX 15 (continued)

(Techniques for Students with Hearing Impairments, cont.)

*  modify written materials through use of visuals such as diagrams, charts, and graphs

*  de-emphasize reading and lecture as the primary means of teaching

*  assign a peer to take notes

*  use concrete words and sentences, basing information on student's past experiences or content studied

*  ask the student questions to assure understanding

*  avoid speaking rapidly

*  emphasize visual, non-phonetic methods in teaching reading 

(Sources:  Ross, 1982; Waldron, Diebold, & Rose, 1985; Kampfe, 1984; Palmer, 1988; Morsink, 1984)


APPENDIX 16


TECHNIQUES FOR STUDENTS WITH PHYSICAL IMPAIRMENTS


Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  observe that all equipment is in working order, and contact the specialist if any maintenance or modification is necessary

*  note the times of the day when an assistant is needed to help the student with personal and academic needs 

*  consider the physical arrangement in the classroom and any restrictions it may impose on the mobility of students

*  meet with the communications specialist to determine devices to allow the student to express needs most completely

*  watch for any changes in the student's condition

*  meet with the physical therapist to determine how to reinforce therapeutic intervention in the classroom

*  include the student in all social and academic activities, allowing for the development of friendships

*  have a predetermined rest area if the student demonstrates chronic fatigue or strong medication responses

*  ask the parent to let the teacher or school nurse know if the student needs special modifications on a given day

*  discuss with the parents and the school nurse any particular school activities that may stress the student's condition

*  ask the parent to inform them if the student will miss school for an extended period of time

APPENDIX 17

TECHNIQUES FOR MANAGING STUDENT BEHAVIORS

Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  use Premack's Principle:  "First you do what I need you to do.  Then you get to do what you want to do" (Premack, 1959)

*  give the student a note card to place under the line of print being read.  This prevents distractions by other words on the page

*  provide students with a private place to calm down when they are frustrated or angry

*  give students an "office," a desk in a visually secluded area where he will not distract or be distracted by others

*  have students organize their desk or work space so it is uncluttered

*  to avoid distractions, seat the student in the front of the room with back to peers 

*  seat students away from visual and auditory stimuli (windows, pencil sharpeners)

*  divide notebooks into pockets for completed work and pockets for homework;

*  check completed work for accuracy before permitting the student to begin next assignment

*  prepare an assignment sheet to be signed daily by parents

*  use charts that show student progress and instil personal motivation

*  explain appropriate behavior before special occasions such as school-wide assemblies

*  highlight or underline directions on the page 

*  use a special sound or signal to attract attention for directions

*  plan potentially over-stimulating activities for "down" times of the day

TECHNIQUES FOR MANAGING STUDENT BEHAVIORS (continued)

*  vary voice tone and loudness to keep students' attention

*  break activities down into shorter units varying from quiet to lively, supporting ongoing interest

*  once they have completed a difficult assignment, allow students to move to a preferred task, such as computer time

*  use concrete and visual materials

*  give cues that identify particularly significant information:  "This is important"

*  before giving directions, say the names of students who are distracted

*  present directions in a series of steps, with the student completing one section before moving on to the next

*  have students repeat oral directions, underline or highlight written ones

*  while giving directions, establish eye contact with students who have attention difficulties

*  require an assignment book for all students, including space for daily homework and required texts

*  have a different notebook for each subject, with color-coded covers if necessary

*  when assigning homework, list necessary materials

*  keep all handouts in a folder so that students can replace lost items

*  review the correctness of any assignments copied from the chalkboard

*  list steps when giving an independent assignment;  check progress at frequent intervals

*  avoid giving homework assignments verbally

*  reward positive statements about self and peers

*  name the specific behavior when praising the student

TECHNIQUES FOR MANAGING STUDENT BEHAVIORS (continued)

*  provide frequent opportunities for daily success

*  when appropriate, in addition to praise, add nonverbal cues such as smiling and nodding 

*  have behavioral contracts where students work toward specified outcomes

*  ignore negative behavior whenever possible

*  speak directly and briefly to students during negative encounters

*  give positive attention to students demonstrating effort

*  be non-confrontational, giving more "I-messages" than "You-messages"

*  provide immediate attention to a student demonstrating an academic difficulty in order to avoid frustration

*  use charts and graphs to demonstrate student progress

*  reward student effort through tokens or preferred activities

*  work with parents to reward the same behaviors at school and home

*  include planned interruptions when students have opportunities for movement and relaxation

*  state the rule, but never debate or argue with students

*  provide in-class time-out for infractions or time-away for reflection

*  send notes regarding positive behavior home to parents

(Sources:  Klumb, 1992; Moskowitz, 1988; Lerner, 1993; Waldron, 1992)


APPENDIX 18
TECHNIQUES FOR STUDENTS WITH MEMORY PROBLEMS
Karen A. Waldron, Ph.D.

TEACHERS SHOULD:

*  Emphasize important information through intensive questioning and repetition by students

*  Have a brief daily class review of previously studied information that is difficult to recall

*  Encourage students to use memory supports whenever possible (i.e., calculator, important phone numbers carried in wallet, class schedules taped to notebook) 

*  Use advance organizers and introduce content vocabulary before the lesson so students can begin to associate and categorize information

*  Help students develop mnemonic devices, forming strong associations between new information and their prior knowledge

*  Use structural analysis techniques in teaching new vocabulary, showing students how to examine prefixes, suffixes, and word roots in order to support understanding and recall

*  Relate new information to students' experiences

*  Encourage students to read material aloud when it is difficult to recall

*  Pair students who need similar practice, using flashcards or educational games for reinforcement

*  Use media, activities, and experiences so students can integrate and recall difficult material

(Source: Adapted from Klumb, 1992)


APPENDIX 19


SEIZURE RECOGNITION AND RESPONSE

	Seizure Type
	Characteristics
	Appropriate Response
	Inappropriate Response

	Grand Mal
	• Lasts several minutes.

•A sudden cry, followed by a fall, rigidity, and muscle jerks.

• Breathing becomes shallow or temporarily suspended, but resumes.

• Confusion is followed by a return to full consciousness.
	• Protect from nearby hazards.

• Loosen tight collars.

• Turn on side to assist breathing.

• Reassure student when consciousness returns.

• Immediately call school nurse.

• Remain calm.

• Reassure peers.
	• Do not put anything in student's mouth.

• Do not try to suppress tongue.

• Do not restrain.

• Do not give liquids.

• Do not use artificial respiration unless breathing does not resume after muscle jerks subside, or unless student has inhaled water.

	Petit Mal
	• Student has a blank stare that begins and ends abruptly, and lasts a few seconds.

• Rapid blinking may occur, along with chewing movements.

• Student appears to be daydreaming or inattentive.

• Student will ignore adult directions.

• Student is totally unaware of what happens during the seizure.

• Once seizure is complete, student quickly returns to full awareness.

• Learning difficulties may arise if not recognized and treated.
	• No first aid required.

• When first recognized student should receive a neurological evaluation.

• Developmental academic skills should be reviewed and remedial instruction provided wherever necessary.
	• Avoid labeling the student as inattentive.

• Do not ignore the existence of the seizures.


(Source: Epilepsy Foundation of America, 1989)

