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By Susanne Croasdaile, Ph.D., Sharon Jones, M.Ed., 
and Fran Smith, Ed.S., CVE

	 From the architectural foundations of uni-
versal design, educators have drawn inspiration 
for ways to improve curriculum access for all 
students, often called universal design for learn-
ing (UDL). As the movement gathers steam, we 
see that a wide range of students can benefit from 
the inclusive UDL perspective.

Why UDL is universal
	 Perhaps the most common example of what 
is “universal” about universal design is the way 
curb cuts in sidewalks assist not only wheelchair 
users, but also people with strollers, carts and 
skates. Rather than considering the curb cut to 
be a modification necessary for a few people with 
disabilities, we have come to expect curb cuts 
when taking carts from a sidewalk to a parking 
lot and complain if we can’t find them. The 
removal of a physical barrier at a street crossing 	
is something from which we all benefit.
	 Wheelchair access can be approached in 
several different ways. The traditional way is 
to create wheelchair technologies that handle 
the environmental barriers — wheels that 
can climb up and over curbs, extensions that 
can push heavy doors open and other creative 
solutions that pertain almost solely to the indi-
vidual. A universal design perspective, however, 
reduces the physical barrier itself (Hitchcock 
& Stahl, 2002). It is intended to assist most 
or all others who face the barrier — to make 
everyone’s life better!
	 We apply the idea of universal design to the 
general education curriculum to help the wid-
est possible range of students gain meaningful 
access to essential content and skills. In their 
book, “Teaching Every Student in the Digital 
Age: Universal Design for Learning” (2002), 
David Rose and Anne Meyer of the nonprofit 
organization Center for Applied Special Tech-
nology (CAST) describe how digital text and 
technology tools would benefit a multitude of 
students. A traditional, printed textbook-based 
classroom presents one-size-fits-all materials 
that exclude some students and lack challenge 
for others. On the other hand, a classroom 
using digital text can easily benefit learners of 
the English language, students who struggle 
with the content, students with advanced skills 
and others.

How UDL addresses individual differences
	 Universal design for learning means that 
educators should include an array of instructional 
strategies and technologies for reaching all learn-
ers (CAST, 2006; Rose & Meyer, 2002; Rose, 
Meyer, & Hitchcock, 2005). UDL — supported 
by current brain research — has great potential 
to enhance the learner-engagement experience. 
Researchers at CAST have recognized the value 
in understanding how the brain receives and 
assimilates information. By examining Positron 
Emission Tomography (PET) scans of people 
engaged in learning tasks, researchers have made 
observations about the process of learning, the 
distinctions between novice and expert learners 
and the different regions of the brain that are 
involved in varying learning processes (CAST, 
2006; Rose & Meyer, 2002).
	 An important result of this brain research is 
an understanding of how learning is affected by 
the ways that three neural networks interact: 	
recognition networks, strategic networks and 
affective networks (Rose & Meyer, 2002). 	

Students need to experience multiple, flexible 
methods of presentation in order to meet the 
needs of their differing recognition networks. 
Material might be presented as digital text that 
can be read by the student, read aloud by a 
device, cut and pasted, and augmented. Diverse 
strategic networks require multiple, flexible 
methods by which students can demonstrate 
understanding. A variety of response options, 
including hand-written answers, oral reports and 
visual representations could be offered as ways 
to show knowledge. Students who have differing 
affective networks need multiple, flexible ways to 
engage in learning — often characterized by free 
choice instead of a one-size-fits-all assignment.

Why UDL is a design
	 Some of us think about digital text with 
frustration and dismay. We think to ourselves, 
“How can I get all of my printed materials into 
a digital format? And even if I did, how would 
I get the technology for my students to do 
anything with it? It’s just not practical for us!” 

UDL: improving access for all students

. see Universal design, Page 8

	 Sheila Ashley, T/TAC’s new program spe-
cialist for mild/moderate disabilities, is a career 
educator with more than 22 years of experience 
in working with students in general and special 
education settings. She comes to T/TAC from 
Chesterfield County Public Schools where 
she has spent the majority of her career. Her 

experience includes working with students with 
mental retardation, emotional disturbance and 
learning disabilities, and serving as a classroom 
teacher for first and second grades. Ashley has 
extensive experience in working in collabora-
tive situations as she has served as the special 
educator and as the general educator to create 

successful environments and situations involv-
ing inclusion. Currently, she is working on her 
doctorate in special education administration 
at The College of William and Mary and is 
especially interested in research bridging gen-
eral and special education through professional 
learning communities.

Welcome Sheila Ashley, program specialist

Universal design for learning (UDL) includes an array of instructional strategies and technol-
ogies, including digital text and audio recording, for reaching a variety of learners.
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By Phyllis L. M. Haynes, M.S.Ed., and Tracy Landon, Ed.D.

	 Adults enter into written contracts every 
day. Contracts usually identify who, what, 
when and how something will be done. The 
rewards in these scenarios are typically mon-
etary compensation. Similarly, teachers, parents 
and students enter into contracts for a variety 
of purposes. Typically these contracts target 
student behavior to be changed, with student-
preferred reinforcement as the incentive. For 
example, a student’s behavior contract might 
focus on increasing the independent use of a 
learning strategy during individual work time or 
decreasing the number of aggressive statements 
made in the front office.
	 Contracts are effective in altering behavior 
in students of all ages (Rutherford & Nelson, 
1995). Although any contract has the potential 
to be effective, students may be more receptive 

to collaborative contracts that recognize that 
behavior occurs in a context, which includes 
other people. Specifically, these contracts address 
the behavior of students and teachers or students 
and parents.
	 Collaborative contracts include goals for the 
student and the adult. Each student goal is writ-
ten as a single, observable, appropriate behavior 
that the student will do to meet the function of 
the inappropriate behavior he or she is trying to 
change. After determining the student’s goal, 
work with him or her to identify what you, the 
adult, will do differently to support the student. 
After establishing the new behavioral goals, have 
the student identify what he or she wants to earn 
(within reason and in adherence to school poli-
cies). Include the student in the decision of how 
to privately measure progress. Together deter-
mine how often the contract will be reviewed 
and by whom. Finally, agree on a series of dates, 
times and locations to review your progress, and 

plan to review and revise the contract at these 
meetings. Figure 1 is an example of a collabora-
tive contract for teachers, parents and students to 
use with these critical points highlighted on the 
actual contract.
	 Involving students in collaborative contracts 
shows you value their opinions and respect them, 
which is a feeling that money cannot buy. Next 
time you plan to write a contract for a student, 
consider a collaborative contract that you and 
the student agree on together.

Resource
If you would like to receive an electronic copy of the 

collaborative behavior contract shown in Figure 1, 
please contact Phyllis Haynes at plhaynes@vcu.edu.

Reference
Rutherford, R.B., & Nelson, C.M. (1995). Manage-

ment of aggressive and violent behavior in schools. 
Focus on Exceptional Children, 26, 1-16.

Collaborative contracts affect behavior

Figure 1: Our collaborative behavior contract

Name:  Date: 

These are my goals:

1. 

2. 

3. 

These are goals for my teacher(s):

These are my rewards/reinforcement if I meet my goals:

Here is how we will know if we have met our goals:

Our contract will be reviewed on: 

Signatures: 

Write each goal as a single, observable, appropriate behavior the student will do to meet the function of the 
inappropriate behavior he or she is trying to change (e.g., have some talk time, ask that directions be repeated, 
ask for a break, ask for additional time to complete a task).

With the student, identify what you, the teacher(s), will do differently to support the student in class (e.g., smile upon 
student arrival, give the student personal space, give the student time before responding to questions, ask the student 
how he/she is feeling and listen to the response).

Establish how people who interact with the student will measure progress privately (e.g., a point card, a checklist,  
a self-monitoring form), how often the contract will be reviewed (e.g., every class period, at the end of each day, 
weekly) and by whom (e.g., teacher/student, student/mentor).

Have the student identify what he/she wants to earn (e.g., social activities, tangible reinforcement).

Agree on a series of dates/times/locations to review your progress. Plan to revise the contract 
at these meetings.
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By Sue Palko, M.Ed., and Sandy Wilberger, M.Ed.

	 Inclusion in the field of early childhood 
special education “is the active participation of 
young children with disabilities and typically 
developing children in the same classroom and 
community settings” (Odom et al., 2006, p. 1). 
Inclusion of young children with disabilities 
follows a three-part rationale (Bricker, 1978, 
as cited in Odom et al., 2006). First, by being 
exposed to the general education curriculum and 
typically developing peers, young children with 
disabilities are afforded learning opportunities 
that do not exist in special education classes 
containing only children with special needs. 
Second, public law states that children with dis-
abilities should, to the greatest extent possible, 
“receive a free and appropriate education in 
settings that are typical and that include same-
aged peers” (Odom et al., 2006). Third, many 
individuals feel a moral obligation to include 
children in centers and classes within their own 
neighborhood, if it meets the needs of the child 
and his/her family.
	 Inclusion in early childhood is different from 
inclusion at the elementary, middle or high 
school levels for several reasons: 1) the nature 	
of preschool children’s development, 2) early 
childhood teaching practices, 3) organizational 
structures and 4) teacher preparation (Odom, 
etal 2006). When planning for inclusion or 
teaching in an inclusive classroom it is important 
to consider how you will address the unique 
needs that preschool inclusion presents.

Preschoolers’ development and environment
	 The preschool child’s curriculum addresses 
a developmental sequence of skills. These skills 
are necessary for the child to be successful when 
entering elementary school. Therefore, when 
examining the environmental arrangements of 
your classroom and determining effective early 
childhood teaching practices, consider how you 
might manipulate the environment to enhance 
the instruction of individual student goals. For 
example, you might infuse more adult teaching 
into different areas of the classroom such as in 
areas that promote solitary play behavior (e.g., 
blocks, puzzles and book area). Also consider 
the optimal number of children in areas that 
promote parallel play such as sand and water 
tables and areas that encourage social play like 
dolls, housekeeping and dress-up (Odom & 	
Bailey, 2001). Determine what adaptations 
need to be made to the classroom environment 
to make it accessible to all children. When 
doing this consider where toys should be placed 
for easy access as well as what assistive technol-
ogy might be needed to help all children par-
ticipate in activities such as circle time, cooking 
or art. Consider using tools such as adaptive 
paintbrushes or switches.

Early childhood teaching practices
	 In an inclusive classroom, broad goals need 
to be developed for all children and individual 

goals for specific children. Plan carefully and 
embed important skills that the child with 
disabilities needs to learn within meaningful 
contexts throughout the daily routine. Embed-
ding schedules will ensure that all personnel 
in the classroom know what to teach, when to 
teach and how to teach (Grisham-Brown, Hem-
meter, & Pretti-Frontczak, 2005). As you look at 
your curriculum, use your preschool creativity to 
consider all learners in the classroom. Take into 
consideration the needs of the visual, auditory 
and kinesthetic learners. Make sure that “activi-
ties and routines allow for alternative ways of 
participating in tasks based on each child’s way 
of attending, organizing information, interact-
ing and understanding of the English language” 
(CAST 2002, as cited in Blagojevic, Twomey, 
& Labas, 2006).  For example, having children 
create a picture of a flower can be done through 
the use of markers, glue and glitter, crayons, 
paint, or even making a computer-generated 
picture of a flower.

Organizational structure
	 Another way preschool inclusion differs from 
school-aged inclusion is in organizational struc-
ture. The structure of an elementary school pro-
vides ample opportunities for inclusion to occur. 
At the preschool level these opportunities are 
less likely to occur because many public schools 
do not operate programs for typically develop-
ing preschool-aged children. School systems 
need to develop partnerships with state-funded 
preschools, Head Start or private community 
preschools to ensure that young children with 
disabilities have opportunities to learn with peers 
without disabilities.

Teacher preparation
	 Teacher preparation is another key element 
that needs to be considered when planning for 
or teaching in a preschool inclusion classroom. 
Administrators and teachers should work 
together to identify teachers’ areas of need 

such as teaming, co-planning, co-teaching, 
embedding instruction and evaluating progress 
of children. Ways to address the needs can be 
tailored to what staff have identified as their 
preferred means of gaining information (e.g., 
workshops, on-site coaching, reading informa-
tion, webshops). Preparation issues frequently 
occur when early childhood teachers are not 
skilled in working with young children with 
disabilities or early childhood special educators 
are lacking in basic child development knowl-
edge. Joint staff development can be one way to 
ensure that a continuum of core knowledge is 
provided to both groups of teachers. (Cavallaro 
& Haney, 2005).
	 Finding ways to ensure that young children 
with disabilities have inclusive opportuni-
ties takes planning and commitment from all 
involved. In the end, the joy and fulfillment that 
families and children feel when all children can 
play in the sandbox, regardless of needs or abili-
ties, is immeasurable.

References
Blagojevic, B., Twomey, D., & Labas, L. Universal 

design for Learning: From the start. Retrieved June 
23, 2006, from www.ccids.umaine.edu/facts/facts6	
/udl.htm

Cavallaro, C.C., & Haney, M. (2005). Preschool 
Inclusion. Baltimore: Paul Brookes.

Grishmam-Brown, J., Hemmeter, M.L., & Pretti-
Frontczak, K. (2005). Blended Practices for Teaching 
Young Children in Inclusive Settings. Baltimore: Paul 
Brookes.

Odom, S.L., Peck, C.A., Hanson, M., Beckman, P.J., 
Kaiser, A.P., Lieber, J., et al., (2006). Inclusion at 
the Preschool Level: An Ecological Systems Analysis. 
Retrieved June 23, 2006 from www.newhorizons	
.org/spneeds/inclusion/information/schwartz1.htm

Odom, S.L., & Bailey, D. (2001). Inclusive pre-
school programs: classroom ecology and child 
outcomes. In M.J. Guralnick (Ed.), Early childhood 
inclusion focus on change (pp. 253-276). Baltimore: 
Paul Brookes.

Early childhood inclusion proves essential

Inclusion in the field of early childhood special education “is the active participation of 
young children with disabilities and typically developing children in the same classroom 
and community settings.”
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By Wanda Bass, M. Ed., Prince Edward County  
Public Schools, and Alice Metts, M. Ed., 
Cumberland County Schools

	 What is a transition fair? It is an event where 
students, parents, teachers and vendors come 
together to discuss planning for life as an adult. 
The ultimate goal of a transition fair is to provide 
assistance to students and families in the devel-
opment of postsecondary goals. This event pro-
motes learning, cooperation and early planning 
between a variety of agencies while providing 
support to students and families.
	 A transition fair can range in size and can fol-
low any of these formats: teachers, students and a 
service provider meeting for a brief period of time, 
an evening event or an all-day conference. No 
matter the size of the event, long-term planning is 
critical to a successful outcome. Some of the key 
components for planning a transition event are:

•	 Organize a planning committee

•	 Select the date, time and location 
(consider an evening event to allow 
families to attend together)

•	 Design a schedule that includes 
speakers, breakout sessions, vendors and 
opportunities to network

•	 Consider providing food, free of charge if 
possible

•	 Publicize the fair by placing fliers and 

invitations throughout the community, 
making public service announcements and 
placing an article in local newspapers

•	 Provide a written invitation, followed by 
a phone call, as a way to remind students, 
parents and family members about the fair

	 Consider also:

•	 Registration forms

•	 Door prizes

•	 Evaluation of the event

•	 Requesting bags from local merchants for 
participants to store materials and handouts

	 When discussing location, look at all avail-
able facilities within your area (e.g., high schools, 
community colleges, universities, government 
facilities). Focus on the size of the facility as the 
location should allow enough room for vendors 
to have ample space for display booths and par-
ticipants to have full accessibility. Location also 
should be central to the target population.
	 Identify community agencies, private providers 
and consumer organizations to invite. Persons who 
understand services for students with disabilities 
are more likely to attend when they are invited 
early in the planning process. Some suggested 
agencies, companies and people to invite are:

•	 Department of Rehabilitative Services

•	 Community service boards

•	 Social services

•	 Employment Commission

•	 Center for independent living

•	 Disability support services for community 
colleges or universities

•	 Banks, insurance companies and car dealers

•	 Military recruiters

•	 Literacy groups

•	 Recreational sponsors

•	 Medical community personnel

	 While there are many ways to organize a 
transition fair, planning can make the fair pro-
ceed smoothly. Consider talking with representa-
tives from school divisions who have previously 
hosted transition fairs. Ask to observe or even 
assist with the planning of their event. No mat-
ter the size of your fair, exploring transition along 
with community partners opens doors to new 
ideas for all involved.

Resources
For more information contact Wanda Bass at 

wrbass@pecps.k12.va.us or Alice Metts at 	
ametts@cucps.k12.va.us.

Reference
Promoting Community Resources Through Transition  

Fairs. (2003, April). Retrieved July 12, 2006, from 	
www.msubillings.edu/transition/Apr%20NewsFlash.pdf

Transition fairs support students, families

appropriate decisions aligned with the life goals 
and visions of the individual. Possessing these 
skills will decrease the dependence upon others, 
although some adults with disabilities may still 
need assistance to live independently in the com-
munity. Promotion of self-determination skills will 
increase the number of individuals with disabilities 
leaving our educational system with the ability to 
make decisions affecting their future. Along with 
the discussion of “age of majority,” teachers can 
address students’ self-determination skill level.
	 Virginia is currently piloting a curriculum 
for teachers to reference when addressing 
self-determination skills in the classroom. In 
the months ahead please look for resources at 
www.ttaconline.org.

References
Mercer, N. (2006, May). My child is turning 18 years 

old. Do I need to become his/her guardian? Virginia 
Guardianship Association Newsletter.

Summary of Olmstead v. L.C., 527 US 581 (1999). 
Retrieved on July 12, 2006, from www.olmsteadva	
.com/summary.htm

The Virginia Department of Education. (2002). The 
Regulations Governing Special Education Programs  
for Children with Disabilities in Virginia. Retrieved 

June 6, 2006, from www.doe.virginia.gov/VDOE	
/dueproc/regulationsCWD.html

The Virginia Department of Education (2004). 	
Transfer of Rights for Students with Disabilities upon 
Reaching the Age of Majority in Virginia. Retrieved 

June 6, 2006, from www.doe.virginia.gov/VDOE	
/Instruction/Sped/transfer_rights.pdf

Wehmeyer, M., Agran, M., & Hughes, C. (1998). 
Teaching Self-Determination to Students with Disabili-
ties. Baltimore: Paul H. Brookes.

Majority, continued from Page 1

Guardianship terminology

1.	 In Virginia, it is presumed that all persons who have reached the age of 18 are fully 
capable of making their own decisions and are responsible for their own actions.

2.	 An incapacitated person is a person determined by a court who, because of a mental 	
or physical illness or condition, is not capable of taking care of himself or herself, or his 	
or her affairs.

3.	 A guardian is a person appointed by a court who is responsible for the personal affairs 
of an incapacitated person (called a “ward”), and for making decisions for that ward. 
Guardianship may be awarded for the purpose of making only limited decisions (such 	
as either education or medical decisions only) or it may be a full guardianship covering 	
all personal affairs.

Source: Transfer of Rights for Students with Disabilities upon Reaching the Age of Majority in  
Virginia (2004). Retrieved on June 6, 2006, from www.doe.virginia.gov/VDOE/Instruction	
/Sped/transfer_rights.pdf
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By Tonya Price, M.Ed.

	 Historically, students have construed the end 
of a school year as a time to unwind and enjoy 
the hot, lazy days of summer. For teachers, the 
end of one school year marks the beginning of the 
reflective process, brainstorming and planning for 
the upcoming school year. As local stores begin 
to advertise back-to-school sales, teachers have 
many things to reflect on and even more deci-
sions to make concerning the new school year. 
Topics for reflection include instructional pacing, 
ongoing assessments, re-teaching and reviewing 
previously taught curriculum. Acting on these 
reflections requires proactive brainstorming of 
ways to enhance the instructional program.

Effective pacing guides
	 Pacing guides, often referred to as pacing 
charts or curriculum maps, are essential to 
instructional success. They identify the sequen-
tial manner in which the curriculum will be 
taught, the predicted number of days it will take 
to teach the lesson and the proposed testing 
window for the curriculum being taught. When 
creating a pacing guide, teachers need a copy of 
the school division’s current academic calendar. 
This will enable the creation of an accurate pac-
ing guide, which eliminates dates that students 
will not be in attendance or will have half-day 
instruction.
	 In order to teach the required curriculum, 
teachers should follow rigorous pacing guides 
that cover the assessed portion of the curriculum 
so that the entire assessed curriculum is taught 
prior to the last marking period. For example, 
schools that teach content on a yearly calendar, 
with either six- or nine-week marking periods, 
should teach the entire curriculum in 27 weeks, 
which allows the remaining weeks for review. 
Schools that teach semester courses can project 
to have their assessed curriculum taught within 
14 weeks. When creating pacing guides, teach-
ers need to consider the days students will not 
attend school and ensure that the pacing guide 
provides built-in days of review for end-of-	
marking-period assessments.

Spiraling the curriculum
	 Some students may not be able to progress as 
quickly as the pacing guide suggests. Therefore, 
classroom instructional practices should provide 
opportunities for every student to be successful. 
Students benefit when teachers employ the “spi-
raling the curriculum” approach when teaching. 
Spiraling the curriculum involves re-teaching 
and reassessing previously taught content 
throughout the school year. This approach allows 
students to be constantly reminded of concepts 
and information taught throughout the year. 
Projects could be created to reinforce and aid 
mastery of curriculum content and allow for 
review of previously taught content along with 
new information. Projects require students to 
build on previously learned material while at the 
same time researching new information. These 

projects can be deeply rooted and connected to 
the content and skills addressed in the assessed 
curriculum. Spiraling the curriculum provides 
numerous opportunities for students to demon-
strate mastery of the assessed curriculum.

Ongoing assessment and adjustment
	 Creating an appropriate pacing guide is 
important; however, if not coupled with ongoing 
and appropriate assessment, the pacing guide 
is merely a piece of paper. To make the pacing 
chart more meaningful, teachers must assess 
students, reflect on the assessment data and adjust 
instruction. Students must be informally and 
formally assessed to determine their understand-
ing and mastery of content. This information will 
help teachers reflect and make critical decisions 
as to whether to adjust the instructional pacing 
by speeding up in areas in which students are 
performing well or slowing down in areas in 
which students seem to need additional time to 
comprehend.
	 Each assessment should evaluate content 
taught in the beginning of the course and span 
the curriculum to the last concept taught prior to 
the test. Including previously taught information 
is important to ensuring student success. Also, 
assessments should be created by multiple teach-
ers to obtain a bank of questions, projects and 
prompts related to the curriculum objective. For 
students taking the Standards of Learning (SOL) 
assessments, such a technique allows students to 
see content in a variety of ways and expressed in 
a format, similar to the actual test, that may be 
different from the language used in the class by 
the teacher. Assessment writing shared by teach-
ers allows students to truly demonstrate mastery 
of content rather than simply recalling verbal 
cues used in class by the teacher and subsequently 
later placed on a test. Since no one knows how 
an objective will be phrased or presented on the 
SOL assessment, students reap the benefit of see-
ing content written in a variety of ways.

Continuous reviewing, re-teaching  
and remediation
	 After students have been assessed, the results 
should be disaggregated. Disaggregation of assess-
ment data will identify which objectives students 
have mastered and which knowledge and skills 
from an SOL still require additional remedia-
tion. Remediation implies that students will be 
provided additional assistance to aid in their 
ability to master content. Thus, re-teaching and 
reviewing are cornerstones of any instructional 
program. Teachers should provide opportunities 
for students to learn the content that they do not 
know. Students can complete projects to further 
demonstrate their knowledge of a particular 
topic, participate in after-school or weekend 
tutorials and/or complete Web-based tutorials.
	 One way to provide remediation of cur-
riculum concepts is through focused review 
groups. Teachers of the same curriculum have 
their students’ assessment results disaggregated 
to determine the teachers’ instructional skill(s) 
to review. The data may indicate that a teacher’s 

instructional skill for review is the Westward 
Expansion through the Industrial and Immigra-
tion era. This teacher rotates to all of the other 
similar content classrooms to remediate and 
review the content and skills related to West-
ward Expansion. This technique allows teachers 
to contribute to every student’s ability to learn 
the required curriculum. Furthermore, it allows 
students the flexibility to learn content from 
someone who demonstrates a strength in pre-
senting the information.
	 The success of the upcoming year cannot be 
guaranteed, but you have a greater probability 
of success with proper planning. The analysis 
of the preceding year helps teachers make 
decisions that positively influence the new 
school year. Teachers can be successful in their 
efforts if they remember that 1) pacing guides 
are needed to ensure that they do not run out 
of time; 2) spiraling the curriculum ensures 
mastery and retention of curriculum; 3) student 
performance must be routinely assessed; 4) test 
disaggregation is essential in ensuring students 
master content; 5) a variety of remediation 
strategies can bridge gaps in curriculum knowl-
edge; and 6) data should guide all instructional 
decisions. Being well-planned and prepared will 
help teachers get ready for the adventures of a 
new school year!

Resources
Chapman, C., & Freeman, L. (1996). Multiple Intel-

ligences Centers and Projects. Palatine, IL: SkyLight 
Training and Publishing Inc.

Jacobs, H. (2004). Getting Results with Curriculum 
Mapping. Alexandria, VA: Association for Supervi-
sion and Curriculum Development.

Jacobs, H. (1997). Mapping the big picture: integrat-
ing curriculum & assessment, K-12. Alexandria, 
VA: Association for Supervision and Curriculum 
Development.

Pressley, M., & Woloshyn, V. (1995). Cognitive 
Strategy Instruction that REALLY Improves Children’s 
Academic Performance (2nd Edition). Brookline, 
MA: Brookline Books.

Wong, H., & Wong, R. (1998). How to be an Effective 
Teacher: The First Days of School. Mountain View, 
CA: Harry K. Wong Publications Inc.

For teachers, the end of one school year 
marks the beginning of the reflective pro-
cess, brainstorming and planning for the 
upcoming school year.

Reflect, brainstorm, plan for a new year
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Universal design, continued from Page 2

This is where we need to think of the “design” 
component of universal design for learning. If 
we adopt a perspective that always considers 
what will help all students — the curb cut 
concept — we will proactively handle the con-
cerns raised above. For instance, when adopt-
ing a new set of textbooks, the school system 
also should purchase the digital version of the 
textbook that is offered by nearly all publishers 
for current texts.
	 This kind of planning demonstrates applica-
tion of the UDL perspective. Because we want 
to make sure that all students learn the stan-
dards, we might determine that we need instruc-
tional materials that are in digital formats and 
can easily be enlarged, color-coded or restyled, 
read aloud by a speech synthesizer, and hyper-
linked to supporting materials. Students might 
then be offered the opportunity to build a digital 
portfolio, create a model or write a paper to 
provide a range of ways to showcase their work. 
By making the instructional materials flexible, 
the teacher is accommodating students with dif-
ferent recognition networks. Offering multiple 
means of demonstrating knowledge helps her 
meet the needs of her students’ diverse strategic 
networks. Providing a choice of options benefits 
her students’ affective networks.
	 Digital text is not the only method we can 
use; low-tech tools also can fulfill the prin-
ciples of UDL. Various teaching and learning 
techniques that support multiple and flexible 
demonstration of material, proof of understand-
ing and incorporate meaningful choice meet the 
requirements of universal design for learning 
(Rose & Meyer, 2002). Cooperative groups, 
product models and peer mentors are among 
the many low-tech strategies that fall under the 
UDL umbrella.
	 As displayed in Figure 1, many of the best 
practices we have been doing for years meet the 
goals of universal design for learning. As we plan 
our instruction, just as we plan our environ-
ments, it is important to keep in mind what 
our goal is for each activity. For each barrier we 
encounter, whether a sidewalk or a textbook, 
we must decide whether a new tool is needed or 
if we just need an instructional “curb cut” from 
which all could benefit.
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Figure 1: Looking at classrooms universally designed for learning

An elementary classroom
	 Mr. Hawkins teaches a fifth-grade general education science class. His students have a 
wide range of ability levels, from above average abilities to moderate disabilities. Many of his 
students have challenges in reading and organization. He strives to develop a curriculum and 
supporting activities to meet the needs of all learners.
	 Through cooperative learning activities Mr. Hawkins develops small group activities for 
students to communicate with each other, problem solve and work together. Each activity 
is adapted to meet the needs of the students in the learning group and allow for differences 
in expression and participation. Students are grouped flexibly based on their learning needs, 
strengths and activity preferences. Several peers are paired as tutors with students who need 
extra support.
	 Mr. Hawkins’ goal is for his students to explore distinguishing characteristics of vertebrates 
and invertebrates (SOL 5.5). First he activates prior knowledge and discusses “big ideas” by 
showing a video of vertebrates and invertebrates. Then, students are grouped and complete 
their own exploration in learning stations. Step-by-step directions using enlarged text, bolded 
main ideas and pictures accompany each station.

	 Station 1:	 Students explore a collection of water and marine life retrieved from the local 
river or Chesapeake Bay. Students use their hands, eyes and ears, magnifying glasses, 
and microscopes linked to interactive Smart boards to identify characteristics of the 
living materials. They use descriptive terms supplied on self-adhesive labels to develop 
Venn diagrams showing differences and similarities between types of vertebrates and 
invertebrates.

	 Station 2:	 Students develop an electronic book by copying and pasting pictures found 
on Internet sites such as Animal Planet and Discovery Channel into a PowerPoint 
template. They include sound effects and voice-to-read sentences that describe the main 
characteristics of each animal. Their digital book is projected to the entire class and saved 
in the classroom library of digital media.

	 Station 3:	 Students work together to design their own “animorph” that demonstrates 
characteristics of invertebrates and/or vertebrates. Materials include a wide variety of art 
materials such as stuffed paper bags, feathers, fur, magic markers and puffy paint. Students 
develop a graphic organizer on large poster paper showing the characteristics of their 
animorph.

A secondary classroom
	 In her ninth-grade general education English classroom, Mrs. Majett had students of 	
various ability and interest levels. She decided to implement a unit addressing the basics 	
of narrative essay writing, as her observations indicated that the students needed to work 	
on those writing skills.
	 She began the unit by presenting the steps in essay writing through demonstration (she 
completed a prewriting graphic organizer, then wrote an essay on the overhead while the class 
offered suggestions). Although three of the students in the class have significant writing diffi-
culties and had never written more than a paragraph on their own, they were all able to under-
stand the graphic organizer, and all three participated in the class discussion of what words and 
sentences should be written next.
	 The next time the class met, Mrs. Majett showed an animated PowerPoint with the 
sequenced steps, and referenced the demonstration essay on the overhead. She provided 	
the printed PowerPoint slides in large print to all students, which assisted one of her 	
students with low vision and helped all of the students focus on matching the steps 	
to the demonstration essay.
	 For their first independent essay, students were offered a choice of writing a traditional 
three-paragraph essay by hand or on the computer, or creating a paper-and-pencil or digital 
three-panel storyboard narrative with captioning. Mrs. Majett knows that at least one of her 
students with significant writing difficulties will select the digital storyboard option, and thinks 
that using graphics may be a springboard to more writing.
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Find answers to your questions about going to college at the

Virginia College Quest 2006!
Nov. 18, 2006

8:30 a.m. to 12:30 p.m.
Virginia Commonwealth University Student Commons

907 Floyd Ave.
Hosted by VCU

College quest is a free college preview event for students with disabilities, parents and professionals. 
You can learn about:

•	 preparing for college	 •	 financial aid
•	 student experiences and perspectives	 •	 support and resources at various Virginia colleges

Registration form
Student name: 
Others attending: 
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Phone: 	 Fax: 
E-mail address: 
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Grade: 	 Number attending: 
Indicate below any accommodations that will be needed:

Please fax or mail this form to:	 Partnership for People with Disabilities/VCU, Attn: Betty Harrell 
	 P.O. Box 843020, Richmond, Virginia 23284-3020,  
	 Phone: (804) 828-0359, Fax: (804) 828-0042

For further questions contact Katherine Wittig at kmwittig@vcu.edu. This event is co-sponsored by the Virginia 
Department of Education’s T/TAC at VCU, the VCU Professional Development Academy and the Virginia Higher 
Education Leadership Partnership (VA-HELP).

Online resources for classroom instruction
	 Would you like to have some useful Web 
sites to support reading instruction in the 
classroom? Take a look at these sites compiled 
by Reading First in Virginia as you plan and 
prepare for the year.

Clifford’s Interactive StoryBooks
http://teacher.scholastic.com/clifford1

Each story reflects a specific phonemic awareness 
or phonics concept and is accompanied by a fun 
activity that helps students develop and practice 
skills such as distinguishing sounds and letters, 
and connecting specific sounds to letters.

KizClub
www.kizclub.com/Sbody.html

Includes online and printable activities to sup-
port alphabet recognition, phonetic skills and 
more than 40 stories in print and audio format.

Learning Planet’s Alphabet Action
www.learningplanet.com/act/fl/aact

Displays the letters of the alphabet for students 
to click, see, hear and view an object that begins 
with the selected letter.

PALs
http://pals.virginia.edu

Reader’s Theater
www.teachingheart.net/readerstheater.htm

Great site for Reader’s Theater sites including 
fiction and non-fiction scripts

Reading First in Virginia
www.readingfirst.virginia.edu

Reading A to Z
www.readinga-z.com

Offers thousands of printable teacher materials 	
to teach guided reading, phonemic awareness, 
reading comprehension, reading fluency, alpha-
bet and vocabulary. The teaching resources 
include professionally developed, downloadable, 
leveled books, lesson plans, worksheets and read-
ing assessments.

Scholastic: Building Language for Literacy
http://teacher.scholastic.com/activities/bll

Allows students to practice naming common 
objects, matching letters and rhyming.

Starfall
www.starfall.com

Based in part on research by the National Insti-
tute of Child Health and Human Development 
about how children learn to read, activities on 
the site combine explicit instruction in letter-
sound relationships, word recognition skills and 
reading comprehension strategies with opportu-
nities to apply and practice these skills.

The Virginia Center for Children’s Books
http://curry.edschool.virginia.edu/go/tempo	
/VCCB.html

Web Resources for Early Literacy Instruction
www2.ccs.k12.va.us/earlylit/index.html

A site for parents and teachers; great resources

Webbing into Literacy
http://curry.edschool.virginia.edu/go/wil

Webbing into Literacy (WIL) is a downloadable 
program designed to provide rural Head Start 
teachers with materials and instruction that will 
launch America’s young children on successful 
academic careers.
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	 Interested in learning more about 
assistive technology and alternative 
augmentative communication? Visit  
the following Web sites:

www.aacintervention.com/litboards.htm
Simple instructions for creating literature-
based communication boards

www.creativecommunicating.com
For ideas for creating AAC that works for 
early childhood

www.lburkhart.com/links.htm
Selected links to AT and AAC for children 
with disabilities

	 The lending libraries and assistive technology labs at VDOE T/TAC at VCU have acquired more than 200 new items this year. The following 
is just a small sampling of the new resources. Please visit our Region 1 library in Richmond or Region 8 library in Blackstone to check out items of 
interest to you. To preview our other resources available also visit the T/TAC Lending Library online at www.vcu.edu/ttac/Library/Library.htm.

Access to the general curriculum

Brain-Based Learning: And Assistive Technology, 
Judith Sweeney, 2004

Developing Cross-Cultural Competence: A Guide 
for Working with Children and Their Families, 
Eleanor W. Lynch and Marci J. Hanson, 2004

Improving Reading: Strategies and Resources, 
Jerry L. Johns, Susan Davis Lenski, 2005

Integrating Differentiated Instruction and Under-
standing by Design: Connecting Content and 
Kids, Carol Ann Tomlinson and Jay McTighe, 
2006

Supporting Children with Communication Dif-
ficulties in Inclusive Settings: School-Based Lan-
guage Intervention, Linda McCormick, Diane 
Froeme Loeb, Richard L. Schieflbusch, 2003

Assistive technology

Organization and Technology: A Workshop, 
Judith P. Sweeney, 2005

Successful AT Use in Jr / Sr High Schools, Judith 
P. Sweeney, Joy E. Sweeney, 2004

The Universally Designed Classroom: Accessible 
Curriculum and Digital Technologies, David H. 
Rose, Anne Meyer, Chuck Hitchcock, 2005

Timesaving Technology Tips for Teachers: A 
Workshop, Judith Sweeney, 2005

Autism

Asperger Syndrome and Difficult Moments: 
Practical Solutions for Tantrums, Rage, and 
Meltdowns, Brenda Smith Myles, Jack South-
wick, 2005

Co Teaching Students with Autism, K-5, Judi 
Kinney and Debbie Fischer, 2001

Meaningful Exchanges for People with Autism: 
An Introduction to Augmentative & Alternative 
Communication, Joanne Cafiero, 2005

Power Cards: Using Special Interests to Motivate 
Children and Youth with Asperger Syndrome 
and Autism, Elisa Gagnon, 2002

Practical Solutions to Everyday Challenges for 
Children with Asperger Syndrome, Haley Mor-
gan Myles, 2002

Preparing for Life: The Complete Guide for Tran-
sitioning to Adulthood for those with Autism 
and Asperger's Syndrome, Jed Baker, 2005

Behavior

Building Classroom Discipline, 8th Edition, C.M. 
Charles, collaboration with Gail W. Senter, 2005

Children with Challenging Behavior: Strategies 
for Reflective Thinking, Linda and Tom Brault, 
2005

The Educator's Guide to Preventing and Solving 
Discipline Problems, Mark Boynton & Christine 
Boynton, 2005

The Sensory-Sensitive Child: Practical Solutions 
for Out-of-Bounds Behavior, Karen A. Smith, 
Karen R. Gouze, 2004

Early childhood

Bayley Scales of Infant and Toddler Development, 
Nancy Bayley, 2006

Consultation in Early Childhood Settings, Virginia 
Buysse and Patricia W. Wesley, 2005

Singing Words: Songs for Language Development, 
Cathy Bollinger, Ellen L. Jones, Beverly Mays, 
2002 (Audio CD) 

The Effectiveness of Early Intervention, Michael J. 
Guralnick, 1997

General

Effective Teaching with Classroom Videos, 100% 
Educational Videos, University of San Diego, 
Lynell Burmark, 2004 (Video)

Teaching on the Inside: A Survival Handbook for 
the New Correctional Educator, Pauline Geraci, 
2002

Significant Disabilities

Aligning IEPs to Academic Standards: For 
Students with Moderate and Severe Disabilities, 
Ginerva Courtade-Little, Diane M. Browder, 
2005

Instruction of Students with Severe Disabilities, 
6th Edition, Martha E. Snell, Fredda Brown, 
2006

Teaching Communication Skills to Students 
with Severe Disabilities, June E. Downing with 
invited contributors, 2004

Teaching Math to People with Down Syndrome 
and Other Hands-On Learners, DeAnna Horst-
meier, 2004

Using Assistive Technology to Meet Literacy 
Standards: For Grades 4-6, Sherry L. Purcell; 
Debbie Grant, 2004

Writing Measurable IEP Goals and Objectives, 
Barbara D. Bateman, Cynthia M. Herr, 2006

Transition

Circles: Intimacy and Relationships. Parts 1 
and 2, Marklyn P. Champagne, Leslie Walker-
Hirsch, James Stanfield, 1993 (Video Program)

Circles II: Stop Abuse, Marklyn P. Champagne, 
Leslie Walker-Hirsch, 1988 (Video Program)

Circles III: AIDS: Safer Ways, Leslie Walker-
Hirsch, Marklyn P. Champagne, 1988 (Video 
Program)

Steps to Self-Determination: A Curriculum 
to Help Adolescents Learn to Achieve Their 
Goals, Sharon Field, Alan Hoffman, 1996

What Do I Like to Do: 101 Activities to Identify 
Interests and Plan Careers, Janet E. Wall, 2005

Many new resources at T/TAC Library

	 The T/TAC at VCU launched the 
assistive technology weblog, or blog, 
in spring of 2006. This online resource 
will be a place for sharing information 
and ideas about the issues that surround 
assistive technology. Join us to post your 
experiences, explore great links and be 
part of a cutting-edge Web community 
on assistive technology across our 
Regions 1 and 8.

Join us at http://blog.vcu.edu/ttac!

T/TAC is entering the 
blogosphere!
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