Chapter 3:  Teaching Is Adapting to Student Diversity
In the two previous chapters, we presented several theories of development that suggest that teachers need to structure the curriculum, the classroom, and their behavior to the existing capabilities and needs of their students.  In Piaget’s theory, for example, teachers are encouraged to provide concrete experiences that show the student the limitations of his or her current approach to a problem (see Chapter 1).  And in Vygotsky’s theory, teachers must provide sufficient support and assistance so that the student will be able to solve problems that are beyond their current independent problem-solving capabilities (see Chapter 1).  Implementing the recommendations of such theories, or course, is greatly complicated by the fact that the students in any class -- even a class that includes students who are at a single grade level and similar with respect to age -- bring diverse backgrounds, behaviors, abilities, and needs to the classroom.  How diverse are the students in a typical classroom? Consider the following students, who are all composites of children observed by one of the authors over numerous visits to first-grade classrooms.

Myra is a bright 6-year-old who nonetheless struggled at the start of the school year in several areas, including math and reading.  At a parent-teacher conference, Myra’s parents repeatedly expressed concerns about Myra’s reading problems, and they asked her teacher to suggest activities they could do at home to help Myra develop literacy skills.  Although the teacher spent as much time discussing Myra’s math problems as her reading problems, her parents did not seek any advice about math activities they could use at home.  Myra’s father did comment, however, that Myra just doesn’t have a “knack” for numbers like her older brothers do or like he always has.

Dakota is a bright but quiet first-grader.  He is Navajo and one of the few Native American children attending the school.  He seldom asks questions and it seems to the teacher -- who is White -- that when she calls on Dakota it takes Dakota an inordinately long time to answer.  She confides to a colleague that she doesn’t know whether Dakota wants her to wait longer for him to answer or whether he’s embarrassed by the long silence.  The teacher also senses that Dakota does better and seems more comfortable when working in a group of his peers than when working with her one-on-one.

Conrad is a small, fragile child.  He often falls asleep during class.  When awakened, he is quite embarrassed and once cried when the other children teased him about dozing off.  Conrad is well behind the other children in his academic progress, especially in reading.  He is not yet able to identify written letters with any consistency.  He sometimes has difficulty staying on task and in following instructions.  Conrad participates in lunch and breakfast programs at the school that are reserved for children from low-income families.  Recently, Conrad has been especially quiet and even gotten into a few fights.  He has visited the school nurse a few times with complaints of a stomach problem. The teacher has since learned that Conrad and his family have moved out of their apartment and into a homeless shelter.

Elizabeth is a quiet and reserved 6-year-old.  Although she answers questions and is friendly and polite, her rather timid nature has made it difficult for the teacher to get to know Elizabeth and determine her level of academic skill.  Recently, however, the teacher overheard Elizabeth playing an addition game with some of the other children.  The children would call out pairs of numbers and Elizabeth would immediately state the sum.  Some of the numbers got quite large (e.g., 126 plus 887).  Nevertheless, Elizabeth was virtually perfect, which inspired awe and giggles among the other children.  The teacher later sat down with Elizabeth for a little informal testing.  He found that she could easily handle even triplets of two- and three-digit addends.  He later told a colleague that on one occasion he had corrected one of Elizabeth’s few errors only to find to his embarrassment that her original answer was correct.

Billy is an outgoing and inquisitive child who has Down syndrome.  He spends most of the day in a regular first-grade class, but does go for several “special” activities, including speech and physical therapies.  Billy generally gets along well with the other children although some occasionally tease him and tell him “he talks funny.”  In fact, Billy’s speech is often difficult for his peers and teacher to understand.  This inability to make himself understood occasionally causes Billy to become noticeably frustrated.  Billy is interested in the academic activities of the classroom and works hard on the same projects as do the other children.  However, his progress in mastering basic arithmetic operations and literacy skills lags well beyond that of most of the other children.

In this chapter, we address the question: How can teachers successfully accommodate to diversity in their students?  Unfortunately, there is no easy answer to this question.  Moreover, accommodation is made more difficult by the increasing class sizes and dwindling resources that are thrust upon today’s teachers.  Nevertheless, there are strategies that teachers can use to ensure that they treat all students equitably and help to maximize each student’s chances of academic success.  These strategies derive from an understanding of the sources of diversity among students and of the types of reactions this diversity can elicit from peers and teachers.  In the preceding descriptions of first-grade students, we saw some of the sources of diversity in the classroom; namely, the gender, cultural heritage, economic background, and ability level of the students.  We begin by considering these sources of diversity. 

GENDER: THE SOCIAL AND COGNITIVE WORLDS OF GIRLS AND BOYS
By the time most children begin preschool, they have begun to form ideas about what it means to be male or female and they behave in accordance with those ideas (Berndt, 1997; Dacey & Travers, 2009; Elliott et al., 2000; Irwin & Simmons, 1994; Santrock, 2008).  They hold gender stereotypes about the behaviors and characteristics that males and females have or should have (Bigler, Liben & Yekel, 1992).  These ideas are stereotypes because they describe a prototypical male or female, they ignore individual differences within the categories of male and female, and they portray males and females as different in an absolute sense (i.e., with no overlap between them in terms of behavior, characteristics, etc.).  So, for example, preschoolers see objects such as hammers as “belonging” to daddies and objects such as brooms as “belonging” to mommies, and they associate fierceness and angriness with males but gentleness and nurturing with females (Fagot, Leinbach & O’Boyle, 1992).  They also attribute different occupations to males and females (Lott, 1987). Their behavior reflects their ideas about males and females in that it is gender-typed behavior (i.e., consistent with stereotyped views of gender).  Toddler boys and girls prefer different sorts of toys and activities, for example -- vehicles and construction materials in the case of boys, dolls and stuffed animals in the case of girls (O’Brien & Huston, 1985).  And preschoolers will even discourage their peers from engaging in so-called opposite-gender play, such as boys playing with dolls (Langlois & Downs, 1980).  Even during the preschool years, then, teachers will need to encourage students to adopt more flexible, less stereotyped conceptions of what it means to be male and to be female in today’s society.

Teachers may need to be even more vigilant in combating gender stereotypes and gender-typed behavior during the school years.  Although children’s gender stereotypes become more flexible and less exaggerated during middle childhood (Bigler et al., 1992), their behavior becomes more differentiated according to gender. Toy and activity preferences of boys and girls diverge even more than during the preschool years (Berndt, 1997).  Same-sex play (i.e., boys playing only with boys, girls playing only with girls) is the rule during the elementary school years (Hayden-Thomson, Rubin & Hymel, 1987), at least up until the fifth grade (Thorne, 1993).  And negative reactions to opposite-gender play and other activities become more intense and punishing during adolescence (Santrock, 2008).  The challenge for elementary school teachers may be to increase interaction between male and female students, whereas high school teachers should focus on acceptance of diverse views about gender.

In addition to being concerned about the attitudes and social behavior of their students, teachers need to pay particular attention to gender-based differences in achievement. Although differences in achievement and ability between males and females have decreased dramatically in recent years (American Association of University Women, 1998), some troubling differences remain.  (For very readable reviews of the differences between males and females in ability and achievement, see Cobb, 2007; Santrock, 2008).  Here are but a few examples:

1.  In the National Assessment of Educational Progress administered to high school students, girls scored higher than boys in reading and writing but lower than boys in math, history, geography and science (American Association of University Women, 1998).

2.  In the administration of the Third International Science Study test by the twelfth grade, boys significantly outscored boys (American Association of University Women, 1998). 

3.  Girls outperform boys on standardized tests of reading during the elementary school years, and girls are less apt to be referred for remedial reading (Feingold, 1993).

It is important to keep in mind that these and other differences between males and females are relatively small and certainly less than the differences observed among males or among females (Corbett, Hill & St. Rose, 2008).  Nevertheless, these differences are important because they can limit directly or indirectly the career paths available to men and women.  For example, women are less likely than men to enter careers that place heavy demands on math ability, such as engineering (Linn & Hyde, 1989).  Importantly, there is considerable evidence that these gender differences in ability and achievement are largely the result of environmental rather than of direct biological influences on development (Santrock, 2008).  Maternal attitudes about the natural (i.e., innate) abilities of boys and girls in areas such as math, language, and sports have been found to play a particularly important role in the achievement of boys and girls in these areas (Eccles, 1987; Eccles, Jacobs & Harold, 1990).  This impact of maternal attitudes occurs largely through the attitudes and beliefs fostered in their children.  For example, mothers who believe that girls have less natural ability in math may lead their daughters to have less confidence in their math ability, place less value on math in their career plans, and take fewer classes in mathematics (Eccles et al., 1990

It is not just parents who play a role in the development of gender differences, however; such differences are encouraged by today’s society.  Unfortunately, schools and teachers play a role as well.  Consider the following observations:

1.  In the preschool and early elementary school years, classrooms are often physically arranged in ways that keep boys and girls separate and reinforce the differences between them (American Association of University Women, 1989).  For example, a pretend kitchen and associated toys are housed in a different location than are the blocks and other building materials.

2.  Teachers pay more attention to boys than to girls (Elliott et al., 2000), are more likely to ask boys than girls questions that require elaborate responses (Sadker & Sadker, 1982), and give boys more constructive praise and criticism than they do girls (Sadker & Sadker, 1995).

3.  Teachers are more likely to encourage boys to complete difficult academic tasks but to take over and complete difficult tasks for girls (American Association of University Women, 1998).

4.  Teachers spend more time with girls in reading and language arts, but more time with boys when the subject is math (Sadker & Sadker, 1982).

5.  Teachers are more apt to attribute failure to a lack of effort for boys than for girls (American Association of University Women, 1998).

6.  Boys are more likely to be assigned by teachers to high ability math groups than are similarly achieving girls (American Association of University Women, 1998).

7.  Teachers are more likely to ask boys than girls to demonstrate experiments in science class (Elliott et al., 2000).

It is important to recognize that not all teachers behave in the ways described and that teacher behavior, in part, may be elicited by differences in student behavior (Berndt, 1997).  Nevertheless, the foregoing observations suggest that teachers need to be especially vigilant in monitoring their own attitudes and behaviors to ensure that they treat male and female students equitably.  Later in this chapter we offer some strategies that will help achieve this goal of equity.

CULTURE: ETHNIC DIFFERENCES AMONG STUDENTS
Each student who enters a classroom brings with him or her something of the culture to which he or she belongs.  The term culture refers to the behaviors, beliefs, arts, language, values, practices, and social institutions that are characteristic of a community of people and that are transmitted from one generation to the next (Berndt, 1997).  When we think of cultural differences, we most often conjure up images of people in far away countries.  In fact, we need not look beyond the borders of our own country to find numerous examples of cultural differences.  Some cultural differences may reflect a distinction between recent immigrants to the U.S. and those who were born here.  Other differences may be less dramatic -- although no less important -- and reflect regional differences, such as between students in urban and rural communities or between students raised in the Northern and in the Southern U.S.  Other cultural differences may have less to do with immigrant status or geographical distance and more to do with ethnicity (i.e., national origin or heritage; Santrock, 2008).  In this country, there is no disputing that there are important differences in the lives of, for example, White Americans, who form the dominant culture, and African Americans or Native American Indians.  The lives of these different groups have been very different historically and, as a result, each is characterized by attitudes, behaviors, practices, and institutions that are at least partly unique to it.  These ethnic differences have an impact on the life of the classroom and thus teachers must know something about these differences.  At the same time, however, it is important for teachers always to keep in mind that different ethnic groups also have much in common and that not all members of any one ethnic group can or should be characterized in the same way (Santrock, 2008).  In other words, teachers should be attentive to cultural background but not let it blind them to the unique characteristics and needs of the individual student.

We will not attempt to provide a detailed description of the development of particular ethnic groups.  There simply are too many such groups and too many facets of the culture and psychological development of each group that would need to be described for us to do justice to this topic.  Instead, we begin with some facts about the academic achievement of individuals from ethnic minorities (i.e., ethnic groups outside of the dominant White culture) and give some examples of how ethnic diversity among students is related to teacher behavior and the activity of the classroom.  More detailed introductory discussions of ethnicity can be found in Elliott et al. (2000), and Santrock (2008).

Students from many ethnic minority groups do not fare well in U.S. schools.  Consider the following observations:

1.  African-American students and Latino students are more likely to be enrolled in remedial programs and receive special education services than are White or Asian-American students (Santrock, 2008).

2.  African-American students and Latino students are less apt to be enrolled in college preparatory classes than are White or Asian-American students (Santrock, 2008).

3.  Latino and other ethnic minority students often do well in the early school years, only to show a decline in academic achievement in the later elementary school years (Elliott et al., 2000).

4.  African-American students are more likely to be suspended from school than are White students and students from many other ethnic minority groups (Santrock, 2008).

Why do students from so many ethnic minority groups fare so poorly in schools?  There are at least three reasons:

1.  Because of the long histories of discrimination against, and oppression of, ethnic minority groups in the U.S., students from such groups are more likely than White students to live in poverty, and poverty does not prepare children well for school (Spencer & Dornbusch, 1990).

2.  Ethnic minority students must master not only the curriculum of the school, but also its culture, and the culture of most schools is largely that of middle class, White society (Tharp, 1989).  This puts ethnic minority students at a disadvantage compared to White students from the very first day of school.

3.  Teachers interact with ethnic minority students in ways that are less than optimal for the latter’s academic development (Sadker, Sadker & Klein, 1986; Spencer & Dornbusch, 1990).

Let’s consider this last observation in more detail.  It is important to recognize at the outset that not all teachers behave identically and that some may be quite successful at optimizing the development of all students, including those who are members of ethnic minorities.  Moreover, it is fair to say that some teacher behavior is elicited by ethnic minority students, some of whom may be poorly prepared for school because of poverty and may be distrustful of the school, which is perceived as an institution of the oppressive dominant culture (Santrock, 2008).  Nevertheless, the simple fact remains that many teachers are not prepared to create a classroom that accommodates appropriately to the background, needs, and strengths of the ethnic minority student.  Santrock (2008) has reviewed research on ethnicity in the classroom and reports on the problematic teacher behaviors that have been identified.  Here are but a few examples from Santrock (2008):

1.  Teachers engage in fewer instructional interactions with ethnic minority students than with White students.

2.  Teachers are more likely to reinforce White students than African-American students for behavior focused on academic achievement.

3.  Teachers are more apt to criticize academically gifted students who are African American than those who are White.

4.  Teachers often fail to challenge African-American students academically or to hold them to high academic standards because of concerns about the economic hardships and discriminatory practices so many of these students endure.

Many of these problematic teacher behaviors reflect not an unwillingness to help ethnic minority students, but rather a lack of knowledge of the cultural backgrounds of these students and of how to adapt their instruction to those backgrounds.  Teachers must be more knowledgeable about the cultural backgrounds of their students, more aware of their own biases and stereotypes, more appreciative of the impact of their own cultural background on the classroom, and more willing to devise flexible instructional strategies that include all students.  Later in this chapter we suggest some strategies to help teachers do so.

POVERTY: MEETING THE NEEDS OF ECONOMICALLY DISADVANTAGED STUDENTS
One of every five children in the U.S. live in poverty, and more than 100,000 children are homeless on any given day (Elliott et al., 1996).  Poverty is associated with a number of chronic, pernicious stresses that negatively impact many aspects of human development, including academic performance.  For example, children who live in poverty score 10 to 15 points lower on standardized tests of intelligence and achieve less academically than do their more affluent peers throughout the school years (DeAngelis, 1994; Elliott et al., 2000).  Poor children, especially those who are homeless, experience less support from peers and are more likely to be malnourished, have sleep disturbances, and lag behind in their physical and social-emotional development compared to more affluent children (DeAngelis, 1994).  The conditions under which poor children and their families live are unimaginable to most of us.  These conditions have been eloquently, but painfully, described by Kozol (1996). Kozol writes about Mott Haven, which is located in the South Bronx in New York:

Virtually every child at St Ann’s knows someone, a relative or neighbor, who has died of AIDS . . . roaches crawl on virtually every surface of the houses . . . Rats emerge from holes in bedroom walls . . . In 1991, 84 people, more than half of whom were 21 or younger, were murdered in the precinct (pp. 4-5).

Unfortunately, our schools often contribute to, rather than alleviate, the problems of students living in poverty.  Because the resources made available to school reflects the economic wealth of the district in which it is located, children who are poor attend the most dilapidated schools with the fewest material and personnel resources (Kozol, 1991).  Not surprisingly, student achievement, especially for ethnic minority students, is correlated with the income of the families whose sons and daughters attend the school (Elliott et al., 2000).

The schools attended by economically disadvantaged children are associated not only with limited resources, but also with patterns of teacher-student interaction that are less than optimal for student academic achievement. For example, teachers in schools with economically disadvantaged populations have lower expectations for their students, criticize students more often, and spend less time in instructional interactions with their students than do teachers in schools attended by middle-class children (Santrock, 2008).  In part, this pattern of teacher behavior might be elicited by the developmental and behavioral problems that children from poverty bring with them to school.  It may also reflect low teacher morale engendered by the deplorable conditions of the schools in which these teachers must work day in and day out (Kozol, 1991).  It also may be the case, however, that teachers have “given up” on economically disadvantaged children on the assumption that their poverty has doomed them to academic failure.  In fact, recent research on resilience has convincingly demonstrated that this assumption is not warranted.

Resilience is the term used to characterize individuals who have good outcomes, become competent, and achieve success in the face of trauma or severe, chronic stress (Rutter, 1987; Werner, 1995; Zimmerman & Arunkumar, 1994).  The impetus for research on resilience was the Kauai Longitudinal study (Werner, 1977).  This study, which was conducted in Hawaii, yielded the surprising finding that nearly one-third of the children studied went on to lead productive lives as adults despite growing up under conditions associated with numerous risk factors, including poverty.  Since then, considerable research has been conducted to identify the factors that protect children from risk -- the factors that make them resilient (Zimmerman & Arunkumar, 1994).  Some protective factors are intraindividual (i.e., characteristics of the individual), such as being socially outgoing (Werner, 1995).  Other protective factors can be found in the family (e.g., having a family member who is supportive but holds high expectations for achievement) and in the community (e.g., a neighbor who praises and supports the individual) (Werner, 1995).  Most important for present purposes, some protective factors are to be found in schools (Zimmerman & Arunkumar, 1994).  These school-based protective factors include a school that is highly organized and in which all involved are committed to learning and teachers who serve as role models and sources of support for the at-risk youth. Teachers, then, must view children from poverty in more optimistic (although not unrealistic) terms and work to engineer a system of protective factors that will optimize the chances of success for these students.  Strategies for doing this will be suggested later in this chapter.

STUDENT ABILITY: MEETING THE NEEDS OF GIFTED STUDENTS AND OF STUDENTS WITH DISABILITIES
Not all students in any class will have the same level of ability in any area of academic or social functioning.  Some students will be better readers than others; some will find math difficult and try to avoid it, whereas others will be skilled at math and find it challenging and exciting; and some students will get along well with others and follow the rules of the classroom, whereas others may be less popular among peers and may find rules a bit of an annoyance. Variations such as these are always challenging for teachers because they mean that one instructional approach, one curriculum, one sequence and timing of lessons will not be optimal for everyone in the class.  But teachers often are faced with more extreme variation -- for example, students with attention-deficit hyperactivity disorder, or ADHD (Elliott et al., 2000), or students who have problem aggression and are rejected by their peers (Santrock, 2008).  These students can be said to exceptional (Elliott et al., 2000).  Students who are exceptional are at the “extremes” on dimensions such as intelligence or sociability.  These students pose the greatest challenges for teachers.  Such students require unusual adaptations on the part of teachers, adaptations that teachers are often unable to make either because of a lack of resources or a lack of training.

In the remainder of this section, we consider children who have exceptional educational needs and thus pose unusual challenges for teachers.  We have not attempted an exhaustive description of the various “categories” of exceptional students that might be encountered in a classroom.  So, for example, we have little to say about ADHD, learning disabilities, behavioral problems, sensory impairments, or speech and language disorders.  If you are interested in these or other categories, very readable introductions are to be found in Elliott et al. (2000).   Instead, we focus here on children who represent the extremes of ability; namely, students who are considered gifted (or talented) and students who have cognitive disabilities (or developmental disabilities).  A consideration of these two groups of students will allow us to derive some general strategies for dealing with a wide range of students of varying level of ability.

Gifted/Talented Students.  About 3% to 5% of students are identified as being gifted (Elliott et al., 2000).  Although there is considerable debate about just how exceptional one needs to be (and on what dimensions) to be considered gifted, there is agreement about the essential nature of the concept.  In particular, gifted students are those who evidence performance in the areas of intellectual, creative, artistic, or academic functioning that is so high that their continued development requires services substantially different from those typically provided by the schools (Elliott et al., 1996).  Note that a gifted student need not demonstrate exceptional ability in all areas; instead, his or her talent may be limited to a particular domain, such as the visual arts or mathematics (Elliott et al., 2000).  Gifted students are often bored by the regular curriculum, which simply fails to challenge them.  This can lead them to exhibit behavioral problems, particularly in the classroom, and to put minimal effort into their academic work (Borland, 2003).  As a consequence, some gifted students may never be identified. 

Efforts to meet the needs of gifted students often involve the assignment of extra work -- an approach that has been termed enrichment (Elliott et al., 2000).  Unfortunately, this additional work is often not selected to challenge the gifted student but rather to keep them busy (Renzulli, 1986).  In addition, teachers sometimes feel threatened by gifted students and thus, may harbor hostility and resentment toward them (Elliott et al., 2000).  Moreover, few teachers receive training in gifted education; thus, most are at a loss to know how to teach these students, which no doubt intensifies teachers’ negative feelings toward these students.  In short, there is a need for teachers to monitor their attitudes toward gifted students and to seek additional expertise in dealing with them (as well for teacher education programs to provide more information and experience relevant to this category of students).

Cognitive Disabilities.  Cognitive disability, also know as developmental disablities, is characterized by a pervasive, generalized delay in functioning.  In the most common current definition (American Association on Intellectual and Developmental Disablities, 2002), it is defined by three criteria:

1.  Significantly below average intellectual functioning, which is defined as an IQ on a standardized test of 70 to 75 or lower;

2.  Deficits in two or more domains of adaptive functioning, such as communication, socialization, self-help, which means that the individuals in question is unable to meet the requirements of important, age-appropriate tasks of daily life;

3.  Onset before the age of 18 years.

As a group, individuals with cognitive disabilities are substantially impaired in virtually all areas required for academic success, including speech and language, abstract reasoning, memory, and interpersonal understanding (Rosenberg & Abbeduto, 1993).  It is important to recognize, however, that there is considerable heterogeneity (i.e., difference, or variability) among people with a diagnosis of cognitive disability.  There is heterogeneity in the severity of the impairments characterizing individuals with this diagnosis and thus, the level of support or intervention required for their optimal functioning (American Association on Intellectual and Developmental Disablities, 1992).  There also is heterogeneity in the etiology (i.e, cause, or origin) of their disability; for example, some cognitive disabilities can be traced to environmental conditions (e.g., poverty) others to genetic problems (Zigler & Hodapp, 1986).  Moreover, the pattern of impairments varies somewhat depending on the etiology of the disability; for example, persons with Down syndrome -- a genetically based disability -- often have language problems that are more severe than their cognitive problems, whereas persons with Williams syndrome -- another genetically based disability -- have less severe language than cognitive problems (Rosenberg & Abbeduto, 1993).

Until recently, students with cognitive disabilities (as well as those with other forms of developmental problems) were educated apart from other, more typically developing, students. It was assumed that not only did students with cognitive disabilities need special education services, but that these services could not be implemented in the regular classroom.  Changes in federal laws (e.g., Public Law 94-142) as well in attitudes borne of the Civil Rights Movement of the 1960's and 1970's have led to a dramatic change in special education.  The emphasis now is on inclusion, or inclusive education (Siegel, 1996).  At a minimum, inclusion involves educating students with cognitive disabilities in the least restrictive environment possible, which generally means the regular education classroom.  Ideally, however, inclusion involves four additional components (Filler, 1996; Odom et al., 1996).

1.  The student with a disability participates actively in the life of the classroom.  This may require physical accommodations in the classroom and will involve planning on the part of the teacher to ensure that the student is not isolated from the other students (e.g., through the use of group activities and peer-tutoring).

2.  Appropriate services and resources are made available to the student within the regular education classroom.  This may involve, for example, provision of a teacher’s aide to work with the student or the services of a professional (e.g., speech-language therapist).

3.  Professionals from diverse disciplines must collaborate to ensure that the student receives services that are integrated in a coherent, planful manner.

4.  The student’s progress and the impact of inclusion on that progress must be monitored.

The impact of inclusive education on the development of students with cognitive disabilities has been difficult to determine because of methodological limitations of the research conducted to evaluate its impact (Siegel, 1996) and because many attempts at “inclusion” have amounted to little more than placing a student with cognitive disabilities in a regular education classroom without benefit of the other four components of inclusion (Filler, 1996).  There is evidence, however, that students with cognitive disabilities do benefit from more “ideal” implementations of inclusion; for example, when teachers actively work to foster social interaction between regular education and special education students, the latter show gains on measures of language and social ability (Jenkins, Odom & Speltz, 1989).  The challenge for regular education teachers, then, is to work with other professionals to ensure that their classroom approaches the ideal inclusive educational environment for their students with cognitive disabilities.


STRATEGIES FOR THE CLASSROOM
We now consider some strategies that can be used to ensure that teachers deal equitably with all students whatever their gender, ethnicity, socioeconomic background, or level of ability.  We begin by describing four hypothetical classrooms.  These examples illustrate the sort of diversity you might see in your own classroom.  We conclude by stating in a more formal way the instructional strategies employed by the teachers in our hypothetical classrooms.

Ms. Noonan’s Preschool Classroom
It’s free play time in Ms. Noonan’s room.  A dozen or so 4- and 5-year-olds are engaged in a variety of activities throughout the room.  Two of the children, Amaya and Ryan, are in the make-believe corner.  This week the make-believe corner depicts a doctor’s office, complete with white coats, X-rays, and a stethoscope.  Three boys, Joey, Tyrone, and Zack, are in the construction corner and are stacking blocks to see who can build the highest tower. As is the case during every free play, Ms. Noonan moves around the room and spends a few minutes with each group of children.  She makes sure that she uses these “visits” to get to know the children, to help enrich their play (e.g., by suggesting new ways of thinking about the play materials), and to get children who are perhaps a bit shy involved with their peers.

Ms. Noonan visits the construction corner.  She watches the boys’ building competition for a few minutes, complimenting them on their efforts and giggling with them as the block towers inevitably come crashing down.  Miranda comes over to watch, and she too enjoys the boys’ friendly competition.  At this point, Ms. Noonan makes a suggestion:

Ms. N.: Hey, won’t don’t you have teams? 

Zack: Yeah, building teams!  

Tyrone: Cool! I’m on Zack’s team.

Ms. N.: Joey and Miranda can be the other team.

Joey: Miranda?

Ms. N.: Sure.  I saw Miranda building yesterday and she must have gotten 20 blocks in her tower before it crashed.

Miranda: It was 25 . . . I think.

Ms. N.: Okay, I’ll be the judge.  I’ll count the blocks you get in your towers.


The two teams work feverishly.  Ms. Noonan judges several rounds, with each team winning and losing a few.  She makes sure that she praises the children for their effort and their team work rather than simply for winning.  Ms. Noonan leaves to visit other children but the building competition continues for several minutes after her departure.

Ms. Noonan moves on to the art table, where two children, Bethany and Josh, are each drawing.  They are at opposite ends of the table, however, and seem to be largely unaware of the other.  Bethany has Down syndrome, which has led to a number of delays in her development.  Although Bethany generally gets along with the other children, Ms. Noonan has noticed that Bethany sometimes gets left out of spontaneously formed groups during free play.  Ms. Noonan, therefore, has been especially watchful of opportunities to get Bethany involved with other children during this time.  With this in mind, she convinces Bethany and Josh to each draw a picture of her as she sits and poses for them.  The children gleefully giggle and hug each other when Ms. Noonan sees their drawings and feigns outrage at having no arms in Bethany’s drawing and no ears in Josh’s.  Ms. Noonan then suggests that the children take turns drawing each other -- a task in which they engage enthusiastically as Ms. Noonan leaves to check in on the other children.

Ms. Noonan’s next stop is the make-believe corner.  Amaya and Ryan are in the midst of a dispute.  They turn to Ms. Noonan to plead their cases.

Ryan: I want to be the doctor and she won’t let me.

Amaya: But, I got the heart thing -- the thing for listening first.

Ms. N.: Ryan, did Amaya get the stethoscope first?

Ryan: No, I did and besides I told her she could be the nurse.  I got to be the doctor because boys aren’t nurses.

Ms. N.: Boys can be nurses or doctors.  Girls, too.  Girls can be doctors or nurses.

Ryan: I never saw a man nurse.

Ms. N.: Well, my mother was recently in the hospital because she had to get an operation.  One of her nurses was a man.  And she had two doctors that visited her -- one was a man, and the other a woman.

Ms. Noonan convinces the children to take turns at being doctor and nurse.  She also gets a third child, Molly involved.  With Molly as the patient, things proceed smoothly in the make-believe corner for the rest of the period.  Ms. Noonan decides, however, to use this episode as an opportunity to talk to the children about men’s and women’s roles in today’s society.  Later in the week, for example, she brings in several books to read to the children.  One is about a child whose mother was a doctor, another about two sisters being raised by their father, and a third is a brief history of Amelia Earhart, the famed aviator.  Later in the year, Ms. Noonan also arranges for a field trip to a local hospital.  During this trip, she makes certain that the children get to meet a male nurse as well several female doctors.

Ms. Comrey’s Third-Grade Classroom
It is the first week of class, and Ms. Comrey has arranged an informal evening get together of the parents of her new students.  She decided that this meeting was important because of some fairly dramatic changes that have occurred in the school population this year.  The school is in a largely White middle-class neighborhood and has historically served only neighborhood children.  However, concerns about segregation and racial inequities have led the school board to create a plan for achieving a better racial balance within the schools.  In the case of Ms. Comrey’s school, this has meant busing children from predominantly low-income neighborhoods into the school.  Most of the children being bused are African American.  Ms. Comrey has decided that a parent meeting would be useful to ensure that all students and families feel welcome, understand the expectations that she has for their sons and daughters, and are able to become involved in the activities of the classroom.  During the meeting, Ms. Comrey and the parents accomplish several important goals:

1.  Ms. Comrey explains that she has high expectations for the children as regards reading.  She expects the children to read every night at home and asks parents to assist by tracking the children’s reading at home.  She suggests that parents arrange a system of rewards for reading.  She also provides each parent with a list of books and authors that the children might find interesting.  She also explains to parents that it is important that they read to their children.  By doing say, she explains, the children will gain new skills and learn that reading is a valued activity in their homes.

2.  Ms. Comrey also explains that the children will have math homework every Tuesday and spelling homework every weekend.  She encourages the parents to check over the children’s work and they remind their sons and daughters of the need to complete the homework in a timely fashion.

3.  Ms. Comrey tells parents about her peer tutor system.  She explains that not all children will achieve at the same rate in any given academic subject.  Rather than assigning children to different ability groups, she prefers to pair the children into tutoring teams.  The aim, she explains, is to form pairs in which the children can learn from each other and get to know each other.  She stresses that not only the tutee, but also the tutor benefits from the relationship.  For example, the tutor practices already mastered skills, enhances his or her ability to communicate, and may come across new challenges in the subject area as a result of the tutee’s questions.  She explains that whenever possible she tries to form pairs in which one child is the tutor for one subject and the other child is a tutor for another subject.  She also encourages parents to talk to their children about the tutoring pair and to invite the other child in the pair to their homes if possible.  She notes that this fosters friendships and increases the effectiveness of the tutoring arrangement.

4.  Ms. Comrey explains how she will communicate with parents throughout the school year.  She tells them that each child will bring home on Friday a preview of the following week’s activities.  Included will be any special topics or themes, any field trips, and any changes in the regular schedule.  She also encourages parents to communicate with her whenever they have questions or concerns.  Parents are given the option of writing her a note that their child brings in or of contacting her at home in the evening.  She also asks all parents to jot down their phone numbers and best times to call so that she can reach them too.  (In fact, Ms. Comrey makes a point of calling every parent at least once mid-way through each semester.  She does this to answer questions that parents might have but have been reluctant or unable to ask.)

5.  Parent volunteers are identified for several class activities, including writers’ workshop, art, science, and computer programming.  Ms. Comrey solicits pairs of parent volunteers for each activity.  She also arranges for parents who do not have an automobile to have a “buddy” parent who can drive them to and from school.

6.  Ms. Comrey encourages parents to visit the class and observe at least once during the school year.  She also encourages the parents to talk to her after their observation day if they have suggestions or questions.  She stresses that it is important to her that all children’s needs are met.  She also stresses that she wants their input because they know their children best and may see adaptations that she could make in the classroom so that their sons and daughters feel welcome and are as successful as possible in third grade.

7.  Ms. Comrey shares information about the school’s parent-teacher organization.  Interested parents sign up and arrange car pooling so that all interested parents can attend the Tuesday night meetings.  Parents even arrange a child-care sharing system so that parents take turns “babysitting” for each other so that everyone has an opportunity to participate in the meetings.

8.  And finally, Ms. Comrey arranges two parent potluck dinners, one before Christmas and one in the spring.  The dinners are to be held in the school gym and both parents and children are invited.  The parents form a committee to ensure that the food is prepared, the premises are cleaned up, and everyone has transportation.

Importantly, Ms. Comrey’s interactions with parents continued throughout the school year.  During African-American history month, for example, she invited parents, both African Americans and Whites, to do or attend presentations about notable people and events.  One parent, an African American woman, even arranged for several African American community leaders to visit class and talk about a variety of topics, including their professional lives, accomplishments, and race relations.  Another parent arranged for a field trip to African restaurant.

Mr. Singh’s Seventh-Grade Classroom
Mr. Singh’s seventh-grade classes are legendary in the school for generating excitement and interest in science.  Mr. Singh’s room is chock full of test tubes, chemicals, balance scales, exotic-looking plants, posters of the human chromosomes, photographs of famous scientists, a home-made robot, a collection of donated computers of various sizes, and even a few animals that no one besides Mr. Singh and his students can identify.

Each week, Mr. Singh and his students negotiate a new topic or theme for the week in science.  In science, the theme for the week is important discoveries by women.  (In Mr. Singh’s class, the themes are sometimes focused on particular classes of problems, and other times on historical events or people of historical importance.)

In implementing the science theme, Mr. Singh has organized the students into groups of four, each of which is assigned a specific scientist.  Each group includes at least one male and one female.  The assignment for each group is to spend the week doing library research on their scientist.  The culmination of the week is to be an in-class presentation that includes information about the scientist’s personal history (e.g., family life), professional development (e.g., education), the historical period in which she lived, the nature of her discovery, and a summary of the relation between the discovery, the scientist’s personal life, her professional experience, and the historical period during which she lived.  The best presentation will receive an award from Mr. Singh, which is usually a gift certificate at a pizza restaurant, some in-class privilege, or books.

Importantly, each group has to spend the first day of the week doing some preliminary fact finding and team organization (i.e., assignment of responsibilities).  Each group submits a written preliminary plan describing this preliminary work to Mr. Singh, who provides immediate feedback in terms of both the substance and the team organization.  The latter feedback is designed to ensure equitable assignment of workload and responsibility.  In reviewing the plans submitted this week, Mr. Singh notices that an inordinate number of female students have been assigned to work on the personal lives of the scientists, whereas in all cases the nature of the scientists’ discoveries has been left to the male students.  He points this out to the class and suggests that this might be coincidental or that it might involve a stereotyped view of male and female roles in science.  This leads to a rather heated discussion that ends with a number of more gender-equitable reassignments of responsibility within the teams.  Nevertheless, the discussion causes Mr. Singh some concern and he decides to address the issue of gender in science again.  He does so by inviting several graduate students in physics and chemistry from the University to visit the class the following week. The graduate students are to talk about what they study and how they had first become interested in science.  Mr. Singh is careful to invite both female and male graduate students.  Moreover, he asks the female students to talk about any roadblocks they had experienced in their careers because of their sex.

Mr. Singh’s concern with equity in his classroom extends far beyond this one incident.  He had noticed from his many years of teaching that his male and female students often participated in science classes in different ways.  In an open discussion, for example, the male students tended to dominate the discussion especially after the first few minutes.  In addition, he had noticed that at least some female students seemed reluctant to try out experimental procedures and, instead, were satisfied to watch others -- usually the male students -- demonstrate the procedures.  These observations have led Mr. Singh to require that all students participate in discussion.  In keeping with this requirement, all students are graded for their participation and Mr. Singh is careful to call on those who do not participate spontaneously.  He also carefully keeps track of who has demonstrated experimental procedures to the class and makes sure that everyone -- males and females -- take a turn at conducting the demonstrations.  (Actually, Mr. Singh’s observations about male and female students have been borne out by considerable research; see American Association of University Women, 1989). And finally, Mr. Singh carefully monitors his own behavior to be sure that he is giving all students equal attention and assistance.  He does this by keeping a diary in which he makes daily entries.  The entry includes interesting insights from the students, new ideas for topics for subsequent weeks, and a reconstruction of his interactions with students.  In these reconstructions, he pays special attention to the questions he had asked each student and the feedback he had provided each.  These reconstructions are his way of asking himself three questions: Did I attend to all my students?  Did I give each student good information? and Did I encourage each student to think more about and participate more in science?  If he is dissatisfied with any interaction, he is careful to remedy the problem as soon as possible, usually the very next day.

Before leaving Mr. Singh’s classroom, it is worth noting that many of his students in years past had gone on to careers in science, an achievement of which Mr. Singh is quite proud.  This has led him to be especially attentive to signs of exceptional scientific ability in his students.  This year he has identified one African-American student, Gwen, who seemed particularly gifted in science.  After meeting with Gwen’s family to discuss her interest in science and gain their support, he has worked to provide Gwen with additional opportunities to learn about science.  For example, he meets monthly with her parents to suggest activities that Gwen can do outside of school, such as field trips, talks about science at local libraries, and books of interest.  He also has compiled information about summer programs for Gwen, including an internship in a university physics lab.  He also arranged for Gwen to take a class in chemistry at the local high school two afternoons a week during the next school year.  Throughout this process, however, Mr. Singh has been careful to discuss all the options with Gwen to make sure that he was offering her family choices that were acceptable to Gwen.


Ms. Goldstein’s High School English Class

Ms. Goldstein teaches creative writing and literature classes at a high school serving largely low-income families.  The building in which she teaches is run down and poorly equipped.  The computer lab for the school, for example, has only three working computers (and a half-dozen non-working computers).  Available books are falling apart and are, for the most part, out-of-date.  Water runs down the walls of Ms. Goldstein’s classroom whenever it rains, and on cold, winter days, students keep their coats on to protect themselves from the wind that whips through the poorly insulated window frames.  More depressing still is the fact that many of the students live in conditions far worse than those in the school.  They deal with rats, roaches, and violence.  They have seen far more death and misery by the age of 15 or 16 than most people will see in their entire lives.

Despite the horrible physical and social conditions facing these students, Ms. Goldstein is always heartened by the amazing strength and impressive accomplishments of many of her students, and she does her best to offer them encouragement, support, and an education.  One of her students, Tracy, is particularly noteworthy.  Tracy is a junior who lives with her mother and grandmother in the most impoverished and crime-ridden neighborhood in the city.  Nevertheless, Tracy is doing well academically, especially in English.  Her very first essay for Ms. Goldstein was a moving account of her aunt’s death due to AIDS-related pneumonia.  What struck Ms. Goldstein most about the essay was not only that it was well written but that it ended on a note of defiant optimism.  From that very first essay, Ms. Goldstein has become a mentor and confidant for Tracy.  Here are but a few examples of the nature of their relationship.

1.  Ms. Goldstein has encouraged Tracy to keep a journal and to write at least a page each and every day.  She has even shared with Tracy some of her own writing, including some from her own adolescent years.

2.  Ms. Goldstein loans Tracy some of her own books to read.  Many of these have been written by women authors, who, like Tracy, are African American.  Maya Angelou and Gwendolyn Brooks have become Tracy’s favorites.

3.  Ms. Goldstein and Tracy have made it a habit of “checking in” with each other to catch up on recent events in each other’s life.  Ms. Goldstein tries during these meetings to respond in a positive way to the negative events with which Tracy must deal.  For example, Tracy works at two part-time jobs in addition to going to school.  Rather than focusing on the heaviness or unfairness of this burden, Ms. Goldstein praises Tracy for her resourcefulness. She also works with her to devise strategies for completing her school work in the face of this burden. 

4.  Tracy asked if she could call Ms. Goldstein at home “in case of an emergency.” Although Tracy has yet to make such a call -- even though she has faced what seem to Ms. Goldstein to be emergencies -- she appears to take comfort in knowing that she can make the call if need be.

5.  Ms. Goldstein has visited Tracy at home on several occasions.  Sometimes the visits are to provide some additional tutoring, but other times they are simply to have dinner with Tracy and her family.

6.  Tracy is beginning to think about college.  Ms. Goldstein has helped her explore several options and obtain admission and financial aid materials.  She also arranged for Tracy to visit several nearby colleges and visit with African-American college students who are majoring in English and creative writing.

Tracy recently told Ms. Goldstein that she is more hopeful now than at any time in her life.  Tracy is looking forward to college and her goal is to graduate and to live a good life.  “I don’t need to rich,” she tells Ms. Goldstein, “I just want to be proud of myself.”

Strategies
The four hypothetical classrooms described previously have illustrated several strategies that teachers can use to ensure that they adapt to student diversity in an equitable and effective way.  We formalize these strategies in the remainder of this section.

1.  Organize activities in a way that provides male and female students equal access to educational opportunities.  There is considerable evidence that male students are allowed to dominate many activities in the classroom, particularly those related to math and science, and thereby gain access to a richer set of educational experiences than are available to female students (Rennie & Parker, 1987; Sadker & Sadker, 1994).  Ensuring equal access to such experiences, therefore, will require that teachers actively monitor and adjust patterns of student participation within the classroom.  We saw several examples of this strategy in action in our hypothetical classrooms.  Ms. Noonan, our preschool teacher, intervened in an all-boy block-building competition by forming teams, one of which included an interested girl.  In Mr. Singh’s seventh-grade science class, Mr. Singh set up mixed-gender teams whose members worked together toward a common goal and in competition with other teams.  Moreover, Mr. Singh monitored the organizational plans of the various teams and corrected gender-based inequities in the assigned roles as needed.  What is important about these examples is not just that the teachers engineered interaction between male and female students, but also that the approach required cooperation among male and female students.  This strategy has been shown to be effective in increasing the access of female students to male-dominated academic domains and activities (American Association of University Women, 1998).

2.  Encourage exploration of gender stereotypes and more flexible approaches to gender roles.  There is little doubt that the differences in academic achievement seen between males and females reflects either directly or indirectly the gender stereotypes held by parents, teachers, policy makers, and others in today’s society (Eccles et al., 1990).  Challenging these stereotypes, therefore, is a critical element of any attempt to provide equal educational opportunities to males and females (American Association of University Women, 1998). We saw many examples of this strategy in our hypothetical preschool and seventh-grade classrooms.  Ms. Noonan, for example, intervened in a dispute between two preschoolers about whether men could be nurses.  More importantly, she provided a concrete, real-life example to challenge Ryan’s stereotype rather than simply telling him he was wrong.  She also exposed the children to books that portray men and women in a variety of non-traditional roles and careers as well as arranging a field trip to see real men and women who had crossed the gender barrier in their professional lives.  Mr. Singh also relied on this strategy.  For example, he shared with his seventh-grade class his observation that roles within the presentation teams were being assigned on the basis of gender and he allowed for class discussion of the issues involved.  He also selected a theme (e.g., important women in the history of science) that ensured that stereotypes about gender would be questioned at every step during the learning process through the week.  He also relied on role models (both historical figures and present-day role models) to show his students concrete examples of women who had defied the stereotypes and the odds.  It is important to note that the attention these two teachers gave to the issue of gender equity also made it clear to their students that the teachers thought the issue to be an important one.

3.  Monitor your own behavior to ensure that you are treating male and female students equitably.  There is considerable evidence that many teachers are often not aware of the differential treatment they direct to their male and female students (Sadker & Sadker, 1994).  It is important, therefore, that teachers constantly take stock of their behavior (American Association of University Women, 1998).  The clearest example of this is provided by Mr. Singh, who kept a diary of salient interactions with his students.  Creating the diary was his way of explicitly reflecting on his own behavior and of identifying problems that he might not been aware of at the time.  When reflecting on their own behavior, teachers should evaluate their patterns of praise and criticism, their attributions of academic failure, and the possibility that they have reinforced gender stereotypes or in some way segregated male and female students from each other (American Association of University Women, 1998).

4.  Increase the compatibility between the culture of the classroom and the culture of the home.  Many of the difficulties experienced by ethnic minority students can be traced to discrepancies between their cultural backgrounds and that of the classroom, which is largely a reflection of White middle-class culture (Tharp, 1989).  Students from economically disadvantaged backgrounds are also faced with a culture within the classroom that is different from what they have experienced, especially as regards expectations for classroom behavior and preparation for academic tasks, such as reading and writing (Elliott et al., 2000).  In our hypothetical classrooms, we witnessed several approaches for increasing the compatibility between student and classroom cultures, particularly in Ms. Comrey’s third-grade class.  First, Ms. Comrey shared her expectations, rules, and modes of communication with the parents of all students.  This served to make explicit any differences between the culture of her classroom and the cultures embodied in the students’ home environments.  Second, she worked to get the parents involved in the activities of her classroom through meetings, telephone calls, parent volunteering, the parent-teacher organization, etc.  This ensured that parents became intimately familiar with the culture of her classroom.  More importantly, it gave parents the opportunity to influence the culture of her classroom and of the school as a whole.  Such parental involvement is critical to student success, particularly in the case of children from economically disadvantaged homes (Elliott et al., 2000).  Third, because so many of her students were African American, Ms. Comrey worked to incorporate African American culture into her curriculum, relying on parents and community leaders to serve as role models, share information about African-American contributions to society, race relations, and even African cuisine.  Incorporation of such themes and experiences into the culture of the classroom makes students and teachers more knowledgeable about, and accepting of, cultural diversity.  It also conveys the important message to students and parents that ethnic minority cultures are to be valued and respected. (See Chapters 2 and 5 for other examples of this strategy.)

5.  Serve as a source of support, encouragement, and high expectations for at-risk students.  Teachers can help promote resiliency in students at risk for academic and other failures because of poverty and other stresses in their lives (Zimmerman & Arunkumar, 1994).  Doing so requires that teachers become actively involved in the student’s life.  They need to show the student that they care, they must encourage the student, they must help the student devise strategies for dealing with the seemingly insurmountable problems they face, and they must serve as a role model.  However, teachers should not provide emotional support at the expense of high academic and personal expectations for the student (Santrock, 2008).  Moreover, teachers should not simply do things on behalf of the student; instead, they should help the student create solutions that work for him or her.  Resilient students are not those who are protected by others, but rather those who can help protect themselves by seeking out the resources they need and devising effective plans for dealing with current and future stresses (Werner, 1995; Zimmerman & Arunkumar, 1994).  We saw Ms. Goldstein, our high school teacher, implement this strategy in her work with Tracy.  Ms. Goldstein became actively involved in Tracy’s life which made it clear that she cared about Tracy and saw her as important.  For example, she visited Tracy at home, shared her own writing with Tracy, and encouraged Tracy to call at her home in case of an emergency.  Ms. Goldstein also served as a model of the sort of success Tracy wanted for herself; that is, she was a highly trained, respected (if not well-paid) professional.  Ms. Goldstein also shared her own adolescent writings so that she served as a realistic standard of comparison for Tracy.  Ms. Goldstein held high expectations for Tracy; for example, she required that Tracy write in her journal daily and she tutored Tracy when Tracy’s work fell below expectations.  Ms. Goldstein also served as a source of emotional support by listening to Tracy’s problems as they arose and by “being on call” for her.  And finally, Ms. Goldstein did not simply “do” for Tracy; she helped Tracy “do” for herself; for example, Ms. Goldstein praised Tracy’s self-generated solutions to difficult problems, praised her resourcefulness, and arranged for Tracy to visit colleges so that Tracy could gather information and decide on a course of action for herself.

6.  Provide meaningful experiences that meet the needs of gifted students.  Many of the attempts to meet the needs of gifted students amount to little more than burdening them with busy work (Renzulli, 1986).  Meeting the educational needs of these students requires that teachers provide them with meaningful experiences -- experiences that are in their areas of talent and interest and that are challenging to them.  We saw several examples of this in Mr. Singh’s dealings with Gwen, the seventh grader who was gifted in science.  Mr. Singh suggested activities and books that Gwen would find interesting outside of school, he arranged for her to take high school classes in science, and even arranged a summer science internship at a local university for her.  In meeting Gwen’s educational needs, however, Mr. Singh did not lose sight of her personal needs.  He was careful to discuss all aspects of her educational program with Gwen and her family.  He wanted to be certain that his suggestions were consistent with the desires of everyone involved and that they enriched rather than disrupted Gwen’s life.  The personal and interpersonal needs of gifted students are often ignored as teachers and school administrators scramble to meet the students’ academic needs (Elliott et al., 2000), but as we will see in Chapter 5 academic and personal-social needs are highly related.

7.  Actively include students with cognitive (and other) disabilities in the life of the classroom. Inclusion refers to more than where a student with disabilities learns; it refers to the active involvement of the student in all phases of the life of the classroom (Odom et al., 1996).  Such inclusion only happens when teachers plan for it and work to implement the plan.  We saw a concrete example of this strategy when we visited Ms. Noonan’s preschool class.  Bethany, who was the 4-year-old with Down syndrome, was often left out of the play and other spontaneous activities of her fellow preschoolers.  Ms. Noonan was rightly concerned about this and so monitored Bethany’s behavior closely during free play.  In our example, Ms. Noonan engaged Bethany and a typically developing student in a joint drawing activity.  What was especially interesting about this example was that Ms. Noonan took advantage of a naturally occurring opportunity to foster this interaction.  Both children were already drawing, she merely brought them together in pursuit of a common goal.  Teachers who know their students well and monitor closely the activity of the classroom will find many such opportunities for encouraging interaction among students with and without disabilities.

8.  Collaborate with other professionals to meet the needs of exceptional students.   Teachers in regular education classrooms must work with other professionals to plan and provide an integrated educational experience for exceptional students, whether those students are gifted or have cognitive disabilities (Elliott et al., 2000).  No one teacher will have the expertise to meet all of the needs of such students.  We saw a nice example of this collaboration in Mr. Singh’s approach to his gifted student.  Mr. Singh did not attempt to do everything for Gwen by himself.  Instead, he enrolled her in high school classes and arranged a summer internship in a university physics lab for her.  He also relied on her family to provide additional, enriching experiences for Gwen.

SUMMARY
In this chapter, we began with the premise that effective teaching requires adapting to the diverse backgrounds and needs of students.  We reviewed research on important dimensions of diversity among students.  We focused on gender, culture, economic background, and ability.  Research on gender has demonstrated that males and females develop along at least partly different paths in terms of their attitudes, roles, abilities, and achievements.  These differences largely reflect environmental influences, such as parents.  Teachers also play a role by treating male and female students in very different ways.  Research on culture has indicated that students from different ethnic backgrounds achieve differently in school, with minority students generally faring more poorly than students from the dominant White culture.  Unfortunately, schools and teachers contribute to the problems of ethnic minority students by failing to recognize the incompatibility between some features of these students’ cultural backgrounds and the culture of the classroom.  Research on student economic background has clearly demonstrated the pervasive and pernicious effects of poverty on all facets of human development, including academic development.  Here too, however, teachers play a role.  This role can be positive as well as negative.  Teachers can play a positive role by serving as a role model, source of support, and standard of excellence for at-risk students.  Teachers can play a negative role by neglecting the academic needs of students and focusing only on feeling sorry them.  We considered two types of exceptional students, those who are gifted and those who have cognitive disabilities.  The key to educating both types of students is that the teacher must actively work to provide meaningful educational experiences.

We used research and theory on student diversity to generate eight strategies for the classroom.  These strategies reflect respect for diversity and an active attempt to ensure that all students are treated in a way that maximizes their chances for academic success.  We also described four hypothetical classrooms, from preschool through high school, in which these strategies could be seen in operation.  Together these strategies supply the beginnings of an answer to the question: How can teachers accommodate to diversity in their students?
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