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Abstract
Due to steady increases in students being diagnosed with disabilities, schools have
transitioned to becoming more inclusive. As a result, children with disabilities are receiving
more instruction within the general education setting as to comply with federal mandates such as
the Individuals with Disabilities Education Act (IDEA) and No Child Left Behind (NCLB). For
that reason, there is a high demand for teachers to both demonstrate and obtain knowledge
pertaining to evidence-based intervention strategies and methodologies in order to instruct these
disabled students alongside their non-disabled peers. Current research reveals that in-service
teachers possess insufficient training and a lack of familiarity with effective evidence based
practices that can be utilized in an inclusive setting. Teachers cannot utilize instructional
practices they do not know, students cannot benefit from educational practices they do not
experience, and schools have not developed a system in which all teachers learn to make good
use of evidence-based practices that enhance the quality of education for all students. Therefore
the purpose of this professional development project is to provide teachers with knowledge and
training in the use of three evidence based practices specifically: guided notes, peer tutoring, and
response cards in order to facilitate academic success in an inclusive setting.
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Introduction

Historical Background
In the past, students with disabilities were often segregated from the regular classroom and their
non-disabled peers and placed into special education classrooms or schools because it was believed
that this was the optimum learning environment for them. However, instruction within these
institutions and classes was often substandard, and the academic achievement of these disabled
students was typically found to be no better than their disabled peers who were allowed to remain in
regular education classrooms (Heward, 2003).
Although educational segregation was prohibited in the United States during the 1950s as a
result of the Brown vs. Board of Education of Topeka, children with disabilities were excluded from
this decree because the case challenged the practice of racial segregation not disability (Heward, 2003).
Be that as it may, throughout the 1960s and early 1970s, disgruntled parents of students with
disabilities contested the exclusion of their children declaring it unconstitutional under the 14th
amendment. According to the 14th amendment, no state shall deny any person life, liberty, or property
without due process of law (Heward, 2003). Consequently, this discontentment led to a high profile
class-action suit in 1972 filed by the Pennsylvania Association for Retarded Children (PARC) vs.
Pennsylvania (Heward, 2003).
As a result, in 1975, Congress passed Public Law 94-142 (Education for all Handicapped
Children), which made available a free and appropriate public education to all children between ages 5
and 21 with disabilities (Heward, 2003). Nevertheless, the law would be amended several times, with
its most recent reauthorization in 2004 (New Jersey Office of Information Technology, 2006). The first
of such amendments came in 1986, when Public Law 99-457 was established to extend special
education services to individuals with disabilities from birth to age five (Heward, 2003).
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In 1990, Public Law 101-476 would contest and rename Education for all Handicapped
Children (EAH) to Individuals with Disabilities Education Act (IDEA). In addition, this amendment
replaced the expression “handicapped child” with “child with a disability”. Most noteworthy, the
amendment called for these disabled youths to be educated with children without disabilities to the
maximum appropriate extent (Heward, 2003). Furthermore, the amendment required that special
education services be individualized to meet the unique needs of students with disabilities and
provided in the least restrictive environment (Heward, 2003).
A further amendment would occur in 1997 to IDEA by way of Public Law 105-17. The
purpose of this amendment was to strengthen the rights of students with disabilities and guarantee that
all disabled students would have access to the general education curriculum (Heward, 2003). For this
reason, new instructional delivery and service models have been created in order to meet the needs of
all children with or without disabilities in the same classroom. Inclusion has been identified as being
the preferred service model of general educators and schools since 1990, so as to comply with the
mandates of IDEA (Heward, 2003; Bryant, Smith, & Bryant, 2008).
What Is Inclusion?
Parkay and Stanford (2004) define inclusion as “the practice of integrating all students with
disabilities into general education classes”(p.303). Whereas, Bryant, Smith, & Bryant
(2008), define inclusive education as “an educational setting in which students with disabilities have
access to the general education curriculum, participate in school activities alongside students without
disabilities, and attend their neighborhood school” (p.605). However, according to Austin (2001), there
is no consensus in the field on what the design of an inclusive program should resemble. Be that as it
may, Cross, Traub, Hutter-Pishgahi, & Shelton (2004) identify positive attitudes, strong partnerships
between parents and educators, use of appropriate interventions to address students’ needs, and
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meaningful adaptations and modifications to the curriculum as important elements for inclusive
programs to be effective.
On the other hand, research by Austin (2001) identifies three models of inclusive teaching,
namely the consultant, coaching, and team teaching models. In the consultant model, the special
education teacher serves as a consultant to the general education teacher in areas pertaining to
curriculum adaptation, skills deficits, remediation, and assessment modification (Austin, 2001). For
Austin (2001), the special education teacher and the general education teacher take turns coaching each
other in areas of the curriculum and pedagogy in the coaching model. This coaching is based on the
expertise of each of the teachers. The last model presented by Austin (2001) is referred to as the team
teaching or co-teaching model, where a general education and a special education teacher teach
together within the same classroom and share equally the tasks of lesson planning, implementation,
and assessment. According to research by Friend and Cook (as cited in Murawski & Dieker, 2004,
p.52), the co-teaching model is the most preferred service model of inclusion, because co-teachers
jointly plan and conduct instruction in a coordinated fashion to ensure the success of all students.
In any case, inclusion of students with moderate and severe disabilities in general education has
proven to be successful in both social and educational areas (Fisher & Meyer, 2002; McDonnell,
Mathot-Buckner, Thornson, & Fister, 2001). Also, current research supports the benefits of inclusive
education for all students (Carter & Hughes, 2006; Downing & Peckham-Hardin, 2007; Foreman,
Arthur-Kelly, Pascoe, & King, 2004) Therefore, integrating students with disabilities in inclusive
general education classes is now the expected norm (Turnbull, Turnbull, & Wehmeyer, 2006).
Even though the implementation of inclusive practices are federally mandated and are now
regarded as instructional norms (Turnbull, Turnbull, & Wehmeyer, 2006), research suggests that
teacher attitudes are the most critical factor in the success or failure of an inclusion program (Moberg,
2003; Cook, 2002; Cross, Traub, Hutter-Pishgahi, & Shelton, 2004). However, there is no single
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position or attitude that teachers have towards inclusion.
What Are Teachers Attitudes Toward Inclusion?
Research by Moberg (2003) found that teachers’ attitudes towards inclusion vary and are
somewhat contradictory. According to Moberg (2003), the following four clear patterns can be
observed when exploring teachers’ attitudes in an inclusive program:
1. Special education teachers or teachers with some special training seem to be more
positive towards inclusion than regular education teachers or teachers who do not
have any additional training.
2. Teachers accept inclusion in principle, but are skeptical towards it in practice, and
express doubts on the effectiveness of teaching in inclusive settings and on the
ability of regular education teachers to meet the needs of pupils with disabilities.
3. General support for and the willingness to implement inclusion is related to type and
severity of disability of children in question.
4. Teachers’ attitudes are connected more to classroom concerns than to their general
attitudes towards working with students with disabilities.
In a study conducted by Shippen, Crites, Houchins, Ramsey, & Simon (2005), it was found that
special education teachers or teachers with some special training seem to be more positive towards
inclusion than regular education teachers or teachers who do not have any additional training. In
addition, the study revealed that individuals who were seeking dual certification in both general and
special education were found to be more receptive and less anxious than the other two groups before
and after the exceptionality course.
Cornoldi, Terreni, Scruggs, & Mastropieri (1998) conducted a study in order to determine the
nature of Italian teachers’ attitudes toward inclusion after 20 years of inclusion policies and practices.
Based on this study, overall support for the concept of inclusion was found to be very strong in Italy.
However, the Italian teachers responded less positively on items that addressed their satisfaction with
time, training, personnel assistance, and resources provided for inclusion efforts. These researchers
also compared their study to other studies in the United States on attitudes of teachers that used a

PROF. DEV. INCLUSIVE INSTRUCTION

5

similar survey. As a result of the comparison, it was revealed that teachers in America were less
enthusiastic towards the implementation of inclusion as well as the integration of students with special
needs into the general education classroom despite its good intent. Cornoldi, Terreni, Scruggs, &
Mastropieri (1998) attributed this negative reaction of the teachers in the United States to their
deficiencies (lack of support, training, personal assistance, and resources) and belief that successful
inclusion was not possible.
A study by Cook (2002) found that teachers seem to generally display a more positive attitude
towards the integration of students with physical and sensory disabilities than those with emotionalbehavioral and intellectual difficulties. The study also found that pre-service teachers had more
positive attitudes towards the inclusion of students with learning disabilities than students with
behavior disorders, mental retardation, and multiple disabilities. Therefore, the results of this study
indicate that the teachers’ attitudes toward inclusion varied according to the disability category of the
students.
Burke & Sutherland (2004) conducted a study to determine whether or not a relationship
existed between pre-service and in-service teachers’ experiences with disabled students and their
attitudes towards inclusion. The results of this study revealed that there was inadequate training of
general education teachers to work with students with disabilities, inadequate personnel support for the
general education teacher, and that inclusion had a negative impact on the teachers’ time to work with
all students in the classroom. Burke & Sutherland (2004) concluded that because the teachers
perceived that they did not possess enough knowledge, support, and experience within their inclusive
settings, the teachers had a negative view towards students with disabilities and inclusion. Therefore,
this study indicates that teachers’ attitudes are connected more to classroom concerns than to their
general attitudes towards working with students with disabilities. In other words, teachers who feel
confident of their professional skills and have positive experiences of inclusion are more positive
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towards inclusion. However, teachers who have a perceived lack of self-competence and insufficient
training have been found to possess negative attitudes towards inclusive programs.
Studies conducted by Liston, Whitcomb, & Borko (2006) and Simpson (2004), concluded that
teachers possessed a willing attitude toward inclusion, however its specifics and implementation they
possess a negative attitude. Current research attributes this negative disposition to lack of adequate
preparation and necessary tools to competently instruct children with moderate and severe disabilities
alongside their non-disabled peers (Downing & Peckham-Hardin, 2007; Downing, Spencer, &
Cavallaro, 2004).
Inclusion In The Schools
Nevertheless, due to steady increases in students being diagnosed with disabilities, schools have
transitioned to becoming more inclusive. As a result, children with disabilities are receiving more
instruction within the general education setting so as to comply with federal mandates such as IDEA
and NCLB. For that reason, there is a high demand for teachers to both demonstrate and obtain
knowledge pertaining to evidence-based intervention strategies and methodologies in order to instruct
these disabled students alongside their non-disabled peers (Downing & Peckham-Hardin, 2007;
Goodman & Williams, 2007; McCabe, 2008).
Be that as it may, research conducted by Loiacono & Valenti (2010), reveals that school
administrators admit providing an appropriate education for the increasing number of disabled students
with evidence-based interventions is a problematic and stressful challenge in public schools. In
addition, current research suggests that some certified and pre-service teachers have accepted the intent
of inclusion, however, its implementation has received mixed reviews. According to Moberg (2003)
and Loiacono & Valenti (2010), this is attributed to current teachers possessing insufficient training
and lack of familiarity with effective evidence based practices within the inclusive setting.
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Purpose
Therefore the purpose of this professional development project is to provide teachers with three
evidence based practices in order to facilitate academic success in an inclusive setting. In addition, this
paper presents and selectively reviews the empirical literature regarding guided notes, peer tutoring,
and response cards. Research suggests that the purposes of these instructional strategies are to increase
the opportunities for students to respond and improve their academic performance (active student
responses).
Also, each of these strategies has been found to be effective in increasing student performance
in core curriculum. For each of these instructional interventions a review and procedural outline is
provided as well as suggestions for classroom applications and areas of future research.
Literature Review
Due to steady increases in students being diagnosed with disabilities, schools have transitioned to
becoming more inclusive. As a result, children with disabilities are receiving more instruction within
the general education setting so as to comply with federal mandates such as IDEA and NCLB. In
addition, both IDEA and NCLB require the use of evidence-based practices in schools as a means to
improve learning outcomes for all students. In fact, NCLB places substantial emphasis on utilizing
instructional procedures, interventions, and curricula that have been demonstrated as effective by
scientifically based research (Detrich, Keyworth, & States, 2007; Trinder, 2000; Davies, Nutley, &
Smith, 2000). Whereas, IDEA requires that Individualized Education Plans (IEPs) recommend services
supported by scientifically-based research, and that failure to respond to scientific research based
interventions may be a criterion for identifying a specific learning disability( (New Jersey Office of
Information Technology, 2006). For that reason, there is a high demand for teachers to both
demonstrate and obtain knowledge pertaining to evidence-based intervention strategies and
methodologies in order to instruct these disabled students alongside their non-disabled peers.
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Although, NCLB and IDEA made the use of evidence-based practices a requirement of teachers
in the 2000s, the movement for evidence-based practices or use of scientifically based research in the
work of educators began in the early 1990s (Trinder, 2000; Davies et al., 2000). The idea was based on
the assumption that using such research can make a major contribution to improving instruction
because it is systematic, rigorous, and provides explicit evidence which can be assessed objectively.
This approach to education is in stark contrast to professional experience, which is experience and
skills one gains while working in their current profession for an extended duration of time in two ways.
First, professional experience is unsystematic and only reflects on certain occurrences an educators has
come into contact with over years in the field. Second, it lacks in rigor in that it is not built up in an
explicit, methodical way but rather through unreflected partially (Hargreaves, 1996). Consequently,
researchers believe that when making instructional decisions teachers often rely solely on tradition,
prejudice, dogma, and ideology (Hargreaves, 1996), rather than research. Thus signifying the
importance of using scientifically based research or evidence-based practices.
Evidence based practices as defined by Detrich et al. (2007) are scientifically based instructional
practices to address the academic and behavioral concerns of school age children. Policymakers are in
support this approach to education because it is believed that while research data may be fallible, it is
has more validity than instructor knowledge which is generally opinion based and has zero validity
(Hammersley, 1997). In addition, current research suggest that teacher knowledge is an insufficient
determinant of good practice in education because it cannot determine what the ends of good practice
is, should be, or what are and are not appropriate means of good practices (Hammersley, 1997).
Whereas, research ensures that the best practice is being done by providing information about what
works and by documenting whether practitioners are actually following best practices (Davies, et al.,
2000). All in all, Davies, et al. (2000), suggests that research is superior to teacher knowledge or
professional experience because it is objective and explicit, as well as provides open public scrutiny in
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a way that professional experience and professional judgment are not.
Overall, there are over 500 instructional interventions that are recognized and utilized by
educators today, however out of that sum, only a few interventions have been empirically validated
(Kazdin, 2005). Furthermore, current research reveals that in-service teachers possess insufficient
training and lack familiarity with evidence based practices that can be used in an inclusive setting.
Detrich, et al. (2007), attribute teacher unfamiliarity to three things. First, effective evidencebased approach to education is underrepresented in scholarly publications. Second, evidence based
practices research (effectiveness research) is usually published in professional journals and school
administrators and decision makers are unlikely to read this literature or are not trained to evaluate the
quality of such research. Lastly, there are no incentives to encourage researchers to circulate their data
to policy makers or encourage educators to read their research. Therefore the purpose of this
professional development project is to introduce K-12 teachers to three effective strategies for
enhancing the learning of students within an inclusive setting.
For the purpose of this professional development project student response cards, peer tutoring,
and guided notes were chosen because the strategies can be used across a range of subject matters. In
addition, these strategies were selected because of the simplicity of their implementation, flexibility of
incorporation into current techniques, little preparation, and student satisfaction (Musti-Rao, Kroeger,
& Schumacher-Dyke, 2008). Most importantly, each strategy bas been field tested and validated in
demonstrating effectiveness in improving the educational performance of both general and special
education students (Heward, 1996).
Guided notes are an effective instructional intervention because unlike it’s traditional
counterpart of lecture and note taking, the instructor guides their students attention and focus through
recording key events, concepts, vocabulary, and etc. rather than having the students try to decipher
these key components of a given lecture themselves. In addition, the strategy allows both students and
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teacher opportunity to discuss the key concepts and components in a freer flowing manner.
What Are Guided Notes?
Guided notes are teacher prepared hand-outs that outline or map out lectures, but leave "blank"
spaces for key concepts, facts, definitions, etc. The students then fill in the spaces with content as the
lecture progresses. Guided notes also help one to follow a lecture, identify its important points, and
develop a foundation of content to study and to apply (Heward, 2001).
Research suggests that the quality of students notes have a direct influence on student
achievement (Lazarus, 1991; Sweeney, Ehrhardt, Gardner, Jones, Greenfield, & Fribley, 1999).
Guided notes have been suggested as a way to increase active student response during teacher-directed
lectures (Konrad, Joseph, & Eveleigh, 2009). In addition guided notes are a low-cost and efficient way
to help teachers promote active engagement during their lectures (Konrad et al., 2009). Students may
be more likely to take notes with guided notes because they perceive it as requiring less effort than
taking their own notes (Konrad et al., 2009). Guided notes provide students with a model for taking
accurate and complete notes (Konrad et al., 2009). Guided notes can be used within the context of
general education classrooms where students with and without disabilities are included (Lazarus, 1991,
1993; Boyle,2001; Konrad, Joseph, & Itoi, 2011). Teachers can strategically pause by breaking away
from the lecture for a brief period of time to tell stories, share experiences, check for understanding,
and solicit questions or discussion from students without students losing focus on the main points
(Boyle, 2001). In addition, many supplemental activities can be embedded into guided notes to support
student learning (Heward, 2001; Lazarus, 1991; 1993). Examples of such activities are prompts or a
question at the top of the guided notes to activate prior knowledge and to set the stage for learning new
content; study guides and graphic organizers; diagrams; maps; etc (Dye, 2000). Other evidence based
practices and strategies for prompting active student responding can be combined with guided notes
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(Konrad, Joseph, & Itoi, 2011) such as oral responding or response cards (Heward, Gardner,
Cavanaugh, Courson, Grossi, & Barbetta, 1996).
Effectiveness of Guided Notes.
A study by Lazarus (1991) comparatively examined the effects of guided notes and guided
notes with supervised review on the test scores of students with learning disabilities (LD) who were
integrated into a general education science course. For the study, the participants were six learning
disabled students who attended a high school in the Midwest, between the ages of 16 and 17 years old.
Prior to implementing either guided note taking strategy, the investigator recorded baseline data
without either accommodation. After initial data had been recorded, each student was trained how to
use guided notes and then underwent further assessing in two separate conditions (guided notes only
and guided notes with supervised review time). To assess the students level of achievement, the
teacher administered a 20-item self-made test following each chapter in the science textbook. The
percentage of correct responses on the test served as the investigators dependent variable. Results of
the study indicate that the use of only guided notes by the students with learning disabilities produced
academic growth. The data reveals that the students' scores improved from a score range of 10% to
45% in Baseline 1 (without accommodation) as compared to a score range of 45% to 70% with guided
notes. In addition, the results revealed that guided notes with supervised review time produced a more
significant growth academically for students with learning disabilities. Also, the results revealed that
students scores improved significantly with guided notes and supervised review time. Data reveals that
scores increased from a score range of 10% to 40% on Baseline 2 (without accommodation) as
compared to a score range of 70% and 100% with guided notes and supervised review time.
The aim of a study conducted by Neef, McCord, & Ferreri (2006) was to compare the
effect of guided notes versus completed notes on two class sections of graduate students by evaluating
the students performance on pre and post lecture quizzes. Participants for this study were forty-six
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graduate students enrolled in two sections of a teacher preparatory course. Twenty-one were enrolled
in the evening section and twenty-five were enrolled in the afternoon section of the course. For eight
weeks the instructor posted notes of the daily class lecture and would alternate between guided notes
and completed notes across lectures. Be that as it may, the content covered in either format was
identical and only differed in presentation. The participants were assessed accordingly by 5-point pre
and post lecture quizzes. To ensure the students completed their guided notes, the graduate teaching
assistant recorded the percentage of blank spaces that had been completed with the correct information.
The results of the study indicated there were inconsistencies between the two note taking formats on
the students mean quiz scores. Data revealed that the mean increase in number of correct responses
relative to pre-lecture quizzes were 3.1 for guided notes and 3.4 for completed notes. However, the
mean increase in post lecture quiz scores were lower and slightly more variable, as the number of
correct responses relative to post lecture quizzes were 2.9 for completed notes and 3.9 with guided
notes. The combined mean increase in quiz scores averaged 3.5 in the guided notes condition as
compared to 3.1 in the completed notes condition.
The objective of a study by Lazarus (1993) was to examine the use of guided notes to help
secondary students improve their weekly quiz performance on assigned reading in a general
psychology class. Participants of this study were three learning disabled college students who
attended a state university in the Midwest. Prior to implementing the guided note taking strategy each
student was administered a teacher made 20-item quiz in order to record baseline data. Subsequently,
the students were trained how to use the guided note strategy and further data was recorded using the
accommodation. Results of this study reveal that during the baseline condition, all three students
received failing scores as the students mean scores ranged from 40% to 42%. However, during the
guided note condition, all students steadily increased their percentage correct on quizzes beyond their
baseline levels. Data revealed that the students mean scores ranged from 87.72% to 90.5%.
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Comparably, the students final averages in the course ranged from 80.75% to 82.43% and each student
received a B minus in the course.
Patterson, (2005) investigated the effect of guided notes on the academic performance of eight
African American boys identified as having emotional or behavioral disorders (EBD) and
learning disabilities (LD). The participants were enrolled in two separate inclusive fourth grade
classrooms in a K-12 elementary school and ranged in ages of 9 to 11 years old. By design, for
seventy-seven sessions the classroom teacher alternated between guided notes and completed notes
across lectures. Data was compiled and compared correspondingly. Results revealed that
the groups mean quiz scores increased from 33% without the guided note intervention to 91% with the
guided note intervention.
The purpose of a study by Sweeney, Ehrhardt, Gardner, Jones, Greenfield, & Fribley (1999)
was to examine the effects of guided notes on daily quiz scores of three high school students in an
urban, remedial summer social studies class. The names of the student participants were Tasha,
Chantry, and Chantra. Demographically the classroom was comprised of one developmentally
handicapped student and two limited English speaking Vietnamese students. The span of the study was
13 days. For every session the classroom teacher alternated the students' note taking strategies between
three conditions: students' own notes, short-form guided notes, and long-form guided notes across
lectures. Regardless of the condition, the following day after a brief review, the teacher would assess
each student's correct responses with a daily 14-point quiz. All correlated data was compiled and
compared correspondingly. Results of the study show that the use of guided notes in either the short or
long form condition was superior to students' own note taking. According to the data recorded, during
the own notes condition Tasha's mean score was 9.06, Chantry's mean score was 2.5, and Chantra's
mean score was 3.94. In comparison, data of the short-form guided note condition revealed increases in
Tasha's mean score (13.0), Chantry's mean score (6.58), and Chantra's mean score (8.25). Furthermore,
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data of long-form note taking revealed that Tasha's mean score was 12.18, Chantry's mean score was
6.0, and Chantra's mean score was 7.58.
Hamilton, Seibert, Gardner, & Talbert.-Johnson, (2000) conducted a replication study with the
aim of examining the effects of guided notes on the academic performance of incarcerated adolescents
with learning disabilities (LD) in a social studies class. The participants of the study were seven males
ranging in ages of 13 to 18 years old. The span of the study was 22 days. For every session the
classroom teacher alternated students note taking strategies between two conditions: students own
notes (ON) and guided notes (GN) across lectures. Regardless of the condition, the following day after
a brief review, the teacher would assess each student's correct responses with a daily 10-point quiz. All
correlated data was compiled and compared correspondingly. Results of the study show that guided
notes were an effective intervention for improving the academic performance of incarcerated students
with learning disabilities. The combined mean score of the student's own notes were 5.0 in comparison
to 7.3 for the guided note condition.
Austin, Lee & Carr (2004) investigated the effects of three instructional conditions: traditional
lecture, lecture with slides, and lecture with slides plus guided notes on students notes within an
undergraduate applied psychology class. Participants of the study were twenty-three undergraduate
students in an applied psychology class at a large southeastern university. For the duration of one
semester, the instructor alternated between three instructional conditions: tradition lecture, lecture with
slides, and lecture with slides plus guided notes. The students notes’ were only collected once for per
condition, due to the inconveniences collection would cause for the students. After collected, two
teacher assistants compiled and compared all correlated data. Results of the study indicate that the use
of slides in a university class significantly increased student performance during class lectures. When
compared, data revealed that the students recorded an average of 62% in the traditional lecture
condition, 97% in the slides condition, and 100% in the slides plus guided notes condition.
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Austin, Lee, & Carr (2004) conducted a study with the purpose of examining the effects of two
instructional conditions: overhead only and overhead with guided notes on students recall of lecture
material. Participants of the study were twenty-seven undergraduate students enrolled in an
introductory behavioral analysis class at a large southeastern university. For the duration of one
semester, the instructor alternated between two instructional conditions: overhead only and overhead
with guided notes. All students were administered a 5-point quiz at the end of lectures to assess
immediate recall of information. No review time was allowed. After the quiz, all correlated data was
collected and analyzed. Results of the study indicate that the use of overhead with guided notes caused
a slight increase in student achievement. When compared, data revealed that the students recorded an
average of 3.85 during the overhead only condition and 4.14 during the overhead with guided notes
condition.
Class-wide peer tutoring is a successful evidence-based practice because it allows students the
opportunity to receive one on one attention and instruction in the form of their peers, whereas a formal
instructional setting may not provide such an opportunity. Most importantly, this instructional strategy
provides students with immediate feedback regarding their accuracy and inaccuracy on a certain
subject matter.
What Is Class-wide Peer Tutoring?
Class-wide peer tutoring is an evidence-based practice where the students work together and
use competition to help increase the frequency with which they can answer questions and improve
their scores on assessments. This practice requires a teacher to identify a content area where he or she
would like students to improve and then provide questions or content for the students to work on
together. The class is split into two teams and within the teams the students are paired up. The partners
each take a turn as a tutor and a learner. The tutor records the progress of the learner, gives points for
correct answers and helps correcting wrong answers. The teacher moves throughout the classroom and
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gives bonus points for students following the directions or for actions that support the practice. At the
end of each class period the teacher tallies up the total points from each pair and posts them on the
scoreboard, keeping a running tally for both teams. The partners switch periodically as the teams stay
the same. At the end of the round (each round usually lasts 1-2 weeks) the teacher announces the
winning team who receives some form of positive reinforcement for winning. The teams are reset and
the process starts over (Greenwood, Delquadri, & Carta, 1997).
Effectiveness of Class-wide Peer Tutoring.
The objective of Bell, Young, Blair, & Nelson (1990) was to examine student academic
progression on weekly history tests in a secondary classroom by using class-wide peer tutoring in a
classroom. Participants of this study were 59 high school history students. For the study the
students were divided into two teams, with each student having an active role as learner and tutor for
10 minutes. Content covered during the daily sessions was history vocabulary. The role of the
tutor was to ask questions and the role of the learner was to answer the questions. For each question
answered correctly, the pair received two points. The pair would receive only one point for every
incorrect answer that needed correction. At the end of the session both teams points were totaled and
reported to the students. Results of the study indicate that all students benefited from the intervention
regardless of prior performance level as all test scores increased. Highest achievers scores improved by
6%, middle achievers improved by 7%, lower achievers improved by 20%, and behavioral disorder
identified students improved by 40%.
The aim of a study by Delquadri, Greenwood, Stretton, & Hall (1983) was to examine the
benefits of class-wide peer tutoring on weekly spelling tests of six learning disabled students in a 24
student third grade classroom. For the study the students were divided into pairs who tutored each
other utilizing their weekly spelling words. The intervention condition increased the contact the
students had with their weekly spelling words greatly as the pre-intervention condition (workbooks)
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only allowed the students to practice only six of the 18 words prior to the test. An ABAB model was
used to obtain baseline data and show the effects of the intervention. The results of the study showed
that the students lowered the number of errors on spelling tests on average from nine errors preintervention to 2.5 errors post-intervention. When the intervention was taken away the average number
of errors jumped up to 11 and reduced to an average of three when the intervention was reimplemented.
DuPaul & Henningson (1993) investigated the effect of a class-wide peer tutoring intervention
on a single student, Don, a student with ADHD who was an above average achiever in math. Don was
part of a class that contained 30 students. The investigators conducted the study following an ABAB
formula, with baseline data being the teacher's typical routines for math assignments and the
intervention being class-wide peer tutoring. Results of the study found that in according to baseline
data prior to the and intervention, Don was on task 39% of the time as compared to 89% during classwide peer tutoring. In addition, Don's fidgety behavior decreased from 31% to 4%. However, once the
condition returned back to baseline, Don was on task 30% of the time and fidgety 23%. The
reintroduction of the intervention reduced those numbers 3.8%. Most importantly, the peer tutoring
intervention improved Don's academic performance in mathematics as he nearly doubled his number
of correct answers (from 7 to 13.3) on math assessments.
Greenwood, Delquadri, & Hall (1989) conducted the first study that tracked the effects of classwide peer tutoring over the course of multiple grade levels. The aim of the study was to evaluate the
effectiveness of the intervention with students of low socio-economic status. Subjects of the study
were 844 students in math, reading and language from grades one through four. For the study the
researchers looked at schools that were from different economic backgrounds, such as Chapter 1
schools (with high poverty and need of federal funding) and non-Chapter 1 schools. Results of the
study showed that students who participated in peer tutoring were classified one-third less as in need of
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additional services or referred for behavioral problems as compared to students in the control group
who received teacher designed instruction. Furthermore, low socio-economic students also showed
significant gains in academic achievement.
The purpose of the Harper, Mallette, Maheady, Parkes, & Moore (1993) study was to examine
the effects of class-wide peer tutoring on six students diagnosed with mild handicapping conditions in
self-contained classroom. This intervention was utilized four times a week for twenty minutes, with
each student serving as learner and tutor for 10 minutes. For the duration of 10 weeks students were
given a weekly a pretest on ten words and then were post-tested. At the end of study the students took
a 25 word test that randomly selected words from the list of 100 words they had been tested on during
the intervention. Results of the study reveal that students’ average overall gain was 46.2% from weekly
pre-test to post-test. In addition, the students’ average score was 72% and 69% on the two long term
retention tests given. Also, students were asked to transfer the knowledge by using the spelling words
in conjunction with a weekly spelling test and were able to successfully use these words in a different
context.
A study by Kamps, Barbetta, Leonard, & Delquadri (1994) sought to investigate the
effectiveness influence of class-wide peer tutoring as an intervention for helping students with autism.
Subjects for the study were 17 students; 3 with autism, 6 with other disabilities and 8 without any
disabilities. An ABAB format was used to conduct the study and all data was collected during teacherdesigned instruction, class-wide peer tutoring, a return to baseline and a re-implementation of the
intervention. The intervention was used to measure students gains in reading fluency. As such, for 3-4
days a week and 25-30 minutes per session the students read in pairs. Results of the study found that
students with autism increased their words read per minute by 20 words. In addition, data revealed that
errors per minute were reduced as well.
Maheady, L., Sacca, M.K., & Harper, G.F. (1988) conducted a study with the aim of using
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class-wide peer tutoring as a tool to improve average weekly quiz scores in mildly handicapped
students. Participants for the study were 50 students, of which 14 were diagnosed as mildly
handicapped. The study followed an ABAB format. For the duration of the study, class-wide peer
tutoring took place two times per week for thirty minutes. Results of the study showed that student test
scores improved on average 22% from the baseline quiz score average of around 66%. Data also
revealed that a return to baseline lowered students scores by nearly 20% but increased when
intervention was re-implemented. Furthermore, data reveals that failure rate on quizzes was about 33%
pre-intervention, but were almost eliminated during intervention. In addition, data revealed nearly 60%
of the students in the class received a score of “A” or higher during the intervention, and no mildly
handicapped student failed any quizzes during the intervention or received a report grade below “C.”
Most noteworthy was during the intervention mildly handicapped students scores frequently exceeded
the scores of their non disabled peers.
Response cards are an effective low-tech evidence-based alternative to hand raising. Research
suggests that the benefits of response cards include but are not limited to improved student academic
responding, reduction in inappropriate student behaviors, active student engagement, and provides
teachers the opportunity to check for understanding.
What Are Response Cards?
Response cards are cards, signs, or items that are used by students to indicate their response to
a question or problem presented by the teacher. Response cards allow a teacher to provide practice for
all students simultaneously instead of just calling on one or two students. Although the implementation
of response cards is unchanging, the style and approach to using these cards may vary. Such variations
include but are not limited to are preprinted response cards with yes/true on one side and no/false on
the other, two different color coded sides, or dry erase material for written responses (Heward, 1994,
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2003). Evaluation indicated that with response cards well over ten times as many student responses
were obtained, resulting in higher test scores, than without response cards (Heward, 2003).
Effectiveness of Response Cards.
A study by Godfrey, Grisham-Brown, Schuster, & Hemmeter (1993) evaluated the
effectiveness of three active responding techniques (hand raising, choral responding, and the response
card) on student participation and on task behaviors, in preschool students who had
difficulty with participating in group activities. The participants for this study were five prekindergarten students from a rural public school. Data was collected during large group, circle time,
and calendar activities. For the duration of the study, hand-raising, choral responding, and response
cards were randomly alternated to reveal and evaluate effectiveness. The results of the study revealed
that all five students responded more when they were able to use the response cards compared to hand
raising or choral responding alone. This was attributed to the fact that the response cards require
kinesthetic, auditory, and visual modes of learning, whereas hand-raising only requires kinesthetic and
auditory, and choral responding requires only auditory. Furthermore, the study found that in
comparison to the three interventions utilized the response card intervention recorded less off task
behavior because the students had something to manipulate.
The aim of a study conducted by Cavanaugh, Heward, & Donelson (1996) was to assess the
effects of two review strategies used in a high school Earth Science class. The participants of this study
were 23 ninth graders (8 of whom had a learning disability), from a large suburban public high school.
For the study the science teacher taught one lesson simply using an overhead and lecturing, and then
used a passive review session to see how much the students could recall. Next, the teacher taught
another lesson where he engaged students more using the response cards. Students had to show their
answer by simultaneously holding the cards up so the teacher could see all answers. If a student missed
a question then the teacher immediately gave the correct answer and feedback. After the passive and
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active reviews, next day and weekly tests were given and then scores were taken and compared.
Results of the study revealed that the mean percentages of next day items answered correctly after the
response card review increased (30.4% to 42.2%, 25.2% to 48.5%, and 18.5% to 36.1% respectively)
for almost all students, and the same was true for the scores from the weekly tests that were given after
a review with response cards (21% to 30.2%, 22.2% to 33.25%, and 9.7% to 12.5%).
The aim of a study by Munro & Stephenson (2009) was to examine the effects of response
cards on students responding to teacher posed questions. Subjects for the study were
five low participating students from an inner city school. These students were 10 years of age and
ranged from low to high achievers. Generally these five students were reluctant responders
during whole group due to anxiety and therefore were apprehensive about raising their hand to respond
to teacher posed questions. For the study the teacher utilized the response card intervention during
whole class instruction as a form of response in comparison to hand raising only. The results of the
study revealed that the students’ participation increased significantly under the response card
intervention, as students’ responses increased from a range of 0% to 27% under the hand raising
condition to a range of 91% to 100% under the response card condition.
The objective of the Marmolejo, Wilder, & Bradley (2004) study was to evaluate the effects of
response cards on college psychology students’ quiz scores and participation in a private university.
Participants for the study were 27 psychology majors. During the response card lectures, students were
given two pre-written response cards with letters the letters T for true and F for false. Students showed
their answers by raising the answer card toward the front of the classroom. Before each class the
teacher prepared 6 true-false and multiple choice questions that were asked verbally. Afterward the
teacher prepared an 8-10 question post-lecture quiz that evaluated the student’s knowledge. The lecture
and quiz questions tested the same concepts and ideas, however the answers and wording were
different. Results showed that the students' average quiz scores were 73.4% (range of 69% to 85%) as
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compared to the baseline of 61% (range of 50% to 71%) during the response card intervention.
Whereas, data revealed that the standard lecture average score was 63.6% (range of 57% to 76%).
Therefore, the results of this study indicate that the response card intervention was useful in increasing
the students’ scores and participation.
Lambert, Cartledge, Heward, Lo, (2006) conducted a study in which they sought to evaluate
effects of response cards on both disruptive behavior and academic response. Participants of the study
were nine fourth grade students in an urban school district who were identified as being the most
disruptive in two fourth grade classrooms. For the duration of the study, 30 sessions, two conditions
were compared; single-student responding and write-on response cards. With single student
responding, the teacher would call on the students who raised their hands. In the response card
evaluation the students were provided a white board to write their answers on. Results showed that the
students' disruptive behavior declined to a medium level of responding when the response cards were
used. The mean academic responses per minute across the students were 0.12 during single student
response conditions and 0.94 during the response card conditions, representing a mean increase of 0.82
academic responses per minute after the response card condition was implemented. The study also
revealed huge reductions in disruptive behavior with the use of response cards. The mean number of
disruptive behaviors decreased by 5.5 from the single student response conditions (M = 6.8) to the
response card conditions (M = 1.3).
Heward (1996), conducted a study in a fifth grade classroom, comparing response cards versus
raising hands. The results of the study found that students answered questions using the write-on cards
on average 21.8 times in a 30 minute session. Whereas, only 1.5 answers were given by individual
students when they raised their hand. On average, 22 students scored higher on quizzes and tests after
using the response card method versus raising hands.

PROF. DEV. INCLUSIVE INSTRUCTION

23

A study by Horn, Schuster, & Collins, (2006) evaluated the effects response cards had on active
student responses, on task behavior, inappropriate behaviors, and the accuracy of student responses in
a rural public middle school special education classroom. The teacher was teaching the concept of
“telling time” to her students with moderate to severe disabilities. For the study an ABAB design was
used, in which the hand raising condition was used first and then the response card condition. The
results of the study found that more students offered answers during the response card condition,
answers more questions correctly, performed with higher accuracy on daily tests than they did during
the hand raising condition. In addition, the students also showed more on task behavior and less
inappropriate behaviors because the teacher provided more descriptive verbal praise, and even gave out
tokens to students who showed appropriate behavior.
Gardner, Heward, & Grossi (1994) conducted a study in which the purpose was to compare the
hand raising and response card interventions and find which of the two interventions was the most
effective in regards to increasing student responses and performance. The participants of the study
were 22 fifth grade mid-west science students. Data for the study was collected by alternating an
ABAB design (hand-raising to response cards) to determine the effectiveness of response cards.
Results of the study found that student response was 14 times higher with response cards than with
hand raising and all 22 students scored higher on next day and biweekly quizzes after review with
response cards (increase from 59% to 70%).
In order for teachers to learn how to effectively use evidence-based practices they must attend
professional developments. However, for professional development to be both beneficial and effective
it must be geared toward the needs of the educators and based on adult learning theories.
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Adult Learning Theories
Adult learning is a multifaceted and ambiguous term used to categorize various approaches
used to study how the adult mind develops. Adult learning is often regarded as a means for one to gain
literacy, obtain knowledge and skills, satisfy learner needs, and process critical self-reflection all while
leading to cognitive growth and changes (Cranton, 1994). This growth unlike physical growth, does
not cease to continue once one reaches adulthood or a certain age. Instead adults learn continually, and
therefore teachers just as all adult are constantly learning, adapting to new techniques, as well as
adapting to new content standards and curriculum (Trotter, 2006). For that reason, various adult
learning theories need to be considered in order to provide effective professional development
programs that meet the needs of all teachers (Trotter, 2006).
According to age theory, which is a subcategory of adult learning theory, as individuals age
they become more reflective of their lives and of their careers (Sheehy, 1976; Levinson, D.J., Darrow,
C.N., & Klien, E.B., 1979; Trotter, 2006). As such these individuals make more informed decisions
about their futures. For that reason, Trotter (2006), suggests that professional development should
include teacher reflections during discussions or journaling, so as to provide teachers the opportunity
to express themselves and make meaning of the act of teaching.
In contrast another subcategory of adult learning theory, stage development, suggests that
adults learning evolves through distinctive stages that are identified by changes in their behavior in
regards to seeking or gaining wisdom, understanding of self, connection to others, and morality (Daloz,
L.A., 1986, 1999; Loevinger, 1976; Kegan, 1982). Therefore, in accord to these findings creators of
professional development need to provide activities for teachers that are structured and presented in a
manner that increase stage growth as well as allow teachers to broaden their techniques and methods to
better meet the demands of both students and standards (Trotter, 2006).
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Cognitive development is an adult learning theory that studies the development of a person's
thought processes and how those thought processes influence adults understanding and interaction with
concrete to abstract thinking (Hunt, 1975; Perry, 1970). In addition cognitive development examines
how adults problem solve and develop interpersonal maturity (Hunt, 1975). According to research,
veteran teachers possess a more positive disposition toward new standards and proficiency mandates
than newer teachers because experience has allowed them to develop a commitment to self affirmation
rather than externally generated successes (Trotter, 2006). Therefore, adult learning theorists suggest
that professional development programs recognize the differing stages of development of these
educators and provide development that is meaningful and transferable into the classroom (Trotter,
2006).
Functional development is an adult learning approach that stresses the importance of making
learning relevant to the experience of adult learners and their jobs. According to this theory the
acquisition of new information is determined upon the adults ability to relate the new knowledge to
knowledge they already possess, as well as transform old knowledge into new knowledge (Knox,
1977; Brundage & Mackeracker, 1980; Knowles, 1980, 1989). Therefore, research suggests that
professional development programs must use materials that the adult learner will use after training and
transfer into real world application (Trotter, 2006).
The use of evidence-based practices in inclusive settings is beneficial for both students with or
without disabilities. However, in order for teachers to effectively use these strategies they need to be
exposed to and trained in the strategy. A way for teachers to learn about as well as properly implement
evidence-based practices is professional development.
Professional Development
Waters, Marzano, & McNully (2003), define professional development as the knowledge,
skills, strategies, resources, and tools educational leaders need to improve student achievement.
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Current research shows that professional development can improve student achievement and that
teachers report that professional development improves their teaching (Sparks & Hirsh, 2000; Guskey
& Sparks 2002). However, schools still fail to provide adequate professional development for teachers
even though the National Staff Development Council has a clear set of standards and guidelines for
staff development (Sparks & Hirsh, 2000). According to Sparks & Hirsh (2000) there are eight
standards for staff development, which are:
1. High standards for learning for all students.
2. Hold superintendents, principals, and teachers accountable.
3. Invest in teacher learning.
4. Review school improvement plans.
5. Involve all teachers in continuous, intellectually rigorous study of what and how
they teach.
6. Embed opportunities for professional learning and collaboration into the school day.
7. Provide teachers with classroom assessment and action research skills.
8. Recognize the importance of skillful school and district leaders.
Nevertheless, research by Marzano (2003), suggests that even school districts that devote a
substantial amount of time and energy to designing curriculum often pay little attention to what
teachers teach and even less attention to what students learn. Therefore, educators need more
than just knowledge of what to do, but rather they need to know when, how, and why to do it (Waters
et al., 2003). For that reason, Vasumathi (2010), suggests that in order for a professional development
to be effective teachers must be able to learn new skills and recognize the disadvantages of previous
beliefs and practices. In addition, research by Parsad, Lewis, Farris, & Greene (2001), suggests that
four things must be evident to deem professional development effective:
1. Focuses on the subject matter teachers will be teaching.
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2. Align teachers’ learning opportunities with their real work experiences, using actual

curriculum materials and assessments.
3. Provide adequate time for professional development and ensure that the extended

opportunities to learn emphasize observing and analyzing students’ understanding
of the subject matter.
4. Ensure that school districts have reliable systems for evaluating the impact of

professional development on teachers’ practices and student learning.
Still, the quality of a professional development is influenced by many factors, including but not limited
to, content characteristics, process variables, context characteristics, teachers' knowledge and practices,
administrators' knowledge and practices, and parents' knowledge and practices (Guskey & Sparks,
2002). All of which relates to improvements in student learning.
A study by Sparks & Hirsh (2000) suggests that in order to improve American education, there
must be improved ongoing professional development for teachers and a national plan for helping
teachers. According to these researchers, such a national plan would direct staff development dollars
and teacher time for learning. In addition, the researchers suggest that this plan would evaluate staff
development and ensure that quality programs and strategies increase. Be that as it may, not every
form of professional development, even those with the greatest evidence of positive impact, is of itself
relevant to all teachers (Avalosa, 2011). Therefore, it is up to the educator to constantly seek
opportunities to learn about various professional developments available to them and experiment with
the various forms (Avalosa, 2011).
The aim of professional development in the field of education is to encourage teachers to
incorporate what they learn into their everyday instruction. However, more often, school
administrators send teachers to professional developments or workshops just to say that they are
developing their staff (Knowles, Elwood, Holton, & Swanson, 1998). Whatever the case may be, a
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majority of these administrators do not investigate whether or not these courses are suitable or of
interest to to these instructors (Knowles et al., 1998). According to Knowles (1984), when adult
learners are forced by their employers to attend courses that they perceive to have little or no relevance
to what they are doing in the workplace, they are not motivated to utilize the discussed strategies.
Additional research suggests that adults are problem centered in their orientation (Knowles,
1980), as such, lecturers or facilitators of professional development need to present opportunities for
problem solving as well as interaction with the student (Knowles, 1980). This coincides with Quilty
(2003), where it was stated that instructors of professional development need to encourage discussion
and reflection. Furthermore, Brookfield (1995), concluded that effective adult learning must invite
students to reflect, gain perspective on material taught, and provide insight on what constitutes their
learning.
As regards to professional development for inclusive education, Hochberg & Desimone
(2010), state that these professional developments must begin with providing teachers with
opportunities to gain new knowledge, practice learned skills, and receive feedback from trainers
and colleagues over extended periods. Whereas, McLeskey & Waldron (2002), state that a professional
development for inclusive education must include a structured set of learning opportunities that are
tailored to each school, initially engage teacher and administrator beliefs, understandings, and attitudes
towards inclusion, and address the needs of all learners. In addition, current research suggests that in
order for general education teachers to adopt inclusive practices, they must believe that all students can
benefit from such instruction and have confidence in their abilities to provide effective instruction
(Hochberg & Desimone, 2010).
According to Bryant, Smith, & Bryant (2008), although teachers experiment with instructional
strategies learned at professional developments, many teachers request supports such as in-class
modeling to help implement the strategies properly. Van Tassel-Baska et al. (2008) states that
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professional development should be ongoing, incorporate training in multiple contexts, provide
opportunities to implement knowledge, strategies and skills, as well as provide teachers with a
feedback loop to produce change in teachers’ beliefs and practices. A study by Borko (2004), agreed
with Van Tassel-Baska et al. (2008), in that that professional development that was sustained over time
created opportunities for collaboration between general and special education teachers as well as
improved student achievement. Sparks & Loucks-Horsley (1989) however, identify reading,
discussion, observation, role-play, modeling, and training and the cooperative resolving of problems as
traits of an effective professional development. Whereas, Ferraro (2000), suggests that reflective
practice can be a beneficial form of professional development at both the pre-service and in-service
levels because the learner gains a better perspective of their own individual teaching styles and can
improve their effectiveness in the classroom (Ferraro, 2000).
Methodology
As children with disabilities are receiving more instruction within the general education setting
to comply with federal mandates such as IDEA, NCLB, and least restrictive environment, there is a
high demand for teachers to both demonstrate and obtain knowledge pertaining to evidence-based
intervention strategies and methodologies in order to instruct these disabled students alongside their
non-disabled peers. Current research reveals that most teachers possess insufficient training and lack
familiarity with effective evidence based practices that can be utilized in an inclusive setting. As a
result more and more teachers are seeking help in their accountability for the achievement results of
these students.
The purpose of this professional development project was to provide teachers with knowledge
and training in the use of three evidence based practices: guided notes, peer tutoring, and response
cards in order to facilitate academic success in an inclusive setting. Furthermore, the concluding
objectives of this professional development were to have teachers be able to describe the different
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types of evidence based practices, identify a variety of situations in which they can utilize the learned
interventions to engage learners, and demonstrate the use of pedagogical principles for inspiring
learner engagement in specific situations.
Participants
Due to the flexibility and ease of the implementation of the guided notes, class wide peer
tutoring, and response cards interventions, the following professional development was designed to
help K-12 general and special educators meet the needs of both students with or without disabilities. In
addition, because research showed that each of these interventions was effective in increasing student
performance across the curriculum areas and subject matter, there was no specific subject or content
area identified. Furthermore, as previously stated, there was no consensus in the field as to what an
inclusive program should resemble, therefore, the criterion used to select the school district was that it
must offer a range of service special educational services. Moreover, there was no preference regarding
student ethnicity, educational background or socioeconomic status.
Setting
Jamestown Public Schools will serve as the setting of this professional development for
teachers. The Jamestown school district is a Title 1 school district, meaning that the school receives
federal funding aimed to bridge the gap or meet the educational needs of low-income and at-risk
students and other students. The school district has six elementary schools, three middle schools, and
one high school. In 2010 the school district had 4,963 students enrolled. Of those students, 54% were
eligible for free lunch and 10% were eligible for reduced price lunch. Four percent of the students were
classified as limited English proficient. The racial breakdown of the school district in 2010 was 1%
American Indian, 11% African American, 12% Hispanic, 1% Asian, and 75% White. The special
education rate of the district is 13.76%. The types of disabilities serviced within the district are
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attention deficient hyper disorder (ADHD), attention deficient disorder (ADD), learning disabled (LD),
mental retardation (MR), emotionally disturbed (ED), and other health impairments.
In accord to federal mandates, the district utilizes the three models of inclusion namely the
consultant, coaching, and team teaching models. However, the consultant model of inclusion is the
preferred model of instruction. Within the consultant model the special education teacher serves as a
consultant to the general education teacher in areas pertaining to curriculum adaptation, skills deficits,
remediation, and assessment modification (Austin, 2001).
Design
This paper presented and selectively reviewed the literature regarding the use of guided notes,
class wide peer tutoring, and response cards as evidence based instructional strategies. In addition, the
study introduced teachers to three interventions that have been found to be effective in both promoting
active student responses and improving student academic performance of both general and special
education students. Also, the study reviewed the literature regarding professional development and
adult learning theory.
To ensure that the professional development is effective, it was designed to be sustained over
time and to require collective participation, which involved professional development designed for
groups of teachers from the same school, department, or grade levels. In order to foster a sense of
collective participation, participants of this professional development should include the schools’
principals, teachers in the appropriate grades, and special education teachers working in grades k-12.
The topics covered during the professional development were designed to be relevant to instruction in
various subject areas such as social studies, science, math, and spelling.
The professional development plan consists of a three-day spring workshop for the purpose of
creating teacher leaders or coaches, a three-day summer workshop for interested teachers, an
individualized action plan for each teacher, and two formal observations per evidence based practice
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(one after initial implementation and practice, the other after coaching sessions, reflection, and more
additional practice) during the school year. The purpose for the professional development was to
provide several opportunities for the teachers to solve problems individually and in groups, explain
how they solved classroom issues, and receive feedback on the solutions and their explanations. By
design, prior to the summer workshop, the instructor of the professional development should coach a
group of team captains and other available staff member in the same workshop in the spring so they
could serve as mentors and leaders. Those teachers would then be able to visit classrooms to help the
teachers apply what they had learned in the seminars to their classroom instruction.
Professional Development Plan
Rationale
As schools became more inclusive to meet the educational needs of increasing amounts of
students diagnosed with disabilities. Teachers were required to adapt and modify their instruction in a
way that was systematic, rigorous, and provided explicit evidence that can be assessed objectively. For
that reason NCLB and IDEA made the use of evidence-based practices a requirement of all teachers
(Trinder, 2000; Davies et al., 2000).
However, research reveals that current in-service teachers are inexperienced and unaccustomed
to using evidence based practices in an inclusive setting (Kazdin, 2005). Therefore the purpose of this
professional development project is to introduce K-12 general and special education teachers to three
effective strategies (response cards, peer tutoring, and guided notes) for enhancing the learning of
students within an inclusive setting.
As previously mentioned, the course is designed for all teachers and therefore is beneficial for
novice and veteran teachers, special educators, alternative educators, teaching assistants, and etc. To
ensure there is no loss of impact for any grades involved, the workshop will be customized to meet the
needs of each individual teacher. In addition, because research showed that each of these interventions
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was effective in increasing student performance across the curriculum areas and subject matter, there
was no specific subject or content area identified. Furthermore, since there is no consensus in the field
as to what an inclusive program should resemble, this professional development could easily be
tailored to address the needs of any school district that offers a range of special educational services.
Overview of Workshops
Current research suggests that teachers are uninterested in professional development that they
perceive to be exclusively theoretical, philosophical, irrelevant to what they are doing in the
workplace, or mandated by their employers (Knowles, 1984). As a result, teachers are not motivated to
utilize the strategies discussed at these types of professional development sessions. Instead, research
shows that teachers are more interested in professional development that teach real-world interventions
that can have impact on their teaching right away (Waters et al., 2003; Vasumathi, 2010).
In contrast each affiliated workshop in this professional development plan offers practical,
ready-to-use information and effective active learning strategies throughout. Overall, this workshop
will provide teachers with opportunities to gain new knowledge, practice learned skills, and receive
feedback from trainers and colleagues over extended periods. In addition, each workshop will provide
learning opportunities that are tailored to each school, engage teacher and administrator beliefs
regarding inclusion, incorporate training in multiple contexts, provide opportunities to implement
knowledge, strategies and skills, as well as create opportunities for collaboration between general and
special education teachers to improve student achievement. Lastly, each workshop will identify
reading, discussion, observation, role-play, modeling, training, and the cooperative resolving of
problems as traits of effective professional development.
All in all, the aim of this workshop is to encourage teachers to incorporate what they learn into
their everyday instruction. Most importantly, the culminate objective of this workshop is to create a
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staff that is knowledgeable in three effective evidence based practices to reach and teach all struggling
students.
Workshop Summaries
Workshop # 1 Guided Notes
Research suggests that the quality of students notes have a direct influence on student
achievement (Lazarus, 1991; Sweeney, Ehrhardt, Gardner, Jones, Greenfield, & Fribley, 1999).
Guided notes have been suggested as a way to increase active student response during teacher-directed
lectures (Konrad, Joseph, & Eveleigh, 2009). In addition guided notes provide students with a model
for taking accurate and complete notes (Konrad et al., 2009). All in all, guided notes have been found
to be an effective instructional intervention used within general education classrooms where students
with and without disabilities are present (Lazarus, 1991, 1993; Boyle, 2001; Konrad, Joseph, & Itoi,
2011). For this workshop participants will learn the benefits of guided notes, how to create guided
notes, and how to effectively integrate the guided notes intervention into their current style of teaching.
During the course the teachers will formulate an individualized action plan, receive two formal
observations (one after initial implementation and practice, the other after coaching sessions,
reflection, and more additional practice), and a coaching session.
Workshop # 2 Class-wide Peer Tutoring
Class-wide peer tutoring is an evidence-based practice where the students work together and
use competition to help increase the frequency with which they can answer questions and improve
their scores on assessments. This practice requires a teacher to identify a content area where he or she
would like students to improve and then provide questions or content for the students to work on
together. The class is split into two teams and within the teams the students are paired up. The partners
each take a turn as a tutor and a learner. The tutor records the progress of the learner, gives points for
correct answers and helps correcting wrong answers (Greenwood, Delquadri, & Carta, 1997). At the
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conclusion of this workshop teachers will be able to implement the class-wide peer tutoring
intervention, explain how students can be used as peer assistants to one another, describe and evaluate
an effective class-wide peer tutoring session, and list the benefits and challenges of implementing the
class-wide peer tutoring strategy. During the course the teachers will formulate an individualized
action plan, receive two formal observations (one after initial implementation and practice, the other
after coaching sessions, reflection, and more additional practice), and a coaching session.
Workshop # 3 Response Cards
Response cards are an evidence-based alternative to traditional hand raising responses. It
instead allows students to use cards, signs, or items to indicate their response to a question or problem
presented by the teacher. Response cards allow a teacher to provide practice for all students
simultaneously instead of just calling on one or two students (Heward, 1994, 2003). At the conclusion
of this workshop teachers will be able to implement the response card intervention, use the intervention
to provide immediate corrective feedback to students, and use various forms or response cards.
Materials needed are whiteboard, dry erase markers, and a dry erase marker eraser. During the course
the teachers will formulate an individualized action plan, receive two formal observations (one after
initial implementation and practice, the other after coaching sessions, reflection, and more additional
practice), and a coaching session.
The following pages outline the professional development plan referred to in the previous
pages. Within the proceeding pages are lesson plans, agendas, handouts, PowerPoint slides, action plan
selection sheets, and a culminating survey for each workshop date.
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PLANNING EFFECTIVE INCLUSIVE INSTRUCTION:
UTILIZING THREE EVIDENCE BASED PRACTICES IN INCLUSIVE CLASS

A WORKSHOP FOR ALL TEACHERS WHO WORK WITH GRADES K-12
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Workshop # 1 Guided Notes
Agenda
• Overview of workshop and objectives
•
•
•
•
•
•

Use guided notes to promote active engagement during lectures.
Demonstrate and train students how to record full and accurate notes using guided
notes.
Identify the most important information that guided notes need to cover.
Effectively integrate the guided notes intervention into their current style of teaching.
Explain the benefits of guided notes.
Create guided lesson plans featuring guided notes.

• Seed Discussion
•

The purpose of this activity it to allow teachers to have a discussion with their peers
about new information coming their way and convey information that they already
possess so that the “new” content doesn’t seem so intimidating.

• PowerPoint Presentation
•

The purpose of this activity is to present the key issues in creating and using guided
notes effectively in an engaging visual presentation or a lecture.

• Role-Play: Teachers As Students
•

The purpose of this activity is to demonstrate and train teachers how to instruct with and
create lessons featuring guided notes.

• Wrap Up and Debrief
•

The purpose of this activity is to allow the teachers the opportunity to identify a variety
of situations in which they can utilize the learned intervention.

• Action Plan
•

The purpose of the action plan is to provide teachers with an individualized professional
growth plan in which the teachers will be able to undertake a range of professional
learning activities in between coaching sessions and observations.

• Exit Survey
•

The purpose of the survey is to provide the instructor with essential feedback necessary
to improve the professional development for future sessions.
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Lesson Plan: Workshop #1 Guided Notes
Objective
At the conclusion of the workshop teachers will be able to:
• Use guided notes to promote active engagement during lectures.
• Demonstrate and train students how to record full and accurate notes using guided notes.
• Identify the most important information that guided notes need to cover.
• Effectively integrate the guided notes intervention into their current style of teaching.
• Explain the benefits of guided notes.
• Create guided lesson plans featuring guided notes.
Procedure
Activity #1 Seed Discussion (15-20 mins)
•

The purpose of the activity is to bring forth ideas and conversation about new concepts or
content through classroom discussion after previewing the new content or concepts and filling
out the seed discussion organizer. In addition, the activity allows teachers to have a discussion
with their peers about new information coming their way and convey information that they
already possess so that the “new” content doesn’t seem so intimidating.

1. Prior to workshop, select literature from a research journal to introduce the strategy to the
teachers. Also, tape four pieces of chart paper around the classroom in which each sheet has a
given prompt from the seed discussion organizer for the teachers to record their responses after
they fill out their individual seed discussion organizer. At the beginning of the workshop give
each teacher a copy of the new content, as well as a copy of the seed discussion organizer. (See
GN1and GN2)
2. Discuss with teachers the four categories that make up the seed discussion organizer, model the
process, and do a whole-class think-aloud.
3. After students fully understand what is expected of them, allow them about 5-10 minutes to
carefully read the new content and fill out their organizer.
4. Once time expires and all teachers have completed the organizer, allow them to discuss their
findings with a partner or small group.
5. Ask each group to decide on their top three responses for each box. Ask one member of each
group to be the recorder and write the three responses on the appropriate piece of chart paper
for each prompt.
6. Once all groups have recorded their top three group responses on the chart paper, hold a class
discussion about the class’ findings by discussing each prompt and the findings one at a time.
7. Talk about the process just completed.
8. Leave the chart paper up in a visible area for teachers to refer to during the study of the new
content or concept. You may wish to allow students to add to the information as they learn new
things and/or answer questions that students had when originally exploring the new content.
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Activity # 2 PowerPoint Presentation (20-25 minutes)
•

The purpose of this activity is to present the key issues in creating and using guided notes
effectively in an engaging visual presentation or a lecture.

1. Give each teacher a guided notes packet or sheet to copy notes of today’s workshop
lecture. (GN1-GN9)
2. Inform teachers that within the notes there are blanks inserted where key facts or concepts
should appear. As information is covered during lecture, the teachers need to write missing
content into blanks to complete the guided notes. (See GN3)
3. Presenter needs to circulate amongst the teachers during the lecture to provide feedback on note
taking.
4. During presentation the presenter will need to stop at designated discussion points to show
video clips, review, and probe for understanding.
Activity # 3: Example Lesson & Discussion (Role-Play: Teachers As students)
•

The purpose of this activity is to demonstrate and train teachers how to instruct with and create
lessons featuring guided notes.

1. Lesson and discussion embedded in PowerPoint above. (See GN4 and GN5)
Activity # 4: Wrap-up Discussion
•

The purpose of this activity is to allow the teachers the opportunity to identify a variety of
situations in which they can utilize the learned intervention to engage learners, demonstrate the
use of pedagogical principles for inspiring learner engagement in specific situations, reflect on
lesson learned, as well as create opportunities for collaboration between general and special
education teachers to improve student achievement. In addition to recap the entire lesson with a
handout walkthrough.

1. Introduce and explain the purpose of the guided notes handout guide. (See GN6)
2. Introduce and explain the purpose of the guided notes fidelity checklist. (See GN7)
3. Initiate discussion by asking the teachers the following questions to culminate the teach piece
of the workshop:
• Is this an intervention that you envision yourself using?
• How do you see yourself using this intervention?
Activity # 5: Action Plan & Survey
•

The purpose of the action plan is to provide teachers with an individualized professional growth
plan in which the teachers will be able to undertake a range of professional learning activities in
between coaching sessions and observations. The form is used to schedule a follow up meeting,
coaching session, lesson study, and so on with the instructor, coach, or team captain.
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The purpose of the professional development survey is to provide the instructor with essential
feedback necessary to improve the professional development for future sessions.

1. Teachers are to complete the action plan and survey forms at the conclusion of the wrap-up
discussion and submit it in a drop box on their way out the door (See GN8 and GN9)
2. After reviewing the teacher responses the role of the instructor, coaches, and/or team captains
are to take the necessary steps to improve the workshop, as well as email the teachers to
schedule a follow up meeting, coaching session, lesson study, or etc before their formal
observation.

PROF. DEV. INCLUSIVE INSTRUCTION

41

GN1: Article For Guided Notes Workshop
USING GUIDED NOTES, CHORAL RESPONDING, AND RESPONSE CARDS
TO INCREASE STUDENT PERFORMANCE in an inclusive classroom
Ann J. Blackwell
and
T. F. McLaughlin
Gonzaga University
This paper presents and selectively reviews the data-based literature regarding
guided notes, choral responding, and response cards (ASR). These ASR procedures
as designed to increase the opportunities for students to respond and improve their
academic performance. Each of these procedures were effective in increasing
student performance in history, reading, and math. The various unique applications
of each of these procedures were outlined and reviewed. Suggestions for classroom
applications as well as areas of future research and application were made.
Students with behavior disabilities and needs exceptional teaching need an extra added help to be
successful in the classroom. The strategies reviewed in this paper may be used to increase the
behavioural environment of all students in the classroom as well as improving academic skills. It has
been said that students learn by doing. It follows that if one increases the doing, the result is an
increase in learning. Opportunity to respond is a term coined in 1977 by Vance Hall and his
colleagues at the Juniper Gardens Children's Project (Heward, 2003). This refers to increasing student
responses and engagement in a learning activity to increase student performances.
Another term synonymous to opportunity to respond is academic learning time. This refers to the
same topic coined by analysts comparing groups or statistical inferences defined as an observable
response to an ongoing instruction (Narayan, Heward, Gardner, Courson, & Omness, 1990; & Heward,
1994). There are many data based methods for increasing student responses such as Direct Instruction
Gersten, Carnine, & Woodward, 1987), peer tutoring (Greenwood, Delquadri, & Hall, 1984,
Greenwood, Hart, & Walker, 1994), computer-assisted instruction (Adams & Fuchs, 1986), Lazarus,
1993), choral responding, and response cards (Heward, 1994). This paper only reviews guided notes,
choral responding, and response cards.
Benefits of Increased Opportunity to Respond
Opportunity to respond increases students learning by engaging more time in instruction and
alleviating the wasted time (Harmin, 1995). As the present system fares, less than half of a seven hour
school day is spent doing the real work of learning (Harmin, 1995). We need to decrease inactivity in
the classroom. Another study conducted in six inner-city elementary classrooms found that 45% of
the school day students spent inactively listening to the teacher and less than 1% actually responding
(Hall, Delquadri, Greenwood, and Thurston,1992). With increasing the responses of each student this
time is greatly increased giving students more of an opportunity to be successful in learning (Courson
& Omness, 1990).
Major advantages of these procedures also include their cost. They are cost effective both monetarily
and teacher time put into starting and implementation of these techniques. This is an added bonus for
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all teachers (Narayan et al., 1990). It has been found that increasing academic learning time is
preferred by both the teacher and students. The brisk pace captures student's attention and keeps
students' interests alive (Narayan et al., 1990). Using choral responding and response cards teachers
are able to monitor every students' response and give immediate feedback. This helps students not
learn misrules and discern their correct answers (Heward, 1994, 1996).
A major focus of this paper is to examine and present the advantages of increasing student's
opportunities to respond by increasing the responses and engaged time in learning. Students benefit
academically and behaviourally.
Guided Notes
Guided notes are teacher presented handouts that guide a student through a lecture with standard cues
and prepared space in which to write key facts, concepts, and/or relationships (Heward, 1996). This is
a skeleton in which students actively respond during class lectures or readings. As well as the main
points, guided notes may include key terms or phrases, definitions and related aspects (Lazarus, 1996;
Sweeney, Ehrhardt, Gardner, Jones, Greenfield, & Fribley, 1999; White, 1991). The lecture outline
may be modified to fit specific needs of students. For example, students with motor deficits may need
more information provided yielding less to write, or simpler terms may be used for students with
developmental delays. Also, one could employ streaming video and have guided notes available on a
students PC so they could watch and take notes at the same time.
Lazarus (1991) examined the effectiveness of guided notes on test scores of 10 students with learning
disabilities in a regular-curriculum science class. With guided notes the quiz scores of all 10 students
with learning disabilities improved. In addition, the use of guided notes produced gains in all students
with learning disabilities and less significant, yet mentionable gains, from a control group of students
without disabilities.
Sweeney et al., (1999) with three targeted students, one developmentally disabled, and two English as
a second language students in a remedial American History class reported similar findings. The
guided notes improved the students daily quiz scores, and note taking accuracy. Hamilton, Seibert,
Gardner, R., and Talbert-Johnson, (2000) also found that guided notes improved students quiz scores
of nine students of a special classroom for incarcerated juvenile offenders.
A recent study by Mastropieri, Scruggs, Spencer, and Fontana, (2003) compared guided notes to peer
tutoring in a high school history class. Fluency in reading, comprehension strategies, and content test
scores of 16 students with mild disabilities were measured. Students who were participated in peer
tutoring significantly outperformed the students taught by guided notes on exam performance. These
data indicated that peer tutoring rather than teacher directed guided notes may provide more
opportunities for students to respond which improved their test performance.
Examples of guided notes. An array of guided note formats exist. Columnar notes are used for
summary or fill in the blanks with single word or short answers. Skeleton notes are, an outline that
lists the main points of a verbal presentation and provides designated spaces for students to complete
as the speaker elaborates the main idea (Lazarus, 1991). Sweeney's et al., (1999) study used shortform guided notes and long-form guided notes. Short-form consisted of one the three word written
responses where the long-form allowed space for four to eight word responses. The modifications
made to guided notes are almost endless.
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Advantages of guided notes. Guided notes not only provides opportunities for students to respond they
also provide students with a summary of the lesson and assist in teaching effective note-taking
strategies. Heward (1994) includes many advantages to using guided notes:
1.) students must actively respond to and interact with the lesson's content;
2.) since the location and number of key concepts, facts, and relationships are cued or highlighted,
students are better able to determine if they are getting it and therefore seem more likely to ask
the teacher to repeat or clarify a point of information;
3.) students produce a standard set of accurate notes for subsequent study and review;
4.) teachers must carefully plan the lesson or lecture in order to use guided notes; and
5.) teachers are more likely to stay on task with the sequence and contents of the lesson.
Choral Responding
Choral responding dates back to one room schoolhouses, but unfortunately this recently data based
strategy has been abandoned in modern times (Heward 1994). Choral responding requires each
student to respond in unison when the teacher gives a signal (Wolery, Ault, Gast, & Griffen, 1992).
This fast paced method maintains students active engagement and increases student responding
(Kamps, Dugan, Leonard, & Daoust, 1994). Choral responding is also employed as part of the
teaching techniques in Direct Instruction (Carnine, Silbert, Kameenui, & Tarver, 2003). Choral
responding can easily determine which students are correct and those who will need immediate error
correction.
Some aspects of choral responding examined by Kamps et al., (1994) were opportunity to respond,
student responses, weekly curriculum tests, and systematic observations of small groups. The study
found an increased amount of opportunities to respond and gains in weekly post tests when choral
responding was used. Along the same lines, Wolery et. al. (1992) evaluated the effectiveness of choral
and individual responding in students with moderate mental retardation with sight word reading.
Wolery et al. compared the effectiveness and efficiency of choral to individual responding where the
number of exposures per stimulus was equal across both conditions but the number of opportunities to
respond was greater in the choral conditions. They that the choral responders (with more opportunities
to respond) had a greater percent correct or responses. Another study of students attending a special
school for students with severe behavior handicaps compared fast and slow paced choral responding.
This study revealed that on-task behavior was greater at the faster paced level (Heward, 1994).
Elements of choral responding. Choral responding depends on three criteria. Students must be able to
respond with short, one to three word, answers, and only one correct answer is ideal. These criteria
make it possible for the teacher to monitor student responses and give corrective feedback (Heward,
1994, 1996). The lesson should also be presented in a brisk pace to ensure attentiveness and
participation of all students (Kamps et al., 1994). Small groups also enhance the choral responding by
allowing greater teacher monitoring and focus.
Other aspects enhancing the effectiveness of choral responding include the teacher, providing a
thinking pause, using a clear signal of when to respond, provide feedback, and from time to time call
on individual students. With theses strategies, the teacher is able to monitor and ensure all students are
understanding the material presented.
Response Cards.
A response card is any sign which can be held up simultaneously by all students in response to a
question by the teacher or another person in the room (Narayan et. al., 1990; & Heward, 1994, 1996,
2003). Response cards may be cards may be preprinted with such things as yes/true on one side and
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no/false on the other or they may be made of dry erase material for easily scrawled responses. This is
probably the lowest technical way to provide additional opportunities for students to respond.
Narayan et al. (1990) compared hand raising to write-on response cards in a fourth-grade classroom.
This study found that the teacher was able to present double the material in response cards and all
students were able to respond to the questions. In the response card segments of the study the students
made better quiz scores than when implementing the hand raising intervention. Other studies
(Gardner, Bullara, Heward, Cooper, & Sweeney, 1993) also replicated the effectiveness of response
cards as well. Gardner et al. (1993) found in an inner city general education fourth-grade classroom
during a questioning period, that students were off-task on average 56% and disruptive 33% of the
time when hand raising was employed. However, when response cards were used off-task and
disruptive behavior decreased to just 6% and 8% respectively. It appears that response cards cannot
only improve academic responding by reduce inappropriate social behaviors.
Elements of response cards. Pre-printed response cards may include simple items for example:
numbers, colours, or parts of speech. These cards must be easy to read for both the students and the
teacher and should be few in number. Write-on response cards allow more flexibility for student
answers but may be harder for the teacher to read. It is important when using both types of response
cards to keep a brisk pace and consistently use cues to guide students when to respond. It is also vital
to constantly monitor and give feedback to the responses given (Heward, 1994).
Conclusions
Based on the data from this review, schools and educators should implement the three methods to
increase opportunity to respond and student performance. Also, these procedures can be used to
increase on-task behavior and decreasing disruptions. This was found to be a dominant argument for
implementing the three teaching strategies at the classroom level. If the teacher spends less time
gaining attention and keeping students on the lesson on task more time can be allowed for learning.
The ultimate goal of education is to teach each student to become the best student he or she can be.
This coincides with using the best strategies, including increased active student responding (Heward,
1994, 2003)
With decreased disruptions and increased time engaged in learning only positive outcomes can be
increased. More research needs to be conducted in the areas of opportunities to respond and academic
learning time but the present review dealing with three methods to increase opportunities to respond
appear quite clear, these procedures if implemented correctly, increase student performance.
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Things I Found Interesting

Things That Remind Me Of What I Learned
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GN3: Notes On Guided Notes
Name: ___________________________________
Workshop #1 Guided Notes
What are Guided Notes?
•

Teacher prepared hand-outs that outline or map lectures, but leave "________" spaces for
key________, _________, definitions, etc.

•

The student(s) then fills in the __________ with content as the lecture progresses.

•

Guided notes help one to ___________ a lecture, identify its important _________, and
develop a foundation of content to study and to apply.

Why Use Guided Notes?
•

Research suggests that the quality of students notes have a direct influence on student
achievement.

•

Guided notes have been suggested as a way to ___________active student response during
teacher-directed lectures.

•

Guided notes are low-cost and efficient way to help teachers promote ______________
_______________during their lectures.

•

Students may be more likely to take notes with guided notes because they perceive it as
requiring less effort than taking their own notes.

•

Guided notes provide students with a __________for taking accurate and complete notes.

•

Guided notes can be used within the context of general education classrooms where students
with and without disabilities are included.

•

Teachers can strategically pause by breaking away from the lecture for a brief period of time to
tell stories, share experiences, _______ ____ __________, and solicit questions or discussion
from students.

•

Many _________________ activities can be embedded into guided notes to support student
learning. Ex: a prompt or a question at the top of the guided notes to activate prior knowledge
and to set the stage for learning new content; study guides, graphic organizers; diagrams; maps;
and etc.

•

Other ____________ ______________ _________________ and strategies for prompting
active student responding can be combined with guided notes. Ex:oral responding or response
cards.
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7 Steps: To Constructing Guided Notes
Step 1: Examine or Create a Lecture Outline
•

Identify the most important course content that students must learn and retain via lecture.

•

Student learning is enhanced by lectures with ________ points supported by additional
______________ and opportunities for students to respond to questions or scenarios.

Step 2: Delete the key facts, concepts, and relationships
•

The remaining information should be used to provide structure and context for students' note
taking.

Step 3: Enhance the lecture with supporting information and resources

•
•
•
•
•
•

Enhance the lecture by inserting:
diagrams and chart
_______________
illustrations and photos
highlighted statements or Big Ideas
Bibliographies
______________

Step 4: Insert formatting cues
•

____________________cues show students where, when, and how many facts or concepts to
write.

•

Use cues such as: highlighting, sequences, images, asterisks, lines, and bullets.

•

Be _________________!!!

Step 5: Use Visuals
•

Use PowerPoint slides or overhead transparencies to project ____ content.

•

Visually projecting the key facts, definitions, concepts, relationships, etc. that students must
write in their Guided Notes helps ensure that all students obtain the most critical content.

Step 6: Leave Space to Write
•

Leave ample _________ for students to write.

•

Providing about three to four times the space needed to type the content.
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Step 7: Do not require students to write too much
•
•
•
•
•
•

Guided Notes completed with single words and short phrases are just as effective as lectures
taught with Guided Notes that required more extensive writing to complete (Austin & Sasson,
2001; Courson, 1989).
Design and Subjects
Guided Notes can be used in all content areas.
No set design.
Must follow the seven steps and the fidelity checklist.
Students need to be taught how to use whatever model used.

Types Of Guided Notes
•

The style of guided notes can vary from grade level to grade level and topic-to-topic.
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GN4: What Is A Noun Guided Notes Sheet

What Is Noun?

A noun is a _______, ______,
_______ or ______ .
Examples:

Person:

Place:

Thing:

Idea:

__________

________

_________

__________

I
j
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GN5: You Try Guided Notes Assessment/ Practice Component

You Try:
List some nouns?
People
.

Places
.

Things
.

Ideas
.

.

.

.

.

.

.

.

.

Next
Sentence
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GN6: Guided Notes Handout

Guided Notes
What Are Guided Notes?
Guided notes are teacher prepared hand-outs that outline or map out
lectures, but leave "blank" spaces for key concepts, facts, definitions, etc.
The students then fill in the spaces with content as the lecture progresses.
Guided notes also help one to follow a lecture, identify its important
points, and develop a foundation of content to study and to apply.

Benefits of Guided Notes
•

Increase active student response during teacher-directed lectures.

•

Low-cost and efficient way to help teachers promote active engagement during their lectures.

•

Motivate students to take notes with guided notes because they perceive it as requiring less
effort than taking their own notes.

•

Provide students with a model for taking accurate and complete notes.

•

Allows teachers the opportunity to strategically pause and break away from the lecture for a
brief period of time to tell stories, share experiences, check for understanding, and solicit
questions or discussion from students without students losing focus on the main points.
Allow teachers to embed supplemental activities into guided notes to support student learning

•

such as activities, prompts, questions, graphic organizers, diagrams, maps, and etc.
Can be combined with other evidence-based practices such as response cards.

•

Materials Needed
•

Increase active student response during teacher-directed lectures.

•

Low-cost and efficient way to help teachers promote active engagement during their lectures.

•

Motivate students to take notes with guided notes because they perceive it as requiring less
effort than taking their own notes.

•

Provide students with a model for taking accurate and complete notes.

•

Allows teachers the opportunity to strategically pause and break away from the lecture for a
brief period of time to tell stories, share experiences, check for understanding, and solicit
questions or discussion from students.
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Prior to implementation create a lesson outline using presentation software such as
PowerPoint or transparencies for an overhead projector with notes focused on major concepts,
key events or vocabulary, and/or facts to be learned.

2.

Then create a student handout from the lesson outline leaving blank spaces for the student to
fill-in the missing key content. These blank spaces may be short (one to three words) or long
(four to eight words) depending on the students’ instructional level.

3.

Train students on how to correctly use guided notes while listening to instructions and looking
at presentation materials.

Contact Information:
Allen Thomas
C.C. Ring Elementary
333 Buffalo St.
Jamestown, NY 140
(716) 483 99athomas@jamestown.wnyric.org

4.

Model the manner in which the student needs to fill out the notes.

5.

Facilitate a quick practice session.

6.

Teach the preplanned lesson utilizing the presentation that goes along with students’ guided
notes. Be sure to include prompts and/or questions while teaching the lesson.

7.

Provide feedback on student notes either by collecting, grading, and returning the notes to the
student or by commenting on student notes while circulating amongst the students.

8.

Supplemental strategies such as lottery incentives (ticket out the door), response cards, or a
post assessment quiz based on the lecture may be added to the Guided Notes intervention to
further promote student success and responding.

Critical Components
1.

Student guided notes and teacher taught lesson plans/materials must match each other and the students’ instructional level.

2.

Students must demonstrate the capability to utilize guided notes correctly prior to implementation.

3.

Students must be trained on how to use guided notes otherwise the strategy will be unsuccessful.

4.

The teacher needs to provide specific feedback to students regarding their guided notes.

5.

Teachers need to ensure that the students guided notes contain enough blank spaces to give students an adequate amount of
opportunities to respond.

References
Lazarus, B. D. (1991). Guided notes, review, and achievement of secondary students with learning disabilities in mainstream content courses. Education and Treatment of Children,
14, 112-127.
Lazarus, B. D. (1993). Guided notes: Effects with secondary and post-secondary students with mild disabilities. Education and Treatment of Children, 16, 272-289.
Musti-Rao, S., Kroeger, S., & Schumacher-Dyke, K. (2008). Using guided notes and response cards at the postsecondary level. Teacher Education and Special Education, 31(3), 149163.
Neef, N. A., McCord, B. E., & Ferreri, S. J. (2006). Effects of guided notes versus completed notes during lectures on college students’ quiz performance. Journal of Applied
Behavior Analysis, 39, 123-130.
Sweeney, W. J., Ehrhardt, A.M., Gardner , R., Jones, L., Greenfield, R., & Fribley, S. (1999). Using guided notes with academically at-risk high school students during a remedial
summer social studies class. Psychology in the Schools, 36, 305-318.
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GN7: Guided Notes Fidelity Checklist

Guided Notes Fidelity Checklist
Teacher: _________________

Grade: _______

Date: ___________

School: _______________
Observer: ______________________
General Directions:
After observing the class session for a minimum of 20 minutes, check Yes next to each activity that
was present during the observation. Check No if a particular activity was not present during the
observation.

Instructional Activities

YES

NO

1. Students sit in their assigned seats (no small groups).

O

O

2. Teacher informs students they will be using guided notes.

O

O

3. Teacher displays guided notes (PowerPoint, overhead, blackboard, etc.)
and provided students a copy.

O

O

4. Teacher instructs the class and writes or displays information for the to
whole class.

O

O

5. Teacher checks students notes to ensure they are writing information in the
correct areas and provides reinforcement and feedback.

O

O

6. Teacher continues to instruct class.

O

O

7. Teacher checks more student notes to ensure they are writing information
in the correct areas and provides more reinforcement and positive feedback. O

O

Sub-Total

____ / 7 =

____ %
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Guided Notes Action Plan Follow-Up Checklist
Name: ___________________________________
Position: ________________________
Grade: ____
Date: ___________
Below please select your preferred option of pre-assessment and preparation prior to your formal
classroom observation.
 Action Research
 Book Study
 Classroom/School Visitation
 Collaborative Curriculum Development
 Data Analysis
 Examining Student Work
 Education Exchange
 Focused Conversations
 Internet Research
 Journaling
 Lesson Study
 Mentors and Mentorship
 Peer Coaching
 Professional Books and Journals
 Professional Portfolios
 School Improvement Teams
 Self-Reflection
 Study Groups
 Viewing Educational Videos Based on Topic

GN9: Guided Notes Workshop Satisfaction Survey
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Workshop Satisfaction Survey
Position: ________________________

Grade: ____

Date: ________________

1. Overall, I feel this professional development was:
Not Beneficial
1

(Circle)

2

Very Beneficial
3
4
5

2. This professional development opportunity provided information and techniques that I will
use:
Rarely
1

(Circle)

Immediately
3
4
5

2

3. Would you recommend this training for others to attend?
(Circle)

Yes

No

4. The features of this workshop I would keep are:

5. The features of this workshop I would change are:

6. I heard about this training from:

o
o
o
o
o
o

Workshop Flyer
State Dept. Ed. Newsletter
The Internet
School District Newsletter
Past Workshop Participant
Other _____________________________________

o
o
o
o
o
o

Workshop Flyer
State Dept. Ed. Newsletter
The Internet
School District Newsletter
Past Workshop Participant
Other _____________________________________

7. I often hear about workshops from:
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Worksho p # 2 Cla ss-Wide Peer Tutoring (CW PT)
Agenda
• Overview of workshop and objectives
•
•
•
•
•
•

Use class-wide peer tutoring to promote academic achievement.
Explain how students can be used as peer assistants to one another.
Describe and evaluate an effective class-wide peer tutoring session.
List the benefits of class-wide peer tutoring to tutors and tutees.
Outline how to set up an effective class-wide peer tutoring session.
Discuss the benefits and challenges of implementing the class-wide peer tutoring
strategy.

• Carousel Responding
•

The purpose of this activity it to scaffold new information needed to be learned or
review existing information through movement, conversation, and reflection.

• PowerPoint Presentation
•

The purpose of this activity is to present the key issues in creating and using class wide
peer tutoring effectively in an engaging visual presentation or a lecture.

• Role-Play: Teachers As Students
•

The purpose of this activity is to demonstrate and train teachers how to implement and
create lessons using class-wide peer tutoring. As well as, how to set up an effective
class-wide peer tutoring session.

• Wrap Up and Debrief
•

The purpose of this activity is to allow the teachers the opportunity to identify a variety
of situations in which they can utilize the learned intervention.

• Action Plan
•

The purpose of the action plan is to provide teachers with an individualized professional
growth plan in which the teachers will be able to undertake a range of professional
learning activities in between coaching sessions and observations.

• Exit Survey
•

The purpose of the survey is to provide the instructor with essential feedback necessary
to improve the professional development for future sessions.
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Lesson Plan: Workshop # 2 Class-wide Peer Tutoring (CWPT)
Objective
At the conclusion of the workshop teachers will be able to:
• Use class-wide peer tutoring to promote academic achievement.
• Explain how students can be used as peer assistants to one another.
• Describe and evaluate an effective class-wide peer tutoring session.
• List the benefits of class-wide peer tutoring to tutors and tutees.
• Outline how to set up an effective class-wide peer tutoring session.
• Discuss the benefits and challenges of implementing the class-wide peer tutoring strategy.
Procedures
Activity #1 Carousel Responding (15-20 minutes)
•

The purpose of this activity it to scaffold new information needed to be learned or review
existing information through movement, conversation, and reflection. Allows for small group
discussion to be directly followed by whole-class reflection and instruction.

1. Select several major topics or key concepts that are either new for the teachers or are being
reviewed from the pre-class reading.
2. Write each topic/question at the top of a piece of chart paper, and tape the paper to the wall.
Possible Questions:
• What are guided notes?
• What are some benefits of using guided notes?
• What are the materials needed to implement the guided notes strategy
effectively?
• How are guided notes more advantageous than traditional lecture and note
taking?
• Why is it important to follow the fidelity checklist for guided notes?
3. Divide the teachers into groups of three or four by school or grade level.
4. Assign each group a different colored marker that they will use to write their responses on the
chart paper.
5. Assign each group to a particular “station” or piece of chart paper.
6. Give each group 1-2 minutes to both discuss the topic, concept, or question on the piece of
chart paper and write down everything they know or have learned about the topic using their
assigned colored marker.
7. Rotate each group to the next station after the prearranged 1-2 minutes expires. At this new
station they will read the new prompt, what others have written about it, discuss it with their
group, and add new information.
8. Continue this process until each group is back to their original station.
9. Conclude the brainstorming session by having a discussion about the topics on each piece of
chart paper and providing feedback on each response.
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Activity #2: Lecture and PowerPoint
•

Purpose: The purpose of this activity is to present the key issues in creating and using
class-wide peer tutoring effectively in an engaging visual presentation or a lecture.

1. Give each teacher a note packet of today’s workshop lecture along with necessary
implementation handouts. (CWPT1- CWPT T7)
2. During presentation the presenter needs to stop at designated discussion points to show video
clips, review, and probe for understanding.
Activity # 3: Procedure in Practice (Role-Play)
• The purpose of this activity is to demonstrate and train teachers how to implement and create
lessons using class-wide peer tutoring. As well as, how to set up an effective class-wide peer
tutoring session.
1. The teachers will experience the strategy first hand using spelling words. (See CWPT3 and
CWPT4)
2. The instructor will treat this part of the session as if the teachers were his or her actual
classrooms and will introduce the lesson following the critical components embedded in the
PowerPoint.
Activity # 4: Wrap-up Discussion
•

The purpose of this activity is to allow the teachers the opportunity to identify a variety of
situations in which they can utilize the learned interventions to engage learners, demonstrate
the use of pedagogical principles for inspiring learner engagement in specific situations, reflect
on lesson learned, as well as create opportunities for collaboration between general and special
education teachers to improve student achievement. In addition to recap the entire lesson with a
handout walkthrough.

1. Introduce and explain the purpose of the CWPT handout guide. (See CWPT1)
2. Introduce and explain the purpose of the CWPT fidelity checklist. (See CWPT2)
3. Initiate discussion by asking the teachers the following questions to culminate the teach piece
of the workshop:
• Is this an intervention that you envision yourself using?
• How do you see yourself using this intervention?
Activity # 5: Action Plan & Survey
•

The purpose of the action plan is to provide teachers with an individualized professional growth
plan in which the teachers will be able to undertake a range of professional learning activities in
between coaching sessions and observations. The form is used to schedule a follow up meeting,
coaching session, lesson study, and so on with the instructor, coach, or team captain.

•

The purpose of the professional development survey is to provide the instructor with essential
feedback necessary to improve the professional development for future sessions.
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1. Teachers are to complete the action plan and survey forms at the conclusion of the
wrap-up discussion and submit it in a drop box on their way out the door. (See CWPT6
and CWPT7)
2. After reviewing the teacher responses the role of the instructor, coaches, and/or team
captains are to take the necessary steps to improve the workshop, as well as email the
teachers to schedule a follow up meeting, coaching session, lesson study, or etc before
their formal observation.

Class-Wide Peer Tutoring (CWPT)
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What is Class-Wide Peer Tutoring?
CWPT is an evidence-based practice in which students work together and use competition to help
improve their scores on assessments. For the intervention the class is split into two teams and within the
teams the students are paired up. The partners each take a turn as tutor and a tutee for a timed duration. The
job of the tutee is to record the progress of the tutee by giving points for correct answers and helping correct
incorrect answers. During each tutoring session the teacher circulates throughout the classroom and gives
bonus points for students following the directions or displaying actions that support the practice. At the end of
each class period the teacher tallies up the total points from each pair and posts them on the scoreboard,
keeping a running tally for both teams. The partners switch periodically as the teams stay the same. At the
end of the round the teacher announces the winning team who receives some form of positive reinforcement
for winning, the teacher then resets the teams, and the process starts over.

Benefits of Class-Wide Peer Tutoring
• Students are given more opportunities to answer questions and/or practice skills that are required in a certain course.
• Students are able to acquire and use social skills needed to work with their peers to achieve a common goal.
• Adaptableness supports students of various age groups (primary to secondary levels) to achieve academically in varying in
subject areas such as but limited to math, reading, spelling, vocabulary, etc.
• Provides more immediate feedback and one-on-one instruction to lower achieving students.
• Evidence has shown that it helps keep students diagnosed with disabilities such as ADHD and autism on task during
instructional time at much higher levels than traditional instruction
• Longitudinal studies have shown that students exposed to the practice have a higher retention rate of content learned across
multiple grade levels than students who have not been exposed to the practice.

Materials Needed
1. Posters to display rules/expectations and scores
2. Handouts or notes for students to be reminded of procedures
3. Timer
4. Instructional/practice materials to help students prepare for upcoming
assessments such as spelling words, math problems, reading passages,
vocabulary, comprehension questions, etc.
5. Answer sheets
6. Motivators for winning teams

Contact Information:
Allen Thomas
C.C. Ring Elementary
333 Buffalo St.
Jamestown NY
(716) 48399athomas@jamestown.wnyric.org
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Procedure
1.

To initialize the implementation the teacher needs to explain the purpose and rationale for the strategy. In
addition, the teacher needs to emphasize the importance of both practice and on-task behavior.

2.

Prior to implementation the teacher needs to select the content and instructional materials for tutoring sessions,
create teams or have a planned way to divide students, as well as create and obtain materials needed to put the
strategy into effective practice (ex: team pairing poster, points chart, timer, point sheets, tutoring materials).

3.

Train students in the roles of tutor and tutee while emphasizing specific procedures for peer feedback in regards to
correct responses, correction procedures for incorrect responses, and score keeping.

4.

Model appropriate behaviors for tutor and tutee.

5.

Work with class to identify motivators for winning team.

6.

Divide the class into practice pairs and teams.

7.

Distribute tutoring materials (point sheet and teaching materials).

8.

Set timer for 1st round of tutoring (generally 10-15 minutes).

9.

Begin tutoring session.

10.

Circulate amongst students distributing bonus points to teams who are tutoring in the approved manner.

11.

Stop circulating to assist teams that require assistance.

12.

When timer sounds off students need to add up their totals and then report the score to the teacher who then
records and posts the score on the scoreboard.

13.

Once all teams scores have been posted, notify students that they need to switch roles.

14.

Restart timer.

15.

Repeat steps 9-12 for second and final round.

16.

The team with the highest total wins the motivator.

Critical Components
• Teachers must train students how to use the intervention prior to implementation, as well as thoroughly explain rules and expectations.
• Points should be posted for the entire class to see in order to incite competition.
• Teacher needs to support students who correctly follow both practice and correction procedures by awarding bonus points.
• Teams are made evenly and frequently rotated (every one or two weeks).
• Students should be given enough time to go over all of the content in each session (10-15 mins.).
• Teacher monitors progress for each student to see if the intervention is improving test scores, how much improvement is going on and to see if
the intervention is positively influencing scores for all students. If intervention is not effective then teacher should modify the practice or use
fidelity checklist to make sure practice is being implemented correctly.
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Physical Educator, 52, 47-56.
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CWPT 2: Practice Spelling List

Spelling List

“oi” and “oy” pattern

1. voice
2. cowboy
3. toy
4. enjoy
5. oil
6. point
7. join
8. soil
9. joy
10. coil
11. coin
12. boy
13. boil
14. ploy
15. broil
--------------------------------------16. away
17. four - 4
18. says
19. funny
20. after
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CWPT 3: CWPT Tutoring Sheet
Name: ________________

Question #

Answer

Round # ____

Retry

Role: Tutor or Tutee (Circle)

Corrections

Points

Write correct answer 3x’s

2 points for correct
answer on first try,
1 point after
corrections.

1
2
3
4
5
6
7
8
9
10
Total =
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CWPT 4: Example CWPT Scoreboard

Team #
Team 1
Students A&B
Team 2
Students C&D
Team 3
Students E&F
Team 4
Students G&H
Team 5
Students I&J
Team 6
Students K&L
Team 7
Students M&N
Team 8
Students O&P
Team 9
Students Q&R

Round 1 Score

Round 2 Score

Total
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CWPT 5: CWPT Fidelity Checklist
Class Wide Peer Tutoring Fidelity Checklist
Teacher: ____________________

Grade: _____

Date: ___________

School: _______________________
Name of Observer: _______________________________
General Directions:
After observing the class session for a minimum of 20-30 minutes, check Yes next to each activity that was present
during the observation. Check No if a particular activity was not present during the observation.

BEGINNING THE INTERVENTION

YES

NO

5.

Identify target behavior or learning outcome to modify.

O

O

6.

Tutoring training session(s) with students.

O

O

7.

Work with class to identify motivators for winning team.

O

O

MATERIALS IN EVIDENCE OR POSTED
1.

Team members/pairing chart posted.

O

O

2.

Team point chart(s) posted.

O

O

3.

All tutoring pairs have materials.

O

O

4.

All tutoring pairs have point sheets.

O

O

TEACHER PROCEDURES
1.

Teacher spends time introducing new content.

O

O

2.

Teacher instructs students to get material.

O

O

3.

Teacher sets timer for 1st session (usually 10-15 minutes).

O

O

4.

Teacher resets timer for second session.

O

O

5.

Teacher circulates among students.

O

O

6.

Teacher awards bonus points for tutoring correctly.

O

O

7.

Teacher helps pairs when needed.

O

O

8.

Tally up points for all pairs for each day and post on scoreboard.

O

O

9.

Repeat as necessary during each week

O

O
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YES

NO

1. Tutor awards 2 points for a correct response.

O

O

2. Tutor conducts the correction procedure.

O

O

O

O

b. Tutor provides correct answer.

O

O

c. Tutee writes correct answer 3 times.

O

O

o a. Tutor stops tutee.

•

Tutor awards 1 point for correct answer after correction.

O

O

•

Students record points on point sheets.

O

O

•

Students report points on CWPT point sheets.

O

O

END OF EACH ROUND
1.

Tally up points for the entire game period.

O

O

2.

Winning team gets mystery motivator.

O

O

O

O

3. Reset teams and start over.

Total: _____________/24 =___________%
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Class-Wide Peer Tutoring Action Plan Follow-Up Checklist
Name: ___________________________________
Position: ________________________
Grade: ____
Date: ___________
Below please select your preferred option of pre-assessment and preparation prior to your formal
classroom observation.
 Action Research
 Book Study
 Classroom/School Visitation
 Collaborative Curriculum Development
 Data Analysis
 Examining Student Work
 Education Exchange
 Focused Conversations
 Internet Research
 Journaling
 Lesson Study
 Mentors and Mentorship
 Peer Coaching
 Professional Books and Journals
 Professional Portfolios
 School Improvement Teams
 Self-Reflection
 Study Groups
 Viewing Educational Videos Based

CWPT
7: CWPT
Workshop Satisfaction
Survey
PROFF.
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Workshop Satisfaction Survey
Position: ________________________

Grade: ____

Date: ________________

1. Overall, I feel this professional development was:
Not Beneficial
1

(Circle)

2

Very Beneficial
3
4
5

2. This professional development opportunity provided information and techniques that I will
use:
Rarely
1

(Circle)

Immediately
3
4
5

2

3. Would you recommend this training for others to attend?
(Circle)

Yes

No

4. The features of this workshop I would keep are:

5. The features of this workshop I would change are:

6. I heard about this training from:

o
o
o
o
o
o

Workshop Flyer
State Dept. Ed. Newsletter
The Internet
School District Newsletter
Past Workshop Participant
Other _____________________________________

o
o
o
o
o
o

Workshop Flyer
State Dept. Ed. Newsletter
The Internet
School District Newsletter
Past Workshop Participant
Other _____________________________________

7. I often hear about workshops from:
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Worksho p # 3 Response Cards
Agenda
• Overview of workshop and objectives
•
•
•
•

Explain how to implement the response card intervention.
Demonstrate how to utilize the intervention.
Use the response card intervention to provide immediate corrective feedback.
Use various forms or response cards.

• Marooned
•

The purpose of this activity is to relax the teachers and introduce them to each other, as
well as energize them for today’s workshop.

• PowerPoint Presentation
•

The purpose of this activity is to present the key issues in creating and using response
cards effectively in an engaging visual presentation or a lecture.

• Role-Play: Teachers As Students
•

The purpose of this activity is to demonstrate and train teachers how to implement and
create lessons using response cards. In addition, the intent of this activity is to
demonstrate to the teachers how to effectively use the response card intervention to
provide immediate corrective feedback.

• Wrap Up and Debrief
•

The purpose of this activity is to allow the teachers the opportunity to identify a variety
of situations in which they can utilize the learned intervention.

• Action Plan
•

The purpose of the action plan is to provide teachers with an individualized professional
growth plan in which the teachers will be able to undertake a range of professional
learning activities in between coaching sessions and observations.

• Exit Survey
•

The purpose of the survey is to provide the instructor with essential feedback necessary
to improve the professional development for future sessions.
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Lesson Plan: Workshop # 3 Response Cards
Objective
At the conclusion of this workshop teachers will be able to:
• Explain how to implement the response card intervention.
• Demonstrate how to utilize the intervention.
• Use the response card intervention to provide immediate corrective feedback.
• Use various forms or response cards.
Procedures
Activity #1 Marooned
•

The purpose of this activity is to relax the teachers and introduce them to each other, as well as
energize them for today’s workshop.

1. Break the teachers up into groups.
2. Each group is given a scenario where they have been shipwrecked (marooned) and must come
up with a 5-7 item list of people or things they deem necessary for their survival. They are then
asked to put those items in order of importance.
3. After giving the groups about 10 minutes to put their survival tools in order, the facilitator goes
over the correct way to put the materials in order and why they are put in order in that manner.
In the end the groups will tell whether they survived.
4. The teachers will write their items on the response card and verbally explain.
Activity #2 PowerPoint
•

Purpose: The purpose of this activity is to present the key issues in creating and using response
cards effectively in an engaging visual presentation or a lecture.

1. Give each teacher a note packet of today’s workshop lecture along with
necessary implementation handouts. (RC1-RC5)
2. During presentation the presenter needs to stop at designated discussion
points to show video clips, review, and probe for understanding.
Activity #3 Example Lesson/Game (Role-Play)
•

The purpose of this activity is to demonstrate and train teachers how to implement and create
lessons using response cards. In addition, the intent of this activity is to demonstrate to the
teachers how to effectively use the response card intervention to provide immediate corrective
feedback.

1. The teachers will experience the strategy first hand answering single response and multiple
choice response questions related to subjects such as math, spelling, and ELA.
2. The instructor will treat this part of the session as if the teachers were his or her actual
classrooms and will introduce the lesson following the critical components embedded in the
PowerPoint.
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Activity # 4: Wrap-up Discussion
•

The purpose of this activity is to allow the teachers the opportunity to identify a variety of
situations in which they can utilize the learned interventions to engage learners, demonstrate
the use of pedagogical principles for inspiring learner engagement in specific situations, reflect
on lesson learned, as well as create opportunities for collaboration between general and special
education teachers to improve student achievement. In addition to recap the entire lesson with a
handout walkthrough.

1. Introduce and explain the purpose of the response card handout guide. (See RC1)
2. Introduce and explain the purpose of the response card fidelity checklist. (See RC3)
3. Initiate discussion by asking the teachers the following questions to culminate the teach piece
of the workshop:
• Is this an intervention that you envision yourself using?
• How do you see yourself using this intervention?
Activity # 5: Action Plan & Survey
•

The purpose of the action plan is to provide teachers with an individualized professional growth
plan in which the teachers will be able to undertake a range of professional learning activities in
between coaching sessions and observations. The form is used to schedule a follow up meeting,
coaching session, lesson study, and so on with the instructor, coach, or team captain.

•

The purpose of the professional development survey is to provide the instructor with essential
feedback necessary to improve the professional development for future sessions.

1. Teachers are to complete the action plan form at the conclusion of the wrap-up discussion and
submit it in a drop box on their way out the door (See RC4 and RC5)
2. After reviewing the teacher responses the role of the instructor, coaches, and/or team captains
are to take the necessary steps to improve the workshop, as well as email the teachers to
schedule a follow up meeting, coaching session, lesson study, or etc before their formal
observation.

RC1: Response Cards Handout
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Response Cards
What Are Response Cards?

The response cards procedures is an intervention that increases students’ active engagement and
provide teachers with a method for immediate student assessment whether it be during whole group,
small group, or one-on-ones. The basic procedure for response cards is for all students to respond
simultaneously to a teacher prompt using a certain type of response card (pre-printed response, white
board, interactive white board, etc.). The teacher then assesses the responses and provides immediate
feedback to the students.

Benefits Of Response Cards
•

Increase in both student classroom participation and learning.

•

Provides a student with an increased opportunity to actively respond which in return
increases on-task behaviors while decreasing disruptive behaviors.

•

Increased students’ academic achievement on quizzes and tests.

•

Provide immediate feedback to students.

•

Provides immediate data for teachers to check for effectiveness of their lesson.

•

Student perforation of response cards over hand raising during whole group classroom
instruction.

•

Highly adaptable for a wide range of students, learning environments, settings, and
subjects.

Materials Needed
•
•
•

Whiteboards, laminated paper, laminate board
Dry erase markers
Dry erase marker erasers or some type of clothe like material that
could be used to erase marker ink.

Examples Of Response Cards
Write- On
Front

Preprinted

Back

Yes/No
Front
Yes

Back
No

True/False
Front

Multiple Choice

Back
A

T

F

B

C
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Procedure
1.

2.
3.
4.
5.
6.
7.

CONTACT INFORMATION:
Allen Thomas
C.C. Ring Elementary
333 Buffalo St.
Jamestown, NY 140

Phone: (716)
99athomas@jamestown.wnyric.org

8.
9.
10.
•

•

11.
12.

Initialize strategy by informing students that they will be learning a new way of responding to
teacher questions and prompts using a response card or whiteboard. In addition, prior to
implementation teachers need to prepare for themselves a data-recording sheet (student list or
seating chart) that will be used to keep a tally of student incorrect responses as this information
will be used later to make instructional decisions.
Model how to use the response card correctly.
Create a prompting phrase for students to show their responses such as “cards up”, as well as a
phrase to put down their cards such as “cards down” or “boards down and clean”.
Demonstrate the proper placement of response cards such as facing the teacher above heads or
below chin as well as.
Distribute materials needed for implementation such as the response card, dry erase marker, and
something for erasing the boards. After initializing students may keep these items at their desk.
Create an opportunity to practice or teach lesson using the strategy.
Give the students a few seconds to respond. 3-5 seconds is adequate for recall type questions,
however, more time will be required for more demanding questions.
Provide students with praise and corrective feedback while implementing.
Once time is up prompt students to show their responses in the manner they were trained.
Scan the class as a whole to assess responses. The goal is to have 80% or more of the students
respond correctly.
If 80% or more of the students respond correctly:
o Affirm the correct response by clearly stating it for the whole class.
o Prompt students to put down their response cards.
o Move on to the next question or prompt for the students to respond to.
If less than 80% of students respond correctly:
o Prompt students to put their response cards or white boards down but not to clear their
responses.
o Place a tally mark in student box or space on the data-recording sheet.
o Affirm the correct response by clearly stating it for the whole class.
o Ask a few students who responded correctly to explain how they solved the problem.
o Ask a few students who did not respond correctly to explain how they solved the problem,
however you will need to provide feedback regarding on why their thinking was incorrect.
o Prompt students to clean their white boards.
o Re-teach or model the knowledge or skill if appropriate.
Following steps 6-10 ask new questions or prompts until 80% or more of the students respond
correctly or sufficiently assessed.
At the end of the session prompt students to put away or collect all materials.

Critical Components
• When using response cards or white boards maintain a quick and energetic pace.
• Periodically pause and praise students for appropriate and correct use of the response cards procedure.
• Train students to write responses large and legible so the teacher can see from the front of the room as well as to ensure that the teacher can
quickly and accurately assess all student responses.
• If there is more than one method for arriving at the correct response the teacher should express this ahead of time.

References
Armendariz, F., & Umbreit, J. (1999). Using active responding to reduce disruptive behavior in a general education classroom. Journal of Positive Behavior Interventions, 1, 152158.
Cavanaugh, R. A., Heward, W. L., & Donelson, F. (1996). Effects of response cards during lesson closure on the academic performance of secondary students in an earth science
course. Journal of Applied Behavior Analysis, 29, 403–406.
Christle, C. A., & Schuster, J. W. (2003). The effects of using response cards on student participation, academic achievement, and on-task behavior during whole-class math
instruction. Journal of Behavioral Education, 12, 147–165.
Maheady, L., Michielli-Pendl, J., Mallette, B., & Harper, G. F. (2002). A collaborative research project to improve the performance of a diverse sixth grade science class. Teacher
Education and Special Education, 25, 55–70.
Narayan, J. S., Heward, W. L., Gardner, R., Courson, F. H., & Omness, C. K. (1990). Using response cards to increase student participation in an elementary classroom. Journal of
Applied Behavior Analysis, 23, 483–490.

RC2: PROFF.
Student Checklist
DEV. INCLUSIVE INSTRUCTION

75

Student Checklist For Response Card Intervention
Unit: ____________________
Student

Question

1
A
B
C
D
E
F
G
H
I
J
K

Question
2

Question
3

Lesson: _____________________
Question
4

Question
5

Question
6

Question
7

Date: _______
Question
8

Question
9

Question
10

RC3: Response Card Fidelity Checklist
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Response Card Fidelity Checklist
Teacher: _________________

Grade: _______

Date: ___________

School: _______________
Observer: ______________________
General Directions:
After observing the class session for a minimum of 20 minutes, check Yes next to each activity that
was present during the observation. Check No if a particular activity was not present during the
observation.

Instructional Activities

YES

NO

1. Students sit in their assigned seats (no small groups).

O

O

2. Teacher passes out response cards/boards.

O

O

3. Teacher-led, whole group instruction is primary instructional method.

O

O

4. Teacher asks knowledge-based questions to whole class.

O

O

5. Students write their responses on individual response cards.

O

O

6. Teacher provides a clear cue for student to hold up their response cards.

O

O

7. Students hold up response cards simultaneously.

O

O

8. Teacher calls on individual student(s) to answer questions.

O

O

9. Teacher acknowledges accuracy/inaccuracy of student responses with praise O
and/or corrective feedback.

O

10. Students erase response cards.

O

O

11. Teacher continues with more questions and maintains a lively pace
throughout lesson.

O

O

12. Teacher administers quiz to entire class.

O

O

Sub-Total

____ / 12 =

____ %

RC4:
Response
Cards
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Action Plan Follow-Up Checklist
Training Session: (circle)

Guided Notes

Response Cards

Class-Wide Peer Tutoring

Name: ___________________________________
Position: ________________________
Grade: ____
Date: ___________
Below please select your preferred option of pre-assessment and preparation prior to your formal
classroom observation.
 Action Research
 Book Study
 Classroom/School Visitation
 Collaborative Curriculum Development
 Data Analysis
 Examining Student Work
 Education Exchange
 Focused Conversations
 Internet Research
 Journaling
 Lesson Study
 Mentors and Mentorship
 Peer Coaching
 Professional Books and Journals
 Professional Portfolios
 School Improvement Teams
 Self-Reflection
 Study Groups
 Viewing Educational Videos Based on Topic

RC5: PROF.
Response
Cards
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Workshop Satisfaction Survey
Position: ________________________

Grade: ____

Date: ________________

1. Overall, I feel this professional development was:
Not Beneficial
1

(Circle)

Very Beneficial
2
3
4

5

2. This professional development opportunity provided information and techniques that I
will use:
Rarely
Immediately
(Circle)
1
2
3
4
5
3. Would you recommend this training for others to attend?
Yes

(Circle)

No

4. The features of this workshop I would keep are:

5. The features of this workshop I would change are:

6. I heard about this training form:

7. I often hear about workshops from:

o
o
o
o
o
o

Workshop Flyer
State Dept. Ed. Newsletter
The Internet
School District Newsletter
Past Workshop Participant
Other _____________________________________

o
o
o
o
o
o

Workshop Flyer
State Dept. Ed. Newsletter
The Internet
School District Newsletter
Past Workshop Participant
Other _____________________________________
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Findings
Current research suggests that special education teachers or teachers with some special
training seem to take a more positive approach toward inclusion as compared to regular
education teachers or teachers who do not have any additional training. In addition, these
individuals are more receptive and less anxious in regards to providing instruction to students in
an inclusive setting (Shippen, Crites, Houchins, Ramsey, & Simon, 2005). Furthermore, a study
by Burke & Sutherland (2004) revealed that current general education teachers felt they
possessed inadequate training to work with students with disabilities, and did not receive
sufficient support to be successful with this population, consequently suggesting that they could
not effectively instruct in an inclusive setting. Therefore the purpose of this professional
development design was to provide teachers with the training and knowledge of three evidence
based practices in order to facilitate academic success in an inclusive setting.
By design, all prospective teachers who enroll in this professional development would
have at least some instructional interaction with students with disabilities or inclusion regardless
of the amount of training in preparation for inclusion, teaching experience, and knowledge of
educational legislation. Therefore, the teachers who would enroll in this professional
development undertake the course because they are accountable for providing instruction to
students with disabilities in an inclusive setting.
Although the purpose of the professional development design was to provide teachers
with three evidence based practices in order to facilitate academic success in an inclusive setting.
The underlining questions that needed to be addressed while creating and facilitating the
development were how to design and implement professional development that teachers felt
would be beneficial to student learning and useful in their classrooms while not compromising
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their desired style of teaching or adding extra instructional burdens on the teachers. In addition, I
wanted to investigate how could I ensure that these teachers were supported when implementing
these instructional accommodations within their classroom. As well as, examine what could I do
as a developer that would abandon the “one and done” approach of professional development
that teachers are so accustomed to.
Significance Of Findings
Overall, this professional development design sought to make a difference in teacher
instruction and preparation by bypassing the typical “one-shot” professional development that
has been widely criticized by the National Staff Development Council (2001). This was done by
following the National Staff Development Council's (2001) guidelines of having three seminars
during the school year supported through the use of coaching and various other forms of action
research to refresh and reinforce what teachers had learned in professional developments. In
addition, the professional development focused on content knowledge and pedagogical skills,
rather than one at the expense of the other (National Staff Development Council, 2001). Most
importantly the professional development provided proven effective ready to use instructional
strategies that required very little teacher preparation.
Currently teachers in the Jamestown School District typically receive one to two days of
professional development during the school year through in-services. Although there is a need
for frequent substantial amount of time dedicated to professional development, research shows
that frequency and duration don't necessarily equate to relevance, especially if the sessions do
not focus on the subject matter and content that research has shown to be effective in improving
student learning (Knowles et al., 1998).
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Although the professional development design was not affiliated with any particular
district-wide instructional program or instructional series, the design of the professional
development was inline with the district-wide initiative to improve teacher instruction regardless
of grade level and position, as well as improve instructional techniques that could largely effect
how teachers instruct reading, mathematics, and other core subjects target in the schools. In
addition, school principals were invited in an effort to sustain success of initiatives to change
instruction; although principals were invited to the professional development, their presence was
not expected or required.
According to Quint (2011), effective professional development incorporates the use of
collaborative discussions and coaching. Therefore, similar to Quint (2011), the professional
development is designed to involve peer mentoring or coaching. The role of the coach or mentor
is to hold grade-level meetings during which all participating teachers can examine student work
and discuss instruction. However, unlike the Quint (2011) study where there was no evidence
that these meetings occurred when the coaches were not there to lead them, the teachers involved
in this study are able to select their own type of action plan to supplement meetings in between
coaching sessions. As a result, the teachers will have to provide evidence of these self-selected
forms of professional improvement through activities such as, but not limited to, journal keeping,
book study, classroom visits, and data analysis so as to ensure teachers’ practices could be
sustained in a long-term way. In addition unlike the Quint (2011) professional development, this
professional development design is tied to curricula that the teachers use.
A study by Forlin & Sin (2010), suggests that teachers often find it difficult to evolve
from a teacher directed instructional approach to one where students are actively involved in
guiding their own learning. As a result, these teachers often prefer to ignore these approaches to
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education and instead replicate the teachings they received. However, research reveals that such
an approach fails to take into account the different forms of learning possessed by students and
therefore prevents teachers from providing an equitable and accessible education to all (Forlin &
Sin, 2010). This too attributed to the professional development design having a teacher decided
action plan going forward after the initial workshop and in between coaching sessions. In
addition, the action plan also allows the teachers to actively investigate how they could
effectively integrate each instructional practice into their lessons and current method of teaching.
Moreover, the intended course is to be offered for two semesters. The first semester will
be offered in the spring and designed for teachers interested in being coaches and building
“experts” on the three evidence based practices. The second course offering will take place
during the summer and was designed for teachers who were interested in improving there
instructional methods when instructing inclusive classrooms, as well as improve students’
academic achievement within an inclusive setting. Overall the aim of the course was to not only
create a knowledgeable staff but one that was more positive about including students with a
range of needs and less concerned about inclusion.
Limitations
Although there are various alternate practices that are noted for their ability to increase
student responses and academic performance such as direct instruction, computer-assisted
instruction, and choral responding. This paper only reviewed guided notes, class wide peer
tutoring, and response cards. In addition, even though students’ behavior can have either a
positive or negative effect on their learning, this professional development lacks evidence based
behavioral interventions. Though the strategies reviewed in this paper may be used to alter
negative behaviors while improving student academic skills. Another limitation of the study is
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authentic teacher implementation. It is important that the teachers follow the fidelity checklist for
each intervention as described.
Furthermore, research suggests that students with behavior disabilities need exceptional
teaching and therefore need extra-added help to be successful in the classroom. With that in
mind, the research presented in this paper discussed working with students with mild behavior
disabilities. Therefore, the interventions researched, introduced, and discussed may or may not
be suitable for use with students who have severe behavior disabilities.
Lastly, although the professional development was designed to “educate educators,” there
was no intention on doing a follow up study to evaluate whether or not the utilization of skills
obtained from the professional development had an impact on student learning. Therefore this
could be an area of further research.
Conclusion
As the number of students being diagnosed with disabilities increased, schools
transitioned to becoming more inclusive. IDEA encouraged evidence based interventions for
students in special education and created amendments that mandated pre-service and
professional developments that ensured teachers were able to use evidence based instructional
practices (Detrich, Keyworth, & States, 2007). It was assumed that teachers knew evidence
based practices and how to successfully implement them within their classrooms (Detrich, et al.,
2007). Current research reveals that inservice teachers possess insufficient training and a lack of
familiarity with effective evidence based practices that can be utilized in an inclusive setting.
Teacher unfamiliarity has been attributed to three things; first, effective evidence-based
approach to education is underrepresented in scholarly publications. Second, evidence based
practices research (effectiveness research) is usually published in professional journals and
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school administrators and decision makers are unlikely to read this literature or are not trained to
evaluate the quality of such research. Lastly, there are no incentives to encourage researchers to
circulate their data to policy makers or encourage educators to read their research. Consequently,
teachers cannot utilize instructional practices they do not know, students cannot benefit from
education practices they do not experience, and schools have not developed a system in which all
teachers learn to make good use of evidence-based practices that enhance the quality of
education for all students.
Nevertheless, educators are still accountable for the educating of a multitude of students
nationwide who receive special educational services. As a result more and more teachers are
seeking help in their accountability for the achievement results of these students. Therefore the
purpose of this professional development project is to introduce K-12 teachers to effective
strategies for enhancing the learning of students within an inclusive setting.
For the purpose of this professional development project student response cards, peer
tutoring, and guided notes were chosen because the strategies can be used across a range of
subject matters. In addition, these strategies were selected because of the simplicity of their
implementation, flexibly of incorporation into current techniques, little preparation, and student
satisfaction. Most importantly, each strategy was field tested and validated in demonstrating
effectiveness in improving the educational performance of both general and special education
students.
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