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ABSTRACT 

LITERACY BEHAVIORS OF TWO FIRST-GRADE CHILDREN 

WITH DOWN SYNDROME 

Doctoral dissertation, December 1995 

The purpose of this study was to describe the literacy 

behaviors of 2 children with Down syndrome. Literacy 

behaviors were identified as the children participated in 

their regular first-grade classrooms during the first 6 

weeks of school. A case study approach to research included 

data collected from formal and informal assessments, 

classroom observations, field notes, interviews, and 

artifacts. Qualitative and quantitative data were used to 

compare the reading and writing behaviors of 2 girls with 

Down syndrome with non-handicapped and handicapped children 

in first grade; to tell how 2 children with Down syndrome 

are included in literacy instruction as they participated in 

2 different first-grade classrooms during the first 6 weeks 

of school; to determine if the 2 children with Down syndrome 

would show improvement in reading and writing during the 

first 6 weeks of school; and to describe the mothers' 

expectations and roles in the education of their 

children with Down syndrome during the first 6 weeks of 

school. 
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To establish a baseline for comparison, the study 

included 19 children who attended school and were in regular 

classrooms the majority of the day. Of the 19 first graders, 

5 children were not receiving any type of remedial or 

special education services. The remaining 14 children were 

identified as having at least one handicapping condition and 

were receiving special education services. The 2 girls with 

Down syndrome were the subjects of the case studies. 

The results of the study indicated a need for 

instruction in the regular classroom that will help children 

with Down syndrome develop expressive and receptive language 

skills, and a need for the development of social skills. 

Observations and interviews revealed that it was not an easy 

task to teach children with Down syndrome in the regular 

classroom environment. Problems that dealt primarily with 

adult issues were identified and implications were 

discussed. The results of the study also provided evidence 

that 2 girls who were diagnosed with Down syndrome could 

become literate alongside their peers. 
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CHAPTER I 

INTRODUCTION 

"We have good evidence that most children can become 

literate alongside their peers. Not just a majority of 

children, but virtually all" (Allington & Walmsley, 1995, 

p. 2). In 1975, with the enactment of the American 

Disabilities and Handicapped Children Act, all children were 

given the right to be educated in the least restrictive 

environment. Today, children with disabilities are entering 

the regular classrooms, where teachers are looking for ways 

to teach them. Researchers, already in disagreement about 

such basic issues as how to teach reading (Chall, 1971), 

have proposed strategies for teaching children who learn 

differently. 

When educational theories leave the universities and 

arrive in the larger community, they often are interpreted 

as facts (Taylor, 1989). Textbooks are developed, kits are 

designed, tests are written, and programs are bought for 

every classroom. Taylor (1989) observed that when this 

happens, "children's learning is lost in the clean copy of a 

phonics workbook page or in a test of learning styles or in 
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some other reductionist trick" (p. 192). Simple solutions 

are prescribed for complex problems. 
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Now we add children who have a diagnosis of mental 

retardation to the mix. Historically, children with mental 

retardation were institutionalized or kept out of sight at 

home. Not until the 1960s were children with mental 

retardation allowed to enter public school systems. 

Education of these children focused on functional needs, and 

literacy was not an issue. Instructional methods in early 

childhood special education classrooms were described by 

Goodman (1992) as: 

dominated by a diagnostic-prescriptive model under 
which specific deficits in children's abilities 
and skills are identified and measured, behavioral 
objectives then established and remediation 
attempted. . To special education 
professionals "developmental" means merely that 
objectives are selected from a sequenced inventory 
of developmental milestones. . The 
"developmental" objectives, however, are in fact 
behavioral--that is, are specific, clearly 
defined, observable, and measurable; they are set 
up in advance to be accomplished over a period of 
time with a teacher directing instruction and 
monitoring progress. (pp. 38-39) 

Organizations such as the National Down Syndrome 

Congress are challenging these methods of education (Partin, 

1994). Parents are concerned that the social, emotional, and 

educational tools to prepare children with handicaps to 

achieve some degree of independence as adults in their 

communities are not being met in traditional special 
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education classrooms. Advocacy organizations are forcing the 

federal government and the courts to review current laws and 

determine true meanings and implications of such phrases as 

"least restrictive environment" and "equal opportunity." 

See Pennsylvania Association for Retarded Children v. 

Commonwealth of Pennsylvania, 334 F. Supp. 1257 (E.D. PA 

1971), and 343 F. Supp. 279 (E.D. PA 1972). Judges have 

ruled in favor of children with handicaps and required 

schools to become more inclusive. See Daniel R.R. v. State 

Board of Education, 874 F2d 1036 (5th Cir. 1989). Inclusion 

in schools and integration within communities enhances the 

need for the person with a handicap to become literate. 

The diagnostic-prescriptive model no longer seems a 

logical way to approach the literacy needs of the 

handicapped child. The highly sophisticated tests that are 

now used to identify strengths and weaknesses for behavioral 

objectives are of little or no use to the regular classroom 

teacher, for what is produced under artificial means in 

clinical situations is seldom the same behavior seen in the 

classroom. Taylor (1993) addressed this issue as it relates 

to literacy by writing the following: 

While it might be possible to fit simplistic 
notions of decoding to the "normal" distribution 
described by the bell-shaped curve and then to 
produce training programs for children based on 
the results of such studies, the underlying 
assumptions totally ignore what we have come to 
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understand of the complexity of the literacy 
behaviors of young children. (p. 32) 

Behaviors indicating strengths and abilities of children are 

issues that are seldom addressed. Armstrong (1987) stated 

that "nowhere in this litany of deficit, disability, and 

disease is there the recognition that these children may 

learn very well in their own way" (p. 8). 

Purpose of Study 

The purpose of this study was to describe the literacy 

behaviors of 2 first-grade children as they participated in 

the regular classroom environment. These children are 

identified as having Down syndrome. 

Research Questions 

1. How do the children with Down syndrome compare in 

reading and writing with non-handicapped and handicapped 

children who are in first grade? 

2. How are the children with Down syndrome included in 

literacy instruction in two different first-grade classrooms 

during the first 6 weeks of school? 

3. Will the 2 children with Down syndrome show 

improvement in reading and writing during the first 6 weeks 

of school? 



4. What are the mothers' expectations and roles in the 

education of their children with Down syndrome during the 

first 6 weeks of school? 

Rationale for the Study 
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Prior to 1975, many children with handicaps were denied 

a free and appropriate education (Davis, 1992). Since the 

passage of the Education for All Handicapped Children Act, 

children with handicaps have entered the public schools, 

where educators have attempted to meet their needs in 

different types of environments. Children with handicaps 

have experienced segregated special education classes, 

resource rooms, mainstreaming, integration, and inclusion. 

According to the 1992 report from the National Association 

of State Boards of Education (NASBE), "lawmakers and 

advocates assumed that guaranteed access and 

individualization would ensure good educational outcomes for 

students with disabilities" (p. 8) . 

The outcomes of mainstreaming were not as positive as 

originally expected (NASBE, 1992). The primary purposes for 

including children with handicaps in regular classrooms were 

to increase social skills and build self-esteem. 

Unfortunately, the NASBE report found that children who were 

mainstreamed seldom perceived themselves as members of their 

regular education class, and often did not participate in 



more unstructured programs such as recess, where social 

skills most often are developed. Mainstreaming produced a 

situation where the student is "forever a guest," 

and where two "separate systems of education--regular and 

special--are maintained" (Raynes, Snell, & Sailor, 1991, 

p. 128). 
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The assumptions underlying mainstreaming are the same 

as those behind the idea of inclusion--that the location of 

education in the regular classroom is more important than 

the outcomes of education (McLeskey, Skiba, & Wilcox, 1990). 

However, if children with handicaps are expected to become 

contributing members of society, they must be more than 

guests in a regular classroom. Smith (1986) described 

children who are successful in reading and writing as being 

members of a literacy club. He explained that children who 

are members learn to be like others in the club. For 

children with handicaps to experience true inclusion, they 

also should be given the opportunity to become members of 

the literacy club. 

Before random assumptions are made concerning the 

literacy needs of children with handicaps, it is important 

to observe their literacy behaviors in the least restrictive 

environment with children who are not handicapped. What is 

more important, children with handicaps should be observed 

as they have the opportunity to become members of a literacy 



club. Only through observation will there be an 

understanding of what children with handicaps know about 

literacy. Through her research, Clay (1993) has illustrated 

the importance of observing children at work in "systematic 

and repeatable ways in order to uncover some of our own 

assumptions and notice how wrong these can sometimes be" 

(p. 5) • 

Definitions 

Inclusion--a commitment to educate each child, to the 

maximum extent appropriate, in the school and classroom he 

or she would otherwise attend (Rogers, 1993). 
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Literacy--an acquired, or an acquired and learned 

knowledge of language either written, or oral, or both, that 

can be transferred from one discourse to another (adapted 

from information gained in Gee, 1987). 

Literacy behavior--the actions or reactions of the 

person as a participant in a literacy event. 

Literacy event--an occurrence, incident, or experience 

wherein one or more persons produces, understands, 

discusses, applies, responds to, plays with, evaluates, 

builds upon or refers to various kinds of literacy materials 

(adapted from information gained in Cochran-Smith, 1984). 

Literacy material--any tool or resource used for 

literacy acquisition or learning. 
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Mental retardation--significantly subaverage 

intellectual functioning: an IQ of approximately 70 or below 

on a individually administered IQ test. Mild mental 

retardation is an IQ level 55 to approximately 70. 

Moderate mental retardation is an IQ level 40 to 55. Severe 

mental retardation is an IQ level 25 to 40. Profound mental 

retardation is an IQ level below 25 (adapted from 

information gained in American Psychiatric Association, 

1994). 

Limitations and Delimitations 

1. A small population of children was observed, and the 

information gained can only be generalized to similar 

children. 

2. Only one school was represented. 

3. The regular education teachers had no experience or 

training in teaching children with Down syndrome. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Developmental and Learning Theories 

Since 1801, the time of Itard's Victor, the "Wild Boy 

of Averyon," researchers and educators have tried to find 

ways to educate children who have below normal intelligence 

(Itard, 1972). After years of study and work with Victor, 

Itard concluded that a close relationship existed between 

"hearing and speaking, language and thought, and culture and 

intelligence" (p. 85). Itard, the first to work with a child 

such as Victor, gave up his work and thought of it as 

unsuccessful, for Victor was never able to reach the level 

of success that Itard believed he should. However, Itard did 

demonstrate that something could be done for those children 

who were mentally retarded. 

Seguin, a student of Itard, used many of Itard's 

methods and developed the neuro-physiological approach to 

teaching the mentally retarded (Frankel, Happ, Smith, & 

Doll, 1975). Seguin found that children with mental 

retardation were interested in objects that stimulated their 

senses and permitted physical activity. He also found that 

those children had an inability to use their natural 
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talents. In his book entitled Traitement Moral. Hygiene et 

Education de Idiots et des Autres Enfants Arrieres, Seguin 

(1971) wrote: 

Not one of the intellectual abilities of an 
idiot can be considered completely absent, but 
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he does not have the ability to freely apply these 
abilities to phenomena of a moral and abstract nature . 

. Physically he is unable, intellectually he does 
not know how, psychologically he does not want to. He 
would both be able and know, if only he wanted to, but 
the tragedy lies in the fact that he does not want to. 
(pp. 35-37) 

Seguin's (1971) study of mental retardation eventually 

led to his article "Idiocy and Its Treatment by the 

Physiological Method." Seguin's article was published the 

same year Down published his article "Observation on an 

Ethnic Classification of Idiots." Both articles described 

characteristics that are now identified as Down syndrome. 

Down (1866) described the children as having Mongoloid-like 

features that were a result of the degeneration of the 

Caucasian race. 

In February 1959, Lejuene, Gautier, and Turpin reported 

47 chromosomes (or the presence of an extra chromosome 21) 

in the cells of 9 children (Turpin & Lejeune, 1969). This 

finding led to karyotype analysis, which permits the 

positive diagnosis of Down syndrome. Down syndrome is 

defined as follows: 

A chromosome disorder characterized by a small, 
anteroposteriorly flattened skull, short, 
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flat-bridged nose, epicanthal fold, short phalanges, 
widened spaces between the first and second digits of 
hands and feet, and moderate to severe mental 
retardation, with Alzheimer's disease developing in the 
fourth or fifth decade. The chromosomal aberration is 
trisomy of chromosome 21 associated with late 
maternal age. Called also trisomy 21 
and nondisjunction; formerly called mongolism. 
(Dorland's Illustrated Medical Dictionary, 1988, 
p. 1634) 

Although syndrome-specific characteristics exist, there 

are individual differences among children diagnosed with 

Down syndrome. Oelwein (1995) stated that secondary 

conditions such as heart defects, intestinal or respiratory 

problems, and environmental factors are some of the 

variables that contribute to these differences. Children 

with Down syndrome do not seem to possess the same 

intellectual abilities as children who are not retarded, but 

do show organized patterns of development (Cicchetti & 

Beeghly, 1993). Their abilities in the areas of social 

adaptation and simple visual perceptual skills seem less 

delayed than their overall level of mental abilities. 

Expressive language, abstract thinking, and dealing with 

complex stimuli are particularly difficult for these 

children (Cicchetti & Beeghly, 1993). 

Montessori worked with children who were diagnosed as 

mentally retarded and used much of Seguin's 

neuro-physiological approach. Through her experiences with 

children, Montessori found that children had the ability to 



learn from their own maturational promptings (Crain, 1992; 

Montessori, 1973). Montessori also learned that children 

think differently from adults, and that it was wrong for 

adults to assume that children would become whatever the 

adult wanted to make them become. 
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Montessori is best known for her work in developing 

the concept of "sensitive period" (Crain, 1992, p. 59; 

Montessori, 1966, p. 37). The sensitive period "refers to a 

special sensibility which a creature acquires in its 

infantile state, while it is still in a process of 

evolution" (Montessori, 1966, p. 38). According to 

Montessori, several sensitive periods take place during the 

first 3 years of life. The first period takes place at birth 

and is the period of isolation, mental adjustment and 

creation. At this time, children become aware of their 

environment. Soon after this, children experience sensitive 

periods of order. These periods may last until the age of 2. 

During the external period of order, children show 

delight when seeing things in their proper places. The 

experience of inner order allows children to become aware of 

body parts and their relative position. Details become very 

important, and this awareness, according to Montessori, 

indicates a change in psychic development (Crain, 1992; 

Montessori, 1973). 
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Movement is a sensitive period that includes walking 

and hand movement. Montessori (1973) believed that "movement 

helps the development of mind, and this finds renewed 

expression in further movement and activity ... mind and 

movements are parts of the same entity" (p. 142). Children 

who do not have the opportunities to move, who have no 

sensorial activity, or who have not developed manual skill 

remain at a lower mental level (Montessori, 1973). 

The sensitive period of language focuses on the 

acquisition of language. Children acquire language by 

absorbing sounds, words, and grammar from the environment. 

The pace of language acquisition is considered to be 

irregular with "explosions" until around the age of 2 1/2 

(Montessori, 1973). After that age, children absorb the 

richness of language around them, and by the age of 6, they 

are able to speak and understand the rules of grammar that 

are present in their environment. Even though there were 

different stages and sensitive periods, Montessori (1973) 

believed the following: 

life should be a single whole, and adults should 
respect the child's absorbent mind for it forms 
the basis of the society created by man, and we 
see in the guise of the gentle and tiny child who 
solves by the virtue of his love the mysterious 
difficulties of human destiny. (pp. 164, 292) 

Like Montessori, Piaget believed that children pass 

through stages. Piaget's theory of universal stages provided 



14 

educators for the first time with an explanation of when and 

how children are ready to learn. Piaget thought that 

children pass through stages of growth by an unspecified 

process of equilibrium between the acts of assimilation and 

accommodation (Piaget & Inhelder, 1969). Assimilation was 

defined as "the filtering or modifications of input," and 

accommodation was the "modification of internal schemes to 

fit reality" (Piaget & Inhelder, 1969, p. 6). 

According to Piaget, maturation plays an important role 

throughout mental growth, for unless children are at the 

stage of maturity where they can understand what it is that 

one wishes to teach them, they will merely learn empty 

procedures (Piaget & Inhelder, 1969; Wood, 1988). Mental 

growth and physical growth are inseparable (Piaget & 

Inhelder, 1969). True intellectual competence was thought by 

Piaget to be a manifestation of children's largely 

unassisted activities, where they acquire experiences while 

performing actions upon objects (Piaget & Inhelder, 1969; 

Wood, 1988). Environmental and social interactions were 

considered minor influences in a child's development. 

Vygotsky was interested in mental and physical 

handicaps and founded the Institute of Defectology in Moscow 

in 1925 (Wertsch, 1985). Through the study of medical 

problems such as congenital blindness, aphasia, and severe 
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mental retardation, Vygotsky (1978) was better able to 

understand mental processes. 

Vygotsky differed with Piaget in the area of 

maturation. Vygotsky believed maturation to be a secondary 

factor in development. He described the fundamental feature 

of intellectual development as that which "occurs when 

speech and practical activity, two previously completely 

independent lines of development, converge" (Vygotsky, 1978, 

p. 24). According to Vygotsky (1978), the optimum time for 

learning is in the "zone of proximal development," which is 

the point where a gap exists between "the actual 

developmental level as determined by independent problem 

solving, and the level of potential development as 

determined through problem solving under adult guidance or 

in collaboration with more capable peers" (p. 86). 

Through his own studies, as well as a review of studies 

current at the time, Vygotsky found that children with 

mental retardation did not haye a "degradation of all 

psychological or physiological functions" as had been 

suspected (Vygotsky & Luria, 1993, p. 221). Instead, he 

found that the activity of the sense organs was not 

diminished, and that several studies concluded that such 

activity was actually higher than the norm (Vygotsky & 

Luria, 1993). Vygotsky also found that the children's 

natural memory often was unaffected by their disability. 
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Vygotsky thought that children with mental retardation might 

have many of the same talents as children who were not 

mentally retarded, but that they would not know how to use 

those talents rationally (Vygotsky & Luria, 1993). He also 

discovered that children with mental retardation had an 

inability to use their memory culturally. This inability was 

considered to be a phenomenon of cultural underdevelopment 

(Vygotsky & Luria, 1993). Vygotsky (1978) concluded with the 

idea that concreteness, a standard way of teaching the 

mentally disabled at that time, "not only failed to help 

retarded children overcome their innate handicaps but also 

reinforced their handicaps" (p. 89). Concreteness, Vygotsky 

(1978) wrote, "may be seen as necessary and unavoidable only 

as a stepping stone for developing abstract thinking--as a 

means, not as an end in itself" (p. 89). 

Bruner agreed with Vygotsky in his belief in the 

importance of social interaction, but Bruner also stressed 

the importance of biology and evolution in child 

development. According to Bruner, children will interact 

with an adult or more experienced peer and the interaction 

will "scaffold" the child's verbal and nonverbal behaviors 

(Bruner & Haste, 1987, p. 11). Children are imitators and 

often will go well beyond the limits of their own 

capabilities. Bruner considered mental growth to be more 

than a gradual accretion of associations, of stimulus 
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response, or of means-end readiness. Bruner described mental 

growth as "dependent upon growth from the outside-in," and a 

"measuring of techniques that are embodied in the culture 

and that are passed on in a contingent dialogue by agents of 

culture" (Bruner, Oliver, & Greenfield, 1966, p. 1). 

Learning directed toward developmental levels already 

reached becomes ineffective. Bruner (1983) defined learning 

as "figuring out how to use what you already know in order 

to go beyond what you currently think" (p. 183). 

Skinner, a behaviorist, focused his work on operant 

conditioning and programmed learning (Crain, 1992; Frankel, 

1975; Skinner, 1974). Skinner thought that children 

primarily develop through the molding influence of the 

external environment (Crain, 1992; Skinner, 1974). Children 

build a repertoire of the languages that are shaped and 

maintained by different verbal communities (Skinner, 1974). 

Chomsky (1968) believed Skinner's ideas of language 

development, though adequate to accommodate a full range of 

language use, were too simplistic. Unlike Skinner, he 

assumed that the "language faculty--and other mental organs 

developed in the individual along an intrinsically 

determined course under the triggering effect of appropriate 

social interaction and partially shaped by the environment" 

(Chomsky, 1980, pp. 44-45). People were considered to be 

capable of acquiring knowledge through their own internal 
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resources. They were also able to produce new thoughts and 

express these thoughts in novel ways (Chomsky, 1980). 

Chomsky thought that knowing a language meant that one was 

capable of inventing new sentences never spoken before, and 

of understanding sentences never heard before. 

Chomsky is best known for his work with 

transformational grammar and for his belief that between the 

ages of 3 and 6 years, children's grammar begins making 

transformations (Chomsky, 1980; Crain, 1992). Chomsky (1970) 

did not think the study of linguistics or transformational 

grammar was of any value towards the teaching of reading. He 

believed vocabulary development was important, but thought 

that the dominant factor in the successful teaching of 

reading was "the teacher's skill in nourishing, and 

sometimes even arousing, the child's curiosity and interest" 

(Chomsky, 1970, p. 3). 

Special Education Legal Framework 

The history of special education reveals a constant 

struggle for children with mental retardation or severe 

handicaps. Since the 16th century these children have looked 

to the normal population for help, yet have been excluded 

and often ignored. Only since the 1970s have lawmakers in 

the United States begun to recognize the constitutional 

rights and educational potential of mentally and physically 
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handicapped children. A landmark case of the Pennsylvania 

Association for Retarded Children et al. v Commonwealth of 

Pennsylvania (1971) was a class action suit brought on 

behalf of 13 children with mental retardation, who were 

denied an education in public schools. The Court decided 

that there was to be in effect a zero-reject education, and 

that it was the obligation of the state to provide free, 

appropriate, public school education for all children with 

mental retardation (Pennsylvania ARC v. Commonwealth of 

Pennsylvania, 1971). As a result of this case, 15,000 

previously excluded children were admitted to the 

Pennsylvania schools. Over half of these children had mild 

to moderate retardation (Berdine & Cegelka, 1980). 

The United States Congress, concerned by findings that 

one out of every eight children was excluded from the public 

school system and many more were warehoused and neglected in 

special education classes, passed the Rehabilitation Act 

(1973) and the Education for All Handicapped Children Act 

(1975). The 1975 legislation required all states receiving 

federal assistance to develop ways to include children with 

disabilities within the mainstream of the educational 

programs in their communities. The passage of these acts 

preceded the official announcement made by the Department of 

Health, Education, and Welfare that the courts, in 

litigation affecting the rights of handicapped students, 
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consider "Section 504" of the Rehabilitation Act and the 

Education for All Handicapped Children Act (P.L. 94-142). 

In 1982 the Supreme Court issued its first opinion on 

P.L. 94-142. In the Board of Education of Hendrick Hudson 

Central School District v. Rowley, the Court held as 

follows: 

the act did not require a state "to maximize the 
potential of each handicapped child commensurate 
with the opportunity provided non-handicapped 
children. ***Rather, Congress sought primarily 
to identify and evaluate handicapped children and 
to provide them with access to a free public 
education. (458 U.S. 176, 1982) 

The second Supreme Court decision was based on the case 

of Irving Independent School District v. Tatro (1984). This 

case focused on the requirement of school distr~cts to 

provide "related services" in order to aid a handicapped 

child and meet the mainstreaming requirements (Irving I.S.D. 

v. Tatro, 468 U.S. 883,893, 1984). In the case of the 

Department of Education, State of Hawaii v. Katherine D., 

the 9th Circuit Court required a school district to assign a 

supplementary teacher's assistant to a regular education 

classroom, on a full-time or part-time basis, when necessary 

to accommodate the special needs of included children with 

disabilities (471 U.S. 1117, 1985). 

The Individuals with Disabilities Education Act (IDEA) 

(1990), formally known as the Education for All Handicapped 

Children Act (1975), and its implementation regulations have 
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detailed requirements that must be met by all schools that 

serve handicapped children. The most important of these 

requirements is the formation of an Individualized Education 

Plan (IEP) that is designed to meet the unique needs of the 

child who has a disability. As described by the 11th 

Circuit: 

The IEP is developed at a meeting among qualified 
officials, the child's teacher, the child's 
parents or guardians, and when appropriate, the 
child. It must include among other things, 
statements of the child's present level of 
educational performance, annual goals for the 
child, the specific educational services to be 
provided the child, and the extent to which the 
child will be able to participate in regular 
education programs. School officials must convene 
a meeting at least annually to review and, when 
appropriate, revise the IEP. As the Court has 
recognized, "the IEP is more than a mere exercise 
in public relations. It forms the basis for a 
handicapped child's entitlement to an 
individualized and appropriate education." Thus, 
the importance of the development of the IEP to 
meet the individualized needs of the handicapped 
child cannot be underestimated. (Greer by Greer v. 
Rome City School District, 950 F.2d 688, 695, 
11th Cir., 1991) 

In 1992, the parents of Rafael Oberti challenged the 

Board of Education of Clementon School District in the 

United States District Court of New Jersey. The Obertis 

challenged the appropriateness of the placement of their 

son, who has a developmental disability associated with Down 

syndrome, and sought inclusive placement, where he would 

receive special education and related services in the 

regular classroom setting in his neighborhood school. In 
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order to determine the appropriateness of placement, the 

Court first took into account the information from the IEP. 

The Court found that the 1989 IEP was not considered 

adequate for the placement of the child, and further found 

that the 1990 IEP, which promised to consider mainstreaming 

and exploring a more inclusive placement in the future, was 

not fully implemented. The school district argued that its 

educational philosophy opposed inclusive approaches to 

education because such an approach either turned the regular 

education class into a special education class, or it 

segregated the child with disabilities within the regular 

class. According to the Court, this philosophy did not 

entitle the Clementon School District to violate the 

mainstreaming requirements of IDEA. The Court concluded that 

the 1990 IEP and its placement recommendations for the 1991 

and 1992 school years could not stand, and required that a 

new IEP be designed to include the child in a regular 

education classroom. The closing statement was as follows: 

Both the IDEA and Section 504 of the 
Rehabilitation Act seek to address the problems 
created by the segregation of individuals with 
disabilities and compel the type of integration 
which we are enforcing in this case. While this 
surely requires readjustment and considerable 
effort on the part of educators, and on the part 
of the community in general, it is a small price 
to pay to increase the opportunity of individuals 
with disabilities to learn to live in a world 
where individuals with disabilities are so 
included. Accordingly, this is the price which we 
require of the School District today. (Oberti v. 
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Board of Education of the Borough of Clementon 
School District, 801 F. Supp. 1392, 1992) 

Clearly, the education of children in regular classroom 

settings is no longer a philosophical opinion or a moral 

judgement. It is the law and the right of every child. 

School districts must consider inclusive instruction for all 

children. The burden of proof for not allowing children with 

disabilities to be educated in the regular education 

classroom with adequate support and related services is 

theirs. Educators are challenged to become more 

knowledgeable of the academic and social behaviors of 

children with disabilities as these children learn in the 

regular education environment. Educators must become 

creative in the formulation of curriculum and methodologies 

so that all children in the classroom, whether they have 

disabilities or not, will learn. 

Educational Placement 

.Mainstreaming, integration, and inclusion are words 

frequently encountered in current special education 

research. These terms came about as a result of the least 

restrictive environment requirement in the laws. The primary 

focus of inclusion is the integration of children who are, 

or have been, placed in educational settings that did not 
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include children without disabilities. The philosophy of 

inclusion reaches past the child in special education to all 

people who are excluded from the general population because 

of their individual differences. 

Research on the inclusion and mainstreaming of mentally 

retarded children indicates that only 6.7% of these children 

actually received instruction in the regular classroom 

during the 1989 school year (Davis, 1992). Mainstreaming 

primarily meant social interaction in physical education 

classes, art, and music. Studies involving handicapped 

children in regular classrooms focused on the social and 

emotional aspects of placement in the regular classroom with 

little concern for academics. Academics were usually 

addressed in the special education classrooms (Wang, 

Reynolds, & Walberg, 1987). 

Beckman and Kohl (1987) studied the interactions and 

play behavior of 12 preschool children with and without 

handicaps in both integrated and segregated settings. The 6 

children with handicaps were functioning within the mild to 

moderate range of mental retardation, were ambulatory, and 

were verbal. Only 1 child had Down syndrome. The 

observations took place during the months of October, 

December, February, and April, and a time-sampling technique 

was used to collect data within each setting. The finding, 

though limited due to sample size, indicated that there "was 



a steady increase in positive social interactions and 

children's play with toys" {Beckman & Kohl, 1987, p. 5). 
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Instructional grouping arrangements used with 

elementary children who were mentally retarded, learning 

disabled, emotionally disturbed, and non-handicapped were 

the focus of a study by Ysseldyke, Thurlow, Christenson, and 

McVicar {1988). Observations of 122 children in 10 different 

schools were recorded. All the children experienced part of 

the day in the regular classroom and part of the day in the 

special education classroom. The researchers found that the 

instructional setting did have a significant effect on the 

grouping arrangements where instruction was received. A 

greater percentage of special education time was spent in 

small group and in one-on-one instructional arrangements. 

The one exception was the children with mental retardation, 

who received whole group instruction in the special 

education classrooms. Small group instruction for other 

handicapped children ranged from 30 minutes to 100 minutes 

in the special education classes, and from 8 minutes to 30 

minutes for the non-handicapped children in the mainstream. 

Academic response for the handicapped was noted to be higher 

in the special education environment. Based on their 

findings, the researchers did not advocate longer times in 

pull out situations, but did recommend providing mainstream 
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teachers resources to help increase all students' 

opportunities to respond and learn (Ysseldyke et al., 1988). 

Cole and Meyer (1991) studied the "effects of 

integrated versus segregated schooling upon the educational 

and social competence of children with severe developmental 

disabilities" (p. 340) over a 2-year period. The children 

studied were between the ages of 6 and 21 with intelligence 

levels no greater than 30. Classroom observations and 

standardized child assessment measures were used to compare 

the integrated and segregated students. The results of this 

study indicated no differences in developmental skills; 

however, integrated children progressed socially, while 

segregated children regressed. 

The attitudes of children and teachers toward the 

mentally retarded and other handicapped children have been a 

focus of two studies. A common finding in most research of 

mentally retarded and handicapped children is that a stigma 

is attached to the diagnosis (Budoff & Siperstein, 1978). 

Low social status within peer groups is also common. Budoff 

and Siperstein's (1978) study of low-income children's 

attitudes toward children with mental retardation examined 

the pros and cons of labeling. The researchers selected 96 

sixth-grade Caucasian students from 4 sixth-grade classes in 

two schools in a low socioeconomic community. None of the 

students was in a program for mentally retarded children, 
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and no children diagnosed as mentally retarded attended 

their schools. 

According to Budoff and Siperstein (1978), on the first 

day of the activity, the children were asked individually to 

indicate which activities they would do with a friend. At 

the second session, children of the same sex were randomly 

assigned to same-sex groups of three or four children. The 

subjects were shown pictures of two children and were told 

that they were going to listen to a tape of the two boys or 

girls taking part in a spelling bee. After hearing the tape, 

the children were given an adjective checklist and an 

activity-preference list, and were asked to rate the 

same-sex target child (Budoff & Siperstein, 1978). 

The results of the study, based on a statistical 

design, showed ''low-income children expressed more favorable 

attitudes toward a competent than an incompetent child, and 

paradoxically, toward a labeled than a nonlabeled child" 

(Budoff & Siperstein, 1978, p. 474). The researchers 

concluded that "non-handicapped children respond differently 

to the deviantly behaving child if they can account for the 

deviance in some manner, e.g., as with a label" (Budoff & 

Siperstein, 1978, p. 478). The researchers could not assume, 

however, with an experimental model, that the children would 

socially interact with children who were mentally retarded. 
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Teachers' attitudes toward their severely handicapped 

students and teachers' experiences while these children were 

in their classes, were the focus of the study by Giangreco, 

Dennis, Cloninger, Edelman, and Schattman (1993). The 

researchers interviewed 19 teachers. Of these teachers, 18 

completed questionnaires concerning their experiences. 

Results showed that the teachers "reacted to the initial 

placement in a cautious or negative manner" (Giangreco et 

al., 1993, p. 363). They described their feelings in terms 

such as "reluctant," "scared," "nervous," "unqualified," and 

"angry" (p. 363). Several teachers mentioned that if they 

had wanted to be a special educator, they would have gone 

into special education. Results from the study indicated 

that two of the teachers took no responsibility for the 

handicapped child's education and had little change from 

their initial negative experiences. Transformation was 

reported to take place for 17 of the 19 teachers. 

Descriptions such as "positive," "successful," "amazed," 

"great, 11 "wonderful," and "enjoyment" (p. 364) were used 

when expressing their feelings after experiencing the 

handicapped child in their class. The positive feelings did 

not appear quickly, but were gradual and progressive. Most 

of the teachers found that they could teach the handicapped 

child successfully and that including the child was not as 

difficult as originally imagined. There were 17 of the 
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teachers who reported a positive impact on the child's 

classmates, as well as improvements in awareness and 

responsiveness from the children with severe handicaps. 

Giangreco et al. (1993) reported an additional 

observation. During the interviews they discovered that the 

teachers often had a choice of whether or not to accept the 

handicapped child. The researchers believed that this choice 

represented a "double standard that simply would not be 

tolerated based on other individual differences among 

students" (p. 370) such as race, ethnicity, or religion. 

They concluded with the statement that "educational equity 

will continue to elude us as long as we apply different 

standards to students whom we are unaccustomed to teaching" 

(Giangreco et al., 1993, p. 371). 

Families are involved with the education of the 

handicapped child and must experience the double standard 

that was discovered in the Giangreco et al. study. Biklen 

(1992) interviewed members of six families for over a year 

and a half. All six of the families had sought inclusion of 

their children in typical schools, and had been active in 

advocacy for inclusive schooling. The children for whom 

inclusion was sought were severely disabled (Biklen, 1992). 

Biklen (1992) found that each of the families 

considered the child with handicaps as a full participant in 

their family. He also discovered that "like most parents, 



30 

these parents view their children with disabilities as 

individual personalities; they do not impose labels or 

stereotypes" (Biklen, 1992, p. 50). Family members not only 

recognized their children as "'acceptable,' they also came 

to love, appreciate, and admire them" (Biklen, 1992, p. 16). 

Families were faced with contradictions between what they 

wanted for their children and what society allowed. Several 

of the children studied were experiencing an inclusive 

education; some were still trying to have the opportunity. 

Though it was not clear whether any of the schools could 

claim to have achieved total integration, some schools did 

achieve integration for most of their students including 

those with severe disabilities (Biklen, 1992). 

Literacy 

Long before they enter school, children become 

literacy learners. Indeed, language development begins at 

birth. "Social interactions involving people, objects, and 

routines that are part of the infant's world" help the child 

to "learn a system for making and sharing meaning" (King, 

1985, p. 21). Bruner (1987) introduced the concept of 

scaffolding, which he describes as a ·process used by an 

adult to assist a child in his or her language development. 

Dunn's (1987) longitudinal studies of families illustrate 

how older siblings scaffold younger children through play. 
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Social interaction is just as important in learning to 

read and write as it is in learning to speak and use 

language. Teale (1982) stated the "whole process of natural 

literacy development hinges upon the experience the child 

has in reading and writing activities which are mediated by 

literate adults, older siblings, or events in the child's 

everyday life" (p. 559) . 

Doake's (1985) studies of young children and their 

"reading-like behaviors" (p. 86) revealed that meaning was 

the driving force in the child's reproduction of the story. 

Doake identified four participatory strategies that seemed 

to emerge as children became more familiar with stories. The 

child began the process of reading along by mumbling. The 

mumbling eventually became more intelligible as the story 

was reread. Doake (1985) called this "mumble reading" 

(p. 87). The reading of the story became a shared activity 

which was described as "cooperative reading" (p. 87). The 

strategy called "completion reading" was the most common 

(p. 87). When the reader paused, the child would complete 

the sentence. The final identified strategy was "echo 

reading," where the child would repeat a phrase or sentence 

immediately after the reader. Eventually, the child would 

read fluently. 

Cochran-Smith's (1984) ethnographic study of preschool 

children examined literacy events at Maple Nursery School. 
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print" (Hiebert, 1981, p. 254). Letter naming was not the 

first aspect of print awareness to emerge, and Hiebert 

recommended that instructional programs not concentrate on 

this narrow skill. Hiebert advocated instruction that 

considered the children's broad range of concepts and 

skills. Clay (1993), too, thinks stories should take 

precedence over letter lessons. She found that the more 

experience children have with print before they enter 

school, the easier it is for them to learn to read and 

write. 

The importance of parent involvement and early 

intervention is documented in a study by Butler (1980). 

Cushla, a severely handicapped child whom doctors had 

labeled mentally retarded, was read to by her parents 

from the time she was 4 months old until she was able to 

read on her own. Cushla was tested at the age of 3 years, 

8 months, and was found to have an average intelligence. 

Butler (1980) concluded her study with the firm belief that 

the influence of books and the constant love and support 

from Cushla's parents had crucial effects on her cognitive 

development in general, and significant effects on her 

language ability. 

Reading and writing are essential skills needed for 

daily living. They are particularly important for people who 

are mentally retarded if they are to achieve some degree of 
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independence in the community. A study conducted by Lovett 

and Harris (1987) indicated that adult men and women who 

were mentally retarded were concerned about finding jobs, 

managing money, getting to work on time, being treated 

differently, and finding and keeping friends. From this 

study, though reading skills were not rated among the top of 

the most essential skills by the adults with mental 

retardation, one can only conclude that if reading skills 

were available, competition for employment, availability of 

leisure-time activities, and the ability to get to work on 

time would be improved. The current emphasis on inclusion in 

schools and integration within communities enhances the need 

for the person with mental retardation to become literate. 

A review of the literature reveals mixed ideas 

concerning the importance of literacy learning for persons 

with mental retardation. Reading was not considered 

necessary or even desirable for the mentally retarded until 

the 1960s (Singh & Singh, 1986). At that time, some efforts 

were' made to teach some sight words and functional words 

that were characterized as 11 protective 11 (Singh & Singh, 

1986, p. 165). Within the past several years, researchers 

have investigated the benefits of word analysis. According 

to Conners (1992), this research indicates that such skills 

are within the capabilities of children with moderate mental 

retardation. Research on reading instruction for children 
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with moderate mental retardation focuses almost exclusively 

on the identification of individual words (Conners, 1992). 

A sample of such research is the study by Mason (1977). 

The subjects for her study ranged in age from 12 to 49 

years. The subjects read six sets of 16 one-syllable words 

and assigned meanings to the words. The results were 

compared with those of children of normal intelligence in 

the first, second, third, and fifth grades. Mason's 

conclusion was that the mentally retarded population relied 

on whole word memorization and assigned concrete meanings to 

the words. 

A study investigating the comprehension and sensitivity 

to causal cohesion in stories was performed by Wolman 

(1991). The subjects' intellectual abilities were defined as 

mild mental retardation with a range from 66 to 84, learning 

disabled from 72 to 108, and students without disabilities 

from 101 to 131 (Wolman, 1991). Wolman found that children 

with mild mental retardation recall less than children with 

learning disabilities, who recall less than children without 

disabilities. All the children were sensitive to causal 

properties of stories. 

Carter (1975) found that teacher attitude, emphasis on 

learning to read, and the child's intelligence level 

correlated significantly with reading achievement. His 
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research indicated that comprehension could be enhanced 

through direct teaching and by increasing motivation levels 

of children; however, Carter thought more research was 

needed to confirm this. 

Summary 

Quantitative research methods dominate the field of 

special education. Bogdan and Lutfiyya (1992) described the 

bulk of the research as a variety of curricular and 

behavioral interventions that were tested with control 

groups and single subjects, along with surveys of attitudes 

and practices. Many of the studies focused on several 

populations rather than specifically on the mildly or 

moderately mentally retarded. The studies usually included 

slow learners and learning disabled students. "Deficits 

specific to mild retardation [were] impossible to 

disentangle in many studies" (Wang, Reynolds, & Walberg, 

1987, p. 54). The majority of research concerning the 

mentally retarded was found to be with adolescents and young 

adults, individuals whose processing systems presumably had 

matured (Wang et al., 1987). Research also indicated that 

the abilities of mentally retarded children were grossly 

underestimated (Ellis & Bray, 1986; Rynders, Spiker, & 

Horrobin, 1978). In their own research, Cochran-Smith, Clay, 

Butler, and Taylor demonstrated the importance of 



37 

observation in natural environments. Through observation, an 

understanding of the complexity of learning behaviors and 

abilities of mentally retarded children is realized. 



CHAPTER III 

METHODOLOGY AND PROCEDURES 

Summary of Design 

A case study is a detailed examination of a specific 

phenomenon: one setting, a single subject, a single 

depository of documents, or one particular event (Bogdan & 

Biklen, 1992; Merriam, 1988). The case study approach to 

research was used to describe the literacy behaviors of 2 

children who were diagnosed as having Down syndrome. An 

"Observation Guide for Mainstreaming Case Studies" was used 

as a reference for data collection (Bogdan & Biklen, 1992). 

Qualitative and quantitative data were collected during the 

first 6 weeks of school. Naturalistic observations took 

place in 2 first-grade classrooms, while interviews and 

standardized tests were administered in controlled 

environments. The researcher was an observer-as-participant. 

An observer-as-participant is "known as a researcher to the 

group, but has more limited interactions with participants" 

(Lecompte & Preissle, 1993, p. 94). The researcher enters 

"into the liv-es of those they study, but social interaction 

is brief and focussed around the question-and-response 

format of the interview" (Lecompte & Preissle, 1993, p. 94). 

38 
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Pilot Study 

A pilot study was conducted a year before the actual 

data collection. An 8-year-old girl with mild mental 

retardation (verbal IQ 55, nonverbal IQ 68) was the primary 

participant. Data were collected using these methods: 

interviews, video-taped and audio-taped classroom 

observations, field notes, and student artifacts. 

Information gained from this study was used to determine if 

there was a need to identify the literacy behaviors of 

children with mental retardation in the regular classroom, 

and to determine whether these behaviors could be 

identified. 

Audio-taped interviews with the principal, assistant 

principal, diagnostician, and a teacher revealed 

overwhelmingly that such information would be beneficial. 

The principal acknowledged the social and emotional benefits 

of inclusion for children with mental retardation, but she 

was anxious to find out how these children performed 

academically, especially in the area of literacy. 

Video tapes, audio tapes, writing samples, and field 

notes were collected over a period of 3 consecutive days. 

Literacy behaviors of the child were documented as she 

participated in the regular third-grade classroom. The 
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teacher conducted the classroom using an integrated 

curriculum design. 

The child was taken from the room each morning for 

reading instruction for a minimum of 30 minutes, usually 

during the time when the non-handicapped children were 

actively participating in literacy events. Outside the 

regular classroom, the child read and answered questions 

about short repetitive stories from an out-of-date basal 

reader. Information from this pilot study was discussed with 

the teacher, diagnostician, principal, and the director of 

special education. As a result of this study, the child no 

longer left the regular classroom for reading instruction. 

Site Selection 

The study was located in a community that was quickly 

becoming an urban suburb. Growing at a rate of 7% a year, 

the town at the time of the study had a population of 17,000 

residents. The majority of the residents were Caucasian and 

between the ages of 25 and 44. Single-family homes, most 

ranging in value from $50,000 to $99,000, made up about 81% 

of the residences. Working farms are visible throughout the 

community. A rodeo arena, community theater, and a library 

are on Main Street. 

The school district covers 114 square miles and 

includes portions of three counties. There were six 
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elementary schools that housed kindergarten to fourth 

grades, two intermediate schools with fifth and sixth 

grades, two middle schools with seventh and eighth grades, 

and one high school with ninth to twelfth grades. A new 

ninth-grade center was scheduled to open in the fall of 

1995. There were approximately 8,741 children enrolled in 

the district. At the time of the study both traditional and 

year-round calendars were offered at three of the schools. 

The district has been recognized for outstanding 

academic achievement, for its fine arts programs, and for a 

model high school with block scheduling. The district 

received a special education grant for inclusive education 

irt 1992. This district became one of three districts in the 

state to receive a grant from the Texas Council for 

Developmental Disabilities. The director of special 

education, who also acts as project director, was dedicated 

to the promotion of inclusion district wide. Her philosophy 

for the project was as follows: 

' If people who provide services to children have 
the right kind of training, information and 
support, then programs will improve. People will 
see that students with disabilities are real 
people and need real friends in school and the 
community. Through education and training, 
inclusion can be a reality. (District request for 
proposal) 

The definition of inclusion in this district was as follows: 

The district's students with disabilities are 
educated in the neighborhood school in the regular 



classroom with age appropriate levels of support. 
They will be provided opportunities to develop 
friendships, age appropriate academic skills and 
social skills with non-disabled peers. Teachers, 
principals, support staff and parents will work 
collaboratively to ensure a quality education. 
(District request for proposal) 
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The study took place in an elementary school located in 

the center of town. At the 1967 opening, the school had 

approximately 14 teachers and was the only elementary school 

where special education children attended. After four 

additions to the school, there were approximately 850 

children; 150 of these children were identified as having a 

handicapping condition that qualified them to receive 

special education services. Compared with the other 

elementary schools in the district, this school had the 

largest population of 3 and 4-year-old children in special 

education, and also had more children with severe and 

profound handicaps. There were two classes of first and 

second graders in a mixed-age type situation and three 

cluster classes where teachers were certified in teaching 

gifted children. In addition to following the traditional 

calendar, the school participated in a year-round, 

alternative calendar during the 1994 school year. The 

year-round calendar began July 18, 1994 and the traditional 

calendar began August 13, 1994. The full-time and part-time 

campus professional staff and assistants are outlined in 

Table 1. 



Table 1 

Campus Professional Staff and Assistants 

Full-time Part-time 

Principal 1 Speech Therapists 

Assistant Principal 

Counselor 

Educational Diagnostician 

1 Occupational Therapists 

1 Physical Therapist 

1 Adaptive PE 

Librarian 1 

Chapter 1 1 

Special Ed. Teachers 8 

Regular Ed. Teachers 23 

Assistants 11 

PE 1 

Music 1 

Participant Selection 

43 

2 

1 

1 

1 

This study included 19 children who attended the same 

school and were members of five different first-grade 

classrooms for the majority of the day. Of the 19 first 

graders, 5 children were not receiving any type of remedial 

or special education services. The remaining 14 children 

were identified as having at least one handicapping 

condition and were receiving special education services. 

Until the 1993 school year, children who were mentally 

retarded were seldom included in regular education classes 

with age appropriate peers. It was not uncommon for a child 
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to be mainstreamed into a kindergarten class, and then kept 

there until reaching age 8. For this reason, the 3 

first-grade children in this study who are mentally retarded 

were a year to 2 years older than the other first grade 

children. Of the 3 children with mental retardation, 2 were 

diagnosed with Down syndrome. These 2 children were the 

primary subjects of the study. 

The primary subjects were chosen because of their 

similarities. They are Caucasian females with trisomy 21, 

the most common type of Down syndrome. Both girls attended 

kindergarten for just 1 year and both were in first grade 

for the first time. The girls were included in two different 

regular first-grade classrooms for the majority of the day. 

Both girls were born in 1987, having only a 2-week 

difference in their ages. Their families and economic 

backgrounds were similar. The girls were from families that 

included both natural parents and one older sibling, and 

both families had incomes in the middle- to upper-middle 

economic range. Both girls attended the same Early Childhood 

Intervention program and the same elementary school. 

The other children with handicapping conditions were 

identified by using the school's computerized list of 

first-grade children with handicaps. There were 13 children 

located; however, one child's parent did not give permission 

to have the child included in the study. The 5 children 
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without handicapping conditions were recommended to the 

researcher by the first-grade teachers, the counselor, and 

the librarian. The principal assigned the children to the 

classes that were observed. One primary participant was in a 

class on the year-round calendar; the other was in a class 

on the traditional calendar. 

The mothers of both primary participants were included 

in the study, as were their teachers and teacher assistants. 

The regular education teachers had no experience teaching 

children with Down syndrome, and neither teacher had 

training in special education. The special education teacher 

had 2 years experience as a teacher of children with severe 

and profound handicaps; however, she had never taught in a 

regular classroom environment. The teacher assistants had 

experience working with children who were in special 

education. The special education teacher and assistants had 

never worked with the regular education teachers. 

Researcher's Role 

The researcher was a full-time educational 

diagnostician at the school where the study took place. Her 

primary responsibilities were to evaluate children who were 

referred for special education, and to arrange and lead 

admission, review, and dismissal committee meetings. She 

provided information to parents and teachers concerning 
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specific disabilities, and provided parent support in 

whatever way the parent deemed necessary, including writing 

specific plans that could be followed at home and attending 

parent conferences in order to provide additional 

information for parents and teachers. She also worked 

closely with both special education teachers and regular 

education teachers. The teachers, parents of the primary 

participants, and all the children knew the researcher prior 

to the study. 

The researcher was trained in the administration and 

interpretation of all the test instruments used in the 

study. Permission to conduct the study at this particular 

elementary school and in this district was given after 

scheduled meetings with the superintendent, director of 

special education, and the principal of the elementary 

school. Permission to use data taken from special education 

folders belonging to study participants was gained from the 

parents of the participants and the special education 

director. Copies of the letters and signatures of the 

participants were submitted to the Human Subjects Review 

Committee at Texas Woman's University (see Appendix A). 

Permission to use district-owned test instruments and 

protocols was gained from the special education director. 

Informal tests and booklets used in the assessment were 

owned by the researcher. Permission to use the school-owned 



video camera was obtained from the principal of the school 

where the study took place. 

Data Collection and Analysis 

Classroom Observation 
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Before the observations took place, the researcher met 

with the teachers and explained the purpose of the research. 

The conference also included an explanation of an 

observer-as-participant, a discussion of where to position 

the video camera and how best to present the observer to the 

children. The teachers were asked to sign a consent to 

participate and were also asked to send consents home with 

the children included in the study. 

In each classroom, the camera was placed in the 

agreed-upon position, and the researcher stood beside the 

camera for parts of 2 days before the actual taping and data 

collection. Both teachers told the children that the 

researcher was making a video of what was happening in the 

classroom. The children seldom acknowledged the existence of 

the camera. The observations were scheduled as close to the 

first day of school as the teachers would allow. 

The first child was observed on the sixth, seventh, and 

eighth days of school (July 25, 26, and 27 on the 1994 

year-round calendar). Video taping began at 7:50 a.m. when 

the first bell rang, and the children were allowed to enter 
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the classroom. Taping included classroom activities only. 

Outside activities such as visiting the library or attending 

physical education classes were not included. Field notes 

were used to record actions not easily seen on the video 

tapes and to record personal reactions to the children's 

behaviors as they interacted with teachers and classmates. 

The 2 full days of taping both ended with the final bell at 

3:10 p.m. The half day ended at noon when the children went 

to lunch. Total classroom observation time was 14 hours. All 

the video tapes were viewed immediately after the 

observations to ensure visual and audio clarity. Field notes 

were checked and additional notes were made to clarify 

portions of the tapes where the child was not present. All 

the video tapes were later transcribed. 

The second child was observed and video taped the 

third, fourth, and fifth days of school (August 15, 16, and 

17) on the 1994 traditional calendar. The first 2 days were 

full-day observations beginning with the first bell and 

ending with the final bell at the end of the day. The half 

day began with the first bell and included all the reading 

and language arts period that ended at 10:50 a.m. Activities 

outside of the regular classroom were not observed. Total 

classroom observation time was 13 hours. The video tapes and 

field notes were reviewed and later transcribed. 
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Teacher Interviews 

Teachers were informally contacted throughout the first 

6 weeks of school so that the researcher could collect the 

children's artifacts and portfolios. The teachers provided 

copies of their lesson plans, the description of their 

philosophies of education, their discipline plans and 

resumes. 

Formal, individual interviews that were tape recorded 

were held with both teachers. A small Realistic cassette 

tape recorder with a built-in voice activated microphone was 

used. The teacher who taught on the traditional calendar was 

interviewed November 28, 1994; the teacher who taught on the 

year-round calendar was interviewed December 6, 1994. The 

researcher met with each of the teachers in their own 

classrooms. Both teachers were given a list of questions 

(see Appendix B). They were asked to read over them to get 

an idea of what answers they would like to give. After the 

teachers reviewed the questions, the researcher either read 

a question or listened while the teachers answered a 

question that they read silently. At times, the researcher 

either asked a question again if more information was 

needed, or asked additional questions for clarification. 

After each of the interviews the audio tapes were reviewed 

for clarity. The tapes were later transcribed. 
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Interviews with Mothers 

The mothers of the 2 children with Down syndrome were 

formally interviewed and tape recorded in the researcher's 

office. Both mothers were interviewed at separate times on 

January 12, 1995. A set of questions was given to each of 

the mothers and time was given for each to think about her 

answers (see Appendix B). If more information was needed, 

the researcher asked the same questions out of sequence, and 

asked additional questions for clarification. The tapes were 

reviewed immediately after the interview to check for 

clarity and later transcribed. 

Historical Data and Artifacts 

Historical data were taken from the special education 

folders of both girls with Down syndrome. The data consisted 

of assessment reports from 1989, health records, documents 

from admission, review and dismissal meetings, and student 

profile sheets. The data were examined and used to document 

similarities in the educational backgrounds of the 2 girls. 

The data were also used to set a foundation for the case 

studies and verify new learning. 

Artifacts were copied from workbooks, daily paper work 

including work sheets, daily journals, and portfolios. 

Written work was sequenced according to the dates, and 

described (see Appendix C). A check list was developed by 

the researcher in order to make the descriptions consistent 
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(see Appendix D). Morrow's (1993) Literacy Development in 

the Early Years and Klein's (1985) The Development of 

Writing in Children Pre-K - Grade 8 were used as references 

for the development of the check list. Informal tests given 

by the teachers were compared with the tests given by the 

researcher. 

Audio tapes of the 2 girls were made informally as the 

girls read adapted versions of Martin's (1983) Brown Bear, 

Brown Bear, What Do You See?. Both girls were exposed to the 

original book in kindergarten and again on the days they 

were video taped. The adapted version was designed by the 

researcher and was made in a rebus format with words written 

above the picture (see Appendix E). This adapted book was 

given to all children in the study and was found to be 

useful when observing text reading behaviors. A child in the 

study (who could read) looked at the words and 

self-corrected by looking at the picture or sounded out the 

word when there was no picture. 

Instruments and Measures 

The researcher assessed 19 children who attended first 

grade. All the children were given five tasks from Clay's 

(1993) "Observation Survey," and an intelligence test. A 

complete description of the Wechsler Intelligence Scale for 
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Children-III, and The Scales of Independent Behavior can be 

found in Appendix F. 

Observation Survey 

Clay's (1993) "Observation Survey" was designed for 

the systematic observation of literacy behaviors of 5 to 

7-year-old children. The survey included six observation 

tasks; however, only five of the tasks were used in this 

study. The observational tasks used were letter 

identification, concepts about print, word tests, writing, 

and hearing sounds in words (Clay, 1993). Each of the 

observation tasks were considered to be "sound assessment 

instruments with reliabilities and validities and 

discrimination indices established in research studies" 

(Clay, 1993, p. 8). 

All the tasks were individually administered by the 

researcher in the researcher's office. Each testing session 

lasted approximately 45 minutes. All scores were calculated 

according to test guidelines, and were changed to stanine 

scores by using the tables in the test booklet. Stanine 

scores were based on the 1978 research group (see Appendix F 

for a complete description of each of the five tasks). 

Test of Nonverbal Intelligence, 2nd ed. (TONI-2) 

All the children were given the TONI-2 unless 

intelligence test scores from previous assessments were 

available. The TONI-2 was not timed. Test items consisted of 
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figures that contained one or more of the follow{ng 

characteristics: "shape, position, direction, rotation, 

contiguity, shading, size, length, movement and figured 

pattern" (Brown et al., 1990, p. 3). The researcher 

pantomimed instructions and recorded the answers on a test 

protocol. Scores were determined by using the test scoring 

procedures outlined in the examiner's manual. The test 

yielded an intelligence quotient score with a mean of 100 

and a standard deviation of 15. The standard scores were 

changed to stanines so that they could be compared with the 

observation survey task scores (see Appendix F for complete 

description of the test). 

The Kaufman Assessment Battery for Children (K-ABC) 

The K-ABC assesses the intelligence and achievement of 

children between the ages of 2 years 6 months and 12 years 5 

months (Kaufman & Kaufman, 1983). Only the intelligence 

portion of the test was given to the 2 primary participants. 

The intelligence portion was referred to as the "Mental 

Processing Scales," which measured "the child's ability to 

solve problems sequentially and simultaneously, with 

emphasis on the process used to produce correct solutions, 

not on the specific content of the items" (Kaufman & 

Kaufman, 1983, p. 1). A combination of the Sequential and 

Simultaneous Processing Scales yielded a global estimate of 

intellectual functioning called the Mental Processing 



Composite (Kaufman & Kaufman, 1983). A nonverbal·rnental 

processing score was also calculated. The composite scores 

were changed from standard scores with means of 100 and a 

standard deviation of 15 to stanine scores in order to 

compare them with the TONI-2 and observation survey scores 

(see Appendix F for a complete description of the test). 

Authenticity of the Results 
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In an effort to control for internal reliability, the 

following methods of data gathering were used: nonscheduled 

standardized interviews that were audio taped, field notes, 

video tapes of classroom observations, collection of 

artifacts including portfolios, case histories taken from 

special education files, and both formal and informal 

standardized test instruments. Second transcriptions of the 

video tapes dated July 27, 1994 and August 15, 1994 were 

made by a person who had never met or observed the 

participants, and who had no professional connection with 

education or the school district. A decision to use a person 

from outside the field of education was made to ensure that 

an unbiased observation would be provided. Both 

transcriptions were compared by the researcher and a speech 

therapist who was employed in the school where the 

observations took place. She found only slight differences 

in words typed and the tape was reviewed for these 
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discrepancies. The remaining four tapes were transcribed by 

the researcher only. The video tapes and field notes were 

reviewed after the transcriptions to check for any possible 

omissions or substitutions of words and visual behaviors. 

The video tapes were analyzed through constant review 

and through the development of categories to describe the 

literacy events, which included teacher interactions with 

the child and categories of the child's literacy behaviors. 

The researcher coded the transcripts according to the 

categories she developed. Confirmation of the categories as 

they relate to the video transcriptions was gained by having 

the speech therapist watch the video tapes of the first 

morning of each child's observation. The therapist took 

notes as she watched the video. After the viewing, a list of 

observations that were developed by the researcher was given 

to her as a guide for coding the behaviors. The codes from 

the researcher's transcripts were compared with the codes 

made by the speech therapist. The codes matched 95% of the 

time. A discrepancy existed in the coding of active 

participation and writing or reading. At times both codes 

could be used. The speech therapist used both codes when the 

researcher used one. After a discussion, the researcher 

chose to clarify the categories and use more than one code. 

Audio tapes were transcribed by the researcher and were 

reviewed after the transcriptions to check for omissions or 
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substitutions. Teachers and parents were given portions of 

the transcripts, and were asked to confirm some details 

related to the interviews and observations. Teachers 

provided documentation for verbal information that was 

given. Parent responses to questions asked during an 

interview were compared with answers given on a standardized 

adaptive behavior test, teacher's answers, and historical 

data collected from special education records. 

Summary 

The purpose of this study was to identify the literacy 

behaviors of 2 first-grade children with Down syndrome as 

they participated in a regular classroom environment. The 

study took place during the first 6 weeks of school. A case 

study method of research that included both qualitative and 

quantitative information was used to describe the behaviors. 

The study included historical information that was used to 

identify prior knowledge. This information was used to 

distinguish transferred knowledge from new learning. 

Numerous methods of data collection were used to establish 

internal validity, and triangulation and cooperative means 

of comparison were used to establish reliability. 



CHAPTER IV 

PRESENTATION OF THE FINDINGS 

Children with Down syndrome have traditionally been 

taught in special classes that were isolated from children 

who were considered regular or normal. With the passage of 

the Education for All Handicapped Children Act, children 

with Down syndrome are entering regular classrooms and are 

expected to learn. Research showing prior literacy learning 

and its transfer from the special education environment to 

the regular first-grade classroom environment is almost 

non-existent, as is research showing how children are 

included in the regular education program. Research methods 

using large samples and following rigid protocols to examine 

a limited number of variables cannot thoroughly examine the 

complexity of a child's learning experience. The case study 

is a method of research designed to look at the more complex 

issues through observation, data collection, and information 

analysis. 

The literacy behaviors of 2 first-grade girls who were 

diagnosed as having Down syndrome were described in separate 

case studies. For the purpose of this study, the girl in the 

first case study was known as Sally, and the girl in the 
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second case study was referred to as Sandy. These case 

studies focused on literacy behaviors identified during the 

first 6 weeks of school. The four research questions used in 

developing the case studies were as follows: 

1. How do the children with Down syndrome compare in 

reading and writing with non-handicapped and handicapped 

children who are in the first grade? 

2. How are the children with Down syndrome included in 

literacy instruction in two different first-grade classrooms 

during the first 6 weeks of school? 

3. Will the 2 children with Down syndrome show 

improvement in reading and writing during the first 6 weeks 

· of school? 

4. What are the mothers' expectations and roles in the 

education of their children with Down syndrome during the 

first 6 weeks of school? 

Both qualitative and quantitative information were 

gathered for these case studies. Data were collected from 

formal and informal assessments, classroom observations, 

field notes, interviews, and artifacts. Formal and informal 

assessments were administered to the 2 primary subjects and 

to 17 other children who were in the first grade. The 

information gained from this assessment was used to 

establish a baseline for comparing reading and writing 

behaviors. The researcher observed and video-taped the 
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primary subjects as they participated in the regular 

classroom environment for 2 1/2 days during the first 6 

weeks of school. Video tapes were transcribed and reviewed 

repeatedly, until patterns of teacher-child interactions and 

literacy behaviors were identified. Audio-taped interviews 

with the teachers and mothers were transcribed and compared 

with historical data and artifacts collected from the 

classroom. 

Baseline Comparisons 

Table 2 

Baseline Findings 

Group Age Handicap Test IQ 

Boy 6-6 none TONI-2 130 

Girl 6-6 SI TONI-2 116 

Girl 6-1 AU & SI TONI-2 112 

Boy 6-2 LD & SI WISC III 106 

Girl 6-11 none TONI-2 104 

Boy 6-3 none TONI-2 102 

Boy 6-7 SI TONI-2 102 

Boy 6-5 OH & LD WISC III 102 

Boy 6-9 none TONI0-2 102 

Girl 6-10 SI TONI-2 102 

Boy 6-8 LD & SI WISC III 99 

Boy 6-5 none TONI-2 95 

Girl 7-0 LD & SI WISC III 92 
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Table 2 {QQn:tiD!J~Q} 

Group Age Handicap Test IQ 

Girl 6-9 LD & SI WISC III 92 

Boy 6-1 SI K-ABC 91 

Boy 6-8 LD & SI TONI-2 88 

Girl 8-1 MR & OH WISC III 30 

Sally 7-6 MR & SI K-ABC 59 

Sandy 7-7 MR & SI K-ABC 64 

Note. SI indicates speech impaired; AU indicates autistic; 
LD indicates learning disabled; OH indicates orthopedically 
handicapped; and MR indicates mentally retarded. All IQ 
scores have means of 100 and standard deviations of 15. 

A baseline for a comparison of literacy behaviors was 

established by assessing 19 first-grade children (10 boys 

and 9 girls). There were 2 girls with Down syndrome who were 

the primary participants known as Sally and Sandy. The 

average age of the children was 6 years 7 months. Sally 

(7 years 6 months) and Sandy (7 years 7 months) were a year 

older than most of the children in the study. When compared 

with the other children tested, the intellectual abilities 

of Sally and Sandy were in the lower 16%. 

Table 3 

Intelligence Test Stanine Score Summary 

Stanine 1 2 3 4 5 6 7 8 9 

Scores <30- 73- 82- 88- 97- 103- 114- 120- 128-
72 81 87 96 102 113 119 127 155 

Group 1 0 0 5 6 3 1 0 1 

Sally X 

Sandy X 
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Table 3 (continued) 

Note. Intelligence test standard scores are converted to stanines. Sally 
and Sandy's scores are not part of the group score but are listed 
separately. Stanines 4, 5, and 6 have 73% of the population tested. Sally 
and Sandy scored in the 1st stanine. 

Clay's Observation Survey Tasks 

Table 4 

Letter Identification 

Stanine 1 2 3 4 5 

Scores 0-13 14-28 29-43 44-49 50-52 

Group 

Sally 

Sandy 

3 

X 

1 2 3 4 

6 7 

53 

1 0 

X 

8 9 

54 

0 3 

Note. The letter identification task is designed to identify what letters 
the child knows. A summary of the letter identification scores can be found 
in Table 4. Stanines 4, 5, and 6 have 42% of the population tested. Sally 
scored in the 1st stanine; Sandy scored in the 6th stanine. 

Table 5 

Ready to Read Word Task 

Stanine 1 2 3 

Scores 0-1 2-5 6-9 

Group 8 3 4 

Sally X 

Sandy X 

4 5 

10-12 13-14 

1 0 

6 

0 

7 

15 

1 

8 9 

0 0 

~- The word task was used as a method of sampling a child's reading 
vocabulary. Stanines 4, 5, and 6 have 5% of the population tested. Sally 
and Sandy scored in the 1st stanine. 
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Table 6 

Writing Vocabulary 

Stanine 1 2 3 4 5 6 7 8 9 

Scores 0-13 14-19 20-28 29-35 36-45 46-55 56-70 71-80 81 

Group 14 1 2 0 0 0 0 0 0 

Sally X 

Sandy X 

Note. The writing vocabulary task focuses on a child's written vocabulary. 
No children in this study scored in the 4th, 5th, or 6th stanines. Sally 
and Sandy scored in the 1st stanine. 

Table 7 

Dictation Task 

Stanine 1 2 3 4 5 6 7 8 9 

Scores 0-3 4-9 10-17 18-27 18-31 32-35 36-37 

Group 6 4 2 3 1 0 1 0 0 

s ·ally X 

Sandy X 

Note. The hearing and recording sounds in words (dictation task) require 
a child to write a sentence that the examiner dictates. Stanines 4, 5, 
and 6 have 21% of the population tested. Sally and Sandy scored in the 
1st stanine. 

Table 8 

Concepts about Print 

Stanine 1 2 3 4 5 6 7 8 9 

Scores 0-9 10-11 12-13 14-16 17-18 19 20-21 22 23-24 

Group 3 0 6 6 1 0 0 1 0 

Sally X 

Sandy X 

Note. "Concepts about Print" was used to identify a group of behaviors 
that supports reading acquisition {Clay, 1993, p. 47). The test 
consisted of a picture book entitled Stones that the researcher read to 
the child (Clay, 1979a). During the reading, the child was asked 24 
questions. Each question was scored right or wrong, yielding scores 
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Table 8 (continued) 
between O and 24. Scores representing the total number of answers show 
stanines 4, 5, and 6 have 37% of the population tested. Sally and Sandy 
scored in the 1st stanine. Scores representing all parts of the tasks 
are shown in Table 8. 

Patterns Found in Concepts about Print 

Jones (1980) identified four patterns of concepts in 

his study "First Graders' Concepts about Print." His items 

were arranged in the four patterns that resulted from the 

factor-analysis study conducted by Day and Day (1979). The 

same four patterns were used in the data analysis in this 

study. The findings for this study are found in Table 9. 

Table 9 

Concepts about Print Patterns 

Pattern 1: Book orientation concepts 

Item Number 

Group Scores 

Sally 

Sandy 

1 

17 

X 

X 

2 

16 

X 

11 

10 

X 

Pattern 2: Print direction concepts 

Item Number 

Group Scores 

Sally 

Sandy 

3 

15 

4 

15 

5 

15 

6 

16 

7 

13 

9 

12 

16 

1 



Table 9 (continued) 

Pattern 3: Letter word concepts 

Item Number 

Group Scores 

Sally 

Sandy 

8 

16 

X 

19 

9 

21 

14 

Pattern 4: Advanced print concepts 

Item Number 

Group Scores 

Sally 

Sandy 

10 

6 

12 

3 

13 

1 

22 

11 

14 

1 

23 

13 

15 

3 

24 

10 

17 

0 

18 

0 

20 

2 

Note. Sally and Sandy's scores are not a part of the group scores but 
are indicated with an i. An K appears only under the item number that 
was scored correctly. Descriptions of the patterns are discussed in 
detail in Appendix F. 

A visual inspection of the data revealed that all the 
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children were able to answer item 1 correctly, which was to 

identify the front of the book. Sally answered all the book 

orientation questions correctly. Sandy knew only the answer 

to item 1 in pattern 1 and item 8 in letter word concepts. 

Item 8 required the child to point to the bottom of an 

upside-down picture. 

A non-handicapped child in the group of 19 was able to 

answer successfully all but two of the questions, and was 

able to read the book without the support of the researcher. 

He was unable to name or tell the use of a period and a 

question mark. A child with autism was able to read Stones 



65 

without support or error; however, she was unable to tell 

what was wrong on the page when asked about word and letter 

order, and was unable to name or tell the use of the comma, 

period, or question mark. 

Identified Literacy Events 

A literacy event is defined as an occurrence, incident, 

or experience wherein one or more persons produces, 

understands, discusses, applies, responds to, plays with, 

evaluates, builds upon, or refers to various kinds of 

literacy materials. The 16 literacy events identified during 

the observations of both first-grade classrooms are as 

follows: 

1. Teacher introduces a writing assignment.

2. Teacher and/or children discuss or brainstorm

journal entries and other writing activities (including 

topics, events, review of reading materials). 

3. Child writes a story, journal entry, or response to

a reading assignment, including assigned worksheets. 

4. Teacher introduces a new story, book, or poem

(including a discussion to identify prior knowledge). 

5. Teacher reads a book to a group or individual.

6. Child listens to a book or story.



7. Discussion of a story, book, or poem (includes 

focusing on pictures in the story, adding information or 

predicting). 

8. Teacher rereads a story, book, or poem. 
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9. Child reads (including scanning for known words) or 

child attempts at reading (including stories governed by 

pictures where the child sounds as if he or she is telling a 

story rather than reading, and pays no attention to the 

print). 

10. A child listens and follows the text as the teacher 

reads aloud, then the child reads the same text (echo 

reading). 

11. Child recites or shares memorized information, 

stories, or songs. 

12. Teacher provides phonics instruction (includes 

beginning and ending sounds, letter identification). 

13. Child uses the dictionary. 

14. Child uses visual memory by identifying what is 

missing. 

15. Child illustrates a story, book, or poem. 

16. Child participates in center time (includes 

puzzles, manipulatives for spelling and letter 

identification, talking in pretend situations, and listening 

to recorded books, stories, or poems). 



Table 10 

Frequency of Literacy Events 

Event: 1 

Sally: 7 

Sandy: 3 

2 3 4 

10 14 5 

2 9 3 

5 

1 

6 

6 

1 

6 

7 8 

11 4 

6 6 

9 10 

11 13 

8 3 

11 

7 

4 

12 

5 

4 

13 

1 

0 

14 

1 

0 

15 

7 

2 
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16 

0 

5 

Note. The most frequent literacy events noted during the observations 
in Sally's first-grade classroom were as follows: child writes a story, 
journal entry, or response to a reading assignment, including assigned 
worksheets; a child listens and follows the text as the teacher reads 
aloud, then the child reads the same text (echo reading). The most 
frequent events noted during the observations in Sandy;s classroom 
were as follows: Child writes a story, journal entry, or response to 
a reading assignment, including assigned worksheets; child reads 
(including scanning for known words); or child attempts to read 
(including stories governed by pictures where the child sounds as 
if he or she is telling a story rather than reading, and pays no 
attention to the print). 

Identified Literacy Behaviors 

Literacy behaviors are defined as the actions or 

reactions of the person as a participant in a literacy 

event. All of the identified literacy behaviors were either 

teacher directed or assigned, or child initiated or 

volunteered. The literacy behaviors identified during the 

observations of both primary participants are described as 

follows: 

1. Management: Manipulating literacy materials to 

prepare for a task or clean up after a task (ex., find 

pages). 

2. Waiting: Engaged but not working (ex., hand in air, 

standing in line, waiting, or asking for materials. 
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3. Off task: Supposed to be engaged but not (ex., 

playing with shoes, putting materials through cracks between 

desks). 

4. Observing/listening: Visually attending to or 

listening to a peer or an adult reading, writing or 

manipulating literacy materials (ex., looking at literacy 

materials such as books, charts, calendars, color words, or 

listening to a peer or teacher read). 

5. Actively participating: 

(a) Writing: Recording messages in some form (see 

Appendix D). 

(b) Reading (see Appendix D): Visually attending to 

print, letters, symbols, or pictures on a page, sign, flash 

card, calendar, or chart, with or without vocalization. 

(c) Activity that includes some type of manipulatives, 

such as putting puzzles together, holding up word cards or 

colored construction paper when directed. 

6. Discussing: Participating in group discussions or 

atte·mpting to participate by responding to questions or 

responding but interrupted. 

7. Not participating but not off task: Child may have 

head down, but is aware of the information being given by 

the teacher or other children. 

8. Non-responsive to questions or requests. 
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Table 11 

Frequency of Identified Literacy Behaviors: Sally and Sandy 

Behaviors: 

Sally: 

1 

29 

2 

5 

3 

25 

4 

6 

Sally 

Sa 

20 

Sb 

9 

Sc 6 

7 13 

7 

6 

8 

4 

Total time spent on task during 60 minutes of reading/language arts 
instruction: 

day 1 
18 minutes 

Behaviors: 1 

Sandy: 28 

Total time spent 
instruction: 

day 1 
51 minutes 

2 

4 

on 

day 2 
22 minutes 

3 4 

10 8 

task during 

day 2 
50 minutes 

day 3 
12 minutes 

Sandy 

Sa Sb Sc 6 

9 13 10 3 

7 

2 

Total 180 minutes 
52 minutes (29%) 

8 

2 

60 minutes of reading/language arts 

day 3 
53 minutes 

Total 180 minutes 
154 minutes (86%) 

Note. Sally's most frequent literacy behaviors were as follows: 
management, off task, writing. Sandy's most frequent literacy behaviors 
were as follows: management, reading, activity that includes some type 
of manipulative, off task. Sandy was on task during reading/language 
arts 57% more of the time than Sally. 

Identified Teacher Interactions 

Teacher interactions with the primary participants were 

identified during the observations of both classrooms. The 

following interactions were observed: 

1. Teacher greets primary participant. 

2. Teacher praises primary participant. 



3. Teacher gives group instructions or asks questions 

related to literacy activities, including manipulation of 

literacy materials. 

4. Teacher gives group instructions or questions not 

related to literacy. 
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5. Teacher confirms knowledge based on lesson or asks 

the primary participant the same type of questions as those 

asked of the other children in a group setting. 

6. Teacher works with the primary participant 

individually with an activity related or not related to 

lessons or activities being done by the other children at 

that time (this includes individual assessment). 

7. Teacher checks for on-task behavior; refocuses or 

uses attention-getting devices; gives specific information 

or asks questions not related to class but to primary 

participant herself (includes a redirect or urge to 

participate). 

8. Teacher helps primary participant with finding books 

or other materials; hand-over-hand manipulation of pencil, 

crayon, or clay for writing letters or numbers; finding 

pages for reading instruction or classwork; sharpening 

pencil or cutting paper. 

9. Teacher includes primary participant in group 

activities; primary participant is used in a demonstration. 
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10. Name of primary participant is used as an example; 

primary participant is asked to evaluate other children's 

work. 

11. Primary participant volunteers or initiates teacher 

interactions; teacher listens to question and answers it. 

Table 12 

Frequency of Teacher Interactions with Sally and Sandy 

Interactions: 

Sally: 

Sandy: 

1 

3 

3 

2 

14 

7 

3 

85 

46 

4 

16 

38 

5 

19 

7 

6 

0 

8 

7 

7 

6 

8 

21 

4 

9 

1 

14 

10 

5 

2 

11 

3 

6 

Note. Sally and Sandy's teachers interacted with them most frequently 
by giving group instructions, or asking questions related to literacy 
activities. When interaction numbers 3 and 4 (which include the group 
instructions) are omitted, the data show that Sally's teacher interacted 
individually with Sally a total of 73 times. The most frequent 
individual interaction included helping Sally find books, hand-over-hand 
manipulation of writing materials, and finding pages for reading 
instruction or classwork. Sandy's teacher interacted individually 
with Sandy a total of 57 times. Sandy was frequently included in 
group activities and used in demonstrations. 

Case Study: Sally 

Overview 

There are five major areas of discussion in this case 

study. First is the Child Profile, where Sally's educational 

experiences are described from birth through the age of 7 

years. Historical data, including developmental checklists, 

intelligence tests, skill based curriculums, and individual 

education plan goals, were used to illuminate Sally's 
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academic experiences prior to first grade. Sally was often 

uncooperative during tests, and her early test results were 

found to be misleading. Sally had fine motor problems that 

kept her from successfully printing such letters as V, Hand 

~- She also had difficulty with expressive and receptive 

language that limited her abilities to participate in 

activities such as singing and reciting of nursery rhymes. 

These problems resulted in the continuation of individual 

education plan goals for 2 or more years. 

Sally's problems were evident during the first 6 weeks 

of first grade. It was difficult for her to write the~ in 

her name, and she frequently drew pictures to communicate. 

Sally seemed to enjoy writing, for she was more often on 

task during activities that required writing. Sally also had 

difficulty expressing herself when called upon to answer 

questions and when engaging socially with her peers. 

The Parent Profile is the second area of discussion. In 

the parent's interview, Sally's mother described the Early 

Childhood Intervention (ECI) program and how she began 

reading to Sally when Sally was 1 year old. She described 

Sally's education as teamwork between all the family members 

and the school. Though Sally's mother seemed to leave most 

of the academic responsibilities with the school, she had 

high academic expectations for Sally. She taught Sally her 
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phone number, and in the evenings she worked with Sally on 

her homework. 

The Teacher Profile includes the following: an 

interview with Sally's teacher, the teacher's philosophies, 

her teaching strategies, and the resources available to her. 

Sally's teacher discussed the fear and low expectations she 

had when she was first told that Sally would be in her 

class, and how surprised she had been when she found that 

Sally was able to read. Sally's teacher explained how she 

taught the whole group and how she has the children track 

the words in their books as she reads aloud, or how she will 

track words on a chart as the children read aloud. Sally's 

teacher expressed her frustrations with the special 

education assistants, class size, scheduling changes, and 

the elimination of strategies such as shared teaching 

because of inclusion. She also reported that no one took the 

responsibility to monitor Sally's academic progress. 

The Class Profile describes the classroom and the place 

where Sally worked within that classroom. The Classroom 

Observation provides a detailed transcription of a typical 

reading lesson. Sally's teacher instructed primarily from 

the front of the room facing the students. She used 

strategies that included the group as a whole. Most often, 

she would ask the questions, and the children would respond 

with the answers. The most frequent interactions with Sally 



were in helping situations, where her teacher would help 

find the correct page in the reader, or check for 

understanding. Inappropriate behavior was often ignored. 
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Sally watched other children, and would look at the 

book of the child next to her to confirm that she was on the 

correct page. She was usually most attentive during the 

first 15 minutes of the lesson; after that time, she would 

put her head on her desk, play with materials found in her 

desk, or sit on the floor and play with her shoes. 

Child Profile 

Age: Birth to 2 years 8 months. Sally was born January 

13, 1987 and was diagnosed with Down syndrome. At the time 

of her birth, she was found to have a small hole in her 

heart. The heart healed itself, and there was never a need 

for surgery. Sally began receiving early childhood 

intervention (ECI) home services when she was 3 months old. 

Members from an early intervention team visited the home and 

worked with Sally in directed play situations. The team 

consisted of a speech therapist, a physical therapist, and a 

family coordinator. The team provided the family with 

information on how best to work with her. Services that 

included classroom instruction began May 24, 1988. From May 

1988 to May 1989, Sally received cognitive training, speech 

and language training, occupational training, and gross 

motor training. This training was provided in directed play 
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type situations, and was based on the results of the Birth 

to Three Checklist of Learning and Language Behavior (B-3). 

The results of the B-3 checklist indicated a language 

comprehension and a language expression age score of 12 

months. The scores were 4 months below Sally's chronological 

age. All other educational related assessment was informal 

and was based on parent and ECI staff observations. 

Sally was reassessed May 24, 1989, when she was 2 years 

4 months old. She was given the B-3. Parent reports, 

information provided by the teachers, and monthly progress 

reports were used to complete the assessment report. Sally's 

language comprehension age was 2 years and her language 

expression age was 1 year 2 months. Language comprehension 

had increased a year, but language expression had increased 

by only 2 months. 

Receptively, Sally knew at least five body parts on 

herself, knew the names of her friends and relatives, moved 

from one location to another on request, followed two-part 

commands, and responded to "give_a bite." She was not able 

to identify body parts on a picture, point to pictures at 

the request of the evaluator, identify objects by use, or 

comprehend my and yours. 

Expressively, Sally combined babbling with jargon and 

increased sound production to include /d/ and /m/ and 

various vowels. She demonstrated communicative intent in her 
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vocalizing and used question inflection. She said mama, 

dada, buba, hi, and approximated here. During song time, 

Sally could gesture along with a song and requested songs by 

gesturing. She was not able to label objects verbally, to 

imitate words, or to name pictures or body parts. It was 

determined by the evaluator that Sally exhibited a 

receptive-expressive language delay. The speech therapist 

recommended that Sally continue speech therapy with an 

emphasis on verbalizations and sign language. 

Socially, Sally was described by her mother as a sweet 

child who was going through the terrible twos. She enjoyed 

playing with other children and played well by herself. She 

had a little doll at home that she loved to play with and 

she also enjoyed riding on her brother's four-wheeler. Sally 

tended to be dictatorial and demanding, and talked in a loud 

and urgent voice. Her mother stated that she would either 

cling and whine or demand to do things by herself. An 

example given was that she would run ahead and refuse to 

have her hand held. Social/emotional levels on the B-3 were 

scattered, with skills ranging from 2 years to 3 years. 

Sally's self-help skills were also in the 2 years to 2 

years 6 months level. She was able to dress and undress with 

assistance, eat and drink independently, and had an emerging 

interest in toilet training. Physically, Sally was able to 
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kick a ball, climb, ascend and descend stairs with railings, 

and imitate simple motor movements. 

Educational abilities were determined by using the 

Bayley Scales of Infant Development. Her developmental 

scores had an approximate age equivalent score of 2 years, 

which was 4 months below her chronological age. She could 

place pegs in a board in 43 seconds, imitate a crayon 

stroke, and follow directions with a doll. She pointed to 

pictures of a dog, shoe, house, purse, and a book, and built 

a tower of six blocks. There seemed to be a contradiction in 

findings when compared with previous testing, for Sally was 

unable to identify pictures on the B-3 test. The HELP 

Checklist was given to Sally and again she could place pegs 

in a pegboard, and identify the rooms in her house. She was 

unable to select pictures involving action words, to match 

shapes, to imitate vertical strokes, or to make a circular 

scribble. Based on the assessment it was determined that 

Sally would best be served at the ECI site as well as at 

home for the 1989 school year. 

Age: 3 years. Sally enrolled in the public school 

system June 7, 1990. Her mother described her 3-year-old as 

friendly, shy, happy, sometimes stubborn, and very active. 

She loved to help other little children. She played with her 

toys, swam, and played with her puppy. Sally's 
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responsibilities at home included cleaning up after herself 

and folding wash cloths. 

Assessment was transferred from the ECI program to the 

public school. An attempt to administer the Leiter 

International was made on three occasions; however, Sally 

refused to manipulate the test items. A teacher administered 

the Early Learning Accomplishment Profile for Young Children 

(E-LAP) and found many of the same strengths and weaknesses 

as the previous testing at ECI. Sally's goals were 

established after the needs were assessed. Sally needed to 

improve fine motor skills by attempting to fold paper, 

imitate a vertical stroke, imitate a circular stroke, look 

selectively at pictures in a book, and follow directions 

from the teacher as she says "touch the __ ." Sally was to 

follow two and three directions, and refer to herself by 

name. She was to begin to play associatively, claim and 

defend ownership of personal things, and point to herself in 

photographs. She was also expected to become potty trained, 

verbalize toileting needs, and dress herself with 

supervision. All the goals except for imitating a vertical 

stroke were mastered by May 30, 1991. This became a goal set 

in 1991 for mastery in 1992. 

Age: 4 years. At the age of 4, Sally's Individualized 

Education Plan (IEP) goals were to be able to turn pages one 

by one in a book; imitate a cross; point to pictures in a 



79 

book on request; follow three-step directions; understand 

the prepositions on, in, and under; join in nursery rhymes 

and songs; and answer correctly when asked, "Are you a boy 

or a girl?" 

At the end of the year, Sally was able to insert folded 

paper into an envelope, turn one page at a time in a book, 

crumple tissue paper, cut a line with scissors, and spread 

her fingers and bring her thumb into opposition with each 

finger on that hand. She imitated a cross and H stroke, and 

copied a circle. Cognitively, she could match related 

pictures, point to a picture of a tall object, discriminate 

verbal absurdities, and point to rough and smooth. She used 

personal pronouns and talked on the phone. Sally was not 

able to master the goals of joining in nursery rhymes and 

songs, or answering whether she was a boy or a girl. These 

two goals were repeated the following year. 

Age: 5 years. Sally's IEP goals for 1992 to 1993, when 

she was 5, were to fold and crease paper horizontally and 

vertically, imitate building a gate with cubes, put paper 

clips on paper, and make recognizable objects out of clay. 

She was to imitate a y stroke, copy V and H, and trace a 

diamond-shaped pathway. Sally also was expected to repeat 

three digits, give two objects to the teacher on request, 

and point to different objects on request. For speech 

improvement she was to learn to say and sing nursery rhymes 
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and songs, speak intelligibly, and use regular plurals. 

Sally was unable to master the fine motor skills of folding 

and creasing paper, making a V shape, imitating a gate, 

putting paper clips on paper, or making recognizable objects 

out of clay. She also failed to repeat three digits or give 

the assessor two objects on request. Again she was required 

to sing and say nursery rhymes and songs, but she failed in 

her attempts. 

Age: 6 years. By March 1993, at the age of 6, Sally was 

able to count by rote to 10, deliver a one-part verbal 

message, tell her age, and say her brother's name on 

request. She was ready to enter a regular kindergarten 

classroom for half of a day and receive special education 

instruction in the functional living skills class the other 

half of a day. Her new IEP goals were to cut a square within 

one-fourth inch of the line, make a recognizable object out 

of clay, and copy her name. She was to tell the use of 

objects, use three prepositions (the same goal she had when 

she , was 4), and answer how and where questions. Cognition 

goals included classifying pictures by pointing and finding 

all the correct items on a page, pointing to a penny, 

nickel, and dime, and giving the teacher three objects on 

request. 
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In March 1993, Sally was re-evaluated. The WISC-III, 

K-ABC and TONI-2 were attempted. Sally was unable or refused 

to perform any of the tasks. During the tests, Sally said 

no, called the examiner an inappropriate name, and sat on 

the floor with her arms folded. A Slosson Intelligence Test 

was administered while Sally made faces and sat on the 

floor. She named or pointed to parts of her body, counted up 

to six objects, and drew a circle. The final intelligence 

score was determined to be a standard score of approximately 

49 or a chronological age of 3 years 6 months. Adaptive 

behavior demonstrated deficits in functioning that existed 

concurrently with her deficits in intellectual functioning. 

At the end of kindergarten Sally was not successful in 

pointing to the penny, nickel, and dime. She was still 

unable to make a recognizable object out of clay or respond 

appropriately to how or where questions. She was able to use 

social statements such as bye, please, and thank you; give 

her complete name; and say yes, no, excuse me, and I'm 

sorry. She knew the general vocabulary that was used in the 

classroom such as line up or come up to the chalk board and 

could identify the primary colors. She could not perform 

word association tasks or perform categorization tasks. 

Adjectives were difficult for her to use in day-to-day 

speech. She was able to arrange and describe a 
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two-to-three-part picture story but not a four-part story. 

She was also unable to relate a personal experience 

sequentially. Sally was able to answer only basic questions 

at the end of her kindergarten year. 

Age: 7 years. Sally entered the first grade in July 

1994 at the age of 7. After many years of preparation, she 

was to participate with regular education children and have 

support in the regular classroom. She received support from 

an assistant or resource teacher for 30 to 45 minutes a day 

during the first 6 weeks of school. Beginning the third week 

of the first 6 weeks, Sally was taken from the classroom for 

speech and language instruction 60 minutes a week. Goals for 

the first grade were taken from the first-grade essential 

elements. Additional goals for Sally included naming the 

numbers 1 to 10, dictating a language experience story, and 

reading a rebus-type story. There were additional goals 

specifically related to speech and language. The regular 

education teacher, resource teacher, and assistant were 

responsible for helping her to meet her goals. 

On the second day of first grade, Sally was given an 

adapted version of Martin's Brown Bear, Brown Bear What Do 

You See? book to read to the researcher. The text of the 

book was in a rebus format. The researcher handed the book 

to Sally and asked her to give the title. Sally said the 

title was Brown Bear, Brown Bear. When asked if she could 



83 

read the book, she responded yes. Sally was audio-taped and 

she was able to say the words to the book very clearly. She 

did not track or point to the words as she read, instead she 

flipped the pages one by one as she said the words that went 

with the text of the book. At times, she would look at the 

picture of the animal and continue saying the text. There 

was clear evidence that the book was memorized. No 

strategies other than simply looking at the pictures were 

used. 

Clay's (1993) "Observation Survey" tasks were 

administered by the re~earcher on the third day of school. 

Sally knew the names of three capital letters. She 

identified the 8, ~' N, and said g was the name of her 

brother. She wrote her name after the prompt "Do you know 

how to write your name?" She wrote three letters that were 

backwards but were letters found in her brother's name. She 

wrote upside down Es, m, ~, ~, and four ~s. When asked to 

write a dictated sentence, she drew a picture that looked 

similar to a jack-a-lantern on top of a triangle. Several 

letters were on the side of the page. Sally could locate the 

front of a book, and had the knowledge that print contained 

a message. She also knew that the left page was read before 

the right page. She was not able to read any words on the 

word test. 



84 

Sally had a current Slosson; however, the researcher 

(who was also the previous examiner) was not convinced that 

the score was a true indication of Sally's abilities. 

Sally's behavior was so appropriate during the informal 

testing that the researcher decided to attempt the 

intelligence tests once again. The WISC-III was attempted 

and again Sally was unable to attend to the required tasks. 

The test was discontinued after she refused to answer the 

questions on the information subtest and she scribbled on 

the coding subtest. Because the TONI-2 was the test planned 

to be used with the other study participants, it was given 

to Sally. Sally enjoyed the sample portion of the test. She 

answered all but one of the samples correctly. When she 

completed the samples, the examiner told her she had done so 

well that she would get to try some more. Sally said, "Okay, 

do more." And she did. She received a standard score of 74 

on the nonverbal test. 

The K-ABC was administered the following day. Again 

Sal~y listened to the instructions and tried to do what was 

asked. Sally obtained a Mental Processing Composite score of 

59, a Sequential Processing score of 64, and a Simultaneous 

Processing score of 59. Her nonverbal score was 62. There 

were no significant differences in the comparison of the 

Sequential Processing or the Simultaneous Processing Scales. 

There were also no significant differences between the 
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nonverbal and verbal scales. Sally performed the best in the 

areas of hand movements and gestalt closure. Her weakest 

areas of performance were in the areas of spatial memory and 

the photo series. The photo series required her to place 

pictures in sequential order. 

The adaptive behavior was reassessed with the mother as 

the respondent. Sally's strongest areas were in gross motor 

skills, fine motor skills, toileting, dressing, and social 

interaction. Areas that needed improvement were language 

expression, language comprehension, and skills requiring 

personal self-care. The standard score was 48 and was in the 

first percentile. 

Sally was assessed by her teacher August 24, 1994. She 

was able to say her full name, the date of her birthday, her 

address, and telephone number. Sally was given credit for 

using her pencil correctly, writing her name, cutting on a 

line, and saying her primary colors. She identified the 

capital letters A, H, Q, and~-

Artifacts of Sally's writing were collected the first 6 

weeks. Many of the papers collected were worksheets where 

she was required to fill in the blank or circle the correct 

answer. Very little time was given to free writing. Journals 

were completed each day, and usually the topic was defined 

by the teacher. Sally's journal writing consisted of writing 

by drawing, writing by scribbling, writing by reproducing 
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learned letters and numbers, and writing by copying words, 

letters, and numbers. 

At the beginning of the first 6 weeks, July 18, 1994, 

Sally wrote the a in her name using a ball and stick method. 

The ball was not connected to the stick and most often, the 

stick was on the left side of the ball. On July 26, she 

wrote the a in her name as a capital letter and on August 

10, she wrote an~ (although not in her name) as a D'Nealian 

~.The~ in her name was consistently written as a ball and 

stick. 

The majority of Sally's writing was in picture form. 

The pictures became more detailed as the 6 weeks progressed. 

When she wanted to give a lot of information, she would use 

letter like forms. The forms looked similar to the D'Nealian 

£, other letters in her name, and numbers. August 10, Sally 

used correct letter and number formations as she copied the 

digital date and the words I cannot (see Appendix E for 

writing samples). 

Parent Profile 

Sally lived with her natural parents and older brother. 

Her mother was a high school graduate and 44 years of age. 

She was a full-time employee in a marketing department. 

Sally's father was 43 years of age and attended a university 

for 3 years. He was self-employed as a utilities contractor. 
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Sally's brother was 11 years of age. He was very active in 

outdoor sports and activities, and was an average student. 

Sally's mother was formally interviewed on January 12, 

1995 in the office of the researcher. She previously met the 

researcher in ARD meetings. Sally's mother was a little 

nervous during the interview, but wanted very much to give 

all the information that she could to help the researcher 

with her report. The following information was given. 

Interview Questions. When did you first learn of 

Sally's diagnosis of Down syndrome? What were your thoughts 

about her education? 

Yes. 

Parent Response. I first learned in the hospital, 
when she was born. The doctor came in, the 
pediatrician came in, and said she had Down 
syndrome. We weren't really familiar with that. He 
said we would take tests and all that. She had 
trisomy 21 and at that point we didn't know what 
to do. We absolutely didn't know what to do. My 
husband (name) had a brother who was handicapped. 
He was deaf, so he really handled it better than I 
did, you know. But that is how I first found out. 
They took tests and stuff and found out for sure. 
The ECI, shall I go on about that? 

We got her started in that. I think Sally was 
like, I want to say she was 3 months old. It might 
have been earlier than that. You know that we did 
that. Wonderful program! I would suggest anyone 
does that, because I remember them testing Sally. 
They would put a little piece of cellophane, this 
may sound terrible to other people, but they laid 
her down on the floor and put a little piece of 
cellophane down over her face to see if she would 
get it off like a normal child. And of course she 
didn't, but that just gave them knowledge, I guess 
of how she needed help. Just different things that 
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they tested her for. Wonderful program! It was 
worth everything we went through to get her into 
that. 

What did you do as a family during this time? What role did 

you all play? 

They would tell us things to do and we would 
continually do those things. I'm not real sure of 
all the things we did. I wish I had kept some 
notes or a little book. You just don't think about 
doing things like that. They came to the house and 
they were just wonderful. 

Did you ever read to her when she was a baby? Did you ever 

think about her learning to read? 

Oh yes, all the time. As a parent, even of a 
normal child, you wonder how they are going to do 
all that. Yes, we started reading but it wasn't 
until later. It wasn't, I guess, until a year old. 
She was about a year old. I guess, because r . was 
more concerned with her walking and developing 
skills like that. She walked when she was 12 
months old. That was pushing her, you know. I 
guess she was about a year old when we started 
reading books. I was not good at that. I didn't 
read constantly or everyday. I should have. I 
regret that. You know, they say read to your 
child, read to your child, but I have teachers 
that say don't feel bad because I didn't read to 
mine. 

When you first made the transition from ECI to public 

school, and you were told you were going to have an 

ARD meeting, can you tell me how you felt about that? 

Oh, it was great. It was very informative. The 
people were great. Everybody was so nice. 

Had you ever heard anything negative about ARD meetings? 

No, I hadn't, and it has been great since then. 
Oh, I guess I had heard people say you better get 
in there and fight, but I never had a problem. I 
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never had a problem. I guess I more or less let 
the teachers tell me what to do because I trusted 
them. I knew they knew more about it than me. I 
have felt very comfortable with all of Sally's 
teachers, the principal, and everybody. 

After Sally was at ECI, she started school here at (school 

name). Tell me about that. 

Wonderful program! I can't remember her teacher. 
Real sweet teacher and had short hair. 

Mrs . (Name) ? 

Yes, (teacher's name). Her first teacher. She was 
real, real good. Sally was so little. She was 3, 
and of course, her teacher and I had meeting and 
she had suggestions of things to do. We would do 
them at home. It is really hard to remember. Ask 
me another question. 

After (teacher's name), did she go to (teacher's name)? 

Oh yes, in the summer time, in the summer program. 
They thought she needed that. I don't know. I have 
my doubts about that. Maybe she did and maybe she 
didn't. I think Sally was to a point there where 
she was so young that I think maybe that summer 
program really didn't, it didn't hurt her, but I 
really don't think it helped her that much. 

When she was in these programs, do you remember what she 

did? Were your expectations met? What types of skills do you 

re~ember? Do you know if it was the LAP that guided the 

program? 

Yes, and it was wonderful. They gave me 
suggestions of things that I could do with her at 
home. We did those things, like I said, but I 
can't remember what they were. The teachers just 
add a little more to it. You sit at home and you 
are thinking, "What should I do about this?" and 
then you can go have a conference with them and 
things that you wouldn't normally think are 
important are very important for a Down syndrome 



child. Just little things. Like the thing where 
you say, "Sally, go to the bathroom and get a 
tissue. 11 That is two questions in one, and that is 
what we worked on until we thought she got it. You 
have to keep working on it until you know she has 
gotten it down just right. When she was 4, she had 
(teacher's name). (Teacher's name) was a wonderful 
teacher. I have loved all of Sally's teachers. She 
was really, really good. She advised me on many 
things to do. We started writing her name when she 
was in (teacher's name) class. We started with H's 
(child's name begins with H). We had been working 
on H's for years. It has been so slow. She is 
finally interested in forming her letter right. 
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(First-grade teacher's name) is a dream. I was teaching 
her with a circle and a stick for an~, but that was 
wrong. I'm not sure what teacher told me that but she 
said, "We don't do that any more." (Teacher's name) 
said that she wrote more like cursive, and Sally can 
make a perfect~ now. Just recently, I asked her who 
taught her to make the~ and she said (her first-grade 
teacher' s name) . 

It sounds like you and your family did more family type 

activities, when Sally was young, and let the school do the 

things needed for school. 

Yes, we really did. I just thought it was 
important to have Sally running and jumping and 
having a good time when we were at home. We were 
always going places, to Colorado fishing, hunting. 
Sally loves hunting and swimming. Her dad asked 
her what she wanted Santa to bring her for 
Christmas, and she said, "a BB gun." So her dad 
goes out on the 24th of December and buys her a BB 
gun. To be used only with our supervision, of 
course. My brother has a swimming pool and we got 
her into Special Olympics. We haven't done that in 
a while because Sally gets sick in the winter 
time. I wanted to get her into gymnastics but I 
work and it is really hard to get her there. We 
have a tricycle and Sally and (brother's name) are 
really into the four-wheeler motorcycles. Sally is 
always riding those and is riding with him. Is it 
motor skills? Sally is very good with her motor 
skills. Her daddy even lets her drive. I know that 
sounds silly, but he lets her sit in his lap and 
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when there is nobody around, and there is a long 
stretch of road, he will let her drive. And she 
does very well. You can't imagine how well she 
really does. And you know he lets go just a little 
bit just to see how well she does that. I think 
those things are important, I have great 
expectations for Sally. I think the child can 
drive. I think she can do anything she wants to 
do. I really do. I always have. We always have. 

Last year was the first year Sally was included. She 

attended kindergarten half a day and the functional living 

skills class the other half. Can you remember what your 

feelings were about her going into the regular classroom, 

and can you remember your expectations for her? 

I love inclusion. I think that is the very best 
thing that they ever did. Sally is going to have 
to get out into the normal world, with normal 
people. She can't be in a group of special ed. 
kids all her life. So I think this is great! 
Anything with inclusion is great. That is why I 
went with this new trial here. I was very 
concerned at first about how Sally would do 
because I knew Sally couldn't do what all the 
other normal kindergarten children could do. I was 
concerned, would she feel like she, uh, could she 
understand that she wasn't like the rest of the 
kids, would she know she was different? Uh, all 
those feelings, all those things I thought. 

How did Sally do? 

She adapted well, she was still slow in writing, 
and reading and things like that. 

Were there any special things that you did to prepare Sally 

for first grade? 

Yes, we began writing, I had the flash cards. We 
would do the flash cards, not every night but we 
would try to do them at least 3 times a week. The 
flash cards of the numbers, flash cards of the 
letters, writing her name, what her name was, her 
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number to her, that is the only way the child 
learned her phone number. It is a wonderful, 
wonderful thing and she eventually got her 
address. Of course, we kind of let that go because 
there were other things. I guess just things like 
that. Yes, we prepared for first grade. 

Tell me about the night before the first day of first 

grade? 

I said, "Now Sally, in the morning you will be 
going into the first grade, you're a big girl 
now." I told her who her teacher was, we came up 
to the board up here and saw who her teacher was, 
and I asked her, "What do you want to wear?" Of 
course, I told her to be really nice and don't 
spit on anybody, don't hit anybody, and I said, 
"Be really nice to your teacher." I guess just 
things like that. We really wanted to make it into 
a big deal so she would really be looking forward 
to it. And the first day, we got up and we ate 
breakfast, and we talked about what she wanted to 
wear. I told her about the good time she was going 
to have, and I remember telling her how she would 
get home. La Petite would pick her up, and I made 
sure she knew that and that she would remember 
that. 

What were your expectations as far as her reading and 

writing? 

I guess I have high expectations. I guess I think 
that Sally can do anything she wants to do. She'll 
just have to learn it a little slower. We just 
have to work a little harder. But she can, she can 
do it. She'll be able to read, I know she will. It 
may be a while, but she'll do that. About writing 
her name, and learning her alphabet, she is so 
enthusiastic about that now. Her numbers, she 
wants me, she'll even come to me when I am fixing 
supper or something, "Morn, let's do my numbers." 
So we'll go do her numbers. She's just gotten so 
good, just over the last, I guess 2 or 3 weeks. 
She's wanting to learn. I guess that is what I was 
trying to say. 
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Do you think there were any improvements during the first 6 

weeks of school? 

Yes. 

She had a little problem adjusting to rules, 
maybe, to rules? And, especially, she had such a 
problem when she got used to (teacher's name). And 
then all of a sudden, (teacher's name) had to go 
away 1 day, and she had another teacher. Sally 
does not handle that well. I have talked and 
talked and talked. I think I have finally gotten 
through to her, but what do you think that would 
be? She doesn't accept change very well? Is that 
it? She is used to her teacher, she knows what she 
expects from her. I think she really minds her 
teacher, but the other teacher, I felt so sorry 
for her, I didn't know what to do. I wanted to 
call her and apologize to her for all the things 
that happened that day. It was awful. In fact, I 
was up here in a meeting that day, Sally was in 
the office 3 times that day. Oh Lord help me! I 
had to talk to Sally in front of the assistant 
principal, is that the one with the short hair? 

I wanted to tell her, but I didn't, "If you could 
leave the room for just a minute, I could really 
talk to Sally!" I guess change is hard. 

How long do you think it took her to settle in? I observed 

her the first week she was here and she really hadn't 

settled in. 

I think Sally, let's see, this is the third 6 
weeks. I think around the middle of the second 6 
weeks Sally was pretty settled. She was pretty 
settled in. But up until that time (pause). 

So the whole first 6 weeks was just for adjustment? 

It was, it took her a long time to adjust. 

Academics wasn't a concern for her? 

At that time, it was not. Social growth was the 
focus? Yes, mostly that. Because you have to get 



that down before you can learn anything. I'm 
thinking that is what she has really done. She has 
really gotten to the point where she kind of knows 
everybody in her class, she knows what her teacher 
expects of her, so she says,"I guess it is now 
time to learn." But it took her a long time. I'm 
sure the other kids just moved right into it, you 
know. 

Tell me about your role in Sally's education. 

I had to make sure that we always do her homework. 
She checks out books from the library and gets 
free pizza or something and we always read her 
books. My role is to try and do everything I can, 
her dad and her brother too as a team to get her 
to learn as much as she can not only about her 
ABCs but about her social behavior. At night we 
turn off the TV or go into my bedroom and first I 
read to her and then she has a little reader and 
words that she does. It takes a little time to do 
that. The first 6 weeks, I did the reading. Now, I 
read a part and she reads the word that is 
underlined. Right now she reads Sam and she likes 
that. She likes to talk in the tape recorder a 
lot. 

Do you believe there were gains in reading and writing 

during the first 6 weeks of school? 

There wasn't too much. Sally was just adjusting 
socially. I don't want to get anybody in trouble 
(teacher's name) is a good teacher, Sally just 
wasn't really ready to learn at that time. 

What are your feelings about inclusion and do you believe 

functional living skills should be taught at school? 

Most of the time parents teach living skills at 
home. I don't see a reason to have it taught in 
both places. I am more interested in having her 
learn reading, writing, and arithmetic. I am more 
interested in having her learn those things. I can 
handle the other things at home and in her life. I 
guess I would have to say no. Work skills should 
be taught, like counting money, working on 
computers, or learning how to work with other 
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people. I think inclusion is necessary for 
children with Down syndrome. It has been really 
good for Sally. She is going to have to learn how 
to handle bad things people say, she is going to 
have to handle that. The good things they say, she 
is going to have to handle that too. She can't be 
in a small group by herself. I never wanted that 
for Sally. I wanted her out in the world and that 
is where she is going to be. 

Teacher Profile 
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Sally's teacher is a Caucasian female who had taught 

first grade for 8 years at the school where the study took 

place. She had no other teaching experience. Sally's teacher 

received her Bachelor of Science degree from Middle 

Tennessee State University in 1968. She had no additional 

course work at the university level, but did have training 

during the summer in the Workshop Way and the New Jersey 

Writing Project. Sally's teacher had no special training in 

reading or in teaching children with disabilities. 

Each teacher in the school who had a child served by 

special education was given a notebook that included the 

admission, review, and dismissal committee (ARD) report; 

medical information; transportation needs; the child's 

strengths and weaknesses in the areas of academics, physical 

condition, cognition, and adaptive behavior; possible 

modifications; and documentation of services pages. Sally's 

teacher received a notebook for Sally the first week of 

school. According to Sally's teacher, the notebook was 

studied and used the first 6 weeks. 
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Several types of materials were provided to help modify 

the curriculum. Trade books that were from a collection 

called The Story Box and an adapted form of Martin's Brown 

Bear, Brown Bear, What Do You See? were given to the 

teacher. A puzzle-like board that was self-checking was 

given to the teacher to use for both reading and math. The 

board was designed in a way that an individual child or a 

pair of children could put letters in alphabetical order, 

trace over the letters, match beginning and ending sounds, 

write words, put numbers in order from Oto 25, trace the 

numbers, count objects and match the number, and add and 

subtract. The adapted form of Brown Bear, Brown Bear, What 

Do You See? was used the second week of school. Other 

materials provided were not used the first 6 weeks of 

school. 

Sally's teacher usually taught in a whole group 

situation, following a daily routine that she seldom 

changed. She gave reading instruction from the basal reader 

primarily and used teacher's manual as a guide. Toward the 

end of the first 6 weeks, Sally's teacher would call small 

groups of children and individuals to the kidney-shaped 

table to read from the supplementary readers that came with 

the basal program. These readers were sent home daily and 

the children would read what they practiced the night before 

to their teacher. It was the middle of the second 6 weeks 
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when Sally began to take books home and read at the reading 

table. 

Sally's teacher expressed the belief that all children 

can learn, but they learn in different ways and at different 

rates of speed. She said she taught reading using phonics, 

look-see, context clues, and whole language, with the hope 

that one would work. When asked to describe her discipline 

program, Sally's teacher wrote: 

I believe every child needs to be successful! 
Therefore, I make sure everyone has something 
that he can do successfully many times a day. 
I modify, modify, modify. I also believe in 
praise. I believe you should do your best for 
the inner pride that it brings and not for 
stickers and candy. I talk with children about 
working because it is their job and not because 
they like it. I use "please and thank you" and 
"be polite." I expect my children to be good. 
I have an orange chair that is used for time 
out. It is out of the line of sight of most 
activities and is no fun to sit in. I give a 
verbal warning class-wide then by name for 
misbehavior and the next step is the child's 
name is put on the board as a visual warning. 
Then a check by name, up to three, meaning 5 
minutes out at recess for each one. Next step, 
call parent at work. Only injury that leaves 
a mark is sent to the principal. 

Sally's teacher met with the first-grade team once a 

week after the regular session began. All the teachers in 

the school were given 30 minutes additional conference time 

a day so that any extra planning needed for the children who 

were included could take place. Sally's teacher said 

inclusion was discussed often but little planning was done. 
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She also said that since there were so many children with 

special needs included in first grade, the team cancelled 

most of the traditional grade-wide activities. She expressed 

the team's apprehension as follows; "We worried about the 

extra trauma of moving inclusion students around into 

strange areas and about different teacher's being able to 

handle the special needs of the inclusion students." 

A formal interview was held in Sally's teacher's 

classroom on December 12, 1994. The questions and responses 

were transcribed from an audio tape. All the names were 

changed. 

Interview Questions. How did you feel when you were 

~irst told that Sally would be in your class? 

Teacher Response. I felt scared. I didn't know 
what her so-called label was, I didn't know. I 
remembered what she looked like, but I really 
didn't know what things she could and couldn't do 
academically, physically, mentally, or emotionally 
either. So I was scared. 

What were your expectations before school? 

Yes. 

Yes. 

Uh, for Sally, before I met her? 

According to what ya'll said? 

Uh, I think I didn't, I expected her to be what I 
remembered my daughters as being at about 3, 
except I knew she was more slow moving than they 
would have been. And I expected her to not 
understand concepts of feeling, about feeling. 
Which I found out was wrong. I found she could 



understand a lot more than a 3-year-old can 
understand. I expected her to act like a 3-year
old. 

What did she do the first day and 6 weeks of school that 

surprised you or met your expectations, good and bad? 

Well, the first day her parents showed up late 
with no supplies, and that caused a lot of trouble 
because she wanted to take the other kids' 
supplies. To me that just accented what I thought. 
That's the way a 3-year-old would act. "You have 
something I want, I'll just take it, I'm not being 
angry or mean, I'll just take that or that." I 
really thought that was the parent's problem, and 
I thought it would go away, but it still has not 
gone away to this day. Everyday we have, "Sally 
took my pencil. Sally took my crayon." I have to 
say to her, "Sally give back the crayon." Usually 
the kids can't get it back without me intervening. 
It took until now, about the third 6 weeks to 
learn how to get it back from her. She wouldn't 
give anything back the first 6 weeks. She just 
takes it for attention, she doesn't really want 
it. Now I know she doesn't really want it. She 
wants me to pay attention to her. She wants me to 
stop and pay attention to her. Now, what surprised 
me. I was surprised to find out how easy it was 
for her to follow what was going on. She always, 
any directions that I gave, she understood them. I 
felt she understood them, but she did not always 
follow them. Since I had low expectations, I guess 
she met some of those. I expected her to act like 
a 3-year-old and a lot of her behaviors are just 
that way. When she doesn't want to do something, 
she balks, and she won't try, and she just sits 
down. She won't say I can't do it or say anything 
to you about it, but she won't try. And the good 
things, the good things were that she could 
follow. She can keep up with where the class is 
going. She always knows. I don't have to be 
worrying that she's going to wonder off into the 
street or out the door of the school and be 
unsafe. She may be following along behind the 
class to get us to pay attention and stop and wait 
on her, but actually, I really don't have to worry 
about her coming in and not knowing where to go. 
She does know where to come in and where to go to 
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every class. And she does know to get her coat and 
get her back pack. So I was real glad that I 
didn't have to worry about her trying to escape 
from the classroom every minute, because that 
really scares me that I can't, because I couldn't 
control it if she walked out of the classroom room 
door. I can't teach 20 other kids and keep her 
from walking out the open door. I couldn't keep 
her in with the door closed, because I allow the 
other kids to go in and out with the hall pass. I 
wouldn't know if it were her going in and out or 
them. So I was real glad about that. She can take 
herself to the bathroom, she takes forever but she 
can get herself there and she can get herself 
back. She can go to the cafeteria and can eat her 
lunch by herself, get her thermos open, or buy her 
lunch ticket by herself. She can buy her lunch by 
herself. She doesn't have to be waited on for 
eating and bathroom. So I was real relieved about 
that. 

When we first talked about inclusion, one of the first 

things people think about is the social advantages, what 

they usually don't talk about is academics. What were 

Sally's reading, language, and writing levels at the first 

of school? Did you see any improvements in any of those 

areas the first 6 weeks of school? 

Academically, I could not see anything that first 
6 weeks that clued me in to think that she was 
going to be able to understand the written word at 
all. I really didn't think she made much progress 
in her academics. She could write, I would say she 
could draw a number 9 and a number 7, but I think 
it was more just drawing a picture than really 
understanding what 9 or 7 were. She could do that 
the first week of school. It never really showed 
that there was any meaning to it. It was more that 
she had learned to make a picture that looked like 
a number 9. She wrote it on the appropriate lines 
but she never really had any understanding, I 
didn't think. As far as words, the only thing that 
she could write was her name which was written 
partly in caps in the ball and stick method, the~ 



would be just a ball and a stick but they wouldn't 
be attached to each other. But you could tell if 
you knew it was suppose to be H that it was H. But 
that didn't improve over the 6 weeks. Even though 
I taught handwriting. Not that I taught every 
letter in her name, but I did not see her balls 
and sticks ever improve into the D'Nealian 
handwriting even though she sat there at her desk 
and did handwriting with us. 

When you are teaching the class as a whole, what types of 

literacy behaviors do you see? 

Most of the time when we would be having reading, 
she would be either sitting quietly at her desk 
with her head down, or she would be laying on the 
floor or under her desk with her chair turned 
upside down, not talking or causing a disruption, 
but not showing any interest in the book that was 
in front of her or in what we were talking about. 
This behavior did not improve the first 6 weeks. 
Her behaviors stayed about the same as far as 
where she would sit or stay during reading, and if 
I gave her a paper and the rest of the class were 
writing, she would color on it. She enjoys 
coloring and she would make scratch like marks 
that looked like writing, or generally scribble 
all over it at random and not pertain even to the 
color. We did a series of color poems, and they 
had to color a picture yellow and had to get their 
yellow crayon out. We would be singing a yellow 
song, we would be reading the yellow song, and she 
would pick up her blue crayon and scribble all 
over the yellow paper unless her neighbor or I 
caught her and try to get her to draw with the 
yellow for a little while and then she would 
switch off. She didn't seem to understand at all 
that we were talking about that yellow crayon, 
although she knew the names of all the crayons, 
all the primary colors before she came to me. I 
think she knew that. 
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When do you think she finally began to show improvement, if 

at all? 

We finished two 6 weeks and we are in the fourth 
week of the third 6 weeks now and I would say that 



in the middle of the second 6 weeks I started 
having her come to the reading group with the 
person who was her helper in the morning. She sat 
here with them. She and her partner tracked the 
words that her partner read. As I noticed Sally 
was attending to the words, I gradually started 
having Sally repeat after her partner read it and 
tracked for her and with her. I began to see that 
she was instead of leaving off all the articles, 
she would even say, "the cat" when it was "the 
cat." Before that, if you said something to her 
she would say "cat." If you said, "the cat went to 
the store," she would say "cat store." She started 
when, I read the sentence she would now say "the 
cat." She still doesn't always say the article, 
"in the town," she will still leap and say "town." 
The feet book was the first book she read and it 
was the third week of the third 6 weeks. It had 
one word on the cover and two words on each of the 
other pages until the very last page. She read it 
with her helper, everyday for about 6 or 7 days 
and their were other children in the classroom 
reading it, and maybe they with her helper and 
Sally would take a turn just like everybody else 
in the reading circle. I began to see that she did 
anticipate when it was going to be her turn and 
she was going to read those words. The other 
children finished reading the feet book, but she 
continued reading it with her helper. I could tell 
that she really did look at the picture and then 
look at the word and if she didn't say hop, I 
would point to the picture and say "look at their 
feet, what are they doing?" and she would say, 
"Hop. Feet hop." I would make a motion with my 
fingers and she would say "Walk. Feet walk." She 
got it down by practicing and memorizing. Which is 
the first step in reading. What those pages said, 
finally one day, by the 10th or 11th day, when it 
was her turn to read from the feet book, she 
turned every page by herself, read it, while I was 
watching somebody else do something else, read it 
and tracked every word and got almost letter 
perfect, word perfect. I was surprised she had 
gone through it and turned every page by herself, 
said two words on every page and turned the page. 
I had her do it again. And she really could do it. 
It wasn't just a fluke. Before that, maybe nearer 
the first of the second 6 weeks, it was her turn 
to be the leader. She had to track "Today is 
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Tuesday, yesterday was Monday, tomorrow will be 
Wednesday" and I was whispering to her each word 
and she read Wednesday before I whispered it to 
her. I thought she knew it; however, the next time 
she was leader, she didn't know it. I thought she 
was reading it then, but she was tracking every 
word and repeating every word that I was saying. 
She was beginning to read then. She had a lot of 
practice. We did it every day, she had seen us 
doing it every day so it was a lot of practice. 
She had been the leader every 3 weeks by herself 
and had to do it so I guess the repetition was 
finally sinking in on that. I think that probably 
should have let me know she was really getting 
ready to read. 

So when we talk about the first 6 weeks, it seems similar to 

what I saw on the video tape, the first week of school. It 

sounds like it never really got any better than that. Her 

behavior remained the same. She continued sitting on the 

floor, and you continued having to force her to open the 

books and to follow along? 

Yes. I think it stayed like that the whole 6 
weeks. 

How did you work with Sally, and what modifications did you 

use? 

I guess you would say that I assigned her a 
helper, and when we did workshop or independent 
work where they would look at the board and 
complete one task and go to the next one, Sally 
had a helper to do hers. She only had to do 5 
tasks, when everybody else has about 17. 

Would you describe a task that would be typical? 

Some of the things she has to do is, there is a 
little chart that has a place to put letters in, 
cardboard letters, they have to put a letter on 
the beginning of the line, at the middle of the 
line, and at the end of the line. Then they have 
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to skip a line and do it throughout the whole 
chart. She has trouble with this still. And then 
there is a chalk board that she practices numbers 
the first 6 weeks. In the second 6 weeks there 
were letters. One task has 10 boxes on the page 
and I've written the numbers in the boxes so it 
looks like dotted lines. She has to trace my 
lines. The first 6 weeks she only wrote the 
numbers 1 to 5 and I marked out the numbers 6 to 
10. It finally got the better of her and now she 
writes 1 to 10 and 10 to 20 tracing. She was 
probably able to trace 1 to 10 by the end of the 
first 6 weeks. She realized that the other 
children were using the dotted paper too and the 
rest of the class was using the same sheet. When 
the rest of the class went on to 10 squares with 
no dotted numbers in them, she stayed on the 
dotted lines. By the end of the 6 weeks she 
decided she didn't want to be embarrassed anymore 
and she quit marking out 6 to 10, and she did the 
whole paper. And only with a helper. She won't do 
these by herself, the helper has to cajole her and 
urged to do the work. 

How do you feel about having the child helpers? 

They have learned a great deal about how to work 
with people. I would say that the helpers have 
actually learned as much or more than Sally 
because I'm still seeing the same behavior out of 
her like she has done since the very first. If she 
doesn't want to do it, she just sits there or she 
will push you away and pout. You can see the ones 
that have more patience work with her better than 
the ones that have little patience. They will say, 
"Sally won't do." 

How do you feel about a child who needs to have extra help 

like Sally? 

It is extra work for me, it disrupts what I am 
doing when I am working in onesies (sic) or 
twosies (sic), or groups of three. It interrupts 
that, because she has to have my direction to get 
her to move on to the next thing. Over all, I 
think I have other children who cause just as much 
disruption as she does. I don't think she disrupts 
any more than some of my regular kids. I have to 



stop for several other ones to direct their 
behavior. There are three or four other children 
that take at least as much of my time as she does. 
The rest of the class is being hurt by that 
because I can't give them their time. The four 
children that require so much individual attention 
hurt the other 17 that don't. I will say that my 
squeaky wheels get the grease. They get more 
attention. I think I could teach Sally a whole lot 
better if I had five fewer children. I do think 
she has learned more in here than what she could 
have learned about cooperating and working in the 
real world. My other children have learned how to 
get along a lot better having her in here. There 
have been pluses that I can see. Other ways that I 
modify is .... She only has a helper about 45 
minutes of the morning, the rest of the morning 
she spends at her desk while we do whole group 
activities, the children have a book and they are 
reading and I'm tracking, or I'm reading and 
they're tracking or we are singing and they are 
tracking, she has come in the third 6 weeks to 
track. In the first 6 weeks, I would turn her to 
the right page or her neighbor would give her the 
page and she would flip it and not even look at 
the pictures, or she would flip it to another 
story and sit on the floor, or put her head on the 
book. She would not attend to the pictures or the 
book. I would go back to her time and time again 
and say "look at the duck or look at the chick" or 
whatever the story was about. She didn't seem to 
pay any attention to the pictures or the books. 
During the time we would write on the board, we 
would look at a chart, I would encourage her to 
raise her hand. When she would raise her hand, I 
would call on her and most times she would say 
something that was along the line of the question 
that I asked so I could tell she was understanding 
some of the content of the stories. At the first 
she would talk out, raise her hand and bend her 
head into her chest so that we couldn't understand 
her, nobody could understand her. Now she raises 
her hand and speaks in a muffled sound. When she 
is called upon above everybody else she will tuck 
her head like in her chest and have a muffled 
sound in her voice and kind of run her words 
together. But her speech has improved a whole lot 
from the first 6 weeks until now. Just the number 
of words that she uses in casual conversation when 
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she speaks to us now, the number of things that 
she talks about even when she is asked to raise 
her hand and talk, I don't call on anyone in the 
class except for volunteers. So she doesn't get 
called on. She likes to talk so she will raise her 
hand. When she actually has a turn she is still 
embarrassed by it. We write in a journal every 
morning. I expect her to write the digital date 
and at the very first she would get one or two of 
the numbers but almost always you could tell she 
wrote something that was about the right number of 
numbers 9-4-94. You could recognize some of those 
numbers and you knew she was trying to write. It 
kind of had the pattern of the digital date, then 
she would scribble all over her picture in lots of 
different colors and use up the whole page, then 
we the rest of us would share what was on our 
page, what was on their page and kids were drawing 
pictures too at this point and time. She would 
tell us what it was and most the time it would be 
Power Rangers. She was real interested, really 
into Power Rangers. She would almost always tell 
us it was Power Rangers and that was the only 
thing that we would understand about what she 
would say. I don't know if she really meant for 
that to be Power Rangers or it was just when she 
was called on that it was her automatic response. 
"Power Rangers (mumble)." Now in the third 6 weeks 
she writes, she writes the digital date and you 
can read the digital date, you can read the 
numbers. She writes little marks that look like a 
stenographer in short hand and it goes three or 
four lines across the page, she scribbles, she 
looks at the board, and looks down on her paper, 
looks at the board and down on her paper, then 
scribbles some more. In the first 6 weeks, it was 
just a bunch of random scribbles everywhere. 
Afternoons are worst, it is like she needs a nap, 
she won't cooperate. The first 6 weeks we would be 
on the playground and a teacher would blow a 
whistle to line up and she wouldn't come. She 
would get on top of the monkey bars and wouldn't 
come down. And the kids felt real sorry for her 
and they would come running saying, "(Teacher's 
name, teacher's name), Sally can't get off of the 
monkey bars." But after a couple of days, I 
realized Sally could get down off of the monkey 
bars and it was just a trick. About the third or 
fourth day of school I could not get her to come 
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to line up and come in. I can't pick her up, and 
she was hunkered down in the sand. I went and got 
(principal's name) and he said in a nice bossy 
voice, "Sally get up and get in line." Sally got 
up and got in line. So after that, I would blow 
the whistle when her hand was in my hand. She was 
now already in line and there was no power 
struggle over it. We line up in ABC order by first 
names and she knows to line up behind of (child's 
name), so she goes behind (child's name) and I 
gradually got to where I could trust her to go get 
behind (child's name) and walk behind her. She 
sometimes would slow down and get about 50 yards 
behind the whole class just standing there waiting 
for us to pay attention to her. I could say 
something to her and if I said it in a bossy 
voice, sometimes she wouldn't come, but if I 
smiled at her she would come. At the time I didn't 
know it, but now I think it was totally for 
attention. There was absolutely no other reason. 
She hadn't forgotten her lunch-box, she wasn't 
hurt or sick, and she used all those ploys to get 
attention. First I didn't know, but now I think it 
was just to get us to pay attention to her and her 
needs. Which is strange because when she speaks 
before the class, she's embarrassed, yet she will 
call attention to herself many, many times in the 
day. She still wants to do it her way. I still 
have a little trouble with her lining up at 
different times like if we line up in a strange 
place or if we don't do everything in exactly the 
same way, she'll tend to lag behind in the line so 
she is not in my line of sight, and we just stop 
to wait on her to catch up. She doesn't do this 
really too much for me anymore, but she will do it 
for any substitute teacher, or if there is 
anything out of the ordinary going on then she'll 
go back to those behaviors she knows not to do. 
When I was out 2 days for meetings, she gave the 
substitute many, many problems. In fact she spent 
most of the day in the office with the principal. 
She can't stand for there to be any disruption in 
the schedule, and as long as I am here, I am going 
to do it in the same way, I guess. She knows what 
won't fly with me and she doesn't try anymore. 

Did you see any improvements the first 6 weeks of school, 

what were they? 
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The lining up was a definite improvement. She 
could line up behind (child's name) and walk all 
the way to the gym. I kept telling her that it 
wasn't safe to be out by herself. I couldn't allow 
that kind of behavior. Because it wasn't safe, I 
wouldn't leave her out on the playground and I 
wouldn't leave any of the other children out on 
the playground so she had to come with us. She had 
a harder time in the afternoons than she does now. 
She's having trouble right now in the afternoons, 
but I think maybe there is too much going on at 
home right now with the holidays coming up. We 
seem to see a lot of behaviors carried over from 
home with her. There weren't any improvements in 
reading, writing, or number understanding the 
first 6 weeks. She knew how to turn the book right 
side up, and she knew how to turn the pages left 
to right but she wouldn't do it when we would do 
it. And that continued on. She wouldn't turn the 
page every time I would say turn the page for the 
rest of the children. She wouldn't always do it 
and sometimes she would do it backwards. She knew 
she was doing it wrong. She knew it was not the 
right way to turn the page. She wasn't interested 
in doing it at all, and my philosophy is that if 
they are not ready to read, no amount of me making 
them turn the page and sit still will help. If 
they want to sit on the floor and play with their 
shoes, that's fine. When they get ready to read, 
they'll read. She wasn't the only one not turning 
pages. There were others who were not turning 
pages too. 

What are your feelings now about Sally, and what are your 

expectations? 

I was really surprised to see that she was 
reading. I knew my own daughter learned to read at 
3, but I knew I spent a lot of time teaching her. 
My second daughter didn't learn to read until 6. I 
didn't spend as much time with her, either. I kind 
of balance Sally in between the two of those and 
thought that I wasn't going to see reading this 
year at all. And I was very pleasantly surprised 
to find out that she was going to be able to do 
some real reading, some memorizing and some 
tracking. She hasn't gotten on the next new book 
yet, but this is only the third day for it. She 
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didn't take it home the last two nights so Mama 
hasn't even seen the book. When I read it with her 
again, she didn't show much interest in it. I 
think that is because she hadn't taken it home. So 
maybe when Mom sees it and I read it a couple of 
more times, we'll see. So I'm real proud of her, I 
didn't think she would be able to read. Feet is 
repeated on every page. Probably 11-word 
vocabulary and I think that she may be able to 
increase to 15 or 20 words by the end of the year. 
Most of my regular education kids, if they are 
having a really hard time learning to read and 
they weren't ready to read when school started, 
they usually don't really start to learn until 
February, and then they make a lot of rapid 
progress until the last day of school. I'm looking 
to see her trickle off to no progress during the 
holidays, this week on because too much extra is 
going on, then I expect that after we are back 
from the holidays by the first 2 weeks she will 
start learning again. I think we will see a big 
jump and see some new words learned and a new book 
tackled. Numbers, she can count and put numbers in 
order to 10, she can put numbers in a board to 20 
where they are lined up. She doesn't require very 
much help with that now. She still has an 
extremely hard time writing the numbers and we are 
still practicing on the chalkboard. At the first 6 
weeks, she wasn't really willing to do that. Math 
is in the afternoon and she really doesn't do too 
much during math time. She usually sits under my 
reading table. The first 6 weeks she didn't do any 
math. I don't see that she is going to be able to 
understand the concept of addition this year. 
Counting, putting numbers in order, matching 1 to 
1, I think she can do. 

What is your feeling about teaching her academics versus 

functional living types of activities? 

My opinion is that she needs more repetition on 
basic living skills than she is getting this year. 
She is getting 30 minutes in the afternoon which 
is the very worst learning time. I would feel that 
she won't progress except by osmosis. That is how 
she learned to read, because I have not spent a 
lot of time with her. She comes to the reading 
table less than the other children each day. I 
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didn't expect her to want to come, and I didn't 
ask her or urge her to come over here. If I did 
ask her, she would pout so I just didn't push. If 
I were a parent, I would think there needs to be a 
better balance. I am not able to give her the 
amount of time she needs. I am not even able to 
give my regular students the amount of time they 
need. If I continue to have inclusion children, I 
can teach 15 first graders and one inclusion 
child, that is with Sally's severity. If the child 
is more severe, then I think that number needs to 
be cut down. If she were a little more able, I may 
be able to handle 17 kids in here. Because she 
needs special time and there are always three or 
four more kids in a class of 22 that require more 
time also, and you put them with her, it requires 
too much of my time to spread myself to all the 
children. As far as socially, I believe she has 
gained a whole lot in my class, but she still 
persists in balking, pouting, and taking things 
from the kids so we have not magically cured her 
of all those 3-year-old type behaviors. She knows 
they are not acceptable now, I'm not sure she knew 
that in the beginning. She blames things on her 
older brother all the time. Last week she blamed 
him for something he could never have done. I 
figured out that she has been just using him as an 
excuse. In the regular education world, she is 
seeing too many different kinds of people and so 
Sally is able to pull the wool over the eyes of 
anybody who hasn't been working with her. She will 
tell the music teacher, the computer teacher, the 
Spanish teacher, the substitute, or any of the 
special teachers, she'll tell them anything and 
they'll believe her. And she chooses to do all her 
bad behaviors on them. If we had a little more 
control over who she would go see every day, we 
could control those behaviors a little bit. If I'm 
going to have inclusion children, they ought to 
limit my class by 5. If an inclusion child is 
going to be helped to their fullest, then they 
need the time, some quality learning time with a 
regular education teacher, an academic teacher, 
and they need time with a teacher who is trained 
to teach functional living skills. Because I'm not 
teaching her anything about that, except for what 
I normally teach like buttoning and tieing, 
getting your coat, getting your lunch, taking your 
money, and things that I would do with regular 
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first graders. I don't think if I had an aide, I 
have an aide only 20 minutes a day, if I had an 
aide more, in the morning, if I had an aide to 
teach reading with, I think she would have made 
more progress with the reading. But in our school 
situation, our aides were not stable, the aides 
changed every day. Sometimes an aide would come in 
at 8:30, sometimes at 9:15, sometimes an aide 
wouldn't show up all day long. I told them I would 
rather have no aide than put myself and Sally 
through that experience. To train a person to 
teach her, a different person to teach her 
everyday. To have to have a different set of rules 
to go through every day, I don't think first 
graders should be put in that sort of position at 
all. I don't think any regular first-grade 
children should have to put up with that, and I 
certainly don't think Sally should have to put up 
with it. So I told them I didn't want any aides at 
all. So I have an aide in the afternoon for math 
for 20 minutes. It is one of two people which is 
not very consistent, and I don't think it is 
meeting her needs. There is no one who is tracking 
her academic behavior and their is no one really 
tracking her English language arts or math skills. 
At the end of the year what progress is made will 
be up to me, and if I decided not to do it, no one 
would know the difference. If I were the parent, I 
wouldn't be entirely pleased with that because 
Sally can't always tell you what is going on in 
the room. The parent may not know. I am sure the 
parents' expectations are you know, they don't 
know what she can do either and they are probably 
as much in the dark as I am on what to do. I don't 
have any training in special education or special 
education teaching. 

Class Profile 
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Sally attended first grade on the non-traditional or 

year-round calendar. Children were placed in the 

non-traditional classroom by the principal and at the 

request of the parents. The parents did not know who the 

teacher would be until the class was formed. There were 21 
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children in the class, 12 girls and 9 boys. All the children 

are Caucasian but one girl who is Hispanic. None of the 

children was repeating first grade. Sally was the only child 

who qualified for special education services. The classroom 

where Sally was a participant was located in the oldest part 

of the building near the cafeteria. A special education 

resource room, an empty classroom used for storage, three 

additional first-grade classrooms, a diagnostician's office, 

a storeroom with a restroom, and drinking fountains were 

located in the same hall. At the time of the observations 

and video-taping, Sally's classroom and the diagnostician's 

office were the only rooms in the hall being used. 

The large and rectangular classroom had red painted 

lockers lining the wall farthest from the door. To the right 

of the door and along the front of the room, a chair used 

for time out sat at the front of a coat closet. A pencil 

sharpener was attached to the side of the closet. Along the 

front wall and next to the closet was a bulletin board with 

a July calendar and boxes that contained sticks. A green 

chalkboard with task sheets stapled to the top rim covered 

the remaining front wall and met the lockers. Hung above the 

chalkboard were all the letters of the alphabet written in 

both print and cursive. 

Next to the lockers was a desk with an organizer shelf 

attached. Two metal closets were side by side on the same 
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wall. Two small areas or nooks were at the back of the room. 

Shelves that stored the children's journals, extra spirals, 

and supplies were in those areas. A shelf for a big book 

easel came out from the wall and could be seen by the 

children when they turned in their chairs to look toward the 

back of the room. 

The side wall opposite the lockers had another 

chalkboard and an overhead projector screen that could be 

pulled down at the will of the teacher. Brightly colored 

number posters lined the wall above the chalkboard. A large 

kidney shaped table with six small children's chairs faced 

the chalkboard. The teacher's desk and file cabinet jutted 

out from the wall that separated the chalkboard from the 

door. 

The center of the room was filled with individual desks 

arranged in the shape of an open rectangle. An open area was 

in the front of the room where the teacher usually stood for 

demonstration purposes. Four desks faced four other desks on 

th~ two sides of the rectangle, and six desks faced the 

chalkboard at the top of the rectangular shape. Sally sat in 

the back side chair located closest to the teacher's desk. 

Two desks where two boys faced each other were to the right 

toward the front of her, and one boy sat in the desk on her 

left. During the time of observation and video taping, a 
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video camera on a tripod was placed to the far right of 

Sally behind the kidney shaped table. 

Classroom Observation 

Sally's classroom was formally observed and video 

taped by the researcher on 3 consecutive days during the 

second week of school, for a total of 14 hours. The daily 

schedule of events was well established and did not change 

during the first 6 weeks of school. Sally's teacher began 

the day by greeting the children as they came into the room. 

She often helped them to put their supplies into their 

lockers, and checked for notes in their folders. The first 

activity was journal writing. Most of the children knew 

where to get their journals, and many began writing the 

digital date in preparation for their teacher's directions. 

Sally's day usually began with her walking in at the 

sound of the bell. On the first day of the observation, she 

had the strap to her backpack over her eyes as she walked to 

her chair. Once in her chair, she sat quietly and peeked 

through the strap. Sally said nothing as her teacher said: 

Hey there Sally, you sneaked in, and I didn't see 
you. Good morning. Are you hiding? Well, I can 
still see you. What do you know? Go put your pack 
away, put your folder on the desk, and your pack 
in the locker. 

Sally smiled and then threw her pack to the floor. She sat 

quietly with her elbows on her desk and her head in her 
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hands as her teacher introduced the journal writing 

activity. 

Every day, Sally's teacher discussed a topic and then 

told the children to write something in their journals that 

related to the topic. The first day the children drew a 

picture and wrote something they did the day before; the 

second day they wrote something they liked about school; and 

the third day they wrote something they liked about lunch. 

Typically, Sally would take her pencil or crayon out of her 

box, and flip the pages in her journal until she found a 

clean page. She would turn the spiral so that it had a 

single side and then she would begin writing. 

Sally's teacher usually walked around the room asking 

the children to tell her what they were planning to write. 

When asked, most described what they were writing or 

drawing. Many of the children talked amongst themselves. 

Sally never voluntarily talked with any of the children who 

sat around her, and none of the children ever talked with 

her. She often answered questions in a very low voice or hid 

her face and mumbled. Occasionally, a boy who sat near her 

would interrupt her or comment to the group or teacher 

concerning Sally's work or behavior, but he never talked 

with her socially. A narrative sample of a journal writing 

activity follows. 
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Sally placed her journal and pencil box on her desk. 

She took out her pencil, opened her journal to an empty page 

and copied a 7 from the board. Sally's teacher stood beside 

her and announced to the class, "I want you to draw 

something you like about lunch, not recess. Something you 

like about lunch." The teacher left Sally's side. Sally took 

out her scissors and attempted to sharpen her pencil. The 

teacher returned to Sally's side, and as she opened the 

pencil box she said, "Sally, put your scissors in your box." 

Sally put her scissors in her box and with hand-over-hand 

support, she wrote the remaining numbers found in the 

digital date. Sally's teacher responded, "Excellent! Now you 

~an draw a picture of something you like at lunch. Do you 

like chocolate milk?" Sally made marks on her paper. She 

attempted to replace her pencil in her box, but the pencil 

fell. She took a crayon from the box and closed the box with 

a slam of the top. She looked around, smiled, opened her box 

again, took out another crayon, replaced the crayon she 

never used and slammed the box top again. She again looked 

around and smiled. As the other children completed their 

writing, they talked. Sally did not talk with anyone and no 

one attempted to talk with her. Sally continued to write on 

her paper and ignored her teacher as the teacher called on 

the girls in the class. Sally's teacher said, "(Girl's 

name), why don't you tell us what you like about lunch." 
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After all the girls in the class but Sally were called on to 

tell what they liked about lunch, Sally's teacher asked, 

"What do you like, Sally, about lunch?" Sally, in a very low 

voice, answered, "Chocolate milk." After her reply, Sally's 

teacher asked, "And what else?" Sally, again in a low voice, 

answered, "Pizza." Sally continued to make marks on her 

paper after she reported what she wrote. 

An activity involving the calendar took place daily. 

The children read sentence strips and completed the sentence 

with the appropriate day. The sentence strips had the 

following words printed on them: Yesterday was __ . Today is 

__ . Tomorrow will be __ . Sally's teacher pointed to the 

~ords as the leader read the day and placed it in the pocket 

next to the sentence strip. The teacher read the whole 

sentence and the children repeated it after her. Strips with 

the words: Today's date is __ and today's digital date is __ 

were also on the pocket chart. The leaders would fill in the 

blank, Sally's teacher would say the sentence and then all 

the children would repeat the sentences after her. A song 

printed on a chart tablet was sung by the children and the 

teacher as she pointed to the words. Sally sang and clapped 

her hands on the second day of the observations. After the 

song, Sally's teacher asked several of the children go to 

the chart and point to the word yes. Sally was not asked to 

participate in this activity. 
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Sally's teacher took roll by asking a question and 

having each of the children answer. On the first day of the 

observations, the children were asked to tell their 

telephone numbers. Sally answered with her phone number and 

received a response of "Good, you got it, Sally." Three 

children were unable to say their telephone numbers. The 

second day the children were asked to tell what their pet 

could do that was funny. Sally was asked and she mumbled an 

answer. Sally's teacher went up to her and said, "I can't 

hear you." In a low voice, Sally said, "It bit me." Her 

teacher replied, "That doesn't sound very funny, that 

usually hurts." Other children were asked the same question 

and all gave appropriate responses or said, "pass." The 

third day of observations the children were asked to tell 

about their parent's experience at open house. Sally 

responded with, "I didn't get to come to open house." 

Reading instruction followed roll. Sally's teacher 

began each lesson by doing a finger play that was in the 

basal reader, or by asking questions that were related to 

the information about to be read. A portion of the 

transcript from the first day of observation follows: 

Sally's teacher has her book open and is reading a 
finger play that goes with the story "A House is a 
House for Me." Only a few children are making hand 
motions. Most are finding their books or are 
looking for the page where the story begins. Sally 
has her book open and is looking at the pictures. 



119 

She is not watching the teacher or making any 
motions with her hands. 

Teacher and Children. T: Sally, can you make a nest? 

Sally. There is no response. Sally looks at a 
picture in her book and turns the page. She 
continues to look at the pictures and turns one 
page at a time. 

T: Think about different homes that people live in. 

Girl: Houses. 

T: One story houses? 

Boy: Two story houses. 

Boy: A trailer. 

T: A trailer or a mobile home. 

Girl: A log house. 

Boy: One story house. 

T: That is what we started with. 

Girl: A office. 

T: An office is a home for a business isn't it? Most people 

don't sleep at their office unless they have a whole lot of 

work to do. 

Girl: Apartment. 

T: Apartment. Yes, you know about that don't you? 

Boy: A three story. 

T: You need to put your books away. 

Sally puts her book away and sits quietly. 

T: Thank you, Sally. We will get it out in a minute. We are 

talking about houses, now. There is another kind of house 
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that I don't think any of you live in, but it is one house 

that has a wall to divide it to make two houses. It is 

called a duplex. 

Boy: At (name of school) there are duplexes. 

T: The houses are just alike. They both have living rooms. 

They both have a dining room in the same place, bedrooms 

and they are just alike. Some are right across from (name of 

school). Animals live in special houses. What kind of house 

does a bird live in? 

Children: Nest. 

Sally sits quietly. 

T: What kind? Yes, (name). 

Girl: I know another house we didn't say. 

T: Another people house? 

Girl: Yes. A nursing home. 

T: Excellent, you're really thinking. (Boy's name), I 

told you to put that (book) away. A home for a bee? 

All: Hive. 

T:'A home for a spider? 

All: Web. 

T: Raise your hand. Dog? You have a dog for a pet? 

Sally raises her hand. 

Girl: A doghouse? 

Sally puts her hand down. 
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T: (Boy's name) where does a dog live? Do some dogs not have 

dog houses? Your house is its house? 

Girl: My dog sleeps under the coffee table. 

Boy: Sometimes my dog sleeps outside. 

Sally raises her hand. 

T: Sally? 

Sally hides her face. 

T: Sally, do you have a dog? 

Sally mumbles, "yes. " 

T: Does he live in your house? 

Sally's head is down and her face is hidden. Sally 
mumbles, "yes. " 

T: Does he sleep with you? 

Sally quietly says, "yes." 

T: You need to get your book and find "A House is a House 

for Me." 

All the children but Sally get their books. 

T: Sally, you had your pink book out. Where did it go? 

Sally gets her book out of her desk. 

T: There it is. Ready. Let's start together. Everybody 

tracking, everybody tracking. Let's read the title. 

Sally puts her finger on the words and attempts to 
track. She does not speak. 

All: "A House is a House for Me." 

T: Okay, now let's read about the ant's house. 

Sally tracks. 
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All: A hill is a house for an ant, an ant. 

Sally does not speak. 

T: Now let's read about the bees. 

All: A hive is a house for a bee. 

T: Excellent. Turn the page. 

Sally turns the page. 

All: A hole is a house for a mole, or a mouse, and a house 

is a house for me. 

Sally tracks and turns the page when she gets to 
the end of the sentence. She turns the page when 
told and is one page past the sentence read. 
Sally's teacher turns the page back for her, and 
Sally begins to track again. 

T: Let's read about a spider. 

All: A web is a house for a spider. A bird builds a nest in 

a tree. 

T: Turn the page. 

All: There is nothing so snug as a bug in a rug and a house 

is a house for me. 

T: So there were lots of different animals in their home. 

Let's go right on to the next page and read a poem that's 

called "My House." Now, Jane W. Crow wrote a poem about "My 

House" telling about a little boy's house. So why don't I 

read the poem while you look at the pictures that 

(illustrator's name) drew for you. 

Sally turns to the page with the poem. She looks 
at the child's book next to her to make sure the 
page is correct. 



T: I have in my house a door, a floor, a rug, a mug, a 

stool, a tool. 

Boy: They rhyme. 

T: Good thinking. 
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T: Can you go to the next page. A book, a nook, a stair, a 

chair and I'll get I bet a pet. Look at that picture, can 

you find a book, put your finger on the book. Sally, can you 

find a book in the picture? 

Sally looks at the picture but before she points 
to the picture .... The boy near her leans over 
his desk and shows her. 

T: Oh, (Boy's name) good job. Oh, you're going to help 

Sally? Thank you. Look at that book. 

The boy keeps his finger on Sally's book. Sally 
sits quietly as the boy points at her paper. 

Boy: It's about ants. 

T: You think that book is about ants? Yes, I think you're 

right. What about a nook? Can you find a nook in that 

picture? We have a problem if we don't know what a nook is. 

What do you think a nook is, (girl's name)? 

Girl: No verbal answer, instead she points to the picture. 

T: Oh no, that's a mobile that hangs from the ceiling. Boys 

and girls, a nook is usually a tiny little place in a room 

that's kind of off by itself. Look over here (she crouches 

in a nook.) (Teacher's name) is kind of in a nook isn't 
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she? I'm off by myself, a little place in a room that is all 

blocked off and people can't see you when they come in the 

door. 

Children: I see it by the stairs. 

T: By the stair. (Boy's name) find the stair and the bear. 

T: Can you find the bear, Sally? 

Sally points to a bear. 

T: That's a teddy bear isn't it! Okay, and I bet a pet, he 

doesn't have a pet yet. 

Girl: He's got a horse. 

Boy: There is a Dalmatian dog. (laughs) 

T: But it's pretend right? Now we have read this poem 

can you remember the title? 

Children: "My house. 11 

T: This little boy is telling us about his house and our 

houses are not the same as his house. Let's go back and read 

it again and see if he has some of the same things that we 

have. Go back to the first page of "My House." Go back to 

the first page, Sally. 

Sally's teacher turns the page and Sally puts her 
head down. 

T: Everybody read the title together. 

Children: "My House. 11 

T: Remember, we are reading this time to see if we have some 

of these things at our house. 



T and Children: I have in my house a door, a floor. 

T: Raise your hand if you have a door and a floor. 

Girl: Everybody. 

T: We all have a door and a floor, don't we Sally? 

Sally's head is down and does not respond. 

T: Okay, put your hands down. 

T and Children: A rug, a mug. 

T: Raise your hand if you have a rug. 

Sally doesn't raise her hand. 

T: Who has a mug? 

Boy: What are mugs? 

T: Mugs are coffee cups . 

. Girl: Oh yea, right there. 

T: Do you see the Dad has a mug? Usually mugs are bigger 

than coffee cups. Sometimes your Dad will make hot cocoa 

with marshmallows in a mug. Let's go on now. 

T and Children: A stool, a tool. 

T: Look in the picture. What tool is there, (boy's name)? 

Boy: Hammer. 

T: Raise your hand if you have a hammer at your house. 

Sally, do you have a hammer? 

With her head down, Sally mumbles, "yes." 

T: A stool? 

Boy: I have one in my bathroom when I brush my teeth. 

T: To make you taller. (Girl's name) do you have a stool? 

125 



126 

Girl: I have one to sit on. 

T: (Boy's name) what does this little boy use his stool for? 

Boy: The little boy is not a little boy because he has a 

pony tail. 

T: What is that really? A table leg? That is what makes it 

stand, isn't it. 

Sally is not participating even though the teacher 
points out the picture. 

T: A stool, a tool. Can you go to the next page? A book, a 

nook, a stair, a chair and I'll get I bet a pet. We have 

read this story 3 times, what part did you like the best? 

Boy: I like the little boy part. 

T: It's about little boys, do you like poems about little 

boys? We have a lot of little boys in the class and it's 

nice to have little boy poems. Okay, what else? (boy's name) 

Boy: (no response) 

T: (Boy's name), you want me to come back to you? 

Boy: (nods yes) 

T: (Boy's name)? Where was he? In his room? Where we read 

about him in his room? Do you like his room? 

Boy: Because he has an airplane. 

T: Oh, you like his airplane in his room? 

T: What did you like about it (girl's name)? 

Girl: The teddy bear part. 
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T: The part where he had a teddy bear? Now, how is this 

house special? We see in this picture, special? 

Boy: Special person. 

T: Sh ... just a second (boy's name). Boy, you had your 

hand up, how is this house special? 

Boy: It has nice stuff. 

T: And who does that stuff belong to? 

Boy: Him. 

T: The boy's family, it belongs to that boy's family. Now is 

your house special? 

Boy: Yes, because we have nice things. 

T: No, not exactly. That might be true but .... 

Boy: Because we have a special family. 

T: That's our own things, right? Just like this house is 

special to the little boy, our house is special to us 

because it belongs to us. What else, (girl's name)? 

Girl: They're special because they are all different. 

T: That's true. Just like people, we are all special 

because we are all different. Now if this poem could have 

something else, you could add some more to the poem to make 

it longer. What are some of the things? 

A boy near Sally walks with his chair on his 
bottom. Sally watches. This is the first time she 
has lifted her head in a while. 

T: It had a door and rug a stool. What would you add to the 

poem, (girl's name)? 
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Most of the children are looking down or have 
their heads down. Sally's head is down. 

Boy: A mommy and a little girl. 

T: A mommy, a mommy and a little girl. 

A little girl in the class picks her chair up 
on her bottom and walks backwards and then back 
to her place at the table. Sally sits quietly. 

T: What would you like to add to this poem, (girl's name)? 

Girl: Windows. 

The boy and girl are walking around with their 
chairs on their bottoms. Sally is sitting with her 
head down. 

Boy: It's (the chair) stuck! 

T: Oh, windows, we don't see any windows in there. It would 

be nice to have a little light coming in the room. 

Sally's teacher begins to walk toward the little 
girl and the boy with chairs on their bottoms. She 
touches the little girl on the shoulder, and asks 
the boy what he thinks would be nice to add to the 
house. Sally watches the teacher. 

Boy with chair: Well, a mom. 

T: Well, yes, that's what (boy's name) said. 

Boy with chair: I mean a dog. 

T: Yes, that is what the little boy would like. 

Children: A parrot. 

T: A parrot. 

Children: Polly want a cracker? 

Girl: Teacher, there, they do have a window. 
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T: What is in the window? Can you read the sign they have in 

the window? 

T: (Boy's name), (repeats boy's name), look in the window. 

The boy sits in his chair correctly and looks at his book. 

The little boy does have a window. Look and see what is 

in the window. Can you read the sign those people are 

holding? What does it say? 

Boy: Free pups. 

T: Free pups? Is that what the little boy wants? 

Two boys become excited and jump up and down. 

Boy: Puppies! 

Boy: That is what it says on the sign! 

-Boy: There's two of them! 

Sally sits with her head down. 

T: Free! Could this be what the little boy is going to get? 

Two boys: Yeah! 

T: Sally do you think so? Look there, what kind of doggy did 

he get? 

Sally looks. 

Boy interrupts: A baby puppy! 

T: With spots, right? 

Boy: Round spots. 

T: Is that what the little puppy has in the window? 

Boy: Puppy, poor little puppy. 
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T: He's going to get himself a little puppy because people 

are giving them away right? 

Boy: Free. 

Girl: Maybe they had too much pups. 

T: At their house? I bet you're right. I bet you're 

right. 

Boy: I hope he gets that puppy. 

T: I hope he does, too. That will make it even more special 

wouldn't it? Okay, would you close your books, look at all 

those who are listening and putting them away, put them in 

your desk. 

Sally closes her book and puts it in her desk . 

. T: Thank you Sally, and thank you (boy's name). I am writing 

a word up there and the word tells you what you just put 

away. 

Children: Book. Book. 

T: Book, it has the sound /bu/. Say the sound but stop don't 

let me hear the /ku/. 

Children: /bu/, /bu/, /bu/. 

T: There was something else in the little boy's room that we 

couldn't see a picture of, and I'll give you a hint. 

Boy: Bed. 

T: Write the word. It's where you sleep. 

Sally has her head down. 

Children: Bed. 
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T: Does bed start with the same sound as book? (She 

places her hand over her lips to make /bu/ sound 

stop) (Boy's name)? 

Boy: Can I go to the bathroom? 

T: Shakes head no. 

Boy: I need to go bad. 

T: Let's turn on the timer. You can go in 1 hour (turns on 

timer). Remember you can't run back and forth to the 

bathroom all the time. 

Boy lies on his chair. Sally turns her head toward 
the teacher. 

T: So in 1 hour you can go. When it rings you will know it 

is your time. 

T: Bat, beet, bus, been, ball. All those words begin with Q. 

I'll give you some others and you tell me yes or no. Bus. 

Five 

T:, Uh 

Five 

Most of the children are quietly sitting in their 
chairs staring out into space. The same five 
children participate in all the answers. Sally 
sits quietly. 

Children: Yes. 

huh, bus begins with Q. Tub. 

Children: No. 

T: Rib. 

Five Children: No. 

T: Been. 

Five Children: Yes. 

T: Ball. 



Five Children: Yes. 

Boy: It's a pattern. 

T: Beat. 

Five Children: Yes. 
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T: I heard a Qin some other places in those words. There 

was a Qin book and been and ball at the beginning. But what 

about tub, it is not at the beginning. 

Five Children: After~-

T: At the end, so words can have letters at the beginning 

and at the end. 

T: The same letter right? Tub. And you can rub. What about 

rib? 

.Boy: What about cub? 

T: Cub, a baby bear, good thinking. What about, if your car 

and you've got to go somewhere you call a ca /b/. 

Boy: You can call it a taxi. 

T: And you can call it taxi. 

Boy: And the wheel on your car you have a cab. 

T:- That's a ca /p/, a ca /p/. 

Boy: Oh. 

The same two children who played with their chairs 
are once again playing with their chairs. Sally 
has her head down. 

T: But you know on big trucks where the big truck driver 

sits, that is called his ca /b/. You know the part in front 

of the trailer, that is the ca/b/. 



The boy with the chair, who sits near Sally, is 
under the desk and crawling. Sally is sitting 
quietly with her head down. Most of the children 
are sitting and looking forward, but are not 
participating. One child has her hands in her 
shirt the wrong way and is flapping the shirt 
sleeve, one has her foot on her chair back and is 
sitting backwards in her chair, five children have 
their heads down. There are two children with 
their hands up and only one boy is actively 
participating. 
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T: I'm going to write some words up here, and then we'll 

take turns underlining them. I'll erase these lines so I, we 

can use these. 

Boy: Cab. 

T: And on a Coke can sometimes we have to pull the what? 

Boy: Tab. 

r: Tab. Yes, and some people ride to school. Sally rides to 

school in the day care bus. 

Sally hides her eyes when she hears her name. 

T: Bike, a second-grade boy rode his bike to school this 

morning. 

Sally lifts her head and wipes her eyes, as if she 
were extremely bored or tired. 

T: Yes, he did and we like to. And yesterday we went to the 

music room and we (some children chime in) bowled. Yesterday 

remember, I said I cooked ribs. I hope last night or this 

morning you took a bath in the what? 

Boy: Bathtub, yes, yes, I did! 

T: In the tub and sometimes you have what? 
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Boy: You could have a bath in the tub. 

Boy: (in a whisper to boy) You could take a shower. 

T: If you have a ball you sometimes would like to have a 

what? 

Boy: Bat to play baseball or softball. 

Boy: What about shower? 

Same Boy: What about shower? With a bathtub. 

T: Uh, we already have tub. 

Boy: What about shower? 

T: And if you want to get into the door you have to turn 

a knob. If you are like (girl's name), you have a 

pretty pink /b/ow in your hair, and if you have tennis 

shoes you have a /b/ow on you shoes and some people 

went to the lake yesterday and they didn't tell us 

but I bet they saw /bu/bu/. 

Boy: Big fish. 

T: Some big fish, well we'll put the word big up here, 

(boy's name), but I was thinking of something you ride in 

when you go to the lake. 

Two Children: A boat. 

T: /bu/bu/ boat. You should have chalk in your desk but if 

you don't have it, when it comes your turn, I will let you 

get some from this dish. Get your chalk out so you can 

underline /bu/bu/bu/. 

T: Sally can you find your chalk? 
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Sally has her head down. There is no response at 
first and then she groans, "no." 

T: {Boy's name) have you got your chalk? 

Boy: No, I don't have any. 

T: Let the back row come on, you don't have a chalk board 

just the chalk so a /bu/. 

Sally stays seated and hides her eyes. The 
children go to the board and underline the Qin 
the words. 

T: Sally, you can come whenever you get ready. 

Sally has no response. 

T: Okay, this row. 

After each child underlines the words, the last 
child is told he can be the pointer and he points 
to the words as the teacher reads the words. The 
children echo or read with her. 

T: And you know you have asked me what that green book in 

your desk is, and I told you it was a dictionary and we 

would use it soon, well look in your desk and get the green 

book. (Boy's name) can you get your green book? 

T: Sally can you find the green book? It's small. 

Sally has her head down. 

T: It's small, I see {boy's name) got it, (girl's name) got 

it, (boy's name) is looking real hard. 

Boy: I can't find it. 

T: Goodness me, what has happened to it? Let's look in 

Sally's desk. I see it peeking out there, Sally. You look in 



her desk and I'll look in your desk, I'm looking, I'm 

looking carefully. 

T: Look, he found yours. 

Sally sits up and gets her book. She looks at the 
boy's book next to her to help her find the page. 
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T to Boy: I couldn't find yours, I'll get you another one. 

Girl: I can't find mine. 

T: Did you look in your desk? 

Girl: I have looked under every single thing. 

T: Open your dictionary, all the~ words will be first. 

Sally opens her book. 

T: Turn to the Q words, ball and the bat. 

Sally turns the page. Her teacher helps her find 
the page with words that begin with Q. 

T: Heads up. Can you find a word you know on the B page? 

Look here, here is a word for Sally, bat, bat for Sally. 

Sally looks and then moves to the floor and looks 
inside her desk. 

T: {Boy's name) can you tell us a word from that page? 

Boy: Bat. 

T: Bat, who else? Raise your hand if you can read a word 

from that page. 

Boy: Bat. 

T: Yes, that is what he said. Can you tell another one? 

Boy: Ball. 

T: {Boy's name), which one do you know? 
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Boy: Bear. 

Girl: Big. 

T: Big is a word on that page, good. So, (girl's name) this 

will be our last one. 

Girl: Bed. 

T: This dictionary can help us spell words we don't know. It 

can help us when we're writing words when we don't know how 

to spell them. That is what a dictionary is for. Put your 

dictionary away. I have some cards for you. 

Sally pulls her dictionary off her desk as she 
sits on the floor. 

Boy (the one who has played with his chair): Uh oh, look at 

Sally. 

T: Sally's just fine. You do what you are supposed to do. 

T: Sally, here is a card for you. 

Sally gets up and moves to the line at the side of 
the room. She is the last in line. 

T: Heads up, heads up, eyes up (girl' name). (Girl's name), 

would you like to get a drink so you will stop coughing? 

Remember you put your card on the line (a line is drawn on 

the chalk board and the card is to be placed on it). Tell us 

the name of your picture, and what it begins with. Okay 

(boy's name), you be brave and take a risk and come be 

first. 

Boy and T: Box begins with /bu/bu/bu/. 

T: Now you do it by yourself. 



Boy: Box begins with /bu/bu/bu/. 

T: Excellent! 

Boy: 

Girl: 

Girl: 

Boy: 

Boy: 

Girl: 

Girl: 

Girl: 

Belt begins with /bu/bu/bu/. 

Bat begins with /bu/bu/bu/. 

Bus begins with /bu/bu/bu/. 

Ball begins with /bu/bu/bu/. 

Bird begins with /bu/bu/bu/. 

Beet begins with /bu/bu/bu/. 

Butterfly begins with /bu/bu/bu/. 

Book begins with /bu/bu/bu/. 

Sally walks up, faces the chalk board and says in 
a low voice, boy begins with /bu/bu/bu/. 
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T: We'll put the picture by the picture of the box. Look at 

all the pictures that begin with /bu/bu/bu/. (Boy's name) 

will you please come and pick up all those cards for me and 

put them on my desk? 

Boy: Those won't fit in. Hey, hey, hey. 

T: (Boy's name), you need to do this job without disturbing. 

Think of the things you find in a house and in school. I'm 

going to put some things up here, and I want you to see if 

you can remember what there is. There is a book, telephone, 

some puzzles, part of a milk carton, they are things you 

might have at home. You might have some shoes and clothes at 

your house. I'm going to take one away while you close your 

eyes, of course. Close your eyes, I'm going to do some 
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switching around too. I'm not going to be too, too easy. I 

don't want you to look, all right? 

Sally closes her eyes, peeks and closes them again 
very quickly. The boy to her right looks without 
closing his eyes. 

T: Ready, who knows what is missing? 

Boy who looked: Telephone! 

T: Sally is the telephone missing? 

Sally nods yes. 

T: Close your eyes, close your eyes. All cover eyes. What is 

missing? 

Girl: Puzzles. 

T: The puzzles and (pause). 

Girl: Shoes. 

T: If you can remember back to the poem like you can 

remember here, I am going to be so proud. Who can remember 

what the little boy had in his room? 

Girl: He had a bear. 

T: He had a bear. In his room he had a bear. 

Boy: Airplane. It showed in the picture. 

T: That's right. He had an airplane. What else? 

Boy~ A book. 

T: A book, yes a book. 

Girl: Horsey. 

T: Yes, he had that on his shelf didn't he? 

Boy: A chair. 
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Sally raises her hand. 

T: Sally? 

Sally mumbles. 

T: Teddy bear? 

Sally nods yes. 

T: Yes, he had a bear. 

T: And milk? 

Boy: She is talking about that on there. (A milk carton is 

on the chalk ledge where the objects for the visual memory 

lesson were located). 

Sally listens. 

T: That was pretend, wasn't it? (Boy's name)? 

Boy: Stair. 

T: Stair and a bear, a book and a /nu/nu/nook. You did 

really well, pat yourself on the back. You remembered a lot 

of detail. I'm going to give you a piece of paper. I want 

you to draw something that he had in his room or in his 

living room, or bedroom. I need the leaders to come help me 

pass out papers. 

The teacher approaches Sally and stands by her 
desk. Sally begins to stand. 

T to Sally: Not this time, you're not the leader this time. 

T to the leader: You start over at your table and I will 

start with Sally. 

Sally takes her crayon box from inside her desk. 
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Boy: Thank you. 

T: You're welcome. Okay, there we go, is that everybody? Now 

we are drawing something the little boy had in his house. My 

house, he's talking about his house, not our house, the 

little boy in the poem. 

Boy: Can we start drawing? 

T: Yes, and remember to put your name on your work. Your 

name on your work. (Girl's name), get your crayons and draw 

something he has in his house. Let's be quick drawers and 

thinkers. (Girl's name), will you put away the things in the 

front, the milk carton and the glasses? You did a quick 

drawing. 

Sally picks up her pencil and then her crayons. 
She draws on her paper. 

T: Will one of my leaders go get the glue? 

Boy: What are we going to do? 

T: As soon as you finish and you have your name on your 

paper, line up by the lockers. 

Sally has only a small portion of her picture 
drawn. Each child tells what he or she drew. Only 
three children are at their desks and drawing. A 
girl stops at Sally's desk to show her picture. 
Sally draws and does not look at her or say 
anything to her. 

T: We have time to do one more, then we go to (name of PE 

teacher). Please put your picture in the chalk rail, and 

will the girls go line up in ABC order? 

Sally continues to draw. 
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T (looking at Sally's picture): Sally, that looks so n1ce. 

Sally puts crayons in her box and puts the box in her 
desk. 

T: Sally remembered. 

Sally goes to line up and says bye as she passes 
the camera. 

Throughout the first 6 weeks, the large group reading 

lessons were similar to the one described. Sally's attention 

varied little. After 15 minutes of listening, she would 

begin to cut paper, sit under her desk, or play with her 

shoes. Never did she actively participate in group 

discussions or in activities that required oral reading. 

Sally would participate if she were directed by a child 

or the teacher, or if the activity required her to move or 

hold something. Sally wrote in her journal daily. She often 

missed the introductions to the lessons for she finished her 

work more slowly than the majority of the children, and was 

often cleaning up or preparing for the lesson after the 

lesson began. 

The special education support personnel worked with 

Sally on her reading, math, and handwriting. The times 

varied throughout the first 6 weeks. Though the lessons were 

often modified and materials such as clay were given to 

Sally to use to make numbers and objects for counting 

instead of working on a workbook page, these times seemed 

stressful for her. Her behavior would become extremely 
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obstinate. The assistant moved her to time-out each day of 

the observations. During the observation period, Sally was 

never placed in time-out by the classroom teacher, instead 

the behaviors were ignored. Sally refused to work for the 

assistant when she sat directly beside her. When the 

assistant moved away, Sally was more willing to work. This 

was the same behavior the researcher experienced when she 

asked Sally to tell her about a journal entry. Sally said, 

"no." She then folded her arms and refused to say anything. 

Once the researcher moved back to the camera, Sally returned 

to her writing. An example of this type of interaction 

follows: The assignment was to copy an invitation to open 

house and then draw a picture on the top of the invitation. 

The assistant copied the words on the inside of the 

invitation. Sally was to draw and color a picture. While the 

assistant completed the copying, Sally was asked to go to 

the front of the room to put her name on a paper she 

previously turned into the teacher. 

Teacher/Assistant. T: Sally go get your paper. 

Sally. Sally goes to the chalkboard and gets her 
paper. 

T: What did you put on your paper? 

Sally says, "Yellow birds." 

T: Yellow birds and one blue bird? 
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Sally does not answer and she writes her name at 
the top of her paper. She then returns the paper 
to the teacher and walks back to her chair. 

T: Heads up. I see Sally's eyes. I brought a bird nest for 

you to look at. It is made of mud and sticks. The mud was 

like the glue holding the nest on the tree. 

Sally, with the assistant sitting next to her, 
pulls up her shirt and writes on her stomach. The 
children in the room are noisy and are making 
invitations. 

A: Sally, you should finish your coloring. 

Sally slams her pencil box closed and says, "I 
know what to do!" 

A: You should finish coloring because your mom will come to 

open house. 

Sally smiles and gets her colors, puts them back 
in the box and pushes the box off the end of the 
desk until the box falls to the floor. Sally gets 
out of her chair and sits under her desk. 

A: Sally, you need to sit in your chair and finish your 

picture. 

The assistant coaxes as she leans under the desk. 
Sally returns to her chair, and pushes herself out 
of the chair once again then lies on the floor. 

T: Sally, is your desk cleaned out? She walks to Sally's 
desk 

and helps her clean out her desk. 

Sally puts the trash under her shirt. 

T: Let's go throw the trash away. 

Sally goes with the teacher and throws the trash 
away. She then follows the teacher to the locker 
and puts some papers in her pack. 



T: Now you want to color. Did you see the bird's nest? 

Sally nods her head yes and returns to her chair. 

Assistant: You need to finish your picture. 

Sally replied, "I'm tired of coloring." 

A: Your mama will want to see a pretty bird's 

nest. 

Sally said, "I don't care. And Daddy and 
(brother's name)?" 

A: Yes. 

Sally puts her head on her desk and refuses to 
color. 
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The entire day consisted of teacher directed 

instruction. In the afternoon, lessons included arithmetic, 

handwriting, phonics, reading poems, and singing songs. 

Sally participated voluntarily in the writing activities and 

a~ithmetic; however, she required a great amount of coaxing 

and teacher attention to participate in the phonics or 

poetry reading. Sally never voluntarily chose a book to look 

at or read. If her teacher was not directing an activity, 

Sally would write, sit with her head down, or play with her 

shoes, pencils, or scissors. Though Sally may have received 

a little more attention than the other children through 

questioning or coaxing, she never disrupted the class with 

any of her behaviors. 
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Summary 

Sally was a 7-year-old girl who attended a regular 

first-grade classroom in her neighborhood school. She was 

diagnosed with Down syndrome at birth. She lives with her 

natural parents and one older brother. Sally participates in 

family activities such as motorcycle riding, fishing, 

swimming, and hunting (for which she is prepared since she 

uses her own BB gun). Her mother considers social and 

emotional development as important as school work. 

Sally attended an early childhood intervention program 

at the age of 3 months. When she was a year old, her mother 

began reading to her. Sally's mother described Sally's 

education as teamwork between all the family members and the 

school. Sally's family was described as having high 

expectations, and her mother believed that Sally would be 

successful in whatever she decided to do. During the first 6 

weeks of first grade, she and Sally worked with flash cards, 

sang their phone number until Sally memorized it, and read 

library books that were brought home from school. 

Sally's teacher taught Sally in a whole group 

environment. The teacher's most frequent interactions with 

Sally consisted of helping situations, checking for 

understanding, or redirecting. Sally made small academic 

gains in writing and no recognizable gains in reading during 

the first 6 weeks of school. Sally never interacted socially 
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with any of the children during the 14 hours of direct 

observation. When interactions between children occurred, 

Sally was a member of a group demonstration or was receiving 

help. Sally watched the other children, and would look at 

the child's book next to her to confirm that she was on the 

correct page. Sally was usually attentive the first 15 

minutes of a lesson, after that time she would put her head 

down, play with materials from her desk, or sit on the 

floor. Both Sally's teacher and parent described the first 6 

weeks of first grade as a time for adjustment. 

Case Study: Sandy 

Overview 

There are five major areas of discussion in this case 

study. The Child Profile, where Sandy's educational 

experiences from birth through age 7 are described, is 

first. Developmental checklists, intelligence tests, skill 

based curriculums, and individual educational plan goals 

were used to identify the skills Sandy learned prior to 

first grade. This information indicated that Sandy was 

exposed to books from the time she was born, and that she 

knew her letters by age 4. The individual education plan 

goals did not appear to be written to enhance literacy, but 

instead were written to continue skill development with such 

goals as stacking rings, imitating vertical and circular 
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strokes, and pointing to pictures in a book five out of five 

times. Expressive and receptive language problems were noted 

every year. 

The second area of discussion is the Parent Profile. 

During the parent interview, the researcher found that 

Sandy's mother was active in the Down Syndrome Society and 

was very cognizant of the most recent research concerning 

Down syndrome. She was an active participant in Sandy's 

education. Sandy's mother stated that she and her husband 

had high academic expectations including learning to read 

and being graduated from high school. 

The Teacher Profile includes an interview with Sandy's 

teacher. She revealed her feelings of apprehension before 

she worked with Sandy, as well as her feelings of surprise 

and excitement when she discovered Sandy could read. Sandy's 

teacher described how she tried using the strategy of 

cooperative learning with Sandy and was unsuccessful. She 

expressed her desire to be more creative with the children 

but was afraid it would be too disruptive to Sandy's 

routine. 

, The Class Profile includes a description of the 

classroom and places where Sandy worked. The Classroom 

Observation reveals the frequent interactions of the 

classroom teacher with Sandy and shows the positive 

reactions of the teacher as she (through trial and error) 
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realized what Sandy knew. Sandy's problems with expressive 

language and social skills were observed as she interacted 

with other children in the classroom. Sandy was observed as 

she read a familiar book with ease and as she rebelled 

against the teacher when asked to write. 

Child Profile 

Age: Birth to 2 years 8 months. Sandy was born February 

2, 1987 and was diagnosed with Down syndrome and a 

congenital heart defect. As a baby she had frequent 

respiratory and ear infections. By the time she was 3 and 

entered the public school system, Sandy had had two cardiac 

catheterizations and heart surgery. In September 1990, her 

first year in public school, she had heart surgery for the 

second time. Corrective lenses were prescribed later. 

Sandy began receiving early childhood intervention 

(ECI) services when she was 6 months old. These services 

were provided at her home by members of an early 

intervention team. The team members were a family 

coordinator, a speech therapist, and a physical therapist. 

Their interactions with Sandy were primarily in play 

situations. The team members provided the family with 

information to help them work with Sandy. Home-based 

services continued until June 1988 when Sandy began 

attending the ECI center 4 days a week. When she entered the 

center she was beginning to walk, speak in two-word 



phrases, self-feed, cooperate and assist in dressing, and 

had begun toilet training. 
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A comprehensive assessment was given September 19, 1989 

when Sandy was 2 years 8 months of age. At that time she was 

described by her mother as personable, determined, and 

happy, with a sweet disposition. According to the Hawaiian 

Early Learning Profile, Sandy's social/emotional level was 

approximately 2 years 6 months to 3 years. She separated 

easily from her mother in familiar surroundings. She was 

beginning to obey and respect simple rules. She was also 

able to play interactive games. 

The Bayley Scales of Infant Development indicated that 

Sandy had an approximate age equivalent of 2 years 6 months 

developmental level. She was able to follow directions with 

~doll.She gave the doll a drink, blew its nose, and used 

words to make her needs known--cracker, please. Sandy built 

a tower of eight blocks, discriminated three objects, and 

imitated strokes. She said clock instead of watch and 

completed a formboard in 60 seconds. Sandy imitated vertical 

and horizontal strokes, matched objects to pictures, and 

mad~ circular scribbles. 

Sandy's speech and language was assessed by using the 

Birth to Three Checklist of Learning and Language Behavior 

(B-3). The comprehension score or receptive language score 

was 2 years 3 months, or 4 months below her chronological 



151 

age. She identified five body parts on herself, knew the 

names of her friends and relatives, moved from one location 

to another, pointed to five pictures when named, and 

followed a two-part command. She was not able to identify 

boy or girl dolls, identify objects by use, or comprehend 

the concept of 1. 

Sandy's language expression score was 1 year 1 month. 

She was able to give her name on request and use functional, 

telegraphic speech. She also used some functional signs to 

let her needs be known. Emerging skills included reciting 

parts of songs and naming five or more pictures. 

Age: 3 years. Sandy entered the public school system in 

September 1990, at the age of 3 years 7 months. Her mother 

described her as friendly, cooperative most of the time, 

h~ppy, and at times stubborn. Assessment information was 

transferred from the ECI program to the public school. The 

Early Learning Accomplishment Profile for Young Children 

(E-LAP) was administered by the teacher who found Sandy's 

strengths and weaknesses to be similar to those found in 

previous tests. The Leiter International Performance Scale 

was ,administered in May 1990. Sandy's chronological age was 

3 years 3 months. Her standard score on the nonverbal 

intelligence test was in a range of 69 to 74, or an age of 2 

years 3 months. Sandy was able to match colors, pictures, 

circles, and squares. Language tests indicated a language 
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quotient in a range of 65 to 71, or 2 years 1 1/2 months to 

2 years 6 months. 

Age: 4 years. At the end of her first year in public 

school and at the age of 4, Sandy was able to name all the 

upper case letters when they were presented out of order, 

name 14 lower case letters, name the primary colors except 

for brown, name family members and 11 out of 12 chiidren in 

her classroom, and say nursery rhymes with the teacher. She 

was also able to follow along and point to pictures in a 

book. She was not able to point to or name zoo animals or 

farm animals, use prepositions, give the name of furniture 

found in the home and at school, imitate a cross, or build a 

tower to 10. The goals for the following year were for her 

to join in nursery rhymes, play simple group games with 

adult help, imitate a vertical and circular stroke, make a 

train of cubes, fold a piece of paper, point to pictures in 

a book five out of five times, stack rings on a toy, say at 

least 20 words, and speak in a three-word sentence. 

Age: 5 years. In March 1992, Sandy was reassessed. She 

was given the Kaufman Assessment Battery for Children 

(K-ABC). She scored extremely well. Her Simultaneous 

Processing score was 80, her Sequential Processing score was 

80, and her Mental Processing Composite score was 77. Her 

nonverbal score was 81. Hand movements and matrix analogies 

subtests were her highest scores; spatial memory and number 
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recall were her lowest. Sandy also did well on the Woodcock 

Johnson-Revised. She had a standard score of 104 in letter 

recognition, 76 in applied problems, 72 in dictation 

(imitating lines and shapes), and 83 in science. 

In May 1992, Sandy did not perform as well as she did 

on the K-ABC, for she did not meet many of her IEP goals. 

She was able to cut paper with scissors, string 1 inch beads 

in 4 minutes, match four colors, and tell the teacher that 

she was a girl. She was not, however, able to close her fist 

and wiggle her thumb from left to right, stack rings on a 

toy, imitate a Y or H stroke, or copy a circle. The 1991 IEP 

goals were repeated in 1992. The number of words that she 

was to speak increased from 20 to 50. 

Age: 6 years. In May 1993, Sandy was able to imitate an 

H stroke and copy a circle. The goal of imitating a y stroke 

was not mastered and continued the next year. She was able 

to speak at least 50 words and spoke in three-word 

sentences. Plurals were added to her goals for the following 

year. She was able to point to and name three out of four 

action pictures and sing one nursery rhyme. She was not able 

to follow a three-step direction, or sit in a group and 

imitate the teacher for more than 5 minutes or stack rings 

on a toy. She was also having toileting accidents during the 

day. 
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In September 1993, Sandy participated in a regular 

kindergarten program for half a day and continued working in 

the special education early childhood classroom for the 

other half of the day. There were no IEP goals specifically 

written for the regular kindergarten class. Special 

education goals were written. It was determined by the ARD 

committee that Sandy was to make a ball out of clay after a 

teacher demonstration, spread her fingers on one hand and 

bring her thumb into opposition with each finger in turn, 

cut out a square, imitate a y stroke, copy a T with 

horizontal and vertical lines joined at right angles in 

three out of four tries, trace a diamond-shaped pathway 

within lines more than 50% of the time, place rings on a 

stacked toy, name missing objects, repeat a series of four 

digits, use regular plurals, give the main idea of a story, 

and tell the use of objects. 

At the end of kindergarten Sandy was able to cut out a 

square, imitate a y stroke, and place rings on a stack toy. 

She was to continue working on identifying the main idea of 

a story and making a ball out of clay. Sandy never met the 

goal to copy a T, trace a diamond shaped pathway, repeat a 

series of four digits, or spread her fingers on one hand and 

bring the thumb into opposition with each finger in turn. 

These goals were discontinued the summer before entering the 

first grade. 
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Age: 7 years. At the age of 7, Sandy entered first 

grade August 11, 1994. She was a member of a regular 

first-grade classroom and received special education support 

for a minimum of 2 hours a day. She went to the speech 

therapy room once a week for an hour a week, and received 

occupational therapy 30 minutes a week. IEP goals for Sandy 

were based on the essential elements. Her speech goals were 

to improve receptive and expressive language. She was to 

listen to a story and predict what would happen next, listen 

to a story and tell what the story was about, and to 

understand a noun and two modifying adjectives. She was to 

increase her volume of speech and be able to tell about 

remote events such as describing what she would do if she 

lost something. Articulation was also a focus of 

instruction. 

Sandy was given an adapted rebus version of Brown Bear, 

Brown Bear, What did You See? by the researcher on the 

second day of school. She was asked to tell the title of the 

book and she pointed to the brown bear on the cover and said 

"Brown Bear." When she was asked to read the story, she 

turned the pages one after the other and said the words that 

went with the original story. The rebus book had two pages 

with one animal, instead of just one page as found in the 

original book. This was confusing at first, but Sandy just 

said the words and flipped the pages more quickly. She would 
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stop periodically and tell me the name of the animal in the 

picture. She never tracked or pointed in any type of 

progression. She was audio-taped and her voice level was 

good. She said "mother" instead of teacher as the text 

indicated. There was a clear indication that she had 

memorized the text and was in no way reading or paying 

attention to the words written in the book. 

Clay's (1993) "Observation Survey" tasks were 

administered to Sandy on September 1, 1994, during the third 

week of school. On the Concept about Print task, she 

identified the front of the book, and the bottom of a 

picture in the book. She wrote her name and was asked to 

write all the words that she knew. When she was asked to 

write the dictated sentence, she said, "I don't have a dog." 

T_he researcher explained that it was not necessary for her 

to have a dog at home because this was a make believe or 

pretend sentence. Again, she said she would write cat 

because she had a cat at home. This was interesting to the 

researcher, for a child with autism had said the same thing 

on a test previously administered. Sandy drew a circle face 

with legs and a larger circle beside it and then wrote cat 

beneath the drawing. All the letters on the letter 

recognition sheet were said correctly except for the 1 which 

Sandy said was i. She did not recognize any words in list~; 

however, she did recognize the word you in list C. 
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Sandy had a comprehensive assessment re-evaluation due, 

so a battery of tests was given. The first test given was 

the TONI-2, with which Sandy was very successful. She 

answered all the sample pages correctly, and when given the 

test itself, she received a standard score of 82. The 

WISC-III test was administered and she tried very hard to 

answer all the questions. She could name the nose, tell how 

many ears she had, how many legs a dog has, and the day that 

comes after Thursday. She had great difficulty with the 

similarities, comprehension, and coding subtests. She was 

able to put the sample and the dog pictures in sequence in 

the picture arrangement subtest; count the birds and trees 

in the arithmetic subtest; make the correct designs on items 

1, 2, and 3 on the block design subtest; and put four parts 

of the human together on the object assembly subtest. She 

described a clock as temperature, said you put a hat on your 

head, said an umbrella keeps off rain, a cow moos, and the 

alphabet is a, Q, £, and so forth. Her Verbal Intelligence 

standard score or quotient was 52, Performance Intelligence 

score was 55, and the Full Scale Intelligence Quotient was 

50., 

The K-ABC was administered and Sandy was very 

cooperative. She was the first child that this researcher 

had ever tested who got excited when she saw the pictures 

on the subtests. She would stop and look at the pictures, 
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then hold her hands to a smiling mouth and say "oooh" and at 

times even clap her hands. She seemed also to enjoy the 

triangles very much. When she was thinking and working very 

hard, her forehead would wrinkle until she made the correct 

design, and then she would smile and clap her hands and lift 

her shoulders with excitement. 

The Sequential and Simultaneous Processing Scales had 

standard scores of 66. The Mental Processing Composite was 

64, and the nonverbal score was 67. Sandy's strongest areas 

were the triangles, where she correctly produced nine 

shapes, and received a scaled score of 7; and the matrix 

analogies, where she answered five correctly and received a 

scaled score of 6. Hand movements (six correct), gestalt 

closure (nine correct), and number recall (six correct) all 

received scaled scores of 5. Spatial memory and word order 

received a scaled score of 3. The photo series was the most 

difficult for Sandy. She was unable to do any of the 

sequencing and received a scaled score of 3. 

Sandy was given the Woodcock Johnson-Revised and 

received a standard score of 70, or the age equivalent of 6 

years 2 months on the word recognition subtest. She received 

a standard score of 68 or the age equivalent of 6 years on 

the comprehension subtest. The broad reading score was 66 or 

the age equivalent of 5 years 11 months. Broad knowledge had 

a standard score of 69 or an age equivalence of 4 years 8 
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months. The Wide Range Achievement Test-3 revealed standard 

scores of less than 46 in spelling and 61 in arithmetic. 

Sandy's mother provided the information for the Scales 

of Independent Behavior adaptive behavior test. Sandy 

received a standard score of 59. Her strongest areas were in 

the areas of gross motor skills, toileting, and dressing. 

Her weakest areas were in language comprehension, language 

expression, and those areas requiring personal independence. 

Artifacts of Sandy's writing were collected the first 6 

weeks of school. The majority of the work collected was in 

the form of worksheets where she wrote words in a blank or 

circled the answers. Journal pages were copied and were the 

primary source of description (see Appendix C for samples of 

the writing). At the top of many journal pages, there was a 

short phrase written by the teacher or assistant describing 

what was on the page. Sandy reproduced learned letters AYM 

near the bottom of the page and colored a blob under the A 

on August 29, 1994. A phrase written by the assistant that 

said, "My monster" was illustrated by Sandy August 30. "A 

deep muddy puddle" was not illustrated, instead Sandy copied 

the· date August 31 and put a scribble under it. Writing by 

making letter-like forms was produced on September 6. On 

September 21, Sandy wrote a more lengthy entry that was part 

scribble writing and part writing by making letter-like 

forms. On September 22, she again copied the date. 
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Parent Profile 

Sandy lives with her natural parents and an older 

sister. Sandy's mother was a high school graduate with 3 1/2 

of college education. She was 41 years of age and worked 

part-time as a pre-school teacher in a private school. 

Sandy's mother has been very active in organizations 

concerning special needs children. She participated in 

parent meetings and was on the Early Childhood Intervention 

Parent Task Force when Sandy was 2 years of age. At the time 

of the study, she was the treasurer for the county Down 

syndrome organization. Sandy's mother previously attended 

many local and national conventions that focused on mental 

retardation and Down syndrome. Sandy's father was 42 and was 

a high school graduate. He worked as a manufacturing 

planner. Sandy's sister was 10 years of age. She was an avid 

reader and good student. 

Sandy's mother was interviewed in the researcher's 

office on January 12, 1995. She had met the researcher on 

several informal occasions as well as in ARD meetings. The 

interview follows. 

Interview Questions. When did you first learn of 

Sandy's diagnosis of Down syndrome? What were your thoughts 

about her education? 

Parent Response. We first learned that she had 
Down syndrome when she was born. I was in the 
recovery room. I had a Cesarian section. I had a 



spinal so I was a wake. The doctor and the 
pediatrician came in, I don't know, it was kind of 
a blur but they came in while I was in there and 
he said he suspected a problem, he suspected Down 
syndrome, and he suspected a heart defect. She was 
purple when she was born. That gave him reason for 
him to look for a problem right away. We took it 
from there. Though he had to confirm it through 
tests and everything, we pretty much figured, and 
took it for the real thing. She had Down syndrome. 
She had many medical problems. Her heart problems 
took precedence way and above the Down syndrome 
for a long time because she had such bad problems, 
so really we didn't think about education for 
quite awhile. We were trying to get her to live. 
Which I think is usual for kids who are sick. 
Anyway when they are born, you kind of focus on 
what you have to. When we did begin to think about 
education, my sister-in law got real busy. She 
needed something to do to help us in all of this 
and she called every person that she would find in 
the whole state, I think, that had a child with 
Down syndrome or anything to do with it. When I 
finally got home and got Sandy home, after a 
couple of months, things started to get on an even 
keel, she presented me with reams of research that 
she had done and we learned about ECI. I started 
to get in touch with ECI when Sandy was about 4 
months old. That is when I started talking to 
other people and started wondering about her 
future educationally. Really, at the beginning, I 
didn't know that much about Down syndrome. I knew 
what I had learned in college, but it wasn't 
anything personal. I didn't know anybody who had a 
child with Down syndrome or anybody that had it. 
Educationally, I don't know, I guess we really 
didn't have any expectations at all. We didn't 
even, you know sometimes you are so dumb about 
something, you don't know what you should be 
worrying about or thinking about. What were your 
child's educational experiences before entering 
first grade? She was born in February of '87 and 
it was probably June or July when I got in touch 
with ECI. They came out to the house. They first 
bring out your family case worker, they really 
don't call her that but essentially that is what 
she is. A family consultant person, a speech 
therapist, and a nurse go over all the records and 
they do their initial testing, and from then on, 
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your family worker comes out once a week and works 
with the child. It was all so foreign, I didn't 
really, it was a learning thing, I didn't really 
know what we should be doing with Sandy, at the 
time, I was reading all I could read and try to 
correlate that with what ECI was telling me and 
what I was hearing from other parents, by then I 
had gotten in touch with the Down syndrome group 
and that was what was most helpful, talking with 
other parents. ECI was good, they came to the 
house until she was 18 or 19 months old. At that 
time she started going to their little school four 
mornings a week from 9 a.m. until noon. That is 
when she started going to school and she never 
stopped. 

What types of activities did they do at home and at the 

school? 

ECI seemed to work more on the physical things. 
Basically they would just come in and play with 
her. That is really all you can do with a baby. 
Their reports were good, and they were always very 
positive about muscle tone, she was strong and had 
good eye contact. The baby sounds that she made 
were appropriate. They were encouraging in that 
way. They would tell me things to do, looking 
back, I'm not sure they told me any more than what 
I could have picked up from other parents, or 
reading on my own. This was our second child, and 
I had been a parent before so I just did a lot of 
the things that I had done with (child's name). I 
put stimulating pictures around the inside of the 
crib and hung things above the bed. We always read 
to our babies from the time they were born. We 
read to Sandy when she was in the Intensive Care 
Unit just for something to do. We always played 
music for both our kids. We kept Sandy as 
stimulated as possible. That is what I have told 
other parents since then. You have got to keep 
this baby stimulated in some way as much as 
possible. If that means you play music all the 
time, Sandy does not go to sleep at night without 
a book playing on her tape player. With a baby, we 
got a lamb's wool pad so she would have a texture 
feeling. There was always some kind of stimulus 
even if it was as passive as that and she didn't 
realize it. We always did things like that at the 
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beginning. Other parents helped so much with 
little tips like that. One parent told me that one 
of the best things to do for early speech 
development, was to have her suck out of a straw. 
Before she actually mastered the use of a cup, she 
was given· a straw. She had to use so many of the 
facial muscles that it was such a help in 
strengthening them and helping her to use them to 
talk. Just silly little tips like that were so 
good, and no speech therapist ever mentioned them. 
A lot of it was just common sense, a lot of the 
reading we did, just a combination of different 
things. ECI was helpful in the way that they were 
supportive in a positive way. Looking back, I 
don't think their expertise level was what it 
should have been or what I first assumed it was, 
and what most parents do. You think that they are 
the experts, and since then I have learned they 
are not quite the experts that I first thought 
they were. It was helpful as a reinforcement. So 
she began school at age 18 months and from then on 
until she was 3 and she began coming here to (name 
of school). Which for her, the law was different, 
she came here in the fall, after she turned 3, 
actually 3 1/2. She went to ECI four mornings a 
week. From 9 a.m. to noon. We were pretty 
consistent with it. ECI was a good situation in 
that it was mostly playing, constructive, 
directive playing. Her teacher there loved her. 
She much preferred her to the other two little 
children that she was with. There were three 
teachers with eight or nine kids. Each teacher had 
usually three kids. They were all together and 
each teacher had about three kids. Sandy was real 
fond of her and adored her. I'm sure Sandy 
received a lot more attention than the other 
children because of that. So Sandy benefitted. It 
was basically what we did at home. Directed 
playing. They would color, they would paint, and 
do really messy projects that we wouldn't tackle 

, at home probably. I don't glitter at home. They 
read to the kids a lot. They did finger plays, 
sang songs, it was just a good, healthy play 
atmosphere. I monitored her progress with other 
children of similar age that were going to the 
Child Study Center, kids that didn't go to school, 
or who didn't go to ECI or anything. There were 
some MHMR programs that were different than they 
are now. We looked at all the options that we had 
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and we were pleased. She was doing as well as the 
other kids and I really feel like that she did 
well because we did so much at home in those early 
years, from the very beginning. That, I think is 
the key to everything. I really do. You give them 
a good start. Any child, especially a child like 
Sandy, who would tend to be lazy. It is sad. I've 
seen kids with Down syndrome whose parents don't 
involve them in anything and they are real happy 
sitting and staring at the carpet. When they are 
18 months old, they will sit there all day, and it 
is really easy to let your kid do that. Most kids 
with Downs aren't very motivated to work at that 
age. You have to really work to make life 
interesting for them, and kind of force them to 
participate sometimes. Too many parents don't 
bother to do that and they lose valuable ground. 

After Sandy was ECI she started school here. Tell me about 

that. 

She was in a more educational and academic 
atmosphere here at (name of school). It began with 
the ARD. We were terrified at our first ARD. There 
were horror stories about ARDs and I am sure that 
some of them must be true. I was just dreading it. 
I was sick the night before thinking that I was 
going in to fight a war because the feeling you 
get is wrong, but that you are going to fight 
tooth and nail to get your kid in school a half an 
hour a week and nobody is going to want that kid 
and they will do anything they can do keep them 
out. Really that is the prevailing feeling. Not 
here. (Name of district) is like an oasis in the 
middle of a desert. Everyone is clambering to get 
into (name of district) for this wonderful special 
ed. program. When Sandy first came to (school 
name), her teacher's (name) was an angel. Again we 
had the ARD. We didn't know what to expect from 
it. We agreed on what we thought the goals should 
be in order to further her in her school career. I 
worked very closely with her teacher, then I was 
informed daily on what was going on. We were 
really pleased that all her goals that have been 
set in the ARD have been met. We were given a copy 
of the activities that she was to do. We didn't 
know that it was important to stack a certain 
number of blocks or the other things in the book. 



It gave us a guide so that we would know the 
progression of skills. That was a big help. We 
followed that and tried to keep up with progress. 
We always tried to provide Sandy with learning 
toys and small manipulatives, we always tried to 
lead her toward the arts. This was not only for 
the cognitive benefits but also for the fine motor 
benefits. She is not an artist naturally like our 
other daughter. Sandy always has to be prodded to 
do it. I believe just coloring is something she 
can succeed in, and will build her self-esteem. We 
have always provided her with plenty of writing 
and drawing materials. We had a pretty hard year 
that one. (Teacher's name) seemed to focus on 
every bad thing Sandy did. It was disappointing 
for me. I would come home crying so often. I would 
try to talk to the teacher about any positives, 
anything that she is doing right, anything she is 
doing well, and she couldn't ever come up with 
much. I could find progress, she focused on 
sending home notes like, "Sandy picked up the 
scissors off my desk and wouldn't put them back, 
so she had to sit in time out." It was like she 
didn't have anything better to do than to focus on 
that sort of thing. Any 4-year-old will do that 
when they aren't supposed to and, gosh, they won't 
always put them back when they are suppose to. You 
just take them away from them and move on to 
something greater in life. Our philosophies did 
not jive. That was a pretty wasted year. She made 
progress at home. It may have been better than I 
remember. All I can remember is that it was pretty 
horrible. I don't think she liked Sandy. Any child 
with Down syndrome, or any other disability for 
that matter isn't the easiest child to work with 
in a class. The next year she had a great year. 
She made progress in every area, socially, 
academically. She has done very well since an 
early age with her colors, her letters, her 
shapes, and basic primary early childhood skills. 
She has a real good background and this school has 
played a big part in that. This same year she was 
in half day kindergarten. The half day special ed. 
teacher reinforced many of the kindergarten 
skills. The inclusion aspect of kindergarten was 
difficult. I knew her teacher from teaching Bible 
school. (Teacher's name) was a teacher who never 
intended to be a special education teacher, never 
really wanted to be a special ed. teacher and got 
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told she was going to have special education kids 
in her class. She took it very well. She wasn't 
against it. She wasn't trained for it. She did not 
get enough back-up support to make it a positive 
thing for her. She gave it her all. The first half 
of the year she was at a loss. She had Sandy and 
Sally in her class together, which was poor 
planning. I don't ever want both of the girls in 
the same class, just because they are so 
distracting. They have known each other too long. 
Back when the girls were 18 months old, I took 
them to ECI. Sally's mom worked full time. Sally 
is just 2 weeks older than Sandy. They are 
basically the same age, and they were in class 
together. When Sally was in day care I would pick 
her up. They are each other's oldest and best 
friends. At home it is great, but not in school. 
They were both together in kindergarten and that 
was very difficult. I think (teacher's name) had 
22 other kindergartners. That was too much. It was 
much easier for the two girls to play all day in 
the home center or with the rabbits so she could 
take care of business. Sandy was always running 
away. Several times she was gone. I came up one 
time to pick her up for a doctor's appointment and 
they couldn't find her. It was terrifying. I was 
really upset about that. The street out here is 
horrible. Sandy has no concept about busy streets. 
She has never had the opportunity to get close to 
them. That was a concern. She would get distracted 
by something else. She saw the first graders 
lining up and she joined them and came in. They 
found her, and always did. It was just too much 
for (teacher's name). It was too much for anybody. 
The second part of the year was better. It seemed 
to be more rewarding for the teacher and for 
Sandy. She did learn a lot. I had to constantly 
tell the teacher to be tough with her. She would 
be too sweet. You have to sound mean to her. If 
you sound sweet, she thinks she can give you a big 
hug and go back to what ever she was not suppose 
to be doing. She has never been spanked, but I do 
believe in sounding mad when we are mad. It was 
wonderful for her socially. That is the big part 
of inclusion. The kids know and have known Sandy. 
She knows tons of kids For the most part, for the 
whole part, the kids are wonderful to Sandy. Kids 
will tell her in nice kid ways what she should be 
doing. She needs peer support. That social aspect, 
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I can't say is equally important to the academic 
aspects of inclusion, but it is really important. 
These are the kids she will be going to school 
with as long as we live here for her school life. 
They have known her since the beginning, and 
hopefully the feelings of assistance, realizing 
she is different. We have never tried to hide the 
fact that she will always need additional 
attention, and these kids are around, but I just 
want them to be nice to her and caring. I think we 
have a better chance of that if we start with them 
young like this. 

What special things did you do to prepare Sandy for first 

grade? What were your expectations? 

We really, really spent more time reading. We have 
always read, but we read more. We worked more on 
her writing. She has always had such poor muscle 
control. She doesn't have the strength to push 
with the pencil. We bought her an easel for her 
room with a big pad of paper. She will write the 
alphabet over and over with markers on newsprint. 
There is no pressure required at all. Working from 
that to the large pencils and now to the small 
pencils increased her strength. We piled it on 
with letters, letter sounds, and writing. Those 
were the big things we did. 

What did you do to help Sandy with her school work the first 

6 weeks of first grade? 

From the time she was a tiny baby I have read to 
her from books that she had no real comprehension 
of. I just read for the rhythm of reading to her. 
To lull her to sleep as a baby, I would read from 
my books. When she was a little baby she would be 
quiet and listen. It might have well been in 
Spanish for the understanding was not there. In 
the last year, we have gotten her a lot of easy 
reading books. I have slowed down my pace of 
reading. I will follow along with my finger. We 
read tons of "I Can Read" books that were written 
for first grade. We talk about the pictures. I 
point out the word that goes with the picture. I 
want her to get used to the flow of reading. I may 
put my finger under the words and then get to one 



word and stop. I'll say, "What word is this?" I'll 
do this to see if she is listening. Most of the 
time, she will know the word. She is a very 
attentive listener with reading. Reading is a lot 
more boring from my point of view since I can't 
read my books any longer. We are down to first 
grade reading. At night, I will read from the big 
Disney books. She loves Snow White, Aladdin. She 
doesn't look at the book as much since they are 
word filled books, but she enjoys listening to 
them for pleasure. She really enjoys reading her 
little primers a lot too. We spend about 15 
minutes a day writing. She really can't tolerate 
too much longer than that. She writes with markers 
on soft paper. I may make a shape and she will 
copy it, or I will make a letter and she will copy 
it. We will talk about the name of the letter and 
the sound it makes. We have branched into the 
different sounds one letter can make, like the 
short and long g. I've gotten her books that she 
can trace. She practices staying on the line and 
making a firm definite strokes. 

Does she ever try to write something to you for you to 

read? 

Yes. She will do different letter combinations. 
They don't make sense. They don't even approximate 
the words that she says they are. The funny thing 
that she does, is with the little circles she puts 
with her name. She will take a piece of paper and 
fill it. She will work for a half an hour with a 
pencil and make little circles. Do you remember 
when we were learning to write, we made loops of 
Es? Well, she will do those, row after row after 
row. That is her letter to mom. She will say, 
"Mom, this is for you." It is her cursive writing, 
I guess. That is what she is copying. She has 
gotten more into the writing and the coloring. 
This isn't specifically writing, but for reading, 
we have for about 6 months now, you know, the 
little letters you can stick on the bath tub? They 
are spongy and about 4 inches tall. They are all 
capitals. We will spell out her words in the bath 
tub. She loves to do that! You get them wet and 
they stick to the wall of the tub there. We spell 
out all kinds of words. We probably spend 30 
minutes in the tub just spelling and sounding out 
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words. She loves it. We are missing the i because 
it went down the drain soi words are out of our 
spelling range. I will say-a word and then she 
will try to spell it. She knows the letters. She 
can say the letters and sounds but can't get the 
word out. I am hoping that the new book (Oelwein, 
1995) that is coming out will give me some hints 
about how to teach her to read. 

Did your expectations change after Sandy was in first grade? 

How did these expectations compare with those when she was 

in special education? 

My goal for Sandy was that she become a reader. 
Not a great reader, but a reader. Not on the first 
grade really, but at least a reader. She has a lot 
of things memorized, but the actual sounding out 
the words to get a new word is not happening. I 
don't know whether it was too high a goal, but she 
can't do that yet. She doesn't enjoy the process 
of having to struggle to learn to read. She is not 
into taking the time to do it. I think that is the 
big problem. She likes the games, she likes 
spelling, but sitting there and actually having to 
do it, she doesn't want to do it. If spe doesn't 
want to do it, it is not going to happen. It is 
just like potty training. It does no good to 
force. So I think all the basic skills are there. 
She is prepared, the school has done what they can 
do, it will fall into place when the time comes. 
Math, she has done real well. She understands 
adding and subtracting. Subtracting is mind blower 
for her. She is doing very well. The number line 
was hard. The counting backwards was hard. She now 
takes away food, and other objects. That is 
working much better for her. She is really 
concrete. Subtraction has just not clicked as well 
as the addition did. 

Tell me about what you did to prepare Sandy for the first 

day of first grade. 

Sandy didn't have to go to summer school last 
summer. We were able to go on vacation and do fun 
things at home. We also started working on some 
things far in advance. We talked about the 



excitement of it, she was a bigger girl now, she 
wasn't in preschool anymore, she wasn't in 
kindergarten, first grade was big kids' school. 
She was psyched. Her big sister helped. We all 
went to together and got the supply lists. Sandy 
got to choose, as did (sister), what pencils she 
wanted, what new notebook she wanted, and she got 
a new back pack. She picked it all. She wanted 
some things that she didn't need like a compass. 
She was really into it. She was proud of her new 
things, and we put her name on them. We got it all 
ready two weeks in advance. The first day of 
school, she was ready ahead of time. We went in 
and met her teacher, she met some kids in the 
class. I showed her where the bathroom was and 
left like all the other parents. She had a great 
day. She has had almost all great days. She likes 
to know what is going to happen. If we go 
shopping, and we go one place, she will ask, "What 
next?" She does that with first grade, with 
school. We include in our evening talk what day it 
is, whether there is school the next day or not, 
how many days of school are left in the week. She 
wants to know all of it. We keep track of it. I 
want to say that I always want Sandy to be liked. 
I always want her to be easy to like. I encourage 
Sandy's behavior to be positive, have manners, 
yes, no, please and thank you are pretty routine. 
I try to have her always be clean and always be 
not in expensive clothes, but in clean, nice and 
appropriate clothing. Her shoes should match and 
her hair should be combed and out of her face. Her 
face should be clean when I drop her off and when 
I pick her up. If she is a mess when I pick her 
up, I can say she was at least clean when she 
came. All I can say is that I have done my part. 
It is a lot easier for a teacher to be caring 
about a child who is clean. It is human nature. It 
is easier to like and pay attention to a child 
that is easy to like. It sounds superficial, but I 
know in my own life, that sometimes you are 
partial to those kids who are cared about at home. 
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Do you think there were any improvements during the first 6 

weeks of school? 

I didn't see as much paper work, paper work is a 
good parent thing to see. It makes you feel good 
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to think that she did this paper and this paper. 
For any child. From the teacher's point of view I 
know you can't take much stock in just paper work. 
You are just seeing something that may have just 
taken 5 minutes at school and it doesn't mean it 
was a productive day. So I realize both sides of 
it. I didn't see much paper work at first. I still 
don't. That is fine. I know what she can do and I 
know what they are doing with her. The first 6 
weeks was a learning time for everybody. She 
hadn't been in school for a while and it takes her 
a while to get used to any change. She had to 
learn the rules. The rules were really different. 
For one thing she couldn't run around like she did 
in kindergarten. The freedom was not there. Which 
I support 100%, but for her to understand that was 
tough. It took a lot of patience. The first 6 
weeks was a learning and an adjusting time. Her 
teacher got her right into the academics. She 
included Sandy in every aspect as much as 
possible. I think Sandy made the adjustment very 
well. It has a big transition for her. For her to 
sit for a large portion of the day in one place, I 
think Sandy has learned to behave very 
appropriately which has benefitted her learning. 
The first 6 weeks were rough. She only ran out of 
the classroom a couple of times. She didn't tell 
anyone when she went to the bathroom, she needed 
to go and she took care of it. She knows now to 
tell someone. It has been what we anticipated. A 
little bit slower on the reading. But no blame is 
placed on anybody. It will come. If I have learned 
anything about Sandy, I can anticipate all I want, 
but it won't happen until the time comes. It will 
and we will keep working with her. She will learn 
to read. 

What are your feelings about inclusion and functional living 

skills? 

Inclusion for Sandy has been a wonderful thing and 
I can't think of any negatives. From a selfish 
point of view, I can't think of any negatives for 
anybody else. I can see where parents of normal 
kids would say oh, this will hold my kid back or 
the teacher is having to spend more time with that 
handicapped kid. For Sandy it has been a positive. 
The assistants that have been with her in the 



teacher's class should have helped in that 
situation of time. I think it is good for most 
kids with a handicap regardless of what that is. I 
can't say I am 100% pro inclusion. There are kids 
that I have seen in this school that I would have 
a very hard time accepting in my kid's classroom. 

What are the behaviors that you see as not good for the 

regular classroom? 

Very disruptive behaviors. Those children who are 
just running around the classroom. Kids running 
around children who are trying to concentrate. 
Children who make constant noises. I couldn't do 
work that way. Day after day it would be rough. If 
a teacher must shout over these noises to be 
heard, I would have a problem with that. I would 
have a hard time thinking that my child could 
learn in that kind of aversive atmosphere. All 
children are entitled to the experience of being 
in the regular classroom, even if they are so low 
functioning that they don't seem to retain 
anything, learn anything. They are there for the 
experience, if for the mere fact that the other 
children have the opportunity to experience them. 
I liked that. I liked (oldest child's name) going 
to this school. She saw children with many 
different handicaps. When they saw children going 
down the hall in a wheel chair they didn't say 
ooh. That is life and I like that. That is our 
world. But there is some cut off point where 
screaming or thrashing around on the floor are not 
tolerated. When does one child's right over step 
the right of the other children learning? 

Do you think that children with Down syndrome need the 

functional living skills training? 

There is a large range in abilities with children 
who have Down syndrome. Sandy is on the high 
range. Some of the children are not quite as high, 
but I don't think that this is the time of their 
life to be working on functional living skills. A 
friend of mine has a 9 year old who was in a life 
skills class where he was taught to grocery shop. 
My 9 year old doesn't grocery shop. That is not 
the appropriate thing for him to learn. They are 
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inappropriate up to at least third or fourth 
grade. There are many things they need to learn 
without wasting time in that area. Career skills 
will need to be taught eventually. We want a 
satisfied, and happy child and an adult. She will 
work some day. I think many of these classes are a 
waste of time. It doesn't take the kids 10 years 
to learn some of those skills. 

With what outside activities has she been involved? 

Well she is not involved in very many now, because 
she doesn't want to be. She was in Brownies and 
Daisies. She didn't like it at all. She would walk 
out. I was there but she really didn't like it at 
all. We haven't started her out this year because 
she has been sick a lot. She has taken a great 
deal of gymnastics in her life and enjoys that a 
lot. She is taking swimming lessons that she 
really likes. She is living for T-ball this year. 
We are trying to decide whether we want her on a 
coach pitch team or T-ball. She likes to be 
pitched to and she gets a hit more often than not. 
T-ball was 100% positive experience. She did just 
as well or better than every other girl on the 
team. 

Tell me about your role in Sandy's education and you can 

talk about her dad's role too if you would like. 

Out of necessity, I have taken care of most of the 
medical and educational aspects of her life. It 
has been very time consuming. I have either not 
worked or worked part time. So I have had time to 
deal with these things. Her dad is 100% supportive 
of all of this. He is a very involved dad. He is 
as much a caretaker at home as I am. He reads to 
her as much as I do. He doesn't sit with her as 
much and do the writing. But all the other things, 
he is an equal partner. He will usually take one 
of the girls with him when he runs an errand, and 
it is equally (older child) or Sandy. He plays 
with her outside every day as long as the weather 
is good. Whether it is riding her bike or playing 
ball or just swinging. He has always been a real 
active part of her life. We do everything 
together. We fix dinner together, clean house, 
that is just how he is. He is a nice guy. He was 
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as nervous about Sandy going into first grade as I 
was. He would call and ask, "How did it go this 
morning?" I would tell him "It went all right." We 
don't do very much without a joint decision on it. 
Sometimes he feels left out because he can't get 
up to the school as often as he would like. 

Would you like to add anything? 

We fully expect Sandy to complete school, and to 
graduate from high school. It is very possible. It 
is an appropriate thing to expect. It happens all 
the time. It will take a lot of work from us, from 
her and from the school district. It is very 
attainable and fully expected. We expect her to 
live independently and to have a job that she 
likes and pays her something. These are goals that 
we have for her. We must have high expectations. 
When Sandy was first born, all our high hopes were 
dashed and we had to build them back up again, 
your confidence and your expectations, and what 
you really think is going to happen with this kid. 
With any child you have goals that you would like 
to see happen and that are real possible and that 
is what we are working toward. 

Teacher Profile 
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Sandy's teacher is a Caucasian female with 9 years 

experience teaching first grade in the current school. She 

was a 1967 graduate from Sam Houston University where she 

received a Bachelor of Arts degree. She received her 

teaching certification from Houston Baptist University in 

1974. Sandy's teacher had taught kindergarten, first, 

second, and third grades with a total of 15 years in both 

public and private schools. She worked with adults in the 

Allentown State Hospital for 2 years. Other than the 

district training for teaching gifted children, she had no 



special training working with children who have special 

needs. 
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Sandy's teacher believed that a "key factor in 

instructing children was motivation, coupled with a deep 

personal interest in each child." "The greatest reward a 

teacher could receive was to reach a child by fulfilling his 

academic and emotional needs." She expressed that it was in 

the best interest of the child that the child's parents work 

with the teacher. She believed that discipline was one of 

the areas where parents could provide significant support. 

On the night of the first open house, Sandy's teacher 

reviewed her discipline program with the parents. She 

expressed her expectations for the children's behavior as 

well as the rewards and consequences for chosen behaviors. 

She stayed in contact with parents by sending folders home 

every night. The folders contained the child's work, a 

discipline sheet, and occasionally a note from the teacher. 

A notebook with information concerning Sandy's 

individual needs and educational plan was given to 

her teacher the first week of school. The notebook included 

modification strategies; Sandy's strengths and weaknesses; 

medical information; and the admission, review, and 

dismissal committee report. Several copies of the modified 

form of Brown Bear, Brown Bear What do You See? also were 
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given to her. The modified book was used during one lesson 

and the notebook with modifications was read. 

Sandy's teacher taught most of her lessons in a whole 

group format. Small groups of children or individuals were 

called to the back of the room for assessment purposes and 

later for reading instruction. Reading materials were 

available at all times and were located at the front and the 

back of the room. Manipulatives like puzzles and blocks were 

also located at the back of the room. Whenever Sandy's 

teacher told the children they could work in centers, the 

children would work with the manipulatives. Center time was 

not structured and there were no observable objectives or 

specific learning areas. Most of the children would find an 

empty place on the floor and would play. Center time was 

more of a time for manipulating materials and pretending 

than for mastering specific objectives. 

A formal interview was held in the teacher's classroom 

November 28, 1994. The questions and responses were 

transcribed from an audio tape. The names were changed from 

the original interview. Sandy's teacher was given a list of 

questions to read over before the interview. When she was 

ready, she began talking. No questions were asked until 

after her original narrative. 

Teacher Resoonses. Back in August I got my class 
list, I was told I would have several very capable 
children in my class, in a cluster class and I 



found the name Sandy on my list. I went home and 
thought about it and realized it was a Down 
syndrome child. I looked in our little school 
annual and I was right. I was quite upset. I told 
my husband how I felt, and so forth, the next day 
I talked with the (assistant principal) who is 
also a personal friend and I said, "(Name), isn't 
Sandy a Down syndrome child?" I said, "I have a 
cluster class with very capable children, how will 
this work out?" I don't remember her answer, I 
just remember I was very disturbed, and I was not 
totally looking forward to the year ahead of me. 
Well Sandy came in and my first day, my 
expectations of her and through the first 6 weeks 
were for her to do readiness skills, perhaps 3-
year-old skills, maybe we could master tieing her 
shoes, or learn what the color blue was, and learn 
what the number one was. Something like this or 
maybe with a lot of help from the other children, 
she could find a seat by herself, and my other 
goal was, to have it where she didn't totally 
upset my class and to see if I could have an aide 
in here quite a bit. These were my feelings. They 
were all very, very negative. Well, Sandy came in 
with the support of her mother which really 
helped. I became friends of her mother; therefore, 
that helped me have a better attitude about her. 
The child began to grasp a little bit more each 
day and a little bit more each day. Finally, one 
day the children were reading a story "Better Move 
on Frog," and as the children were reading the 
story, I realized Sandy could focus on the story 
with us, she was tracking, she seemed to know 
where the words were and all of a sudden I 
realized she was able to read it! Previously, on 
the first day of school and the first week, we did 
"Brown Bear," she had that memorized, and did 
pretty well with it, but I was not moved by that, 
particularly. But, when she began reading "Move on 
Frog" one day, and read it to me all by herself, I 
became very embarrassed and there were tears in my 
eyes because I was really moved. Well this was a 
turning point for Sandy and I. I can't remember 
the exact date that this happened. But I was so 
excited I went to tell her mother about it, and I 
still feel the emotions from it, it was so 
exciting. As I told her mother about it, I could 
feel my eyes, you know, I could feel the emotions 
coming. This told me that this child was a real 
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human being who could be reached, and a child who 
could learn. From this point on, I included Sandy 
in as much as I possibly could. Well, now it is 
November, Sandy has become a part of our day. My 
children have learned to nurture her and care for 
her. They have learned to fill in the gaps where 
she needs help, and she can do something to 
another child, hit them or something, they'll 
never get upset, they show her the right way to do 
things. They all try to help her with her reading. 
They all try to help her with her math. And today 
in the month of November, I hardly modify. She 
moves with my class, she is now a first grader. 
She is like all the rest of us except for her hand 
and eye coordination. She counted 56 cents using 
coins today and bought a piece of bubble gum with 
it. Using play money, of course. She knows her 
number words, she knows her numbers. She is 
usually capable of reading a story or at least 
memorizing it. She is actually reading it after 
the other children are reading it for a while. In 
her journal, verbally she can tell me what she is 
writing. It appears to be a scribble, though. My 
expectations for her from here on out are that she 
will be like the rest of my first graders. I think 
when it comes to the time that we take the ITBS I 
think she could do them orally, at least. 

Interview Question. Can you tell me what your feelings were 

when you first saw Sandy? 

I felt very frustrated, because I could see that 
this child was going to take a lot of time during 
my day. It did at first. Going to the restroom 
became a major ordeal. That was one of the major 
problems I had with her. I would let her go to the 
restroom with the class, it didn't really work out 
good. She spent too much time in the restroom. I 
let children take her to the restroom, it took too 
long. I finally solved the problem by taking a 
timer into the restroom, and when the timer went 
off she had to be back in the classroom for a 
sticker. It worked. Then all of a sudden, we had a 
problem with her going to the adult restroom and 
locking the door. The children couldn't control 
her well. Through conversations with her mother, 
and so forth, we have worked this out. We 
conquered that problem. Sandy still does, as she 



did at the first of the year take a lot of tender 
loving care. If Sandy has an upset stomach, she 
can't warn you that she is going to get sick. 
Sandy comes in with a lot of colds, and a lot of 
days not feeling good. Sandy's first problem that 
she showed me, that I was not ready to face, was a 
stubbornness. I guess that goes with being Down 
syndrome. She tells all of us in my class, "no!". 
We ignore the "no," we think nothing of "no," we 
just make her work. If she is feeling bad, her 
"no" does mean "no." If she is not physically ill, 
her "no" is just something that slows her down. 

How long did it take you to realize that the "no" was 

different when she was sick? 

Probably in the first couple of weeks. We go 
through a period of about once in every 10 days 
where she has a runny nose. When she has this 
runny nose, she will probably have an attendance 
problem where she is absent more than the other 
children. She will have her sick "no" days. 

The first week of school, I video-taped your class. There 

were things on the video tape that showed Sandy could 

actually do some of the work. You had her go to the board 

and she put some sentence strips together and matched the 

color red. How did you feel about that? 

I was really surprised, at the very beginning she 
had some problems knowing words out of context. In 
whole language quite frequently you would look for 
a certain word or a pattern, she had a little 
trouble at first, but then conquered it. And then 
I found, much to my surprise also, that she could 
write fairly well on the board. I have a special 
board with a little peg in it, that we use to 
trace letters and numbers hoping to help her with 
this. 

From the first day of the 6 weeks to the first day of the 

second 6 weeks, did Sandy improve in her academics? 
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I think the improvement came just around the 
report card day, or maybe a week before that. The 
moment she read "Better Move on Frog" to me. That 
was our turning point emotionally, which was a big 
deal for Sandy and me because I realized this 
child could learn. She may not learn as much as my 
other first graders can learn, but she can learn 
much more than my expectations were for her. Then 
I really tried to focus in on things and see how 
much she could really do with us. Until now, I had 
the aide do things with her, now I include her in 
most of our reading, and a lot of our math and so 
forth. I just modify a little bit. As I started 
working with Sandy, I continually had mixed 
feelings about the child, and at times I thought 
she might be a burden. I remember talking with my 
son, who lives in St. Louis, talking to him on the 
phone, and remarking to him how I had a Down 
syndrome child in my classroom this year, and how 
I thought it would be a very big frustration and 
be a very difficult year. My son said to me, 
"Mother, I know you and I know that this will end 
up being one of your most rewarding years and it 
will be a real blessing to you that you will 
remember the rest of your life." And I said, "that 
cannot possibly happen." It has already happened! 
When the child counted money to me the other day, 
I also had those emotional feelings. You know 
where she got me really excited and she moved me 
just like the time when she first read. I did not 
expect that from a Down syndrome child. I was very 
nervous about having the child because I felt my 
training is just with normal children, and I 
really never worked with special ed. I have worked 
with adults in a state hospital with patients with 
special needs and who were mentally ill, but I 
never thought I could work with someone with Down 
syndrome. I thought it would be difficult, and it 
has been difficult at times, but she is a joy to 
work with and her mother is real sweet. I will 
say, when she is absent, I can spend a little more 
time with the rest of the class. The fact that she 
is in the room, still makes a difference, I have 
found it rewarding, but I do find that I give her 
extra attention. 

One of the areas in research that is not often addressed is 

the academics in the regular classroom and working with 
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children who have Down syndrome. Most of the time 

socialization is the primary reason for including the 

children in the regular classroom. What are your feelings 

concerning the teaching of academics versus the functional 

living skills that have been the traditional focus? 

I sometimes feel that a child will learn whatever 
he is expected to learn. I have never modified 
very much. I find that Sandy is learning from the 
children around her continually even though they 
are more advanced and she is learning from them. I 
have seen a lot of progress in math and reading. I 
feel like her peers are helping her. They even 
help her on the playground. Even on the playground 
they are teaching her things. And also socially. 
She is the most popular person in the classroom. 
The children all take care of her. They all want 
to mother her and help her out and they all 
continually look for her and they like to do 
things with her on the play ground. I forgot to 
address one of the problems that is very major, 
she can wander off. If we are in a group situation 
outside, she can wander. It takes my whole 
classroom as well as myself, to really watch her. 
Today she went to the nurse's office, another 
teacher took her, but they forgot to tell me. I 
started looking for her, and all my children, bit 
by bit were panicking and they tried to look for 
her. We found her, but the children are really 
tuned in and they would never let her leave the 
classroom. They guard her as much as I do. They 
are very protective of her. I see social benefits 
because the other kids see her as someone special. 

Do you think the other children are missing out on anything 

by,having Sandy in the class? 

If I had a class of gifted children, this would be 
very hard. Academically everything is working out 
for the class, working out for her and there are 
no problems, but if almost everybody in my class 
were gifted, I would find it difficult to do some 
of the things that I think would be more 
challenging. I would like to do more skits with 
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the children, and maybe let them go on the stage 
and do some really neat things and be a little bit 
more creative than I can be when she is in here. I 
have to keep things pretty structured. It is very 
important to Sandy that she have a normal routine, 
and not much is changed during the day with the 
routine. If I were to change the routine by 
possibly having some other classes come in and 
watch us do a skit, this would disrupt Sandy and 
then it would disrupt my class. Cooperative 
learning, I want to develop. I am still having 
trouble doing that because of Sandy. But I can do 
it when she is not in the classroom like when she 
is with an aide or something. 

What does she do when you are doing cooperative learning? 

This is a strategy that a lot of people are advocating for 

children who are included. 

When I have all the kids working in small groups, 
it seems she, unless there is an aide with her, 
she requires too much of my one-on-one attention. 
She will get a hold of the supplies, and she may 
start throwing things. I just have to have an eye 
on her at all times. We have to keep things very 
structured. The children can work with her and do 
a lot of peer tutoring and it works out 
beautifully. For her to work in a group of four 
children all by herself, and for me to watch other 
groups going on, it is really hard unless I have 
an aide in here. I have several children who can 
work with her fairly well, she just takes a lot of 
adult supervision. Like today, she got a hold of 
some Unifix cubes, she was suppose to make 
patterns, and it wasn't long before she was 
throwing Unifix cubes across the room, so we put 
up the Unifix cubes. If I let her work with just 
one other child, and the other children are doing 
something a little more structured, it works fine, 
because I am able to oversee everything a little 
better. I have other children in the class with 
special needs. I have a little boy who speaks 
Spanish, and can't speak any English, I have to 
give him TLC too. 



What is the make up of your class now, and at the 

first of school? 

I have 23 children in my class now. I had 29 the 
first few weeks of school. One little boy had no 
kindergarten. About seven children were non
readers and very low. I had one child who could 
understand some English, but could not read it. 
This new child who can't speak any English can't 
understand anything that goes on in the classroom 
and qualifies for an ESL program. He will probably 
be transferred to another school. My other Spanish 
child qualifies for ESL and her family speaks 
nothing but Spanish, they cannot communicate with 
me. She qualifies, but they refuse to send her to 
another school. The mix of my children at first: I 
had several that were very, very capable, one that 
was gifted, and several were slow learners. Sandy 
is sometimes capable of helping my capable ones. I 
have one little boy who is probably gifted who was 
shown by Sandy where to put his name on the paper 
the other day because he seldom remembers to put 
his name on his paper. The way she fits into my 
class, is probably toward the bottom but she is 
reading better than three of the children in my 
classroom. She received s's with m for modified 
the first 6 weeks. 

You gave me a spelling test where she actually wrote the 

words. 

When Sandy passed the spelling test, this was 
another moving experience. The day I gave the 
test, I asked a parent who had come in to help me 
if she would give her the test. 

This was around the 11th of November? 

Yes, she called out the words one by one and I 
explained to her that Sandy would not really be 
able to write the words. Well, Sandy's test took a 
good part of the day, but Sandy passed the test. 
So now the aides are going to give her the 
spelling tests. If I had some place without an 
aide, I would not be able to function, I can't 
spend all day giving this child a test. She had 
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been spelling the words outloud, but not writing 
them. 

Did she take oral tests the first 6 weeks of school? 

No, we didn't start any spelling tests until 
October. At first she didn't seem to be doing it, 
but I wasn't pushing her to do it. I thought it 
was impossible for her to do. Have you seen 
improvement in her writing? Improvement is very 
slow. When a parent is with her, we can tell the 
letters, but when she writes on her own it looks 
more scribbly. She walks in here in the morning 
with the other children, the children read to her 
what it says on the board, but most the time she 
can read it, it tells her what to write about in 
her journal, and she now sits down and does it. I 
sometimes put the date on there for her. But she 
does it, she sits in her seat and if you walked 
into the class, you would not realize that her 
ability was any different from the others at least 
not by looking at what she was doing. Her 
handwriting still needs lots of work! When she is 
in a hurry, it is real scribbly. Sometimes, she 
decides she is not going to do it and then we see 
nothing but black marks. At the first of the year 
there were just pencil marks with no formation, 
her recent spelling test I was able to make out 
the letters. Her best writing comes, it is kind of 
bizarre but it doesn't disrupt the other children. 
She goes to the back table and lays almost like a 
rag doll, and that is how she writes the best. 

Have you had to add rules so that she can go and lie on the 

table? 

Most of the kids know that Sandy does things 
differently. We have our class rules, and Sandy 
just has her way of doing things. My class has 
little conduct cards. She does not have a conduct 
card. If any child were to hit any other child he 
would usually tattle. No one tattles on Sandy they 
just handle it. Sandy does things differently, but 
things work out. Children ignore it. She may be 
laying on the table in a rag doll fashion, the 
other kids ignore it. They take turns working with 
her. We have sticks with names on them and 
everyday I pick a stick to know who gets to work 



with her. She has letters that she traces with her 
fingers during handwriting and the children work 
with her. 

How do you discipline Sandy? 

Sandy is extremely stubborn, and if she doesn't do 
something I have asked her to do, she sits in time 
out. She has to be placed in a chair in a certain 
area of the room. This area cannot change to 
another area of the room. I explain what she did 
wrong and then I have her sit there. A few seconds 
later, she is ready to work with us. Sometime, she 
has to sit there for quite a while. Depending on 
what her mood is like is what determines how long 
she sits there. If she is not feeling well, she 
may still go to time out, but I know it won't 
really change her behavior too much. I still 
follow through even if she is not feeling very 
good. Sandy does better with structure than she 
does with a lot of developmental things. Yesterday 
I took it upon myself to rearrange my room, we are 
getting ready to do a skit, I wanted to rearrange 
my room so that we would have a lot of space in 
the center of the room to practice. We are also 
studying Christmas around the world and we are 
making a big book. We have a lot going on in the 
room. I rearranged the room. I put the children 
into a large cluster. A large cluster formation, 
with everything different. The children walked in, 
they found they were in different seats, our 
schedule was different, Sandy was miserable. She 
was totally miserable and everybody was asking, 
"What is wrong with Sandy today (teacher's name)?" 
"Sandy is not herself today, (teacher's name)." 
And one of the aides said she thought something 
was wrong with Sandy and she didn't seem to want 
to be here today. It is because we did quite a bit 
of the things different. We didn't do anything in 
a normal routine. Plus the desks were moved. She 
does better with structure. 

Class Profile 
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Sandy attended first grade on the traditional calendar. 

She was a member of the designated first grade cluster 

class, a class reserved for children who were identified as 
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gifted. A cluster class teacher was one who had received 

district training on how to teach gifted children. At the 

beginning of school, only one child was identified as 

gifted, and an additional child was identified after the 

testing for this study. All the children were assigned to 

the classroom by the principal. 

At the time of the observation, there were 29 children 

assigned to the class, 12 girls and 17 boys. Two children 

were Black, two children were Hispanic who spoke limited 

English, and the remaining children were Caucasian. None of 

the children was repeating first grade, and all but one 

child had attended kindergarten the previous year. 

The classroom where Sandy was a participant was located 

in the oldest part of the building near the cafeteria. A 

~pecial education resource room was next to the classroom. 

Four additional first grade classes, a diagnostician's 

office, and a storeroom with a restroom and a drinking 

fountain were located in the same hall. 

The classroom was large and rectangular. On the wall in 

front of the room and to the left of the door was a coat 

closet. Next to the closet was a small bulletin board with 

the class rules and a chalkboard that lined the wall. A long 

plastic pocket chart with the numbers Oto 100 hung from the 

top of the chalkboard. Above the chalkboard were brightly 

colored letters of the alphabet that were written in a 
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D'Nealian manuscript. Stapled to the top rim of the 

chalkboard were posters of color words with matching 

pictures. Trade books like Polar Bear, Polar Bear and Brown 

Bear, Brown Bear. What Do You See? were on the chalk ledge. 

Stapled to the far right side of the chalkboard was another 

long plastic pocket chart that held individual word cards 

placed in the order of a song about colors. Beside the 

chalkboard was a small bulletin board with an Autumn tree. 

Red lockers lined the wall farthest from the door. 

Beside the lockers was a four-tier, free-standing shelf with 

four-drawer file cabinets on either side. In front of this 

shelf was the teacher's desk. Directly in front of the 

teacher's desk and jutting out from the back wall was a 

three-tier, free-standing shelf with plastic cartons 

_containing counters, blocks, and puzzles. A stack of yellow 

filing bins sat on the floor next to the shelf. On the back 

side of the wall of the classroom there were numerous 

shelves with books, puzzles, blocks, and materials used by 

the children during center time. On the wall to the right of 

the door there was a small chalkboard. In front of the 

chalkboard was a kidney-shaped table that had four small 

chairs around it. 

In the center of the room there were clusters of desks. 

Clusters of four had two desks that faced two other desks. 

If there was a cluster of five, a single desk would be at 
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the end of the cluster facing the four desks. By the lockers 

were two clusters of four desks and a single desk not 

attached to a cluster. In the center of the room was a line 

of four desks that faced four other desks for a total of 

eight desks. Behind those desks and close to the back 

shelves was a cluster of three desks. Beside the kidney

shaped table was a cluster of five desks and to the front of 

these desks was another cluster of five desks. Sandy sat in 

the cluster closest to the door in the single desk that 

faced the four other desks. The video camera was located to 

Sandy's left near the door. 

Classroom Observation 

Sandy's classroom was formally observed and video taped 

by the researcher for 3 consecutive days during the first 

week of school, for a total of 13 hours. The daily schedule 

of events was not set into a routine at the time of the 

observation. There were no specific times for journal 

writing or reading. Most of the lessons were in a whole 

group format. Group instruction included singing songs about 

colors, reading trade books, learning D'Nealian handwriting, 

using manipulatives to match words, or making complete 

sentences by placing words in a pocket chart. 

The children began each day with a free reading time. 

Trade books were easily accessible and the children chose 

the book they wanted to read. Sandy chose books with which 
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she was familiar, such as Brown Bear, Brown Bear What do You 

See? and A House is a House for Me. On the third morning of 

the observations, Sandy chose the book Polar Bear, Polar 

Bear What do You Hear?, and then asked the researcher to 

read with her. When asked what she wanted the researcher to 

do, she replied. "You read first." The researcher read the 

first page and stopped. Sandy said the name of the animal 

that was on the following page. When the book was reread, 

Sandy said she wanted to read first. She proceeded to say 

what was on the first page and the researcher read the 

second page. Sandy said exactly what was written on each of 

the pages that she read. After the second reading, the 

researcher asked her to read the individual words indicated 

by the researcher. Sandy was unable to read any words 

~ndividually, but would say the whole sentence, just as she 

had memorized it. After the readings, Sandy returned the 

book to the chalk from which she had taken it and returned 

to her chair. 

Each day the teacher chose children to go to the 

calendar to read and complete these sentences: Today is __ 

Yepterday was __ . Tomorrow will be __ . The following 

transcription illustrates Sandy's willingness to 

participate. 
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Teacher/Children. T: What month is this, everybody? 

Sandy. Sandy is turned sideways in her chair and is 

looking at the calendar. 

All: August. 

T: August. Great! We've got that down. Look at the word 

August. These bears look like they have been out in the heat 

and at the beach. That's what happens in the summer time. 

Today is what day of the week? 

Sandy raises her hand. 

T: Yesterday was Tuesday, what day of the week is this? 

Sandy? 

Sandy says, "Wednesday. " 

T: Fantastic! We have to fix this because today is no longer 

Tuesday. It is Wednesday. Today is Wednesday. 

A child changes the day to Wednesday as Sandy 
watches. 

T: Tomorrow is going to be what? 

Sandy raises her hand and says Friday. 

T: Not Friday. (Boy's name) what's tomorrow? 

Boy: Thursday. 

Sandy was eager to volunteer for most activities. Many 

ti~es she seemed unaware that any other children existed, 

for she would walk up to her teacher and sit on her lap or 

raise her hand and say an answer before she was called upon. 

Sandy was not always on task and doing what the teacher 
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requested. Often she looked at books when she was supposed 

to be doing other types of work. This type of behavior was 

observed most frequently during large group instruction when 

Sandy was expected to listen to instructions from her own 

chair. 

Sandy enjoyed reading familiar books and books found in 

her desk. One morning, when other children were walking 

around and visiting with each other, Sandy took her science 

book and began reading it. Sandy turned one page after the 

other as she carefully looked at each of the pictures. 

Behaviors she typically would exhibit when she was reading 

to herself are noted in the following transcription: Sandy 

picks up her pencil box and looks in it; she closes the box 

and puts it away. She takes out her science book. The 

science book is turned right side up. She opens the book at 

the cover page and proceeds to turn the pages in order, one 

at a time. When she looks at the first page, she puts her 

finger on the picture and looks more closely. She turns the 

page and begins to mouth words and make sounds as she looks 

at the picture. Sandy notices a boy walking next to her, and 

with her right hand, she waves and signals to the boy to 

come over to her desk. The boy does not notice the motion 

and walks on to his own chair. Sandy puts her finger to her 

mouth and says, 11 Shhh" to the class for there is quite a lot 

of noise. Sandy returns to her book and looks at the 
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pictures. As she looks at the pictures she makes sounds like 

"humph," and says, "uh, uh." When she sees a page with an 

elephant, she shows excitement by smiling, putting her hand 

over her mouth and lifting her shoulders. She continues to 

turn the pages, making low noises and shaking her head. She 

puts her hands over her ears as if listening and looks at 

the pictures, talks to herself, and then points to herself. 

She looks up, puts her hands in her mouth, then quickly 

looks at the next page in her book. She continues to look at 

the pictures mumbling as if talking to herself about what 

she sees. Sandy turns the page and smiles with delight as 

she looks at pictures of colorful plants. She stops and 

makes a "whoop" sound and turns the page. She turns two more 

pages and looks at the pictures and smiles brightly as if 

she were seeing the most beautiful pictures in the world. 

She looks up and watches a child enter the classroom, yawns, 

puts her hands over her eyes, looks around, looks at the 

book, and turns the page. 

Sandy would sit for extended periods of time and read 

or look at pictures in her books. She seldom put her books 

a~ay without a struggle, so during direct group instruction, 

Sandy's teacher often brought Sandy to the front of the room 

to be a part of the demonstrations. On the second day of the 

observation, Sandy's teacher had planned to have the 

children work together as a large group and put an alphabet 
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dog puzzle in alphabetical order. She had no inkling that 

Sandy could put the dog in order by herself. The lesson 

follows: 

Teacher. Sandy is going to put this ABC dog together. 

She will need help. (Teacher's name) will pick the people 

who are watching nice and quiet. Those are the people who 

will help Sandy. I am going to set it up. (The letters are 

put all over the floor and are not in any order.) Okay 

Sandy, come up and we will put this together. 

Sandy. Sandy has gone to a chair and is looking at 
a book. Sandy's teacher takes her hand and leads 
her to the area where she has put the letters. 

T: Come on Sandy, I need your help. 

Boy: Come on, Sandy! 

Sandy goes to the front. 

T: We need the letter A, find the letter A and put it up 

here. 

Sandy takes the A and places it behind the dog's 
head. She returns to the mixed up letters and 
takes the~ and~ and places them in order. 

T: Boys and girls she is doing it! She probably won't need 

our help. 

Sandy finds the correct letters and takes them to 
the ledge. The children are calling out the 
letters, but she is finding them and placing them 
in order. She places one letter out of order. 

Boy: She's good! Don't tell her! 
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Sandy realizes her mistake, and she returns with 
the correct letter and places it in the correct 
place. 

Boy: Gosh, this is really good for her! 

Sandy places the z in the proper place 

T: I thought we would all get involved helping, but we 

didn't have to. Great job! 

Sandy claps her hands, bows to the class, turns 
around, and returns to her chair. 

Sandy's pencil grip was very weak and she was unable to 

apply very much pressure as she wrote, making handwriting 

very difficult for her. On the first day of observation, the 

handwriting session went as follows: 

Teacher/Children. T: Everybody, this is your handwriting 

book, so I'll pass it out. 

Sandy. Sandy has her head down and waits for her 
handwriting book. 

T: Everybody turn to page 33. The first letter we are going 

to work on is the letter~, page 33. 

Once the book is placed on her desk, she sits without 

opening it. After you find it, fold your hands and I'll know 

you are ready. Page 33. I'll pass out your pencil. You'll 

get your pencil in just a moment. Everybody look up here. 

Sandy is looking and yawning. 

T: What you are going to do is look up here and then you 

will get your pencils and write in your book. I'll walk 
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around and put a star by your very best one, like I did the 

other day. 

The teacher demonstrates the formation of the 
letter~ on the chalkboard. Sandy watches. 

T: This is your top line, your dotted line. Your red line is 

your bottom line. This is a little letter, boys and girls. 

This is not a capital letter that we are working on; it is 

small. (Boy's name), do I have your eyes? You will put your 

finger on the dotted line because you will make the~ go 

below the dotted line. 

Sandy is looking at the other children and then 
looks at her teacher. 

T: Watch, you go below the dotted line, around like this, 

and then you don't move your pencil. Then you go down to 

make a monkey tail. Everybody put your finger in the air. 

Sandy looks at the children beside her and lifts 
her right hand. [Sandy is left-handed.] 

T: Go below the dotted line, and up, and make a monkey tail. 

(Repeats) 

Sandy makes the movements with her right hand both 
times. 

T: Gives pencils to the children. 

Sandy puts the pencil in her left hand and makes 
light/// strokes. She does not stop when her 
teacher asks the group to watch another 
demonstration. 
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T: Now take a look. Don't do anything yet (demonstrating). 

You will take your pencil, you will go below the dotted line 

and down like this to the baseline and make a monkey tail. 

The teacher goes to Sandy's desk and puts her 
right hand over Sandy's left hand. Together an~ 
is attempted. The teacher leaves and Sandy 
continues to make Ill marks but now places her 
right hand over her left as she writes. 

T (at chalkboard): I want you where the dot is. I want you 

to go down like this. Now watch, do it with me, go to the 

baseline and make a monkey tail. 

Sandy continues with her Ill marks and does not 
look up. The teacher returns to Sandy's desk and 
hand-over-hand helps her write the letter~. 
Seeing little progress, she leaves to get clay for 
Sandy to use. 

T: Class, I am giving Sandy some clay to work with because 

she is having some trouble. I promise you that you will get 

to use it some other day. 

Returning to Sandy, the teacher rolls the clay 
into a log, curves it to make a circle and places 
a smaller log that is curved toward the right, on 
the side of the circle. She takes the shape and 
makes it into a ball and hands the ball to Sandy. 

T: Boys and girls, heads up, eyes up. I'm going to be 

working with Sandy. It will only take a second. I want you 

· to finish your last row, sit there quietly for just a 

moment, and then we will do the calendar. 

Sandy attempts to make a log, but is unsuccessful. 

T: Put your finger right here (on a dot in the book). Are 

you left handed or right handed? 



197 

Sandy puts the pencil in her right hand and holds· 
it correctly. She leans her head on her right arm, 
and with her own left hand over her right hand she 
writes a letter g. The researcher tells the 
teacher that Sandy is left handed. 

T: It's going to take a lot of one on one. She leaves. 

Sandy points to the letters on her letter line 
that is attached to her desk and says the ABCs. 

T (returning with a sandpaper letter): Sandy, why don't we 

try this. 

With the teacher's hand over Sandy's left hand, 
they trace over the top of the sandpaper letter. 

T: Heads up, eyes up. I know most of you are done. I'll be 

just a second. 

Hand-over-hand, the letter~ is traced two 
additional times. 

When her teacher leaves, Sandy stops tracing. She 

points to the letter line on her desk and again says the 

ABCs, then pokes the clay with her pencil. Finally, she 

takes a trade book about a dog named Clifford out of her 

desk and begins to read. 

A special education teacher or assistant worked with 

Sandy for a minimum of 1 hour in the morning and 1 hour in 

the afternoon. Sandy readily accepted help from the adults 

who came into the room. Usually, the resource teacher or 

assistant showed her what to do and then left to work with 

other children in the classroom. Periodically, they would 

check to be sure Sandy was on task and understood her 
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assignment. Often they took her from the front of the 

classroom where she was sitting in the teacher's chair 

reading a book, and lead her back to her own chair where she 

was to complete an assignment. 

Summary 

Sandy was a 7-year-old girl with Down syndrome. Like 

many children with Down syndrome, she was diagnosed with a 

congenital heart defect that required surgery. As a first 

grader, she often had problems with her allergies and 

asthma. She wore glasses and had some difficulty hearing. 

Sandy lives with her natural parents and an older 

sister. Both her parents are active in her life. Sandy 

enjoys riding her bike, playing ball, and swinging with her 

father. Sandy's mother has taken a very active part in her 

development. She began reading to Sandy when Sandy was first 

born, and began to work with her more formally with the help 

of the personnel from the early childhood intervention 

program when Sandy was about 4 months old. To prepare for 

first grade, Sandy's mother spent a lot of time reading and 

writing with Sandy. She helped her learn to write the 

alphabet by writing the letters with markers on an easel, 

and helped her learn to spell words by using sponge letters 

in the bathtub. Sandy's mother and father have high 

expectations for Sandy. They expect her to learn to read and 

eventually to be graduated from high school. 
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During the first 6 weeks of school, Sandy enjoyed 

reading books and putting puzzles together. She often 

participated in class demonstrations and did not hesitate to 

volunteer answers. Sandy was never approached by any of the 

other children in the classroom. Often she would approach 

them, but none of the children ever talked or played with 

her. Academically, Sandy constantly surprised her teacher 

and classmates. She read her first book to her teacher 

around the fifth week of the first 6 weeks. This was the 

turning point for her and for her teacher. 

Summary of Findings 

Research Question One 

How do the children with Down syndrome compare in 

reading and writing with non-handicapped and handicapped 

children who are in first grade? 

Sally and Sandy's literacy behaviors were compared with 

handicapped and non-handicapped children using formal and 

informal standardized tests. Sally's strongest areas were in 

her ability to read words in isolation, where she scored the 

same as 47% of the children tested; to write vocabulary 

words, where she scored the same as 79% of the children; and 

to understand book orientation concepts, where she scored 

the same as 77% of the children. Of the children who were 
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tested, 11% scored better than Sally in the area of advanced 

print concepts. 

Sally's weakest areas were in her ability to write on 

the dictation task, where she scored the same as 37% of the 

children tested; the ability to understand the concepts 

about print, where she scored in the first stanine and the 

same as 21% of the children tested; and the ability to 

understand print direction and letter word concepts, where 

she scored below 65% of the children tested. 

Observations of the classroom and review of artifacts 

indicate that Sally had a difficult time copying from the 

board and forming her letters. Her journals consisted 

primarily of writing by drawing, writing by scribbling, and 

writing by reproducing learned letters. She never wrote 

words or sentences using conventional or inventive spelling. 

Sally was the only child in her class who was not placed in 

a reading group the first 6 weeks of school. 

When Sandy's literacy behaviors were compared with 

handicapped and non-handicapped children, her strongest 

literacy behavior was found to be in the area of letter 

recognition. Her score was higher than 74% of the children 

tested. Sandy scored the same as 47% of the children tested 

in her ability to read words in isolation; in her ability to 

write vocabulary words, she scored the same as 79% of the 

children. 
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Sandy's weakest area was in her concept about print, 

where she scored the same as 21% of the children tested. 

Sandy was able to identify the front of a book, the bottom 

of a picture, but was unable to understand any of the other 

book orientation concepts, thus 96% of the children tested 

scored better than she. Print direction concepts and letter 

word concepts were also weak areas for Sandy. In both these 

areas, 65% of the children performed better than she. 

Classroom observations and review of artifacts 

indicated that Sandy could read and copy the color words, 

and follow instructions for fill-in-the-blank and 

circle-the-answer worksheets. When Sandy wrote in her 

journal, she would use writing by drawing, scribble writing, 

writing by making letter-like forms, and writing by 

reproducing learned letters and numbers. Sandy did not write 

words or sentences using conventional or inventive spelling. 

Research Question Two 

How are the children with Down Syndrome included in 

literacy instruction in two different first-grade classrooms 

during the first 6 weeks of school? 

Sally and Sandy were observed and video-taped as they 

participated in separate first-grade classrooms. The video 

tapes were transcribed and the field notes were reviewed in 

order to identify literacy events, literacy behaviors, and 
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confirm the findings. 
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Sally was £ncluded in all literacy instruction that 

took place in a whole group situation. She was not included 

in any type of reading group until after the first 6 weeks 

of school. Sally's off-task behaviors were ignored by the 

classroom teacher, which was consistent with the teacher's 

philosophy for all the children in the class. Sally was used 

as an example five times. This interaction was only seen 

once with one other child. 

One modification in arithmetic was made during the 

observations. Sally made numbers with clay and was removed 

from the group to work with her assistant. When Sally 

returned to the large group, she completed the same pages of 

arithmetic (with the support of the assistant) as the other 

children. 

During the observations, the regular classroom teacher 

interacted individually with Sally a total of 73 times. Of 

the 73 interactions, 21 times were interactions with Sally 

in a helping situation. This was the largest number of 

individual interactions within the large group context. 

During these interactions the classroom teacher helped Sally 

find books and other materials, used hand-over-hand 

manipulation of pencils or crayons, found pages for reading 

instruction or classwork, and sharpened pencils. 
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An additional 19 individual interactions between the 

regular classroom teacher and Sally were recorded. These 

interactions involved the teacher checking for on-task 

behavior; refocusing or using attention-getting devices; and 

giving specific information or asking questions not related 

to the class but rather to Sally specifically. 

Sandy was included differently from most of the 

children in her class, for she received much more attention. 

Sandy's teacher interacted with her 57 times during the 13 

hours of observation. In order to help Sandy stay on task, 

her teacher included her in 14 demonstrations of group 

activities. The teacher also worked with Sandy individually 

eight times, providing instruction and administering a 

letter identification test, a color-word test, and a number 

concept test. Sandy did the same workbook pages and used the 

same text books as the other children. During the 

observations, modifications were observed in handwriting. 

Research Question Three 

Will the 2 children with Down syndrome show 

improvement in reading and writing during the first 6 weeks 

of school? 

To determine whether or not improvement was made in 

reading and writing the first 6 weeks of school, tests from 

the first of the 6 weeks were compared with tests at the end 

of the 6 weeks, artifacts were compared, and parent and 
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teacher interviews were reviewed. Sally was given a letter 

identification task the second and sixth weeks of school. 

She could identify the letters A,~' N, and~ on the second 

week of school; the sixth week of school she named the 

letters 8, H, Q and x. The only letter that was consistent 

was the 8; therefore, it was not determined as an 

improvement. Sally did not recognize any words out of 

context and did not use any strategies for reading that were 

more advanced than what was known at the first of the 6 

weeks. Consistent with the information gained from Sally's 

teacher and mother, there was no recognizable improvement in 

reading. 

Sally improved slightly in her writing. Most of Sally's 

writing was in picture form with scattered learned letters 

or numbers. Her pictures became more detailed as the 6 weeks 

progressed. When she wanted to give a lot of information, 

she would use letter-like forms that were similar to the 

D'Nealian style of writing. At the beginning of the 6 weeks, 

she made each letter~ in her name with a ball and stick 

format. During the 6 weeks, a correctly formed capital~' 

and a D'Nealian lowercase~ were used in her name. She used 

the correctly formed~ inconsistently, and most often wrote 

her name with the ball and stick. By the end of the 6 weeks, 

Sally used correct letter and number formations as she 

copied the digital date and the words I cannot. 
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Sandy's reading improved during the first 6 weeks of 

school. At the beginning of the 6 weeks, she did not 

understand the concept of print and did not know that print 

carried a message, or that it was related to the pictures 

found in the book. By the fifth week of the first 6 weeks, 

Sandy read the print in the story "Better Move on Frog." 

Sandy pointed to the words with her fingers, read the words 

in context, and self-corrected. 

Sandy's writing improved slightly. The pressure she 

used while writing increased as the weeks progressed, as did 

the length of her journal entries. Though she continued to 

use scribble writing, more of the entries resembled 

letter-like forms and reproductions of learned letters and 

numbers. Sandy also began copying the date by the end of the 

first 6 weeks. 

Research Question Four 

What are the mothers' expectations and roles in the 

education of their children with Down syndrome during the 

first 6 weeks of school? 

Parent and teacher interviews were transcribed in order 

to determine the answer to research question four. 

Historical information gained from Sally's mother indicated 

that the family began preparing Sally for school at the age 

of 3 months. In anticipation of first grade, Sally's mother 

taught Sally her phone number, her address, and how to write 
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her name. She saw her role as an encourager who prepared 

Sally for the unknown, and as a supporter of the teacher. 

She made sure Sally did her homework and she read Sally's 

library book to her. Sally's mother's expectations for Sally 

were high, and were no different from the expectations she 

had for her son when he entered first grade. She thought 

that the first 6 weeks of school was a time for Sally to 

learn to adjust to the rules and to develop good social 

behavior. Sally's teacher expected a little more from the 

parent the first 6 weeks, for she was disappointed that 

Sally's mother did not have all of Sally's supplies ready 

for her the first day of school and thought Sally's mother 

should have attended the first open house. 

Sandy's mother was an active participant in Sandy's 

development. When Sandy was young, much of her mother's time 

was spent taking care of Sandy's medical needs; however, 

Sandy's mother began reading to Sandy (just as she had done 

with her older daughter) when Sandy first arrived home from 

the hospital. Sandy began receiving services at the Early 

Childhood Intervention Center when she was 4 months old, 

which was the beginning of Sandy's formal education. 

Sandy's mother was actively involved in parent 

organizations and had read the most current information 

dealing with Down syndrome. It was important to her to know 

what to do to help Sandy in school. When Sandy was a baby, 
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her mother spent a lot of time stimulating her by using 

. directed play. Later she spent time reading to Sandy, 

working with her writing, and providing her with experiences 

outside the home, such as swimming, gymnastics, and T-ball. 

Sandy's mother took active roles in Sandy's school. She was 

available for conferences, exchanged notes with ideas that 

helped the teacher, and helped Sandy with her homework. 

Sandy's mother expressed that her role as a parent was to 

stay in contact with Sandy's teacher, to encourage Sandy to 

be polite, and to send her to school clean and in 

appropriate clothing. 

Sandy's mother has high expectations for Sandy. She 

expressed that she and her husband fully expect Sandy to 

graduate from high school, live independently, and have a 

job that she likes and pays something. She and her husband 

plan to continue working with the school personnel in order 

to meet these goals. 



CHAPTER V 

SUMMARY, DISCUSSION, IMPLICATIONS, 

AND RECOMMENDATIONS 

The purpose of this study was to describe the literacy 

behaviors of 2 children diagnosed with Down syndrome. 

Literacy behaviors were identified as the children 

participated in their regular first-grade classrooms during 

the first 6 weeks of school. The research questions used to 

guide the study were as follows: 

1. How do the children with Down syndrome compare in 

reading and writing with non-handicapped and handicapped 

children who are in the first grade? 

2. How are the children with Down syndrome included in 

_literacy instruction in two different first-grade classrooms 

during the first 6 weeks of school? 

3. Will the 2 children with Down syndrome show 

improvement in reading and writing during the first 6 weeks 

of school? 

4. What are the mothers' expectations and roles in the 

education of their children with Down syndrome during the 

first 6 weeks of school? 
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Design of Study 

A case study approach to research, including both 

qualitative and quantitative information, was used to 

identify and describe the literacy behaviors. The study 

included 19 children who attended school and were in regular 

first-grade classrooms for most of the day. Of the 19 first 

graders, 5 children were not receiving any type of remedial 

or special education services. The remaining 14 children 

were identified as having at least one handicapping 

condition and were receiving special education services. Of 

the 14 children with handicaps, 2 were diagnosed with Down 

syndrome and were the primary participants and the subjects 

of the case studies. 

The primary participants were chosen because of their 

_similarities. Each girl was 7 years old, Caucasian, and 

lived with her family. Both families included natural 

parents and one older sibling. The families had similar 

incomes and educational backgrounds. The girls lived in the 

same town, attended the same Early Childhood Intervention 

center and elementary school, and both were diagnosed with 

Down syndrome at birth. 
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Findings 

Research Question One 

Using formal and informal standardized tests, a 

baseline for comparison was established. Tests were given in 

the areas of intelligence, reading, writing, and basic 

concepts about print. Both children with Down syndrome had 

intellectual abilities in the first stanine (standard score 

range of 30-72), while 73% of the children had intellectual 

abilities in stanines four, five, and six (standard scores 

ranging from 88 to 113). The child with Down syndrome known 

as Sally scored the same as 77% of the children tested in 

her ability to understand book orientation concepts. The 

child referred to as Sandy scored in the sixth stanine when 

tested for letter identification, which was higher than 74% 

- of the population tested. Both primary participants scored 

in the first stanine (lowest 4% of scores) in all other 

areas. In the ability to write vocabulary words, and in the 

understanding of advanced print concepts, they were 

comparable with the other children tested. 

Research Question Two 

The researcher observed and video taped each of the 

first-grade classrooms for 2 1/2 consecutive days. These 

observations were transcribed. Literacy events, literacy 

behaviors, and teacher interactions with the primary 
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subjects were identified and frequencies were determined. A 

total of 16 literacy events was identified. The events 

identified in the first classroom that was observed were 

primarily teacher directed in a whole group situation. The 

second classroom that was observed included child initiated 

activities as well as teacher directed activities. 

The most frequent literacy events identified in both 

first-grade classrooms were as follows: The child writes a 

story, journal entry, or response to a reading assignment, 

including assigned worksheets; child reads (including 

scanning for known words) or child attempts to read 

(including stories governed by pictures where the child 

sounds as if he or she is telling a story rather than 

reading, and pays no attention to the print). Children used 

visual memory by identifying what was missing and read from 

the dictionary in the first classroom and not in the second. 

Children in the second classroom participated in center 

time, which included working with puzzles, manipulating 

letters for spelling practice, talking in pretend 

situations, and listening to recorded books, stories, or 

poems. Center time was not an event found in the first 

classroom observed. 

As the children with Down syndrome participated in 

literacy events, eight literacy behaviors were identified. 

The literacy behavior observed most often in both classes 
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was the management or the manipulation of literacy materials 

to prepare for a task or to clean up after a task (i.e., 

find pages). Sally, the first child observed, was off task 

during literacy instruction 71% of the time. Sandy, the 

second child observed, was off task 14% of the time. Sally 

was more likely to be on task during an event requiring 

writing, while Sandy was most often on task during reading. 

In Sally's classroom, more teacher directed discussions took 

place; in Sandy's classroom, there were more activities 

requiring manipulatives. 

There were 11 types of interactions between the 

teachers and the children with Down syndrome. The most 

frequent interactions in both classrooms were in group 

situations. All the children, including the primary 

participants, were given instructions or were asked 

questions that were related to literacy. The most frequent 

interactions between Sally and her teacher were in helping 

situations; for example, the teacher would help Sally find 

books or other materials, or help with hand-over-hand 

manipulation of a pencil, crayon, or clay for writing 

letters or numbers. The most frequent interactions between 

Sandy and her teacher were in situations where the teacher 

would include her in group activities or Sandy would be used 

in a demonstration. 
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Research Question Three 

Artifacts, tests, and interviews of the parents and 

teachers were used to determine whether or not the girls 

with Down syndrome made improvements in reading and writing 

during the first 6 weeks of school. Both girls made minor 

gains in writing. Their drawings became more detailed and 

included more letter-like forms; more of their writing 

contained reproductions of learned letters and numbers; and 

their ability to copy improved. Sally's reading did not 

improve during the first 6 weeks; however, Sandy's reading 

did improve, and she read her first story to the teacher 

during the fifth week of school. 

Research Question Four 

In personal interviews, the mothers of the children 

with Down syndrome described their roles and expectations 

for the first 6 weeks of school. Historical information 

gained from special education records was used to verify the 

mothers' descriptions and add to the information given as 

background information. Both mothers were found to be active 

participants in the educational experiences of their 

children. Both emphasized the importance of the whole family 

working together to make sure the child with Down syndrome 

learned as much as possible. Supporting the teachers and 

helping with school work at home were indicated by both 

mothers as important ways to ensure educational success 
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during the first 6 weeks of school. These mothers began 

reading with their children when the children were very 

young. Both parents prepared their children for first grade 

by reading and writing with them. Sally's mother taught her 

to say her address and phone number, and Sandy's mother 

worked with spelling. The mothers emphasized socialization 

skills, such as getting along with other people and being 

independent. Teaching socially acceptable behaviors to their 

children was a challenge for both mothers. 

Discussion 

In 1975, with the enactment of the American 

Disabilities and Handicapped Children Act, all children were 

given the right to be educated in the least restrictive 

environment. The 2 girls with Down syndrome who were the 

primary participants in this study received their first 

grade education in regular education classrooms rather than 

in the traditional special education classrooms. The girls' 

parents were supportive of the regular education placements, 

and had high academic expectations, which included the girls 

learning to read. During an interview one parent said: "We 

fully expect Sandy to complete school, and to graduate from 

high school. We expect her to live independently and to have 

a job that she likes and pays her something. These are the 

goals we have for her." 
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Like other children with Down syndrome, Sally and ·sandy 

have expressive and receptive language problems. Their 

limited vocabulary caused difficulty for them when they 

wanted to participate in group discussions or interact with 

the other children in the classroom. According to Cicchetti 

and Beeghly (1990), children with Down syndrome "appear to 

have specific memory deficits, involving both storage and 

retrieval, as well as difficulty encoding and decoding 

verbal stimuli" (p. 293). Cicchetti and Beeghly claimed that 

adults contributed to the limited vocabulary of the children 

with Down syndrome by using simplistic language, and by 

asking questions that required answers known to be part of 

the child's functional vocabulary. 

Observations of the first-grade classrooms supported 

these findings. Both subjects of the study spoke very 

little. They volunteered to speak, but spoke in short 

phrases. They did not enter into large group discussions and 

socially were unable to interact. Teachers asked questions 

that required one-word answers, then guessed what the 

children were saying without requesting the children to 

repeat themselves. Teachers also used such phrases as "looky 

there," which were not used with other children in the 

classroom. 

The children with Down syndrome lacked the 

communication skills and the social skills to initiate or 
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continue any type of social interaction. Placing children in 

proximity to other children did not appear to guarantee 

socialization. The non-handicapped children played with 

other non-handicapped children during center time in one 

class and talked together during independent work times in 

the other class. Most non-handicapped child interactions 

with the handicapped child were directed by the teacher and 

most often were in helping situations. 

Similar to the teachers described by Giangreco et al. 

(1993), the teachers in this study reacted to the initial 

placement of the children with Down syndrome in a ''cautious 

or negative manner" (p. 363). They felt scared, frustrated, 

and unqualified. Not only were they unsure about the 

children and how to provide for their needs, but they also 

were unsure what roles the special education teacher and 

assistants played in the education of these children. 

For the regular education teachers and the special 

education teacher and assistants, working together was a new 

experience that offered challenges. The special education 

teacher had no experience teaching regular education 

children and had only 2 years experience teaching children 

with severe and profound disabilities. Both special 

education assistants had experience working with children in 

special education, but neither had experience working in a 

regular classroom. The regular education teachers had never 
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worked with special education teachers or assistants in 

their classrooms. 

Philosophical differences concerning discipline were 

evident in one of the classrooms. The special education 

assistant placed the child with Down syndrome in time out 

for the same behaviors the teacher ignored. The teachers had 

very little input on the times that the special education 

teacher and assistants would enter the rooms to help. One 

teacher became so upset by the way the schedules were 

followed that she told the special education assistant and 

teacher she did not want their help. 

Prior to first grade, the children with Down syndrome 

were expected to practice and master skills from a 

curriculum based on developmental checklists. Though the 

early childhood teachers did not work exclusively on 

· isolated skills, the basic goals and objectives were skill 

based. An inordinate amount of time was devoted to teaching 

children to master academic-related skills that were not 

transferrable to the regular classroom setting. 

Early childhood goals were written that required the 

children to spread their fingers and bring their thumb into 

opposition with each finger on that hand, or imitate the 

teacher and write a y, an H, and a T- The girls in this 

study spent a year practicing the hand movements, and worked 

2 years before mastering the tasks of imitating the teacher 
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and writing a V and an fl. Sandy practiced writing the T for 

2 years and never received credit for mastery. Sandy 

demonstrated her ability to use the T when it was needed for 

a specific purpose. During a task that required her to write 

all the words she knew, Sandy wrote TOM followed by 

letter-like forms that resembled the word tomorrow, a word 

she was exposed to for only 2 days in first grade. 

The teachers in the first-grade classrooms had access 

to resources and information that was specific to the 

children with Down syndrome. Information from the most 

recent admission, review, and dismissal meeting was provided 

to the regular first-grade teachers in notebooks. The 

teachers who taught the children the year before provided 

information about what the girls were able to do 

academically. The notebooks contained additional information 

describing the strengths and weaknesses of the children, 

ideas for modifications, and examples of activities that 

would help the children learn. Copies of books that could be 

used for beginning reading activities and self-correcting 

puzzle boards were also provided. Special education teachers 

and assistants were assigned to the classrooms where the 

children in special education were located, and additional 

planning time was added to the teachers' schedules so that 

special education and regular education teachers could plan 

together, discuss problems, and find solutions. Both 
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teachers said they read and studied the information in the 

notebooks; however, most of the information relating to the 

abilities of the children seemed to be gained through trial 

and error. 

Though time and resources were provided, there were 

questions of ownership and responsibility. No one seemed to 

know who was responsible for the education of the children 

with Down syndrome. Questions of whether the children were 

special education children visiting a regular education 

classroom for social reasons, or whether the children were 

regular education children with special needs were never 

answered. 

The special education teacher and assistants worked 

with the children in the regular classroom environment. The 

girls left the regular classroom for 30 minutes a day to 

work on social skills with another special education 

teacher, while the regular first-grade children worked on 

TAAS skills. The children with Down syndrome also went to 

speech twice a week, and an occupational therapist helped 

Sandy with handwriting in the regular classroom. All the 

adults seemed to have their specific jobs and goals, yet 

when one of the teachers was interviewed, there was an 

obvious question of ownership and responsibility. The 

teacher said: "There is no one who is tracking her (the 

child with Down syndrome) academic behavior, and there is no 
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one really tracking her English language arts or math 

skills." 

Both classes were observed during the first and second 

weeks of school. During the first few weeks of school, it is 

not unusual for teachers to be unorganized, to lack a 

routine, or to use large group instruction until classes are 

leveled, until control is established, and until the 

capabilities of the children are assessed. Classroom 

instruction and methods of delivery often change throughout 

the year, depending on the particular needs of the children, 

but not always. Pinnell and Jaggar (1991) reported that the 

majority of teachers who were observed throughout the year 

continued to use the same teaching styles that were popular 

in the 19th century, when teachers did most of the talking 

and asked all of the questions. 

The National Association for the Education of Young 

Children (NAEYC) outlined the appropriate practices for 

teaching young children from birth to the age of 8 years 

(Bredekarnp, 1987). The NAEYC suggested that the first-grade 

curriculum be integrated so that learning occurs primarily 

through projects, learning centers, and playful activities 

(Bredikarnp, 1987). To promote literacy learning, classrooms 

were to contain a wide range of printed material that was 

easily accessed by the children. Developmentally appropriate 

instruction, as described by the NAEYC, was not seen in one 
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of the classrooms during the observations and was limited in 

the other. 

Implications 

Sally and Sandy, the primary participants in this 

study, had a condition of Down syndrome commonly known as 

trisomy 21. This condition affects their health, physical 

features, behavior characteristics, cognitive development, 

fine and gross motor development, and speech and language 

development (Wynbrandt & Ludman, 1991). Occupational 

therapists, physical therapists, adaptive physical education 

teachers, and speech therapists often work with children who 

have Down syndrome to help with identified developmental 

delays. 

Sandy had problems with handwriting. She received 

therapy from an occupational therapist who helped her 

develop the strength needed to hold and write with a pencil. 

The therapist worked with Sandy during writing activities in 

the regular classroom. Both Sally and Sandy left the regular 

classroom for speech therapy. 

After observing the children in the regular classroom 

environment and identifying problems specifically related to 

language, it appeared that speech therapy would be 

beneficial in the regular classroom as well as in the speech 

therapy room. Sally would have benefitted from a therapist's 



222 

support when she attempted to answer questions in a whole 

group situation. The therapist might have reminded her to 

speak in a loud and clear voice, and not to duck her head or 

cover her face with her hands. The therapist could have 

provided help for Sandy when she wanted to get a boy's 

attention and show him what she was reading. By working with 

the children in the classroom, the therapist would be aware 

of the types of behaviors and verbal interactions taking 

place, and could not only help the children but also make 

recommendations to the teacher concerning such things as the 

teacher's questioning procedures, the fostering of social 

interactions that could increase friendship development, and 

proper wait time. 

Speech therapists and other school personnel have 

training and knowledge that should be shared. The mothers in 

this study had good insight pertaining to the needs of their 

children and could provide helpful information. One of the 

mothers had many hours of inservice training, including the 

most current information about Down syndrome, and was very 

active in Down syndrome organizations. Training need not 

always be formal, where one attends university classes or 

inservices. Training should start at the local campus level 

with the sharing of knowledge specific to the needs of the 

children and personnel. The principal, for example, usually 

has training in collaboration. Evidence provided in this 
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study suggests that teaming strategies that include working 

with assistants would be beneficial. If the campus personnel 

are unable to provide all the needed training, specialists 

in the central office, the local region, or district 

consultants may be utilized. For broad training that may 

decrease the teacher's insecurities and provide the teacher 

with the most current theories, university courses are 

recommended. 

The findings of this study suggest a reassessment of 

the reading and writing curriculums for children in the 

special education early childhood department. Large blocks 

of time were devoted to skill-driven activities that were 

based on behavioral checklist assessments like the Early 

Learning Accomplishment Profile for Young Children. Most 

children with Down syndrome take more time to learn than 

children with no handicaps; therefore, all learning time 

should be carefully planned to be more helpful. 

"Children learn exactly what is demonstrated to them" 

(Smith, 1986, p. 55). If the children with Down syndrome are 

taught to copy letters and recognize letters out of context, 

that is what they eventually will learn. The children will 

expect to copy, and will have a difficult time when asked to 

write words that they know from memory. Children who have 

only learned letters out of context are likely to have no 

concept of words, making learning to read more difficult. 
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Vygotsky's (1978) conclusions on writing are probably 

just as relevant for reading. His conclusions are as 

follows: "Writing should be meaningful for children [for 

there is] an intrinsic need that should be aroused in them, 

and that writing should be incorporated into a task that is 

necessary and relevant for life;" "writing should be taught 

naturally:" "writing should be 'cultivated' rather than 

'imposed' " (p. 118) . 

A lack of communication and a failure to use available 

information and resources may have educationally restricted 

the children with Down syndrome. Trial and error were the 

norm for the first 6 weeks of school. The teachers seemed 

surprised when the children were able to answer their 

questions. Sandy was able to put the letters of the alphabet 

in alphabetical order, and Sally was able to tell the 

teacher her telephone number. Both skills were learned prior 

to first grade. 

Lack of information about the girls' abilities seems to 

have contributed to the low expectations of the teachers; 

for once the children began to read, the teachers began to 

take ownership and increase their expectations. The lack of 

information and low expectations of one teacher led her to 

exclude one of the children from a reading group the first 6 

weeks of school. This decision ultimately may have postponed 

the child learning to read. 
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The results of this study also imply that there was a 

lack of coordination of services. Schedules were left to the 

regular and special education teachers to develop, but 

frustration resulted because of numerous changes and 

inconsistencies. Teachers were given extra time to plan 

together, yet there was no direct line of communication to 

the person who could help with decision making. Regular 

education teachers changed their curriculum, which had 

included shared teaching, because they believed the children 

who were handicapped would not be able to adapt to the 

different teachers. Although one of the children in the 

study had problems with changes of teachers, additional 

support and help from sources within the school might have 

permitted the continuation of shared teaching strategies, 

and benefitted all the children. 

The NAEYC recommended that instruction take place in 

small group settings or individually to be most beneficial 

to children (Bredikamp, 1987). Teachers were to "guide 

children's involvement in projects and enrich the learning 

experience by extending children's ideas, responding to 

their questions, engaging them in conversation, and 

challenging their thinking" (Bredikamp, 1987, p. 67). These 

recommendations, added to meaningful instruction, would 

naturally increase literacy behaviors that include active 

participation in reading and writing, not mere manipulation 



of literacy materials. "Teachers (should) create literacy 

environments for children that celebrate children's lives 

and support their learning in ways that will prepare them 

for the changing world in which they live" (Taylor, 1993, 

p. 5). 

Conclusion 

226 

The case study approach to research allowed the 

researcher to investigate the literacy behaviors of 2 girls 

with Down syndrome. By examining historical data, the 

researcher was able to identify what the children knew 

before they entered first grade, and to know what types of 

literacy related goals and objectives were determined to be 

important enough to spend a year or more of learning time 

for mastery. Behaviors identified in previous years were 

compared with the behaviors identified during the first 6 

weeks of school. Reading and writing abilities were found to 

improve, if only slightly, for the first 6 weeks was 

primarily a time of adjustment, not only for the 2 girls but 

for their teachers as well. 

Classroom observations enlightened the observer to the 

need for instructional training for teachers and assistants 

so that children are taught according to their strengths and 

abilities, not to the requirements of a curriculum, or 

standardized tests. The need for more support from the 
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speech therapist in the regular classroom was identified. 

The observations also revealed that the 2 children with Down 

syndrome had many characteristics that were similar; 

however, there were also personality and behavior 

differences not recognized as characteristics of Down 

syndrome that affected their performance in the classroom. 

The interviews with the teachers and parents were very 

insightful. The teachers honestly revealed their 

frustrations and the need for leadership. They also revealed 

their mistakes, their guilt and the emotions they felt when 

the 2 girls began to read, and they found that the girls 

were no longer burdens to them but instead were members of 

their class. The interviews with the mothers helped the 

researcher to gain a glimmer of insight and understanding of 

the enormous amount of time, energy, love, and support that 

they have provided and continue to provide their daughters. 

This study indicated a need for instruction in the 

regular classroom that will help the children with Down 

syndrome develop expressive and receptive language skills, 

and a need for social skills development. Observations and 

interviews revealed that it was not an easy task to teach 

children with Down syndrome in the regular classroom 

environment. Problems that dealt primarily with adult issues 

were identified and implications were discussed. The results 

of the study also provided evidence that 2 girls who were 
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diagnosed with Down syndrome could become literate alongside 

their peers. 

Recommendations for Future Research 

Most of the studies involving children with Down 

syndrome are in a quantitative format and have limited 

descriptive data. In this study, the information gained by 

using a qualitative research format broadened the 

perspective on the educability of children with Down 

syndrome. Follow-up data are needed in order to have a 

better understanding of how the children with Down syndrome 

progress in reading and writing throughout the first grade. 

Longitudinal studies that follow these children 

throughout their school experiences are needed so that gains 

in literacy and communication can be documented, and 

instruction can be improved. Studies of first-grade children 

with Down syndrome, as they interact and learn in a more 

developmentally appropriate environment, would yield 

important information concerning the appropriateness of 

regular education strategies for special education children. 

A focus on long-term reading instruction in the regular 

classroom with children who have Down syndrome is also 

needed if research is to extend from the self-contained 

special education classroom to the regular classroom. 
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Parent Interview Questions 

1. When did you first learn of your child's diagnosis of 
Down syndrome? 

2. What were your thoughts about her education? 

3. What were your child's educational experiences before 
entering first grade? 

4. What were your expectations for your child in first 
grade? 

5. What did you do to help your child prepare for first 
grade? 
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6. What did you do to help your child with her school work 
the first six weeks of first grade? 

7. Do you believe your child showed any improvements in 
reading or writing during the first six weeks of first 
grade? 

8. Did your expectations change after your child was in 
first grade? How did these expectations compare with those 
when she was in special education classes? 

9. What are your feelings about inclusion and your child's 
experiences in a regular first grade class? 

10. Do you believe functional living skills should be taught 
at school? By whom and where? 



Teacher Interview Questions 

.1. How did you feel when you were first told that (child's 
name) would be in your class? 

2. What were your expectations for (child's name) before 
school started? 

3. What did {child's name) do the first day and the first 
six weeks that surprised you or met your expectations? 
Please tell me the good and the bad. 
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4. When we talk about inclusion, social advantages are 
usually thought of first. Seldom do you hear people talking 
about academics. What were (child's name) reading, language 
arts, and writing levels at the first of school? 

5. Did you see any improvements in her academics the first 
six weeks of school? If not, when? 

6. What academic or literacy behaviors did you observe from 
(child's name) when you were teaching the whole class? How 
did she compare with the other children? 

7. What are your feelings about (child's name) now? What are 
your expectations now that you have had her for a while? 

8. What is your feeling about teaching her academics versus 
teaching her functional living skills? 
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Sallv's Writina Sample 

Writing by Drawing 

July 18, 1994 
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The 2 in her name is made with a circle and a line that are 

disconnected. 



Sally's Writing Sample 

Writing by Making Letter-Like Forms 
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and Writing by Reproducing Learned Letters and Numbers 

July 2 0 , 19 9 4 

The£ in her name is made with a circle and a line that are 

disconnected. Sally uses a capital gin her name and has a 

poorly formed y. 

.. ..... ~·-

-~-{ 



Sally's Writing Sample 

Writing by Making Letter-Like Forms 

and Writing by Drawing 

July 20, 1994 
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The teacher wrote the sentence at the bottom of the picture. 

,.. :: :.: .... · I .. 
.. \ r 



Sally's Writing Sample 

Writing by Drawing 

July 26, 1994 

The a in Sally's name is a capital letter instead of a 

circle and line. 

fl-_.'_. .f-.; .1--- /( H:-. .f..-/ 
l . :;--~ /'' 

( . •' • l' _.;, t •,I ,_ 

. '· I---~ .. -!f , ~ 

~-. -~. , 
...... 

-· ·-- ~- . .. · .. -
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Sally's Writing Sample 

Writing by Drawing 

August 3, 1994 

I 
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Sally's Writina Sample 

Writing by Copying Words and Numbers 

and Writing by Drawing 

August 10, 1994 

i-10--- 9 ~ 
--r-J_ -· n . h 11)/f __ '.)-Ll; : 

--~\{_) ll 1~.• .J -

LJ·--- -.. .... ----- . . 

253 



Sally's Writing Sample 

Writing by Making Letter-Like Fonns 

August 18, 1994 
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The 2 in Sally's name is a circle and stick; however, the 2 

·at the top of the page is a capital and the writing 

resembles the D1 Nealian 2 . 

.. ·~ J_l- - -G():;$ _ ~! ! 1-ltd:-1.\2 J _~ _ 1 _______ _ 
- -- ------· ·--· -· '2 {t; --- ----· ··-- -;~ I ;,zi, 



Sandy's Writing Sample 

Writing by Copying Letters 

August 17, 1994 

__ r:... . ~-,r. ---...... a a; a q; . .-~\__;, »:0 /.~ ·-a··· 
· ,·, P· ,o· ~~-'C'Mc}. ·'1 ,o. CAL 0> -rc1;r.o .. ~v. ~ 

:.' V. . )-....,,.JUt?O ·-v-"O ,:z,17 ---·---·------
,~:. I ~. ~' N Ch' C'L( 

...;.~1 __ u1_u--+~-rn---+v~ve-1-~'vV~--~.GP~-~\~O~.-__ -~---
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Sandy's Writing Sample 

Writing by Copying Letters 

August 31, 1994 

.. : .. A~ U:Sl. .. SL_ .. _···-· ___ . ______ ·--___ · 

. . :. -A. : deep. . Tnlldl3 pcddl~ 

----~·-. : __ 0 ··-j _0~1i--
. . -·- -·· .. 
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Sandy's Writing Sample 

Writing by Making Letter-Like Forms 

September 7, 1994 

;J~ ~ ., ~ c::?..; i,/ . -·. ' •, ,Q_:, .... ,) ... --: . } 

'r 
(_;. _./ ~ . ' ' ./' \. ,J . ./. . __ _,, 

._,./ L . 0) . 

.... 1· ' J,i'- ~-·- C. 
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-\· &·// 1/ J ., II /) 

) I . VI - ,· .~ , 
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)~ C-:, . c-:-l I. 
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Sandy's Writing Sample 

Writing by Reproducing Learned Letters 

September 14, 1994 
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Sandy's Writing Sample 

Writing by Copying Words and Letters 

September 22, 1994 
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Sandy's Writing Sample 

Writing by Copying Words and Letters 

and Pictures as Illustrations 

September 28, 1994 
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The teacher pointed to the letters on a letter-line as she 

said the name of the letter. She also told Sandy where to 

write each of the letters. Sandy read the words after they 

were written and then drew her picture. 

_,..__, ___ ,_o-- - - ~~-----'-~-----_-_=::;...---------
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APPENDIX D 

Reading and Writing Checklists 



Reading Description Checklist 

1. Voluntarily chooses a book to look at or read 

2. Attends to the pictures and labels or comments on the 
pictures but does not form a story 
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3. Turns pages one at a time from the front of the book to 
the back and attends to the pictures while making up a story 
or repeating a familiar story from memory 

4. Listen~ attentively while being read to 

5. Responds to questions or comments related to stories, 
books or poems · read by the teacher 

6. Identifies individual letters or words 

7. Matches similar letters or words 



Written Work Description Checklist 
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The information for this checklist was taken from 

Literacy development in the early years {Morrow, 1993), and 

Writing Development in the young child, ages 3 to 6 (Klein, 

1985). 

1. Pictures as illustrations: pictures not intended to be 
writing. 

2. Scribbling: marks or scribbles not intended to be writing 
or an illustration. 

3. Writing by drawing: drawing that was used to stand for 
writing. The child sees drawing/writing as communicating a 
meaningful message. 

4. Scribble writing: a scribble that resembles writing and 
is intended to be writing. The scribble usually moves from 
left to right. 

5. Writing by making letter-like forms: shapes in the 
writing that resembles letters. Close observation reveal 
very poorly formed letters that may actually be the child's 
creations. 

6. Writing by reproducing learned letters and numbers: 
letters that have been learned or can be found in the 
child's name are written in order or in a random order. The 
letters may be mixed with numbers and written in many 
different ways. There may or may not be spacing between the 
letters. 

?· Writing by copying words, letters or numbers: the child 
is given a sample of what is to be written and attempts to 
copy it. This is not an original piece of writing. This 
category does not include teacher's spelling the words to 
the child or words copied because the spelling was not known 
by the child. 



APPENDIX E 

Sample of Rebus Format 
of Bill Martin•s 

Brown Bear, Brown Bear What Do You See? 
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Blue horse Blue horse what 

? • 

do you ? 
' 
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Green frog 

I a 
looking 

~~ 0 + me, 
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Gree.ifrog Green frog what 

? 
e 

see 

do you ? • • 
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I 
Purple cat 

a 
looking 

~~ ot · me. 



APPENDIX F 

Abstracts of Instruments Used 
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Observation Survey 

Letter identification task. The letter identification 

task was designed to identify what letters the child knew. 

Reliability and validity were established by testing 100 

urban children aged 6-0 years. Internal consistency was 

determined by using split-half reliability that resulted in 

a coefficient of 0.97 (Clay, 1993). A correlation with "Word 

Reading" resulted in a validity coefficient of 0.85 (Clay, 

1993). 

The task consisted of a page of all the uppercase and 

lowercase letters in the alphabet that was available for the 

researcher td copy and use with each child. Questions such 

as "What do you call these?" and "Can you find some that you 

know?" were used (Clay, 1993, p. 43). At times the 

researcher would point to a letter and ask, "What is this 

one?" (Clay, 1993, p. 43}. If the child did not respond, the 

researcher would ask, "Do you know its name?". or "What sound 

does it make?" or "Do you know a word that starts like 

that?" (Clay, 1993, p. 43}. Scores were recorded on a letter 

identification sheet. 

Concepts about print. The_ "Concepts about Print" task 

was used to identify a group of behaviors that supports 

reading acquisition (Clay, 1993, p. 47). Internal 

consistency reliability was determined by testing 40 urban 
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children aged 5-0 to 7-0 years and using the Kuder

Richardson formula that resulted in a coefficient of 0.95. 

The tests of 56 kindergarten children in Texas yielded test

retest reliability coefficients of 0.73-0.89 and a corrected 

split-half with coefficients of 0.84-0.88 (Clay, 1993). A 

validity correlation with "Word Reading" was 0.79. 

Using a booklet called Stones, each child helped the 

researcher read by pointing to particular features requested 

throughout the story. The child was asked to point to such 

features as the first word in a sentence, the bottom of a 

picture, and various capital and lower case letters. A 

scoring sheet was used to document the child's behavior. 

Word task. The "word task" was used as a method of 

sampling a child's reading vocabulary. It was originally 

designed for a child who was using the New Zealand '"Ready 

to Read'" series (Clay, 1993). There were 100 six year old 

children who participated in the study that was used to 

establish reliability and 87 seven year old children who 

were tested to establish test validity. Internal reliability 

of the "Ready to Read Word Test" was determined by using 

Kuder-Richardson and received a coefficient of 0.90 (Clay, 

1993). Validity was established with a correlation of 0.90 

with the "Word Test" and with Schonell Rl (Clay, 1933). 

The task consisted of three lists of high frequency 

words. After reviewing the words in the children's basal 
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readers, the researchers determined list B to be most 

consistent with what the participants were learning; 

therefore, that list was used in the study. A practice word 

was shown to the child first and then he or she was asked to 

read the remaining words in the list. The words read 

correctly were marked with checks and words that were read 

incorrectly had the responses written next to them or were 

not marked at all. 

Writing vocabulary. Two types of writing tasks were 

given. The tasks examined a child's writing behaviors. The 

first task focussed on the child's writing vocabulary. The 

child was asked to write as many words as he or she could 

within a 10 minute time frame. When a child had problems 

beginning, the examiner asked, "Can you write your name?" 

and then would tell the child to write his or her name 

(Clay, 1993, p.59). Not all children were asked to write 

their names, so some did not. 

The writing test given to 34 urban children aged 5-6 

years had an index- of stability established by using 

test-retest reliability that gave a coefficient of 0.97 

(Clay, 1993). Correlation with "Reading" and given to 50 

·children aged 5-6 years obtained a validity coefficient of 

0.82 (Clay, 1993, p. 60). 

Dictation. "Hearing and Recording Sounds in Words" was 

a dictation task that required a child to write a sentence 
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that the examiner dictated (Clay, 1993). The writing was 

scored by counting the child's representation of sounds by 

letters. The researcher made additional notes concerning 

observations such as word sequence, left to right 

progression, spacing between the words, punctuation and 

capitalization. Reliability and validity information were 

not found for this task. 



Descriptions of Concepts 

Organized in Patterns 

This information was taken from: 

Johns, J. L. (1980). First ·grader's concepts about print. 
Reading Research Quarterly, XV(4), 530. 

Pattern 
Item Concept Descriptions 

Pattern 1: Book-orientation concepts 

1 Orientation of book: Child identifies the front 
of the book. 

2 Print, not picture carries message: Child points to 
print. 
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11 Left before right: Child recognizes that a left page 
is read before a right page. 

Pattern 2: Print Direction Concepts 

3 Directional rule: Child points to top left line of 
print. 

4 Directional rule: Child shows that print goes left 
to right. 

5 Directional rule: Child shows return sweep. 

6 Word by word pointing: Child points to each word 
as it is read. 

7 First and last: Child points to first and last part 
of the text. 

9 Inversion of print: Child shows print should be read. 

16 Period: Child names or explains the function. 

Pattern 3: Letter-word concepts 

8 Inversion of picture: Child points to bottom of 
upside-down picture. 

19 Capital and lower case correspondence: Child is shown 
Mand Hand locates m and h. 



21 Letter: Child shows one and two letters. 

22 Word: Child shows one and two words. 

23 First and last letter: Child identifies the first 
and last letter in a word. 

24 Capital letter: Child points to a capital letter. 

Pattern 4: Advanced-print concepts 

10 Line sequence: Child recognizes that bottom line 
is read before top line. 

12 Word sequence: Child recognizes that word sequence is 
incorrect when text is read as if it were correct. 

13 Letter order: Child recognizes that letter order is 
incorrect when text is read as if it were correct. 

14 Reordering letters: Child recognizes that the letter 
is incorrect when the text is read as if it were 
correct. 

15 Question mark: Child names or explains the function. 

17 Comma: Child names or explains the function. 

18 Quotation marks: Child names or explains the function. 

20 Reversible words: Child points to was and no. 
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The Scales of Independent Behavior (SIB) 

The SIB was a "comprehensive measure of functional 

independence and adaptive behavior in motor skills, social 

and communication skills, personal living skills and 

community living skills" (Bruininks, Woodcock, Weatherman, 

& Hill, 1984, p. v). The test was .individually administered 

by the researcher in a structured interview with the mothers 

of the two children with Down syndrome. Each of the tasks in 

the 14 subscales was rated on four levels that ranged from 

never or rarely to does very well. Standard scores were 

determined using the test guidelines. This scale was not 

used in any of the comparisons. The information was gained 

in order to have a standardized adaptive behavior profile of 

the two primary participants. 
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Test of Nonverbal Intelligence, 2nd ed. (TONI-2) 

The TONI-2 was developed for use "with populations who 

require language free, motor reduced, or culture reduced 

testing formats" who are between the ages of 5-0 and 85-11 

(Brown, Sherbenou, & Johnsen, 1990, p. 1). The test was 

designed to be used "to estimate aptitude and intellectual 

functioning, to identify subjects who are believed to have 

intellectual impairments, to verify referrals, to formulate 

hypotheses that may guide intervention or further 

evaluation; and in research efforts" (Brown et al., 

1990, p. 5). 

Internal consistency reliability was determined using 

the Cronbach Alpha technique, which yielded an average 

coefficient of .95. Pearson product-moment coefficients of 

correlation yielded a mean coefficient of .86. (Brown et 

al., 1990). Internal consistency reliability studies with 

special populations was determined by using the Kuder

Richardson Formula #21 (KR-21). KR-21 coefficients with 10 

subjects who were educably mentally retarded were .75 and 

.77 with the immediate alternate forms coefficient .81. 

Reliability with 27 subjects who were learning disabled was 

indicated by KR-21 coefficients of .78 and .82, with an 

immediate alternate form coefficient of .92 (Brown et al., 

1990). Reliability with 61 subjects who were dyslexic and 
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reading disabled was indicated by KR-21 coefficients of .72 

for Form A and .83 for Form B (Brown et al., 1990). 

Test validity was established with studies showing 

correlations with chronological age, measures of 

achievement, and measures of aptitude and general 

intelligence. Mean coefficients were computed, after 13 

different studies, using Fisher's~ transformation method. 

The majority of the coefficients exceeded .35 (Brown et al., 

1990). 



Wechsler Intelligence Scale for 
Children-III (WISC-III) 
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The WISC-III is an individually administered clinical 

instrument designed to assess the intellectual ability of 

children aged 6 years through 16 years (Wechsler, 1991) . · The 

internal consistency reliability coefficients for the ages 6 

to 16 ranged from .94 to .97 for the Full Scale IQ, .92 to 

.96 for the Verbal Scale IQ and .89 to .94 for the 

Performance Scale IQ (Wechsler, 1991). Two studies were 

reported regarding concurrent validity between the WISC-III 

and WISC-R. Full Scale IQs on the WISC-III were 5.3 points 

lower on the average than those on the WISC-R. Verbal Scale 

scores were 2.4 points lower and the Performance Scale 5.3 

points lower than the scores reported on the WISC-R 

(Wechsler, 1991). Correlations found in the first study were 

.90 on the Verbal Scale, .81 on the Performance Scale and 

.89 on the Full Scale. Correlations for the second study 

were .86 for the Verbal Scale, .73 for the Performance 

Scale, and .86 for the Full Scale (Wechsler, 1991). The 

WISC-III scores were reported to be lower by at least 5 

points when compared with the WISC-R. 

The WISC-III has 13 subtests, 6 in the Verbal Scale and 

7 in the Performance Scale. Five subtests in each scale were 

designated as standard subtests. The subtests found in the 

Verbal Scale were Information, Similarities, Arithmetic, 
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Vocabulary, and Comprehension. In the Performance Scale the 

subtests were Picture Completion, Coding, Picture 

Arrangement, Block Design, and Object Assembly. Optional 

subtests were Digit Span, Symbol Search, and Mazes. The 

subtests were designed to "tap many differrent mental 

abilities, which all together reflect a child's general 

intellectual ability" {Wechsler, 1991, p. 1). Three standard 

IQ scores are calculated the Verbal, the Performance and the 

Full Scale. The Full Scale scores were referred to when 

general intelligence scores are Qiven in this study. 




