GOOD TEACHING 4 ALL
Building an Inclusive Learning Community

Chapter 3

BUILDING A DEMOCRATIC, INCLUSIVE, 

COMMUNITY OF LEARNERS

Have you ever visited a school that felt unfriendly and tense in the first five minutes you spent there? We have. Maybe you work in such a school. We’ve come to believe that a fundamental building stone of a good school is the way in which the social-emotional needs of all involved in the school are handled – teachers, other staff, parents, and, of course students. We have found that three of the Whole Schooling principles work integrally together towards this end– building community, democracy, and including all. You can’t separate them. The degree to which educators put these principles into practice is literally the degree to which a foundation for learning and growth is established. 

Go into the classroom of a teacher who understands the importance of building community, democracy and including all and you’ll immediately begin to enjoy yourself, feel at home, and sense a sense of respect even if, or maybe particularly when, conflicts are occurring. Go into a classroom or school where this does not happen at you immediately feel ill at ease, even if you can’t figure out why. Despite the fact that in the first classroom kids may be all over the place and there’s a fair degree of sound in the class, you quickly notice that most of their actions are purposeful and the noise you hear is what good teachers call ‘learning noise’, the sounds of engagement. In the latter class, however, you’ll likely hear a cacophony of noise involving kids in conflict, the teacher raising his voice constantly trying to control the class. In fact, it would be accurate to consider this class ‘out of control’ because the primary efforts at control are those authoritarian efforts of the teacher. Students have simply not learned internalized controls to direct their energies to productive activities. 

If you are serious about furthering personal excellence and educating students to be active, engaged citizens, then efforts to build a democratic, inclusive community of learners will be the very foundation. Through your efforts students will learn how to value diversity, how to work in groups of others with very different abilities, cultures, ethnic identifies, how to take leadership and responsibility, not only for their individual efforts, but the good of the total community. Not only will your work towards community help assure enhanced academic and cognitive outcomes for personal excellence, you will be facilitating the learning of values, skills, and understandings so that students can make significant contributions to their communities and society as a whole. 

There’s another important point we discussed a bit in chapter one: working to create democratic, inclusive classroom communities is not a strategy for student control. It’s a philosophy and set of strategies to help students learn to understand, value, and work with others in collaboration, learning to care and take responsibility. The center focus is on developing respectful relationships between you and your students, among students in your class, and between your students and others in the school community. You’ll find that as you are clear about a focus on respectful relationships instead of control your students will see you as a genuine person. This will make a huge difference over time (Kohn, 1996; Noddings, 1992).   

Reflection 3-1 Think back to your experiences in school (K-university). Remember a class that you particularly liked and enjoyed. Reflect on what made it so. To what degree were the social and emotional needs of the members of the class met? What strategies were used? What does this tell you? 
Teachers who attend to meeting the social and emotional needs in their classrooms have found it helpful to reflect on the types of needs of adults and children. Two key frameworks for discussing human have been particularly helpful, those of Glasser (1992) and Maslow (1970). Glasser stated that all people have five fundamental needs: (1) survival; (2) love and belonging; (3) power, (4) fun, and freedom. He developed an approach to school he called The Quality School which is being used by more than 1,000 schools in which educators provide ‘lead management’ to meet these needs of children using four key strategies: discussing, modeling, self-evaluation, and facilitating. Glasser’s work provides a simple but powerful way to look at needs of your students and the degree to which these needs are being addressed in the classroom. 

Maslow (1970) suggested that human needs function as a hierarchy where more fundamental needs provide a foundation for higher order needs. Thus, Maslow’s theory states that (1) physiological needs of survival (food, shelter, protection) must be assured first. (2) Physical and emotional survival and safety come next. With these basic needs, met human beings seek (3) belonging, love, and affiliation where they are part of a community and experience caring relationships. Based on this foundation, people are then able to seek to experience self-esteem through personal achievement. (5) Finally, individuals aim towards having their inner selves realized in the world through self-actualization. Figure 3-1 illustrates this hierarchy.

Figure 3-1

Maslow’s Hierarchy of Needs

Too often, school and teachers subvert Maslow’s hierarchy, assuring that higher order needs will never be met. For example, when schools essentially say to students, “You must achieve at a 6th grade level of ability to participate in the 6th grade class”, they make achievement as a condition for belonging. However, this never works. Belonging provides the foundation for self-esteem and achievement. If achievement is made a prerequisite, belonging is violated. This will tend to make students depressed and pull back from making efforts to achieve. Thus, many negative outcomes spiral downward (Kunc, 1992).

Figure 3-1 illustrates the relationship between meeting social and emotional needs and the level of behavior problems and challenges in a school and classroom. We’ll use this triangle as one framework for our discussion in this chapter and chapter 4 where we address issues of behavioral challenges. Typically, some 80% of issues regarding social-emotional needs will be met if adults explicitly work towards building an inclusive community of learners, seeking to address social and emotional needs of children. However, there are always problems that occur. Another 15% of students may be involved in conflicts, hurt feelings, and other social and behavioral challenges. These students require a range of effective interventions and supports. A final 5% of students have very serious social and emotional problems for which intensive, interdisciplinary, individualized plans of service and support are needed (M. Peterson, 2005). In this chapter, we’ll discuss strategies for the lower tier in the triangle, strategies to provide a solid foundation for meeting student needs. In Chapter 4 we’ll discuss pro-active strategies for students who provide mild to serious behavior challenges. 

Figure 3-2

Relationship of Behavior Challenges and 

Building an Inclusive, Democratic Community of Learners

Let’s look again at the interactions of the bottom and top two tiers. If student social and emotional needs are not met, students will engage in increased numbers and intensity of problem behaviors to meet their needs. For example, if students are not given opportunities for freedom, power, and fun, they will ‘act out’, from the teacher’s perspective. As needs are not met, the percentage of students engaged in problem behaviors grows and grows. Rather than 20% having behavior problems, a school may come have as much as 75% of their students involved in some sort of challenging behavior with only 25% who are having their social and emotional needs adequately met. Unfortunately, in such schools and classes, a negative spiral occurs. The more students ‘act out of control’, the more harsh, punitive, rejecting techniques are used. Educators in these schools simply don’t know any other way. The result is a school that is an unhappy place for all who enter it. Not fun!! There’s a better way. Let’s look at ways to build an inclusive, democratic classroom community. 

Reflection 3-2 Use Figure 3-2 as a lens to think about a school and class that you know well. What are the interactions you see between behavior challenges and the way in which the social and emotional needs of children and adults are met. What questions and learnings does this create in your mind? 

Characteristics of Inclusive, 

Democratic Classroom Communities 

A growing number of schools and teachers are working hard to build a greater sense of community. In middle and high schools the move towards having smaller schools with a personalized curriculum is an important part of this effort. In Figure 3-2, we list key characteristics we’ve seen in classrooms that are working hard to function as inclusive, democratic classroom communities. We’ll briefly discuss each of these points and then look at specific strategies that allow you to create these conditions in your own classroom. 

Figure 3-3

Characteristics of Inclusive, Democratic Classroom Communities 

1. All students are welcomed into the school and classrooms who would attend the school from the local neighborhood.  A truly inclusive school welcomes all students in it’s catchment area, the local neighborhood or community where students live. Further, educators in an inclusive school proactively work to insure that all students have the opportunity to attend their school. It may be, for example, that the district tends to place students who are gifted and students with moderate to severe disabilities in special schools. The principal and teachers in an inclusive school would reach out to parents of these children and assure that they know they are welcome in this school. As a teacher, you would further this message by explaining to parents and other educators how your practice allows students of very different abilities to learn well together (M. Peterson & Hittie, 2003; M. Peterson, Tamor, Feen, & Silagy, 2002). 
2. Students learn the concepts and practice of community and can explain this to visitors in the classroom. In your classroom, you will be helping students to learn the language, concept and strategies of community. This will be a systematic, explicit, transparent process. When parents and others come to your class, as students explain how the class learns and functions as a community. You will teach them both the theory and practice of community which they will be able to discuss (M. Peterson et al., 2002; Villa, Thousand, Stainback, & Stainback, 1992). 
3. Students are intentionally grouped heterogeneously mixing students by race, wealth, gender, culture, ability, and other characteristics. Key in creating a real community is an ongoing commitment to having students work in heterogeneous groups. While it’s OK to have students grouped by a common characteristic (gender, ability, etc.) for short-term and infrequent efforts, when you do this frequently and use stable, ongoing groups based on these characteristics you send a powerful message that is the opposite of community. Much research has shown for many years that ability grouping, in particular, while advocated most often by educators and parents concerned with children considered gifted and talented, is problematic. Only minute academic advantages have been shown for gifted and talented students. On the other hand, however, ability grouping is often harmful to the social and emotional skills of these children. Worse, the impact on the students with typical to lower abilities is dramatic as those with higher level abilities are pulled out of the community. That this issue remains controversial is a testament to resistance of many to embrace a new paradigm, what we’re calling here a commitment to build democratic, inclusive learning communities (Kohn, 1999). 
4. Students provide help to one another in the classroom in many ways, including academics, emotional support, and problem-solving. Many strategies and tools are available that involve student in helping one another in many ways. You’ll help students learn the difference between helping and supporting and actually doing the work of other students (Charney, 2002; Gibbs, 1995). 
5. Teachers work to explicitly teach students how to function as a caring, inclusive community. Building a democratic, inclusive community of learners doesn’t happen because you get ‘good kids’ or by chance. Of course, if you’re in a school where many teachers are seeking to do this, students will come to you with many skills and understandings. If not, you’ll have a bigger job. However, teaching students specific values, skills, and knowledge is an ongoing, daily activity that is as important as the academic content that you will cover (Charney, 2002; Gibbs, 1995). 
6. The voices of all students in the class matter and have visibility in classroom conversation and the display of student work. In your class, you’ll find ways to celebrate the accomplishments and value the voice of all students, not just those few students of the highest abilities. How you treat students in your own interactions sets a model for students in the class and may well be your most powerful teaching tool (Burke-Hengen, 1995; Developmental Studies Developmental Studies Center, 1994; R. Peterson, 1992).  
7. Students are involved in making choices regarding their learning and are engaged in decision-making and problem-solving, and provide input into the curriculum and lessons. In your class you’ll constantly be looking for ways to involve students in using power and exercising freedom (with responsibility) (Charney, 2002; Gibbs, 1995).. 
8. Structures are developed by which students collaborate with one another on projects and learning. Cooperative learning where you involve students in working in pairs and small groups is a critical component of both building community in the classroom and promoting higher levels of learning (M.  Sapon-Shevin, 1994a). 
9. Students provide support and assistance to those who have special needs or are having difficulties. As part of your efforts to build a caring classroom, students with special needs may obtain particular assistance from other students. Often, this will occur as a natural part of the way you teach and engage students in learning. In other cases, you’ll use intentional efforts by which students may obtain assistance in academics, emotional and behavioral needs, developing of relationships, and being part of the classroom community (Lane & McWhiter, 1992; Rosenberg, McKeon, & Dinero, 1999; M.  Sapon-Shevin, 1994a). 

10. Teachers, specialists who provide support, parents, and others work collaboratively in strengthening the classroom, modeling democratic, inclusive community for the students. In a democratic, inclusive classroom community, you will engage the efforts of numerous other adults including parents, other teachers, and a range of specialists – eg. special education teachers, speech therapists, and more. You’ll seek to work in collaboration and model for students how a working community looks (Friend & Cook, 2003; Walther-Thomas, Korinek, McLaughlin, & Toler Williams, 2000) . 
Reflection 3- 3 Develop a rubric based on these 10 characteristics of an inclusive, democratic classroom community. Do a self-assessment of your own classroom or another class you know well. What points are being addressed well? What less so? What changes are needed? 

Including All

The most basic issue in building community in a classroom has to do with welcoming all children and youth into the classroom, becoming committed to all students as yours despite the challenges they may bring. Of course, the decision to create an inclusive school and classroom brings you directly back to the question: “What is the purpose of school?” For, as we discussed in Chapter 1, if the purpose of schools is to create workers and select out those not considered worthwhile by business and industry (a function performed by many schools) then we’ll, of course, separate those who don’t fit for one reason or another from the larger student population. On the other hand, if your goal is to help create citizens who will work to make a fairer, more just, more accepting society and community, this goal simply can’t be met by segregating students based on certain characteristics, whether race, ability, culture, or gender. What you’ll find, however, is that inclusive schools and classrooms also foster higher levels of academic achievement based on any measure, including the standardized tests used in states and countries throughout the world. 
It’s also clear that if you believe that all students should learn together, you’ll need to advocate for having students come to your classroom. In a great number of schools, structures and procedures are in place to separate students– students with disabilities to separate special education classrooms or pull-out resource rooms, gifted students to ‘enrichment’ classes or separate schools or classes; and the same with many other students. Many students will automatically be sent to separate programs and not even given the chance to enter your school. For example, students with moderate to severe cognitive disabilities may be sent to separate special education schools. If you and your school is serious about being an inclusive school community, you’ll need to work together to track down these students and make sure their parents are given an opportunity to consider enrolling their children in your school and classroom (M. Peterson & Hittie, 2003). 

You’ll need to be clear about your philosophy as an inclusive teacher even if you are in a school that practices segregation. Can you do this? Well, it’s honestly hard. However, we’ve had the pleasure to know numerous teachers who successfully challenged the existing system advocating for children to be in their classes. Sometimes they succeeded; other times they did not. But they continue to work towards this end. Here are two examples: 

At the first of the year, Melanie, a 2nd grade teacher, was getting to know her children. It became clear that Johan, a new student was a student with a moderate cognitive disability. Typically, the school system automatically put such students into special education classes for students with that label. However, Melanie had a student with a cognitive disability three years earlier and she had been very successful with him. So she quickly contacted the parent to talk with her about how she builds an inclusive community in her classroom and teaches using differentiated, multilevel instructional strategies. She wanted the mother to know she welcomed this child into her classroom and to inform her of her rights in the IEP process. Sure enough, the school psychologist called the mother two days later and told her that Johan would be placed in a special education class. However, mom had already contacted an advocate whose name Melanie had given her. She indicated that she expected for Johan to continue in his present class. This caused a good bit of commotion but ultimately Johan stayed in Melanie’s class and had a great year (M. Peterson et al., 2002). 

Thu was a high school social studies teacher. His school was fairly innovative as they had divided the student population into ‘colleges’, smaller groups of students assigned to an interdisciplinary team of teachers. Yet, most special education students in Thu’s school were still in special education classes. He was particularly concerned about the classroom for students with labels of emotional disturbance that was located at the end of the high school. He recently became aware that the kids in the school called it The Jail because students were locked into that classroom all day long and not allowed to leave. Thu had gotten students in his social studies class studying issues of segregation as part of their unit on the civil rights movement. These students became interested in understanding why The Jail functioned as it did. Thu supported their efforts. This led to conversations with the special education teacher and a Thu’s visiting her classroom. Thu said to the teacher, “Why don’t you have one of your students each of my class periods come participate in my social studies class?” The teachers talked with a few students and their parents while Thu talked with his class. They all agreed they’d like this to happen and discussed ways that they could provide support to the students coming in. It all happened and was successful, not without a few challenges and problems to work through, of course. But that’s a story for later in this book (M. Peterson et al., 2002) 

Both of these teachers knew they wanted to be inclusive teachers, knew why, and were able to explain to parents, the students themselves, and other educators how inclusive teaching would work to the benefit of all in the class. We’ve found that, too often, teachers don’t have a theory about what they do and language to explain their practice to others. Such teachers tend to jump from strategy to strategy and package to package without having a way to evaluate what they consider good and poor practice. Knowing your own philosophy and being able to clearly communicate this to others is very important. We aim to give you strategies and language throughout this book to help you in your own practice as an inclusive teacher and help you mold your own understandings and craft your own philosophy and language. 

Who Is Included and Why?  

So who are the students we talking about ‘including’ who are typically in separate, segregated schools and classrooms?  Why would being in a general education class be valuable to them? Good question. Let’s talk about that. 

Gifted and talented students are often considered the future leaders. Parents of such children, often from high income families, are often concerned that their children will not be well served in classes with children of lesser abilities, particularly students with disabilities. However, in classrooms where authentic, multilevel teaching is used, combined with building an inclusive, democratic community of learners, these students thrive cognitively and have substantive opportunities to develop interpersonal, social, and leadership skills (Clark, 1997; Cline, 1999; Kennedy, May-June, 1995). It only makes sense that future leaders learn how to work with a range of individuals that they may be leading in the future. Research is clear in indicating the these students only gain small benefits to separate classes and programs for gifted students, including pull-out enrichment activities, while they often suffer socially (Oakes, 1985; M.  Sapon-Shevin, 1994b; Wheelock, 1992). 
Students with disabilities are the most segregated population of students in schools. Too often they are shunted away in separate special education classes or schools where the curriculum is often haphazard and ill-defined. Students with disabilities are systematically prepared for a life of separation from the larger community when this occurs, with outcomes of living in group homes and working in sheltered workshops for those with moderate impairments. However, increasingly individuals with mild to severe disabilities are participating in the full life of the community engaging in regular jobs, living in typical homes or apartments. For individuals with more severe disabilities, they may need more support. However, such support is not more costly than what typically occurs in segregated services. However, for such an inclusive lifestyle to occur, as with success for all students, it all start in school. Research is also clear that students with mild to severe disabilities have higher academic / cognitive outcomes and social outcomes, in terms of both social skills and relationships, in inclusive classrooms versus separate special education classrooms 


(Cole, Waldron, & Majd, 2004; Freeman & Alkin, 2000; McGregor & Vogelsberg, 1998; M. Peterson & Hittie, 2003; Rea, McLaughlin, & Walther-Thomas, 2002; Salgado, 2002; Waldron & McLeskey, 1998) ADDIN EN.CITE . It is interesting that the research to date does not make a distinction between the quality of instruction in the general education classroom. It’s most reasonable to expect that if you use the strategies and approach described in this book and others that describe best practices, students with disabilities will achieve at dramatically higher levels than it was thought possible. Note that there are legally defined procedures for referral for special education services and the development of Individualized Education Plans (IEPs) for students with disabilities. We’ll discuss these in Chapter 5. 

Second language learners are those who come to schools speaking a language other than the predominant language used in the school. In the United States and countries in the British Commonwealth, this would be English. While many advocates for these students feel that the research is clear that they need to learn content in their own languages, the reality is that with an increasing number of schools having as many as 60 languages represented in their school, such instruction is not feasible practically. So you’ll for sure have students in your classes who are second language learners. Interestingly, many of the same strategies that are useful for students who have limited cognitive ability are helpful with these students. According to (Faltis, 1997), you’ll want to assure that you facilitate communication between yourself and students regardless of the language proficiency of the student, involve second language learners fully in all learning activities, have students tell stories and share information, at their own level of ability. In other words, you have a language rich class and provide multi-level opportunities for involvement. For both second language learners and students with limited language abilities due to learning or cognitive disabilities this approach will stimulate increased use of language. 
As you well know, in the 1960’s the civil rights movement aimed to end the practice of racial segregation in schools and promote racial and cultural diversity. This movement aimed to counter the then-current practice of supposedly ‘separate but equal’ schools. Positive strides were made towards this goal in the first 20 years after the passage of the Civil Rights Act of 1964 which made illegal discrimination based on race, language, and culture. Unfortunately, however, in the last 20 years, racial segregation has been again increasing (Orfield & Gordon, July, 2001). This is occurring despite the simultaneous movement for suburbs in urban areas to become more racially and culturally diverse. If you seek to be an inclusive teacher, then, your greatest challenge may be in creating connections across racial and cultural groups. 

Of course, the situation is even worse related to socio-economic diversity. While some communities have intentionally experimented with developing housing where people of differing wealth and resources can live together, such practices are very rare. In all countries, wealthier and poorer people simply live in different places. Once when co-teaching a social studies and literacy lesson, a 6th grader recounted a movie she had seen where a rich person befriended a person who was poor. She was very moved and wanted to do the same thing. We talked about it. The first thing we had to discuss was the question: “Where do poor people live in our area?” Despite this fact, however, you will almost surely have students with a range of socio-economic backgrounds. Even the wealthiest communities most often have sections where people with lower incomes live. It’s also worth noting that children from poor families are labeled as having disabilities or being at risk educationally than are students from higher incomes. Thus, they are more susceptible to traditional practices of segregation. 
 “How do you teach these students with such differences together?” you may ask. How do you teach students with disabilities? How do you teach students who are gifted? The list goes on. As you are likely aware there are many books, workshops, videos, and other materials devoted to strategies for students with various labels – gifted, blind, cognitive disabilities, second language learners, and more. There is no doubt that you’ll need to understand how any of these characteristics impacts your students as you’ll want to understand how other experiences impact on students – divorce, culture, abuse, and more. However, you’ll find that students with differences are first just that – students, children, youth. They are really not all that different and you know much more about how to teach them than you know. The framework used in this book is designed to provide strategies that will address many, if not most, of the issues in teaching students with substantive differences. 

Learning to be an Inclusive Teacher 

A key lesson that we have learned in the time we’ve spent in the classrooms of great teachers is that being an inclusive teacher is not solely about having students considered gifted and those labeled with disabilities in your classroom. Rather, being an inclusive teacher is about two key components: (1) attitude – being open to welcoming all students in your class; (2) practice – using strategies that allow students of great ability, language, and cultural differences to learn together without grouping by ability or other demographic characteristics; and (3) advocacy – reaching out to recruit students with various special needs into your class and challenging structures that segregate and separate such students (M. Peterson et al., 2002). Like anything else you learn, of course, becoming an inclusive teacher is not a yes or no operation. It is more like a journey, ongoing skill and capacity development that is never over. You, like your students, are on a lifelong professional journey starting with where you are right now (Denton & Kriete, 2000). 
Reflection 3-4 Consider your own feelings and thoughts about fully inclusive classrooms as described above. Briefly make notes about your opinions about whether general education classrooms should be inclusive. Then write down your feelings that arise when thinking about inclusive classrooms. Finally, examine carefully the question:”Why do I think and feel the way I do? What experiences or perceptions of myself help lead my thoughts and feelings in this direction?” 
Strategies For Building

Inclusive Democratic Communities Of Learners

In many senses, of course, a school or classroom are not total democracies. In most countries, for example, children simply don’t have an option of whether or not they will go to school. That is required by law. They don’t have much input into the overall curriculum and many other practices in the school. The teacher is given much responsibility for directing the activities of the class. So does this mean that creating a sense of empowerment and democracy in a classroom simply can’t be done? As we’ll see, not at all. However, clearly that there are limits on the degree to which classrooms can be democracies. It’s part of the tensions among various needed practices that really is simply a part of life, a reality with which you’ll need to grapple consciously. Doing so you’ll find many ways to engage your students in authentic democratic practice, learning how to make decisions, use power, and take genuine responsibility. 

Starting the School Year 
If you’re going to build a democratic, inclusive community starting at the beginning of the year is a must. The teachers we came to know often used the work of (Denton & Kriete, 2000) in which they suggest a six-week long process for building community in the classroom at the beginning of the school year. This process involves the following steps: 

· Asking students to identify their goals for the year through the following question: “What would happen in our class this year if it were the best year you’ve ever had in school?” 

· Develop rules for the classroom through an interactive group process of brainstorming, synthesizing, prioritizing, and editing. 

· Students getting to know classmates interests, skills, backgrounds and experiences

· Articulating personal strengths students would be willing to share with others in the class, areas in which they can function as ‘experts’.

· Developing classroom routines and procedures. 

· Assigning each student in the class a job for which they take responsibility so that the class can function effectively.

· Understanding and beginning to use strategies by which students may provide assistance and support to one another. 

On the one hand, teachers are very clear that the investment, time and energy they put into developing a classroom community at the beginning of the class is well worth it. Problems are fewer. The class begins to function as a group, a real community where students themselves are responsible and the teacher can spend more time on fostering learning rather than managing the class. Let’s look at these strategies in greater detail, paying attention to how they will work with students with a wide range of ability levels and the differences in elementary, middle, and high school classes. 

Images of a Great Year: Setting Goals

If you involve students in creating images of what would constitute a great year for them, this can provide a powerful, student-owned foundation. Clearly, when we create an image of positive possibilities, this image can become its own self-fulfilling prophecy.  The more the image is clear the image and the greater students feel they own the vision, the more likely that it will become reality. You can pose this question for students and have them provide input regarding a response in several ways that can include: 

· Writing and illustrating stories of a great year

· Creating a drawing that illustrates a great year. If you use the same size paper you can put all these together to create a ‘dream quilt’ that you can post in your room

· Individual students can brainstorm ideas and then work in small groups that can discuss and prioritize statements for a terrific year. These can be brought back to the class swhere groups can share  and you can engage them in creating a summary of key themes you use a process to create a summary for the entire class. 

There’s no doubt that most teachers think these types of strategies are most useful in elementary school. However, in our experience they are equally important in middle and high school. You can involve your students in coming up with ideas regarding how to document what would constitute a good year with secondary and upper elementary students. However, you process the response to this question, you’ll want to create a way for the results to be publicly displayed so that it can serve as an ongoing reminder. This image then becomes a goal for the class itself as a learning community. 

As with all aspects of your class, you’ll want to assure that all students have a voice in this process, rather than a few outspoken students having the most influence. Involve your students in discussing strategies for assuring that all have input and that some do not dominate. 

Rules for the Community: A Covenant Agreement 

Every class has rules. Some teachers create the rules themselves and tell the students what they are and the consequences for breaking them. In other cases, the teacher may take 30 minutes for the class to develop tse rules. However, the teachers we’ve seen who were most successful consider the process of developing classroom rules as a very important and significant endeavor. Here’s what we’ve seen these successful teachers do (M. Peterson et al., 2002):

· Students carefully consider the image of a great class discussed above. Ask the question: “What do we need to do in our class to make it a successful year? What rules and guidelines do we need for our class” 

· Have students work individually, in pairs, or small groups to come up with responses to the above questions. 

· Present to the entire class. Have the class work together to cluster similar rules together, develop synthesis statements, and create some 5-8 key rules for the class. 

· As the class agrees to the rules, have students themselves create a display for the class of the rules. 

· Finally, have each member of the class sign the rules on the public display to indicate their willingness. 

This process has many positive outcomes. Students are engaging in authentic critical thinking, thus strengthening a skill that will be important in their academic development. Most important, however, you are engaging students as a community in developing the guidelines by which they will live together in your class. Thus, you are building a sense of community while creating strong ownership. Key, of course, is to actually use these rules in the daily routine of the class, referring to the rules directly when students are not following them, asking students to problem solve regarding how they can deal with issues and respond to the rules they have set for themselves. 
Daily Classroom Meeting

Daily classroom meetings should be used for a variety of purposes to help set a positive climate in the class and plan together for learning activities. You can even mix community building and academic learning. However, daily meetings are not to deal with problems or concerns that you have. You may need to do this but this should be at a later time in the day. Daily meetings help you set a positive framework for the week or day. 
You’ll want to have a daily classroom meeting that can help the class connect with one another. If you’re an elementary teacher, this typically takes around 20 minutes. If you are a middle of high school teacher, you may want to consider one or more alternative strategies given the different classroom structure (Kriete, 2002; M. Peterson et al., 2002). These can include: 

· A short meeting during 5-10 minutes at the first of class

· Meeting one per week for a longer period – 15 to 20 minutes

· If you work with a team of teachers, you might want to have the entire teaching team and students meet as a group for 20-30 minutes at the beginning of the school day. (See the website for this book to see an example of such a meeting in a middle school).  

Daily classroom meetings can incorporate a range of activities. These may include: 

· Sharing: Students sharing recent events in their personal lives. 

· Issues and needs: Students bringing issues and concerns regarding their classroom community to be discussed. In a middle school, for example, two girls were concerned about other students being dangerous in the halls. Another two students invited others to be involved in a service club they were creating to try to prevent abuse of animals. 

· Daily welcome. This can be done a variety of ways. You might have students in a circle and, one at a time, go around the circle with one student turning to the other, shaking hands, and saying, “Good morning Morgan! I am glad to see you today”. Some teachers help students learn a daily welcome in a different language each week. Alternatively, other teachers have used a dance routine where students, one at a time go out onto the middle floor of the classroom circle, as the class claps in rhythm saying: . “One, two, three, four, Come on Carmen, hit the floor. We’re so glad you’re here today. Hooray!! Hooray!! Hooray!!”

· Morning message. Some teachers, particularly with early elementary students, have a message to the students written on chart paper. Students read the message together. Typically the teacher will use this message to ask students to share in some way. Another variant of the morning message, has a ‘student of the day’ tell a story of some recent personal happening. The story is written by the teacher on chart paper and the class together edits the piece for expression and proper grammar and spelling (R. Fisher, Henry, & Porter, 2006; Kriete, 2002). 

· Daily or weekly schedule. You may want to involve student in discussing the schedule for the day or week, checking with individual students or student groups on the progress in particular learning projects. This is a useful strategy for any age group.  Sandy, a first grade teacher, presented her first graders with a ‘schedule circle’, listing the day’s activities on the circle. She then led a discussion in which students decided on the schedule they would use for that day. If they proposed a schedule that would be problematic she asked questions to help them think through the problem.  
As you see, there are many creative, positive strategies you can use in daily meetings. You likely have other ideas yourself. At best, you will want to teach students how to run these meetings, shifted the student facilitator so that all have opportunities. Most teachers, particularly in elementary schools, also prefer to have a special location for classroom meetings, typically a carpeted area in one location of the class. Middle and high school teachers often do not have space in your class for a special location. However, you might want to have students organize their desks or tables so that you are in a circle for the classroom meeting. However, you may find that there are other rooms that you can use in your school for this purpose. One team of middle school teachers held their daily classroom meeting with the 60 students assigned to them in the art class, where the room was larger. They had together obtained bleachers that would hold all sixty students for their daily meeting. 

Reflection 3-5 Make arrangements to observe in a class where the teacher involves children in creating images for a good year, uses a meaningful process to develop class rules, and conducts frequent class meetings. Pay particular attention to students considered gifted, those with disabilities, and students from other countries or cultural groups. To what degree are these students fully included in these activities and the classroom community? What types of interactions do you observe? What does this tell you? 

Peer Support for Relationships and Learning 

You’ll find that a critical component for building community in your classroom, and strengthening academic learning, is structuring ways in which students can assist one another in the learning process. Rather than one teacher in the classroom, students can help teach one another, with your support and guidance, dramatically expanding the learning resources you have in your class. Peer support incorporates the model by which surgeons are trained in their complex skills: (1) see one; (2) do one; (3) teach one. In other words, if students are able, not only to do work individually, but to teach others also, they learn skills at a deeper level. Further, as students work cooperatively in groups, working together to engage in learning activities and provide mutual support, they simultaneously learn important social, leadership, and cognitive skills. 
Promoting Connections and Dealing with Marginalization

As you welcome students into your class who have often been segregated and marginalized in the school, you’ll want to be particularly careful that this does not happen in your own classroom. Carefully watch how relationships are formed and the types of connections that are being formed. Of course, you can’t and should not try to mandate relationships between students. However, you can pay attention to how students treat one another and work to facilitate relationships by putting students into contact with one another. You can ask students to work together in pairs or small groups, request that one student to help another in their class work and even in connecting with other students, form a circle of friends (see below), and have students work as Study Buddies (see below). You’ll also want to help deal with problems in relationships that occur (see Chapter 4). All these actions put students into supportive contact with one another. From such contacts come relationships and friendships. 

As you pay attention to relationships students have, you may find (M. Fisher, 2001) analysis of what she called frames of relationships helpful. She developed these ideas in a qualitative study of the inclusion of students with disabilities in general education classes. However, you may find this way of thinking about relationships valuable with all students with identifiable differences. As you see in the left column in Figure 3-3, the relationships range from those of rejection, to being considered different or a person to ‘help’, to being a friend. The goal, of course, is to help all students move towards the bottom of this column. Not that all students will be best friends but that each student has at least some friends and one best friend. 
Figure 3-4

Frames of Relationship

Students as Experts

If you are going to involve your students in helping one another you need to identify skills that students have that they may share with one another. You will, of course, do this as you get to know your students. You’ll see who is better at expressing stories and non-fiction in writing, math skills students possess, abilities to express themselves verbally. However, some teacher have found it valuable  to involve students in identifying their own strengths and expertise. One middle school social studies teacher each year will involve students at the first of the year in studying advertisements. They will notice how advertisers describe their product and it’s desirable characteristics. She then asks students to consider at least one area of expertise they have that they would be willing to share with others in the class. Students then develop an advertisement for themselves related for their expertise. The teacher then laminates these sheets and organizes them into a class ‘yellow pages’. Throughout the year she teaches students to use their yellow pages as one source of looking for various types of help. Periodically, they also add to the yellow pages. She has found this a very valuable way to help students obtain help from one another (M. Peterson et al., 2002). 

Peer Tutors and Mentors

Students may serve as peer tutors for one another. This will certainly occur informally on a daily basis. You’ll want to encourage students to help one another. On some occasions, you’ll ask a student who is, for example, a particularly good speller, to assist another students who is having problems in a piece she is writing. You want to talk with the class about helping one another and teach them strategies for doing so, helping them to understand the difference between providing help and support and actually doing the work for another student.

However, you may also want to use more formal ways of structuring help and support on a one to one basis. You might, for example, pair students up and have them function as Study Buddies (Developmental Studies Developmental Studies Center, 1994). This could involve their sharing learning goals that they have set, progress on particular learning projects, asking for and sharing help. You may want to shift Buddy assignments periodically so that students get to know a broader range in the class. 

Of course, you’ll want, as in all grouping of children, to assure that students are not paired by ability on an ongoing basis. On the other hand, it’s sometimes useful for students of similar functioning abilities to work together. As a rule of thumb, you might want to have students with both lower and higher abilities alternate between someone on roughly their own level and with a very different level of ability. However, we’d caution against having students with the very lowest abilities together since they will be able to provide less help to one another.

Many schools, particularly middle and high schools, also structure formal peer tutoring programs where more able students may earn credit for providing tutoring assistance, often after school. Such formal peer tutoring may be very helpful for students. For more information see: 
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“Links”

A process similar to formal peer tutoring has been titled in some middle and high schools as the ‘links program’. This program is designed specifically to help students who have the highest learning needs, most often students with moderate to severe disabilities. Students earn either service learning credit or regular academic credits by attending one class with a student they are helping. Their goal is to provide support to the student while they are in the class and also help them with learning assignments outside of class. Links students are provided training in  strategies for supporting students. Often they will also meet as a group with other Links students to reflect on their experiences and learning. This program has been used with significant success in numerous high schools in the United States and Canada. At least one school structured such a program where mentors were students who were themselves considered at high risk due to academic and behavioral problem. They were paired with a student with a cognitive disability. The results were striking. The students with cognitive disabilities were more successful in school and developed relationships with other students. The at risk students increased their self-esteem and academic performance. Perhaps this was one of the first times they had ever been asked to take significant responsibility (Fitzgerald, Henning, & Feltz, 1997; Murray-Seegert, 1989). 

Circles of Support and Person-centered Planning

Circle of support (sometimes called circles of friends) are very powerful tools for bringing substantial support to students who have high needs. While originally developed to support adults and children with significant disabilities, circles of support are very useful for any student who need assistance. Micah, a student with a moderate cognitive disability, began being included in general education classes in the 3rd grade when a circle of friends was formed to provide him assistance. With some changes in membership this circle continued to function as a viable group until he graduated from high school. He became friends with two members of this group and continued to see them. Another 4th grade teacher formed a circle of support for a student recently immigrating from Kuwait to help her learn language, develop relationships and get help with school assignments. 

How do you get started? In a circle of support, a group of students (typically 4-10) agree to provide support for another student. First, of course, ask your student if they would be interested in having a circle of support. Explain what it is, how it may work. If he is interested, you then ask, “Do you know who you would like to invite to be in your circle or do you want me to name some kids?” Most often, the student will have a number of students they’d like to invite. You then ask, “OK, do you want to ask them or do you want me to ask for you?” This can go either way. Again, however, most of the time the student will want to do the asking. Next, set a time to get the circle together. Most teachers who want circles for a few of their students decide to use a lunch hour or planning period once every week or so to meet with the group (Falvey, Forest, Pearpoint, & Rosenberg, 2005; Taylor, 1997). 

When the group gets together, you’ll want to facilitate their thinking about how to help the ‘focus student’. Sometimes, circles of support, particularly those that meet with students and the family and their friends outside of school, use a process called person-centered planning to develop a plan for how to support the student. Learning and participating in this process itself is a great learning experience so you may want to consider it. One frequently used variation of person-centered planning is called MAPS (Making Action Plans). In this process, the group responds to several questions that help to center any assistance around the dreams and goals of the person themselves. These questions are: 

· What is your history? (Eg. What experiences in life and school has the student had that make them where they are today?)

· What are your dreams? (Start with the student. Obviously, if the child is younger you have to adapt the language and help determine intent. Then have others share their dreams for the student.)

· What are your nightmares? (In other words, if things were the worst they could be, what would this be? Again, start with the student and then others share their fears for the student.) 

· Who are you? (These are one word adjectives intended to convey the essence of the person. This part is typically very positive and fills the person with a sense of pride. This occurs even with very problematic students most of the time.)

· What do you need? (This is not about what others think the person needs to do. Rather, we want to discuss what is needed to help the person achieve the dream that they articulated earlier. 

· What is the action plan? (Finally, we get to the plan to help the person. However, you’ll find that the foundation provided by the earlier discussion allows the action plan to be developed very quickly in most cases.) 

MAPS is a very powerful and useful process that you can use as a guide for thinking even if you don’t use the full process. One teacher, Mark, modified the MAPS process in working with Teva, a student with a moderate cognitive disability who was, in 6th grade, reading at around a 2nd grade level. He said . . . 

I talked with Teva about getting some kids together who might help him. I called it a Kids Club because kids this age like clubs. He didn't say much but was interested. I asked him who he would like to be in his circle and, at his request, asked these students if they would like to participate. They were all interested and willing. I explained to them, however, that we would meet once a week during recess time and that this is a real responsibility. I wanted them to be clear the commitment they were making. All wanted to do it. During the first meeting, I asked Teva the areas in which he would like help. He listed them all. Then students volunteered to provide help. What was neat was that the students picked areas in which they also needed to learn more. This was their idea. One student said she needed to work on spelling, so she would help Kevin on spelling. Another said she needed to improve on reading, so she would work with Kevin on reading. Each did this. 

While circles of support are particularly useful for supporting individual students with high needs, if you consider the concept you may find many ways to incorporate the idea of circles into your daily classroom practice. One upper elementary teacher, for example, was being asked to incorporate learning of social interactions skills into her elementary social studies curriculum. She decided to teach students about circles of support and to have a MAP done on every student over a one semester period of time. Other teachers have taught student about the concept of circles of support and suggested that the class function as a circle for all of its members (M. Peterson et al., 2002). 

Circles of support in schools need adult help to get started. Teachers may provide such assistance as in the examples we’ve given above. However, other school personnel, particularly school social workers, psychologists, and special education teachers, may also provide support to students in forming a circle of support. While students often need assistance in keeping circles going, in numerous cases, circles essentially became kids clubs and continued to function without adult assistance. Research on circles has found them to be powerful sources of supporting social connections and problem-solving for students at risk (Barrett & Randall, 2004; Frederickson & Turner, 2002; Shotton, 1998).

Cross-age Collaboration and Sharing 

Here’s another very powerful tool that can be structured as a schoolwide program or simply as an arrangement between two teachers at different grade levels. Older students are involved with younger students in enhancing their learning. This can occur a number of ways, ranging in levels of intensity. These include (Robinson et al., 2005; Topping, Peter, & Stephen, 2004): 

· Mentors. Older students acting as mentors for younger students who are having special challenges. This is similar to peer mentorships discussed above. Older students again may be able to earn service or academic credit. This strategy is very valuable for older students who are themselves having learning challenges. In one school, for example, we saw two fifth grade students, one labeled as having ‘emotional disturbance’ and the other having a cognitive disability, each reading with first grade students. The first grade teachers said that they were great with the students and their pride was very evident. Their own teachers said that this experience was being very positive in helping them in their own class. 

· Class sharing / reading. An older class may join a younger class and engage in some activity with the younger students. Older students reading books to younger students is one simple example. However, you might engage students in any number of activities. 

· Collaborative learning. In a more extensive project, you might involve students in working on a collaborative learning project where small groups of students across grade levels work together. For example, a local middle and high school linked students in English classes who did a project on ‘coming to America’. The students interviewed people they knew who had immigrated to the United States about their experience, wrote their stories, and then orchestrated a combined presentation. 

Reflection 3-6 Visit a classroom where the teacher is using at least 3 of the strategies described above where students can provide one another support and assistance. Observe the class and make notes regarding how students interact. What do you learn from this? 
Student Grouping: Flexible and Heterogeneous

If you’re going to build a truly democratic, inclusive classroom community, you’ll need to be particularly planful and thoughtful about how you group students. Too often, despite the lack of evidence that this is a useful practice, teachers assign students in pairs or small groups based on what they believe are similar levels of ability. These teachers find it difficult to understand how to teach students with multiple ability levels together. While we’ll discuss strategies for this explicitly in Chapters 6-8, we bring the issue up here because such stable ability grouping works strongly against building an inclusive classroom community 
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In almost all cases, you can find alternatives to grouping students by ability (M. Peterson et al., 2002; Tomlinson, 2001). This is true even if, for example, you wanted to run books clubs where students read a book together and discuss it. If you put groups together based on interests (eg. the book students were most interested in reading), then you would use strategies to help a student who could not read it independently access the materials. Strategies could include: 

· Pairing students to read aloud to the student with lesser reading ability. The members of the group could take turns or one student might prefer to do this. 

· Use a tape recording or text to speech software. Henderson (2003) suggests that if a tape recorder is appropriate for blind people (most people agree it would be) then the same tool is equally appropriate for students who have limitations in their ability to read print independently. 

· Use a computer-based oral reading and graphics program that might be available for this book. 

You may also want to group students on the basis of personality and relationships. You may want to allow students who are already friends to work together on some projects. On another hand, you may intentionally group students together who you think can work together but who also have personality characteristics that may be helpful to one another. You might, for example, have one student who gets angry at the slightest provocation. Putting her with another student who has great patience and models better ways of being may be useful. In another case, a student might need a lot of support on a particular learning task and you put the student in a group with your highest functioning student who also needs to learn a bit of empathy towards others. 
Finally, it’s particularly useful to group students on the basis of functional needs, skills on which they need to work. If you are careful in the way that you define such functional needs, you can actually have groups with students of quite heterogeneous ability levels working together in groups. For example, one 5th grade teacher in reading workshop placed students in the following groups to work on skills in which they needed improvement: 

· Choosing books at a Just Right level

· Reading with expression

· Reading fluently, using punctuation to mark breaths and pauses

· Figuring out the meaning in context of unknown words

· Identifying comprehension strategies with sticky notes
· Completing paperwork that shows what they know
If you visited this class and observed, for example, the fluency group, you’d see kids reading to one another in pairs and then to the small group of four kids. The student with the highest reading level read at the 9th grade level; the lowest at the 1st grade level. Yet, each was using materials at their own level of ability to improve their fluency. 

The word in vogue for grouping of students is flexible. It’s a good word. Too often, in our experience, however, the word is used as a substitute for what is clearly stable ability grouping. However, if you vary the ways in which you group students, shifting membership periodically, always assuring that you don’t have stable ability groups, the idea of flexibility in grouping becomes quite useful and valuable. 
Reflection 3-7 Observe in two classrooms – one where the teacher uses what we’re calling stable ability grouping, the other where the teacher uses heterogeneous and flexible grouping strategies largely based on factors other than abilities. What comparisons and contrasts can you make? What is the effect of both practices on student learning and building a sense of community in the classroom? 
Communicating with Students: Modeling and Teaching Respect

All the strategies we discuss in this chapter are very valuable tools. However, perhaps the most important of all is how you communicate with your students. Maybe you’ve known teachers, as we have, who just treat students poorly – yelling at students all the time, ridiculing students for mistakes they make. We recall one visit we had to a class to observe how a teacher was working with a student with a learning disability. Throughout the observation, we were aghast as this teacher stated that “Jeremy really doesn’t know much of anything in reading. He is so low!” as we leaned over the student watching him work. We decided to leave as soon as possible and the teacher said, “Come back anytime. I’ll show you next time what he doesn’t know in math”. I also remember a teacher who was a student in my class on inclusive teaching. I had asked students to turn in a draft regarding how they would build community in their classrooms. This student explained to me that at the beginning of the year that he simply tells students that he will take no “sh. . .” off them and then physically ‘takes on’ the first student who challenges him. “My class is very orderly,” after this he explained. 

There is no doubt that the model we provide, the examples by our own actions have great impact on students. If we treat students with respect then we help students literally see how this is done. By itself this is not enough, of course, but it’s a critical precondition. By respect, we also mean helping to foster students becoming empowered, taking responsibility for their own actions. Norm Kunc (1998) suggested that in our interactions with students in teaching and, particularly in dealing with problem behaviors, that we seek to provide students information with which they can be encouraged to make their own decisions, using power as the last resort. This relationship is illustrated in Figure 3-4. Key strategies of communication you will find important include the following: 

· Give directions clearly, asking for students to indicate their understanding

· Share information about yourself and your personal life relating this to the topics you are teaching

· Recognize student efforts and accomplishments and express genuine appreciation

· Negotiate with students to determine rewards for positive work and behavior that are valuable to them

· When problems occur, talk with students individually or as a group. State your concern and then pose questions to get them to work through solving the problem 
Figure 3-5

Balancing Information & Power

In Relationships

Student Choices: Exercising Power and Freedom

The essence of democracy is being able to chose, to have influence, to make decisions and take power and responsibility for yourself and your community. So teachers who seek to build democratic, inclusive communities of learners constantly seek ways to give students choices, input, power, and responsibility. If you read the earlier part of this chapter with this lens, you’ll see that we’ve already discussed many ways in which this can occur.  We’ve seen exemplary teachers use the following: 
· What to learn. Give students input into topics they want to address. Discuss the mandated curriculum with students and facilitate their making decisions and having input regarding how to approach topics. 

· What order: With even the youngest students you can lead students in a class discussion regarding the day’s agenda or give students assignments in writing and allow them to pick the order in which they were done within a particular time frame. 

· Choice Time. Give students choices of activities after they have completed other work that are structured around a topic or subjects such as literacy, physics experiments, or algebra. 

· What to read/write. Give students directions and parameters for writing projects but also allow them to have choices regarding books to read or stories to write. 

· Day to day goals. Ask students to chose daily or weekly goals for themselves related to academics or behavior. 

· Seating Arrangement: Allow students to work at any location in the class as long as they are working. This can and should include the floor, under tables, behind desks, sitting on chairs etc. 

· Daily schedule. Involve students in making decisions about the daily or weekly schedule. This can range from identifying projects on which to work or the schedule of various activities. 
Classroom Management Routines

There are many small details needed to manage any classroom. It’s in these details that you have an opportunity to strengthen community in your classroom or to inadvertently weaken your work to build community. If you have students have ongoing jobs, then many of these management tasks can be assigned to students. This serves to strengthen the sense of responsibility and community while helping you to manage the class. Here are a few suggestions.

Have students take responsibility for taking attendance as one of their jobs or have students indicate their attendance on a sheet of paper you pass around with one student in charge of assuring that all sign the sheet and return it. 
All teachers need ways to gain the attention of the class. It’s most helpful if you can do this in a way that does not increase the noise of the class or, at least, produces an inviting sound. It’s helpful to have a conversation with students about the strategies they would most like use. Examples of ‘silent’ attention getting strategies include: raising a hand with fingers up asking all students who see you to also raise their hands and become quiet (one teacher likes to put both hands up with fingers in a V shape like Richard Nixon did years ago – he’s even been known to stand on a chair when doing this); held up a silent hand and counted down while children join in; whispering a comment, asking students who hear you to also whisper until the entire class is whispering. Strategies for using sound or rhythm to gain attention include: clapping hands in a rhythm and having students imitate you; ring a bell or other musical instrument, or quietly ask each group to put their eyes on the teacher. Whatever signal you use for attention or transitions it should be fun and not harsh. We all know the new teacher who screams at his class to gain their attention, creating a pattern of poor communication that is hard to break. 

At all grade levels, students can obtain permission to go to the bathroom individually. You may have a sign-out and sign-in sheet to keep track of students. Of course, they also must know that they must be responsible. Students may have this privilege revoked for a period of time if they abuse it by going too frequently or staying out too long. They may carry a pass with them so that other adults know they are authorized to be out of the classroom. Too often, particularly in elementary schools, much valuable time is wasted daily by several 20 minute trips of the entire class to the bathroom, lining students in the hall, a sure recipe for problems in behavior. 
Students may also take charge of taking the daily lunch count. Some teachers use a magnetic board with one column for hot and cold lunches. Students move their magnetic ticket to hot/cold lunch and another student took the information to the office. 

You’ll also want to have a routine for handling dismissal and clean-up. Assign students jobs being in charge of different aspects of class clean-up to be assisted by all students. 
On the Road: Building Democratic,

Inclusive Classroom Communities 

One of the best things about building democratic, inclusive classroom communities is how much more enjoyable these classes are for you as the teacher. For sure, such classrooms promote higher levels of learning, responsibility, citizenship, caring – all very good things for students. Rather than dreading Monday morning, however, you’ll often find yourself looking forward to seeing your students after the weekend. You’ll find that a good number of students will come back to see you after they move and they will come over and talk to you when they see you in the store. You’ll become friends with a few of your student’s parents. Not that it’s easy. It’s not. In a world where there are many pressures to separate people and create hatred rather than care and community, your work is very hard. However, it’s possible and immensely valuable. 

Reflection 3-8 Use the tool, Quality Teaching for All, in the Appendix and complete the sections on democracy, including all, and building community related to your classroom or a classroom you know well. What are key strengths and needs identified by this tool? What could be done to strengthen this class as a democratic, inclusive community of learners? 
Chapter 2
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 Figure 3-1

Maslow’s Hierarchy of Needs
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From: http://www.ruralhealth.utas.edu.au/comm-lead/leadership/Maslow-Diagram.htm
Figure 3-2

Relationship of Behavior Challenges and 

Building an Inclusive, Democratic Community of Learners
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 Figure 3-3

Characteristics of Inclusive, 

Democratic Classroom Communities 

	1. All students are welcomed into the school and classrooms who would attend the school from the local neighborhood – including students with mild to severe disabilities, students considered gifted and talented, and students from various ethnic groups, cultures, and socio-economic status.   

2. Students learn the concepts and practice of community and can explain this to visitors in the classroom. 

3. Students are intentionally grouped heterogeneously mixing students by race, wealth, gender, culture, ability, and other characteristics. 

4. Students provide help to one another in the classroom in many ways, including academics, emotional support, and problem-solving. 

5. Teachers explicitly teach students how to function as a caring, inclusive community. 

6. The voices of all students in the class matter and have visibility in classroom conversation and the display of student work. 

7. Students are involved in making choices regarding their learning, are engaged in decision-making and problem-solving, and provide input into the curriculum and lessons. 

8. Structures are developed by which students collaborate with one another on projects and learning. 

9. Students provide support and assistance to those who have special needs or are having difficulties. 

10. Teachers, specialists who provide support, parents, and others work collaboratively in strengthening the classroom, modeling democratic, inclusive community for the students. 




 Figure 3-4

Frames of Relationship

	Frame
	Example words
	Example actions



	Ghost / guest


	“Nothing to do with us!” 
	Invisible, ignored, excluded.

	Inclusion kid / different friend


	“He is weird”. 

“She is cute”. 

“It’s not nice to tease special students!”


	Differential treatment by everyone.

Affection.

Polite.

	Kid who needs help


	“Can I push him to science?”

“It’s my turn to help her.”


	Helping. 

	Just another kid.


	“It’s no big deal.” 

“Like everyone else.”


	Typical reciprocal interactions. 

	One of my friends. 


	“He’s just my friend.”

“He’s got my back.” 


	Hanging.

Affection.

Invited to parties. 

Having fun together. 



	Best friends forever.


	“Part of my life.”

“Best friend.”

“Trust with anything.”


	Hanging.

Affection.

Invited to parties. 

Having fun together. 

Spending much time together. 


Adapted from Fisher (2001). 

 Figure 3-5

Balancing Information & Power

In Relationships


From Kunc, 1998













Democracy – Include All 








