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Mr. Bueti, a social studies teacher,
and Ms. Mayone, a collaborative
teacher, co-teach a U.S. History
Class at Poughlceepsie High
School. Over 80% of the students
come from culturally and linguis-
tically diverse groups. Approx-
imately one third of the class
receives special education servic-
es and five of the students are
English language learners. There
are also several students who
are high achievers in the class.

Mr. Bueti and Ms. Mayone are
experienced teachers and enjoy
teaching together in an inclusive
classroom. However, they are
keenly a^are of the challenges
posed by such a heterogeneous,
diverse student population. It is
their responsibility to assist all
their students to pass the high-
stakes Nevy York State Regents
Exam in U.S. History. Despite
their collaborative relationship
and their culturally responsive
teaching styles, sometimes they
feel ovenvhelmed. They struggle
to find enough time to plan effec-
tive, differentiated instruction
that also recognizes their diverse
student population.

The No Child Left Behind Act
requirements for standards-based cur-
ricula and standardized assessment for
all students have changed the focus of
educational reform. This is particularly
true on the middle and high school level
due to heavy content demands, and the
implications of high-stakes testing
(Stodden, Galloway, & Stodden, 2003).

Simultaneously, IDEA calls for individu-
alized education for students with dis-
abilities in the least restrictive environ-
ment, which, for the majority of stu-
dents, means the general education
classroom. A promising practice for
meeting the demands of standards-
based education is differentiated
instruction. At the same time, an
increasing number of special educators
are becoming aware of the principles of
universal design for learning (UDL) and
believe that it holds promise for improv-
ing achievement.

Another major development in edu-
cation over the past few decades has
been multicultural education. The grow-
ing diversity of our school population
has motivated some urban and ethnical-
ly diverse districts to establish multicul-
tural policy statements and provide pro-
fessional development in culturally
responsive teaching for their teachers
(Banks, 2002). Many teachers, like Mr.
Bueti and Ms. Mayone, recognize the
positive effect on student achievement
when students learn in a culturally rele-
vant manner.

Although differentiated instruction,
UDL, and multicultural education are
rarely discussed in an integrated man-
ner, they can be viewed as supportive
theories with multiple converging con-
cepts. Despite this convergence, many
teachers struggle to implement the vari-
ous models at the classroom level (Hall,
Strangman, & Meyer, 2003). They need
a workable format that promotes collab-
orative planning for units of instruction
designed for a diverse student popula-
tion while also meeting state standards.

In this article, we illustrate how the
individual components of differentiated
instruction, UDL, and multicultural edu-
cation can be helpful in meeting the
needs of students from diverse back-
grounds in the general education cur-
riculum. In addition, we present a Unit
Planner for the secondary level that
combines the relevant components of
differentiated instruction, UDL, and
multicultural education and provide an
illustration of how Mr. Bueti and Ms.
Mayone used it to create a unit on the
Civil Rights Movement.

Differenriated Insfrvdion
For decades one of the hallmarks of spe-
cial education and gifted education has
been individuaUzed instruction and
flexible grouping. With the more recent
emphasis on educating an increasing
number of secondary students with
exceptional needs in inclusive environ-
ments and including all students in state
assessments, both general and special
educators are asking important ques-
tions about the feasibility of and respon-
sibility for providing individualized
instruction in the general education
classroom. Differentiated instruction
provides a platform for accomplishing
this.

The basic premise of differentiated
instruction is to systematically plan cur-
riculum and instruction that meets the
needs of academically diverse learners
by honoring each student's learning
needs and maximizing each student's
learning capacity (Tomlinson, 1999;
Tomlinson & Eidson, 2003). Differentia-
tion can occur within one or more of the

12 • COUNCIL FOR EXCEPTIONAL CHILDREN



foltowing five ctassroom etements: con-
tent, process, product, affect, and learn-
ing environment (Figure 1). Instruction
can be further differentiated based on
three student characteristics of readi-
ness, interest, and learning profile.
Readiness is assessed by determining a
student's current knowledge, under-
standing, and skill as it relates to what
is being studied. Interest is apparent by
observing what a student enjoys learn-
ing about, thinking about, and doing.
Learning profile means a student's pre-
ferred model of learning as influenced
by factors such as learning style, intelli-
gence preference, gender, and culture
(Tomlinson & Eidson).

Unlvenal Design for Learning
Universal design is a movement in
architecture that calls for the needs of
individuals with disabilities to be con-
sidered from the outset such as using
curb cuts to aid travel of those in wheel-
chairs or the embedding of an elevator
within a spiral staircase. Universal
design for learning (UDL) is a theoreti-
cal framework that guides the develop-
ment of curricula that meets the needs
of all students (Hall et al., 2003; Rose &
Meyer, 2002]. Like universal design in
architecture, teachers are encouraged to
design materials and activities that can
meet the needs of all students initially,
rather than make modifications after the
fact. This is accomplished by identifying
potential barriers that may limit stu-
dents' access to information and access
to learning. Potential barriers would
include, but not be limited to, students
needs as identified on the individual-
ized education program (IEP) or accom-
modations as listed on a student's 504
plan. (See Rose and Meyer, for tem-
plates that could be used to identify
potential barriers.)

Central to UDL is the recommenda-
tion to provide students with a wider
variety of options to access, use, and
engage with learning materials.
Therefore, flexible curricular materials
are paramount in order to support learn-
ing and accessibility to information.
This implies use of multiple media for-
mats including the use of technology, in
particular digital materials. Flexibility of
curricular materials can occur on any of

Many teachers, like Mr.

Bueli and Ms. Mayone,

recognize lite positive

effect on student

aciiievement wiien students

iearn in a culturally

relevant manner.

the following three levels: recognition
(for teaching information, the "what" of
learning); strategic (for teaching skills
and strategies, the "how" of learning);
and affect (for teaching students to love
learning, the "why" of learning; Rose &
Meyer, 2002). (See Figure 2 for summa-
ry of key principles and examples of
UDL.)

Universal design for learning over-
laps considerably with differentiated
instruction, particularly with regard to
material and instructional choice. The
additional contributions of UDL are its
emphasis on initial design considera-
tions and digital technology. A third
approach, multicultural education, fur-
ther enriches curricular and pedagogical
options, while widening the scope to
the school level.

Multicultural Education
There is widespread concern about the
underachievement of students with dis-
abilities and African American, Latino,
Native American, and some Asian
American students (Banks, 2002; Gay,
2000; Stodden et al., 2003; Taylor &
Whittaker, 2003). Likewise, the dispro-
portionate representation of students
from culturally and linguistically diverse
groups in special education persists
(Donovan & Cross, 2002). The reasons
for this have, for too long, been attrib-
uted to the students and their families,
rather than to the curricular, pedagogi-
cal, and organizational structures of
schools and the inequitable framework
of our society. Although some data sug-
gest that secondary students with dis-
abilities have shown improvement on
standardized assessment, their perform-
ance is not commensurate with that of

their typical peers (Stodden et al.).
There is a critical need for secondary
general and special educators like Mr.
Bueti and Ms. Mayone to create inclu-
sive environments for an expanding
diversity of students by planning
instruction that takes into consideration
the important aspects of multicultural
education as well as differentiated
instruction and UDL (Salend, 2005).

Multicultural education is an
approach that encompasses curriculum
and instruction but extends beyond
them to consider the restructuring of all
aspects of schooling. Its major goal is to
allow students to acquire the knowl-
edge, attitudes, and skills they need to
succeed in an ethnically and racially
diverse nation and world (Banks, 2002).
Banks has defined the major compo-
nents of multicultural education as (a)
content integration, (b) the knowledge
construction process, (c) equity peda-
gogy, (d) prejudice reduction, and (e)
an empowering school culture and
social structure (see Figure 3).

The dimension of content integration
challenges all teachers to include con-
cepts and examples from diverse cul-
tures and groups in their subject area.
Individuals and groups are diverse
based upon characteristics such as eth-
nicity, socioeconomic status, culture,
language, exceptionality, gender, sexual
orientation, and religion (Taylor & Whit-
taker, 2003). Regardless of the degree of
heterogeneity of a district or classroom,
all students should learn about the his-
tory and experiences of diverse groups
so that they can function in a global
society. Students whose group affilia-
tions are not traditionally represented in
the school curriculum often feel exclud-
ed, but when students see their own
language and culture in classroom con-
tent and materials, academic achieve-
ment improves (Boykin & Bailey, 2000;
Gay, 2004; Moses & Cobb, 2001).

The knowledge construction process
examines whether the information in
the classroom encompasses multiple
perspectives and voices. It encourages
teachers to help students to critically
examine how, why, and by whom the
text and visuals they use were devel-
oped. Recently, textbook publishers
have made an effort to integrate the
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Figure 1. Overview and Exampies of Key Cencepis for Differentiated Instruction

Elements

Content: What is taught and how access to the information
and ideas that matter is given.

Process: How students come to understand and "own" the
knowledge, skills, and understanding.

Product: Student demonstration of what he or she has come
to know, understand, and be able to do.

Affect: Student linking of thought and feeling in the
classroom.

Learning Environment: Classroom function and feeling.

Examples

• Texts at varied reading levels
• Provision of organizers to guide note-taking
• Use of examples and illustrations based on student interest
• Present in visual, auditory, and kinesthetic modes
• Provide materials in the primary language of second

language learners

• Vary the pacing of student work
• Use cooperative grouping strategies (e.g., Think-Pair-Share,

Jigsaw)
• Develop activities that seek multiple perspectives on topics

and issues
• Highlight critical passages in a text
• Tiered assignments

• Provide bookmarked Internet sites at different levels of
complexity for research sources

• Develop rubrics for success based on both grade-level
expectations and individual student learning needs

• Teach students how to use a wide range of product formats
(e.g., presentation software)

• Modeling respect
• Help students examine multiple perspectives on important

issues
• Ensure consistently equitable participation of every student

• Rearrange furniture to allow for individual, small-group and
whole-group work

• Availability of supplies and materials (e.g., paint, paper,
pencil)

• Procedures for working at various places in the room and
for various tasks

faces, histories, languages, and experi-
ences of diverse populations; neverthe-
less, this content is often found in side-
bars and special-events sections (Gay,
2004). It is incumbent upon teachers to
recognize when the alternative perspec-
tives and voices are not available in
published texts and seek appropriate
supplementary materials.

Equity pedagogy recognizes that
when teachers choose instructional
approaches they should consider the
learning preferences of the students in
their class. All teachers, regardless of
subject area, can design instructional
units that are responsive to students'
cultures. Gay (2000) uses the term cul-

turally responsive teaching to indicate
approaches that empower students to
learn and describes multiple opportuni-
ties for practice. Culturally responsive
teaching celebrates individual and col-
lective accomplishments, provides aca-
demic and personal mentoring in sur-
vival skills and self-advocacy, promotes
critical thinking, and uses cooperative
learning groups or peer tutoring situa-
tions.

Prejudice reduction means that there
should be multiple opportunities for
students to develop positive attitudes
toward human diversity throughout
their school years (Polite & Saenger,
2003). Rather than ignore these differ-

ences, teachers must recognize and cel-
ebrate unique individual characteristics
and group affiliations, while also stress-
ing the many characteristics all have in
common. Children's racial identity
development is closely tied to a healthy
understanding of human difference.
Furthermore, we must develop class-
room communities in which differences
can be discussed openly and sensitively
and teach conflict resolution skills that
provide students with strategies for cop-
ing with prejudice (Schniedewind &
Davidson, 1998).

An empowering school culture is one
in which all students experience educa-
tional equity and choice in all aspects of
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Figure 3 . K*y Princlpl** and Ixamplea of Unlv*rcal D*«lgn for Laarnlng

Principle

1. To support recognition learning,
provide multiple, flexible methods
of presentation.

2. To support strategic learning,
provide multiple, flexible methods
of expression and apprenticeship.

3. To support affective learning,
provide multiple, flexible options
for engagement.

Instructional Desigtts to Support
Principle

• Provide multiple examples
• Highlight critical features
• Utilize multiple media and formats
• Support background context

• Provide models of skilled performance
• Practice with supports
• Give ongoing, relevant feedback
• Demonstrate skills

• Give students choice of content and
tools

• Adjust levels of support and
challenge

• Give choice of rewards
• Allow choice of learning context

Example

• Multiple versions of story
• Visual concept maps
• E-text with text-to-speech
• Online links to experts

• Teacher generated examples
• Talking word processor
• Links to peers
• PowerPoint, Concept mapping

software

• Selection of content for learning
• Templates supporting process
• Built-in structured peer feedback
• "Web Quest" designs

schooling. Inside the classroom, teach-
ers can promote principles of shared
decision making and democratic citizen-
ship. Students who are English lan-
guage learners are empowered when
teachers or teaching assistants can talk
to them in their native language or
when the flag of their country of origin
is displayed in the room. Beyond the
classroom, teachers and school staff
must work together to closely examine
the policies of the school to ensure that
they promote educational equity for all
students.

The five components of multicultur-
al education enrich the discussion of
curriculum and instruction offered by
differentiated instruction and UDL by
challenging teachers to look at their
classrooms through the cultural filters of
their students. Furthermore, the empha-
sis on prejudice reduction sharpens the
consideration of student affect as
described by Tomlinson (1999). Multi-
cultural education goes beyond instruc-
tion and questions basic assumptions
about the structure of schools and the
purpose of education. Once teachers
understand how differentiated instruc-
tion, UDL, and multicultural education
complement each other, it is possible to

design a unified framework for instruc-
tional planning.

Hie Unit Piannen An Overview
Considerable work has already been
done to assist teachers in inclusive
classrooms to plan.and implement a
standards-based curriculum for inclu-
sive secondary classrooms (Lenz &
Deshler, 2004; Wiggins & McTighe,
1998). For example, Lenz and Deshler
have designed a Course Organizer that
displays the essential questions, stan-
dards, and progress graph for the
course, and a Unit Organizer that
enables teachers to plan and display for
students the essential components of a
secondary unit. Building on their idea of
a planning template, we designed a Unit
Planner that incorporates many of the
important aspects of differentiated
instruction, UDL, and multicultural edu-
cation.

The Unit Planner is to be completed
prior to teaching the unit and should be
considered a part of the overall planning
of the cur'riculum unit. The structure of
the Unit Planner can help teachers
design units that consider the needs of
all students by recognizing that the
strategies and materials required by stu-

dents with special needs are often help-
ful to others in the class. Furthermore, it
provides a platform for collaboration
among general and special education
teachers. The Unit Planner is a one-page
form comprised of 9 sections as found
in Figure 4.

General Course Information
(Sections 1 and 2)
Section 1 of the Unit Planner is where
the teacher identifies the subject area
and unit topic information. The class
and period that this Unit Planner is
being prepared for is also indicated. In
Section 2, teachers, related service
providers, ahd other staff that are avail-
able to implement the unit are listed.
The Unit Planner was designed to
encourage and facilitate communication
among educators as collaboration
among teachers, both in planning and
teaching, can help reach more students
(Lenz & Deshler, 2004).

Unit Information (Sections 3 and 4)
These sections summarize the key con-
cepts on which the unit is built. Unit
questions and the core concepts provide
a way for the teacher to transform the
state learning standards into meaningful
learning goals and activities by provid-
ing a strong focus for the curriculum
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Figure 3 . Dlm«n*leiis and ixamples «f Multicultural Education

Category

Content Integration

The Knowledge Construction
Process

An Equity Pedagogy

Prejudice Reduction

An Empowering School Culture
and Social Structure

Definition

Content integration deals with the extent to
which teachers use examples and content
from a variety of cultures and groups to
illustrate key concepts, principles, general-
izations, and theories in their subject area
or discipline.

The knowledge construction process relates
to the extent to which teachers help
students to understand, investigate, and
determine how the implicit cultural
assumptions, frames of references,
perspectives, and biases within a discipline
influence the ways in which knowledge is
constructed within it.

An equity pedagogy exists when teachers
modify their teaching in ways that will
facilitate the academic achievement of
students from diverse racial, cultural, and
social-class groups. This includes using a
variety of teaching styles that are consistent
with the wide range of learning styles
within various cultural and ethnic groups.

This dimension focuses on the characteris-
tics of students' racial attitudes and how
they can be modified by teaching methods
and materials.

Grouping and labeling practices, sports
participation, disproportionality in achieve-
ment, and the interaction of the staff and
the students across ethnic and racial lines
are among the components of the school
culture that must be examined to create a
school culture that empowers students from
diverse racial, ethnic, and cultural groups.

Examples

• Biographies of women or persons of color who
are scientists and mathematicians

• Learning about demographics of diverse groups
in mathematics

• Using primary documents about the history of
non-Anglo European peoples

• Reading and creating multicultural literature

• Including images of many kinds of families in
the curriculum

• Examining the degree to which authors who
are female or people of color are included in
the curriculum

• Including the perspectives of both the
dominant and nondominant cultures in any
description of historical conflict

• Examining labels applied to persons with
disabihties from the perspective of the person

• Validating the importance of languages other
than English

• Discussing the difference between Western and
non-Western views on science

• Interviewing community elders about their
immigration experiences

• Knowing the cultural background of students
and incorporating them into classroom
instruction and procedures

• Using cooperative learning or group
experiences with students who learn best
collaboratively

• Placing students in pairs to encourage question
and answer exchanges

• Using heterogeneous groups by gender, race,
and language in cooperative learning groups

• Developing racial identity (e.g., through a
family tree)

• Teaching the concept of race as a social, not
biological, construct

• Studying various religions in the context of a
winter holiday season or historical event

• Including students in determining classroom
rules or allowing them choice of assignment

• Including students with disabilities or all
students who try out for a performance

• Actively recruiting and hiring teachers of color

• Reducing the numbers of African Americans
and Hispanics who are inappropriately placed
in special education programs

• Working with community groups to provide
mentoring and tutoring programs

• Involving families in school decision-making
bodies
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unit (Lenz & Deshler, 2004; Zmuda &
Tomaino, 2001). Unit questions frame
the unit around topics using student-
centered language. They are higher
order questions that have no obvious
right answer (Wiggins & McTighe,
1998). By crafting unit questions, teach-
ers can more easily design targeted
assessment and instructional strategies.
Similarly, by identifying new core con-
cepts (i.e., ideas, principles, theories),
teachers can introduce and define these
ideas and then emphasize their impor-
tance throughout the unit.

Unit Schedule (lection S)

The unit schedule depicts the order in
which the content for the curriculum
unit will be presented. The information
in this schedule can be organized by
daily lesson, weekly topic, or activities
to be covered throughout the unit. It is
helpful to indicate the instructional
approach (e.g., lecture, cooperative
learning group) that will be used in
order to identify potential barriers or
missed opportunities, a component of
UDL, for the specific students and/or
the whole class. These barriers then
inform what curricular and instruction-
al strategies may be needed to address
student characteristics.

Student and Class Chorecterisfics
(Sections # and 7)

These sections are to be used to specify
individual student characteristics as
well as information about the whole
class. When identifying characteristics
for both sections, many factors such as
readiness, gender, culture, language,
and exceptionality are to be considered.
The Unit Planner lists a variety of char-
acteristics found in the literature on dif-
ferentiated instruction and multicultural
education, which may or may not be
relevant to a particular unit. Specific
students identified in section 6 do not
need to be restricted to students with
IEPs only. For section 7, a general state-
ment related to the class as a whole may
be written. In many high school set-
tings, educators may teach more than
one section of a class. Each class may
have varying characteristics that should
be taken into consideration. For exam-
ple, in one class there may be higher
numbers of students who receive spe-

cial education or are English language
learners, or the class may work well in
small group settings.

Cdrricular mnd Instructional
Strategies i@r the Unit
(Sections B and 9)

In section 8 curricular and instructional
strategies are to be identified that
address the student and whole class
characteristics that have been hsted.
Curricular and instructional strategies
should be identified at the content,
process, product, and learning environ-
ment level, major components of differ-
entiated instruction. In addition, consid-
eration should be given to the dimen-
sions of multicultural education within
each level as well as to appropriate
instructional strategies from students'
IEPs. Once the curricular and instruc-
tional strategies have been identified,
each suggestion is to be connected back
to a numbered lesson or activity in the
unit schedule. This connection is identi-
fied in section 9. The strategy will then
be used as a part of the lesson imple-
mentation, thus reinforcing the UDL
concept of making the curriculum
accessible for all students as a part of
the initial planning rather than after-
the-fact.

Ihe Unit Planner in Acrion
We worked with Mr. Bueti and Ms.
Mayone to use the Unit Planner to
design and implement a standards-
based unit on the Civil Rights Move-
ments for their secondary inclusive
classroom (see Figure 5). The teachers
first identified the unit questions that
would guide their instructional design
and then brainstormed the core con-
cepts that students would encounter
during the unit. Based on the unit ques-
tions, the teachers then prepared a
schedule listing the topics for the lec-
tures, projects, and activities in the unit.

Next they listed some of the students
in the class who exhibited characteris-
tics that might present potential barriers
to learning. For example, several stu-
dents such as Jack and Taishawn were
behind academically either because of a
low reading level or an absence from
school whereas Britney needed more
challenging assignments to keep her

interested. They also paid attention to
the diversity of ethnicity in this class in
order to include resources on relevant
groups in the Civil Rights Movement
and allowed for student choice of mini-
project topic. In addition, the teachers
briefly described the characteristics of
the class in general, especially including
factors that might be related to the unit
topic. For example, they noted the range
of political viewpoints in the class as
well as socioeconomic status since
these characteristics related to the polit-
ical and social movements in the unit.

In order to provide for the individual
learning needs of the class, the teachers
then filled in section 8. They considered
how they could supply a variety of
materials that would accommodate the
diversity of student needs and listed
these under "Content." For example, for
students like Guillermo, a Mexican
American, they provided guided notes
for the lectures and integrated informa-
tion about the struggle of Mexican
American farmworkers for better pay in
California in the 1960s. To address the
issue of knowledge construction, they
included primary documents to show
multiple perspectives of historical
events.

Under "Process," Mr. Bueti and Ms.
Mayone listed ways that they could
address multicultural issues such as
equity pedagogy and prejudice reduc-
tion. They did this by allowing students
to choose roles (e.g., artists, speakers)
in their cooperative groups that fit their
learning preferences and by holding
interactive, democratic discussions in
the classroom on the many civil rights
issues encountered that involved preju-
dice and oppression. They also consid-
ered available instructional technology
in the classroom and the school library
and each teacher worked with groups in
one of those sites. By book-marking dif-
ferent Web sites, they provided a range
of reading levels for the mini-projects so
that students like Jack and Britney
would find sources on their reading
level. Ms. Mayone met regularly with
Taishawn and other students who had
difficulty staying focused. The students
also were provided with a checklist of
tasks to complete for the mini-project
that they used to self-monitor their
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progress. Both teachers provided mini-
lessons on research techniques when
needed

The variety of "Products," or authen-
tic assessments, which the teachers cre-
ated, gave students several opportuni-
ties to demonstrate their learning using
a variety of formats. Worksheets were
designed with graphic organizers that
helped students structure their thinking
and more easily communicate their
ideas. Furthermore, they encouraged
advanced learners to work on inde-
pendent learning projects or enrichment
activities of their choosing. Successfully
completed independent projects were
awarded "Bueti Bucks" which added
points to a student's grade. All students
were directed to keep track of their
points on the Course Organizer.

Mr. Bueti and Ms. Mayone recog-
nized that differentiation of instruction
and infusion of the principles of multi-
cultural education must extend beyond
the classroom to be fully actualized.
Under "Learning Environment" they
identified ways in which the content
and products of the unit could be high-
lighted In their room, but also rein-
forced outside. They regularly posted
the work of all students, not just those
who did the "best" work. They also
drew attention to school groups or poli-
cies that were relevant to the unit ques-
tions, such as the recent formation of a
club for students who are gay, lesbian,
bisexual, and transgendered or the
recruitment of teachers of color into the
district.

Finally, the teachers completed sec-
tion 9 of the Unit Planner by linking the
strategies in section 8 back to the Unit
Schedule. Some strategies were specific
to a particular activity, such as having a
former Black Panther and school board
member speak to the class when they
were discussing political philosophies in
Activity #3. Other strategies were used
for many or all lessons. For example,
both teachers recognized that the stu-
dents came from cultural backgrounds
in which a highly interactive and
humorous conversational format is
preferable, so they took turns directing
the lesson and conducted discussions
more often than lectures.

Mr. Bueti and Ms. Mayone were sur-
prised and pleased that the Unit Planner
allowed them to efficiently plan for an
entire unit of study on one page in a
structured and interrelated format. They
were able to jointly determine essential
questions and concepts that directly
relate to a coordinated series of lessons.
They also found it to be a helpful plan-
ning tool for designing differentiated,
culturally responsive instructional units
because it placed the characteristics of
individual students at the center of their
planning. They realized that the next
unit would be easier to design once they
established the potential barriers to
learning that representative students
encounter. Furthermore, they agreed
that the unit planner is an easy to use
tool for collaborative planning and
implementation for individuals who are
working together in an inclusive class-
room because it prompts consideration
of the principles of differentiated
instruction, UDL and multicultural edu-
cation in a holistic format.
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