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Special Education and
Inclusive Schooling

After reading this chapter, you shouid be able to

1.1 Identify the laws, key provisions, and guidelines that govern special
education and explain how these laws influence educational practices
for individuals with disabilities.

1.2 Describe the responsibilities you have as a classroom teacher for
students with special needs and the types of practices and adaptations
you need to implement.

1.3 Discuss No Child Left Behind and its influence on testing
accommodations for students with disabilities and the expanded
laws regarding IDEIA, including early education and transition, then
consider the instructional implications of implementing inclusion and
other services provided in the continuum of services for students with
disabilities.




INTERVIEW: ELIZABETH DILLER

Elizabeth Diller is a fifth-grade teacher at Cory Elementary School in an
urban city in Texas. Elizabeth is an unusual teacher in that she has worked
as both a special education teacher and a general education teacher. For

the past two years, she has served as the lead teacher in a fifth-grade team.

What she likes about her job is that she blends her expertise in special
education with her new knowledge as a general education curriculum
specialist. She assists the other fifth-grade teachers in developing
instructional practices and using progress monitoring to inform instruction

for alt of the fifth-grade students, including those with identified disabilities.

She also works with the response-to-intervention (RTI) team to screen and
monitor the progress of students who are at risk for reading and math
problems. Elizabeth says, “This is the perfect blend of leading classroom
teachers to make appropriate adaptations for students with disabilities in
their classrooms and having an opportunity to put the practices in place in
my own classroom.”

Elizabeth has been very successful at keeping students with
disabilities in general education classrooms. She also has been a
cheerleader for the RT| model of preventing academic and behavioral
difficulties and identifying students for special education in their school.
Here is some of her advice for general education teachers working in RTI
schools:

¢ Don't worry if you do not know everything about students with
disabilities. Be willing to ask questions and to allow others to help.
Many instructional practices that are effective with most students are
also effective with students with disabilities.

* Remember that a couple of minutes of focused instructional support
that provides additional opportunities for students with disabilities
to practice can be very helpful. You don't need to wait until you have
20 minutes or more; three to five minutes throughout the day of
individual guidance, feedback, and support make a big difference.

* Use ongoing progress-monitoring measures in reading and math to
inform your instructional decision making.

» Ask the special education teacher, an experienced general
education teacher, or the school psychologist to observe students
with disabilities in your class. Ask them for advice to improve your
instruction.

* Consider ways to improve your behavioral supports so that students
are engaged and participating in the learning environment.

+ Communicate frequently with parents and other professionals. My
class publishes a newsletter every other week that is posted on our
class website. If parents like, we print the newsletter and send it home.
| also send home weekly notes to parents of students with disabilities
to inform them of their child’s progress. | frequently meet with other
professionals such as the school psychologist and special education
teachers to assure that | am providing appropriate instructional and
behavioral supports.
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Elizabeth further reflects, “Ever since | was little, | wanted to be a teacher.
When | imagined myself as a teacher, | thought about helping students who
needed me the most. | really feel most like a teacher when students who
have difficulty learning make progress. | like that my classroom includes
students with a range of abilities. We all learn what we can do well and what
we need help with, and we always know that there are classmates there to
support us.”

Introduction

Elizabeth’s account reflects the views of this book. We recognize that
teachers make a difference; that we must teach purposefully to empower
all of our students to learn; that even small steps matter; and that if we
set ambitious goals, provide research-based instruction, and monitor
students’ progress, we can ensure success for all learners in our classroom.
The aim of this book is to offer you the knowledge, tools, and strategies
that will empower you as a classroom teacher to skillfully, confidently, and
successfully promote learning for all your students. This book takes a cross-
categorical approach—that is, accommodations for exceptional learners
are discussed in terms of their shared needs rather than in terms of their
identification as members of a disability category. This helps you make
instructional and behavioral decisions that benefit the majority of students
with special needs.

The basic knowledge you need includes an understanding of the laws
and procedures that govern special education and inclusion. This is where we
begin.

EARLY AND RECENT FOUNDATIONS
OF SPECIAL EDUCATION

Learning Objective 1.1  Identify the laws, key provisions, and guidelines
that govern special education and explain how these laws influence
educational practices for individuals with disabilities.

Before the 1950s, many studencs with disabilities were excluded from attending pub-
lic schools. Although children with more severe disabilities were forced either ro stay
home or to be institutionalized, students with mild or moderate learning problems often
dropped out of school long before graduating (Pardini, 2002). Interestingly, students with
disabilities continue to have a dropout rate that is twice as large as their peers without
disabiliries (Chapman et al., 2011) and who demonstrated twice the chronic absentee
rate (Cortiella & Boundy, 2018). It may be difficult for you to imagine, but as recently
as 1958, court cases ruled in favor of excluding students wich disabilities from a public
school education. In Department of Public Welfare v. Haas in 1958, the Supreme Court of
Ilinois mainrained thar the state’s compulsory education laws did not require a “free pub-
lic education for the ‘feebleminded’ ot to children who were ‘mentally deficient’ and who,
because of their limited intelligence were unable to reap the benefits of a good education”
(Yell, 1998, p. 55). Eventually, however, the tide turned in favor of advocating for the
education of all students.
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Early Influences

Exclusion of students with disabilities from public educarion would not last forever.
A landmark education case paved the way for furure legislation that would protect the
rights of individuals with disabilities to attend and benefit from public education. In
Brown v. Beard of Education in 1954, the Supreme Court ruled thac school segregation
by race was not constitutional, even if resources were allotted equally. This was the firse
rime the federal government had advocared for students whe expertenced inequality and
prejudice at school, and it ser the path for future legislation for individuals with disabili-
ties. See Figure 1.1 for more examples of court cases that have influenced the education of
individuals with disalnlities.

The Elementary and Secondary Education Act (ESEA) passed in 1965 initiated the
role of the federal government in protecting and providing for students from low-income
backgrounds so that they would have equal access to the public education system. For
example, one of the ESEA provisions established che free and reduced lunch system
because children whose basic needs are not met (e.g., being hungry) are noc able to benefic
fully from instructional programs that are provided. A critical component of the ESEA
for individuals with disabilities was the grant program that encouraged states to create
and improve programs for students with disabilities. This program was later revised in
1970 as the Educarion of the Handicapped Act (PL. 91-230) and continued supporr for
state-run programs for individuals with disabilities, alchough it did not provide any spe-
cific guidelines for how to develop these programs or whart they should look like.

FIGURE 1.1 Influential court cases

s 1971—Pennsylvania Association for Retarded Children (PARC) v. Commonwealth of Pennsylvania. Challenged the
constitutionality of excluding individuals with mental retardation from public education and training. The state was not allowed
to "deny to any mentally retarded child access to a free public program of education and training.”

s 1972—Mills v. Board of Education of the District of Columbia. Another case in which handicapped children had been excluded
from public schools. Similar to the PARC case, this suit required the state to provide "adequate alternative education services”
as well as “prior hearing and periodic review of the child’s status, progress, and the adequacy of any educational alternative”
(348 F. Supp., at 878). In both the PARC and Mills cases, the courts required schools to describe the curricula, objectives,
teacher qualifications, and supplemental services that were needed, areas that would later be influential during the drafting of
PL. 94-142.

» 1982—Board of Education of Hendrick Hudson Central School District v. Rowley. Clarified the definition of a free and
appropriate public education {FAPE). Amy Rowley was a deaf fifth grader who used an FM hearing aid that amplified words
spoken by her teacher. She was a better than the average student in her class and communicated well with her peers. Although
she may not have been achieving maximally and might have benefited from an interpreter, the court ruled that PL. 94-142
requires states to provide sufficient, but not the best possible, support for students to benefit from a public education at a
level typical of that of nondisabled peers.

s 1988—Honig v. Doe. Benefited individuals with emotional and/or behavior disorders wheo have academic and social problems.
Ruled that schools could not expel children for behaviors related to their disability.

*  1999—Cedar Rapids v. Garret F. Garret was paralyzed from the neck down in an accident when he was age 4, but his mental
capacities were unaffected. He required nursing services to attend his regular classes, and the court ruled that under IDEA
students must be provided with the supplemental services they need to attend school at no extra cost to the parents,

s 2007—Winkelman v. Parma City School District. The Supreme Court decided that parents may pursue IDEA claims on their
behalf independent of their child's rights.

» 2017—Endrew F v. Douglas County Schoof District

Endrew F. was diagnosed with autism and attention deficit disorder and attended public schools until fourth grade. Parents
were dissatisfied with his progress and so withdrew him from public school and placed him in a private school where he made
impressive gains. Parents wanted him to return to public schools and met with school officials who provided an IEP that looked
similar to ane before he left to go to private school. Parents requested tuition reimbursement to return him to private school.
Supreme Court rules that for the school to meet FAPE, district must offer an IEP reasonably calculated to enable progress.

The Endrew F. ruling from the Supreme Court clarifies for schools that they must provide challenging and measurable
instructional and/or behavioral goals, use progress monitoring systems to ensure these goals are met, and adapt instruction to
document progress.
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For many students with disabilicies, the initial goal of special education was to
ensure that they were provided an opportunity to attend school and profit from education.
Not until the passage of PL. 94-142 in 1975 were schools required to ensure that all chil-
dren, regardless of cheir disabilicy, receive a free and appropriate public education (FAPE).
For students with learning disabilities, most of whom were already provided education
within the general education system, their special needs would now be identified and they
would be provided with a special education.

Initially, defining and providing a special education for students wich disabilities
were challenges for educators. Little was known about what an effective educational pro-
gram for students with disabilities should look like. Many classroom teachers perceived
that they did not have the knowledge or skills to provide these students with an appro-
priate education. We have made extraordinary progress in the last few decades and yert
we continue to realize chat many students with disabilities are not accessing the quality
education they need (Vaughn ec al., 2014).

Recent Influences

The Every Student Succeeds Act (ESSA) was signed by President Obama in December
2015 as a commitment to equal opportunity for alt students. ESSA replaces the No Child
Left Behind Act (NCLB) that was enacted in 2002. ESSA includes many of the compo-
nents of NCLB but provides additional opportunities for schools when students are not
making adequate progress. Both are bi-partisan bills with a focus on improving educa-
tional outcomes for all students including students who have ctraditionally demonstrated
low performance in academic areas. ESSA shifts che accountability of students from the
federal government to state and local control where progress is monitored and sanctions
determined. NCLB was enacted to provide a framework “on how to improve the per-
formance of America’s elementary and secondary schools while at the same rime ensur-
ing that no child is crapped in a failing school” (U.S. Department of Education, 2002b,
p. 1). NCLB covers a wide range of areas, from improving teacher quality and support-
ing instruction for English learners (ELs) to efforts to keep schools safe and drug free.
Following are the three areas of education that have been affected by NCLB:

o Increased accountability. In perhaps the cornerstone of NCLB legislation, students
are required to take starewide assessments (e.g., tests) chac are aligned with cur-
riculum accountability standards (e.g., state-identified grade-level learning expec-
racions in key curriculum areas such as reading and math). Furthermore, school
districts are expected to make adequate yearly progress (AYP) in the areas that are
tested. Adequate yearly progress is the amount of gain che school district negoti-
ates with the state that it will make for students who are behind. It is the way che
school diserict can determine whether it is closing the gap berween students’ cur-
rent performance and their expected performance at that grade level. Unique to
this legislation is the distinction that all students should be included and make
adequare yearly progress in these high-stakes assessments, regardless of disability,
socioeconomic status, language background, and race or ethnicity. Schools that fail
to make adequate progress toward proficiency goals are subject to improvement and
rescructuring efforts as needed to assist them in meeting state standards. Students
with disabilities and special education teachers are influenced by this increased
accountability, as most students with disabilities will conform to these increased
high expecrations for performance on outcome assessments.

s School choice. Parents whase children attend schools thar do not meet state account-
ability standards are given the opportunity ro send their children to schools with
higher performance records. Furthermore, there is more flexibility in how Title |
funds (special funds allotted to schools with a large proportion of low-income fami-
lies) are used, as well as support for charter schools (schools that develop proposals
to use stare funds but have independence from the local school district) that pro-
vide parents with additional educational options for cheir children. Critics of school
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choice raise the concern that charter schools might exclude students with special
needs or allow all students to attend without providing the necessary services and
resources that would help them succeed (Howe & Welner, 2002).

o Greater flexibility for states, school districts, and schools. A goal of NCLB is to provide
states with greater flexibility in how they choose to use federal education funds
(including providing a variety of state grant options in areas such as teacher quality,
educational technology, and reading) as long as they demonstrate high standards of
accountability.

Since it has been more than a decade since NCLB was passed into legislation, it is very likely
that a revised version of NCLB will appear in the near future. Secretary of Education Arne
Duncan provided a press release on the NCLB revision process (press@ed.gov; April 16,
2015) stating that he chought the following ideas were critical:

¢ Expand access to high-quality preschool
¢ Invest in innovation and scaling what works
o Assist all students in succeeding (including those wich disabilities)

¢ Provide communities with the information they need to know if students are falling
behind in school

How will the pandemic influence the reauthotization and implementation of ESSA?
Though no one knows for sure, it is estimated that as many as 3 million students “went
missing” during the pandemic. This means that their schools were unable to locate these
students and to provide them with educational opportunities. It is also expected that the
pandemic will delay the reauthorization of ESSA as state and districts apply for waivers to
some of the ESSA regulacions. Although it was expected that ESSA would be authorized
sometime after 2019, it is unlikely to occur before 2022 or later.

IDEIA and the Vocational Rehabilitation Act

Legislation for individuals with disabilities has provided them with education, employ-
ment, housing, and other rights that they previously were denied because of their disabili-
ties. You can imagine how important the following two landmark pieces of legislation
have been. The Individuals with Disabilities Education Act (IDEA), PL. (Public Law)
94-142, and the Vocational Rehabilitation Act, PL. 93-112, have significantly improved
the opportunities for individuals with disabilicies.

P.L. 94-142, originally referred to as the Education for All Handicapped Children
Act, was enacted in 1975, later reauthotized and expanded as the Individuals with
Disabilities Education Act (IDEA) in 1990, and most recently ended by the Individuals
with Disabilities Education Improvement Act {IDEIA) in 2004 (with regulations pub-
lished in August 2006 for school age youngsters) and in 2011 for babies and toddlers. We
do not expect significant changes in the law before 2022 ac the earliese. This legislation
was designed to ensure that all children with disabilities receive an appropriate education
through special education and relared services. Figure 1.2 provides a summary of the his-
tory of laws governing special education.

Provisions and Guidelines for Implementing IDEIA

To ensure that the provisions of this legislation are adhered to, teachers must understand
the basic premises that are at its foundation. The following primary provisions and guide-
lines characterize what schools and teachers must know and do (Turnbul!l et al., 2008):

o Zero reject/free, appropriate public education. No child with disabilities can be excluded
from education. This is commonly referred to as zero reject. Mandatory legisla-
tion provides that all children with disabilities be given a free, appropriate public
education. Before IDEIA, school officials who felc that they were not equipped to
address the special needs of particular students would not accept such students into
their schools.

7
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FIGURE 1.2 History of the federal laws for the education of learners who are exceptional

1965 | Elementary and Secondary Education Act (ESEA) {Public Law 8%-10)

Supports many initiatives that help low-income families access high-quality education programs
Includes provisions for free and reduced lunches and additional teachers in disadvantaged communities
Applies to children who need additional support to benefit from public school education programs

1973 | Vocational Rehabilitation Act (VRA) (Public Law 93-112, Section 504}

Defines handicapped person
Defines appropriate education
Prohibits discrimination against students with disabilities in federally funded programs

1974 | Educational Amendments Act {Public Law 93-380)

Grants federal funds to states for programming for exceptional learners
Provides the first federal funding of state programs for students who are gifted and talented
Grants students and families the right of due process in special education placement

1975 | Education for All Handicapped Children Act (EAHCA} (Public Law 94-142, Part B)

Known as the Mainstreaming Law

Requires states to provide a free and appropriate public education for children with disabilities (ages 5 to 18)
Requires individualized education programs (IEPs)

First defined least restrictive environment

1986 | Education of the Handicapped Act Amendments (Public Law 99-457)

Requires states to extend free and appropriate education to children with disabilities {ages 3 to 5)
Establishes early intervention programs for infants and toddlers with disabilities (ages birth to 2 years)

1990 | Americans with Disabilities Act (ADA) (Public Law 101-336)

Prohibits discrimination against people with disabilities in the private sector

Protects equal opportunity to employment and public services, accommodations, transportation, and
telecommunications

Defines disability to include people with AIDS

1990 | Individuals with Disabilities Education Act (IDEA) (Public Law 101-476)

Renames and replaces P.L. 94-142 (EAHCA)

Establishes “"people-first” language for referring to people with disabilities

Extends special education services to include social work, assistive technology, and rehabilitation services

Extends provisions for due process and confidentiality for students and parents

Adds two new categories of disability: autism and traumatic brain injury

Requires states to provide bilingual education programs for students with disabilities

Requires states to educate students with disabilities for transition to employment, and to provide transition services
Requires the development of individualized transition programs for students with disabilities by the time they reach the
age of 16

* ® o @

1997 | Individuals with Disabilities Education Act {(IDEA) (Public Law 105-17)

Requires that all students with disabilities continue to receive services, even if they have been expelled from school
Allows states to extend their use of the developmental delay category for students through age 9

Requires schools to assume greater responsibility for ensuring that students with disabilities have access to the general
education curriculum

Allows special education staff who are working in mainstream classrooms to assist general education students when
needed

Requires a general education teacher to be a member of the IEP team

Requires students with disabilities to take part in statewide and districtwide assessments

Requires states to offer mediation as a voluntary option to parents and educators to resolve differences

Requires a proactive behavior management plan to be included in the student's IEP if a student with disabilities has
behavior problems

Limits the conditions under which attorneys can collect fees under IDEA

2004 | Individuals with Disabilities Education Improvement Act (IDEIA) (Public Law 108-4446)

Allows districts to use a response-to-intervention (RTI) model for determining whether a child has a specific learning
disability, and no longer requires that a child have a severe discrepancy between achievement and intellectual ability to
qualify (RTl is described in more detail later in this chapter)

Increases federal funds to provide early intervention services to students who do not need special education or related
services

Elirminates use of short-term objectives in an IEP except for students who do not take statewide achievement
assessments

Raises standards for special education licensure

Adopts policies designed to prevent the disproportionate representation of students in special education by race and
ethnicity
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* Child Find. States are required to identify and track the number of students wich
disabilities and to plan for their educarional needs. This is commeonly called Child
Find.

* Age. The law defines the ages thar individuals with disabilicies must be educated.
IDEIA provides for special programs and services for all students wich disabilities
between the ages of 3 and 21. Infants and roddlers with developmental delays (birth
to 2 years of age) are also eligible to receive early intervention services.

* Nondircriminatory evalpation. A nondiscriminatory evaluation—an evaluation that
does not discriminate on the basis of language, culture, and student background—
must be provided for each individual idencified for special education.

* [Individualized education program. An individualized education program (IEP}—a
plan developed to meet the special learning needs of each student with disabilicies—
must be written, implemented, and reviewed.

s Least restrictive envivenment, IDEIA defines the educational setrings in which students
are placed. The least restrictive environment is the setting most like that of stu-
dents without disabilities thart also meets each child’s educational needs. Inherent in
the least restrictive environment is the notion of continuum of services. Continuum
of services means that a full range of service options for students with disabilities
will be provided by the school system. These service options include self-contained
classrooms, resource rocoms, and homebound and general education programs.

*  Due process. Due process not only ensures that everyone with a stake in the scudent’s
educational success has a voice, but also addresses written notification to parents
for referral and testing for special education, parental consent, and guidelines for
appeals and record keeping. IDEIA guarantees the right to an impartial hearing if
apptoptiate procedures outlined by IDEIA are not followed and parents or schools
believe that programs do not meet che student’s educarional needs.

»  Confidentiality of records. IDEIA requires confidentiality of records. All records and
documents regarding students with disabilities must remain both confidential and
accessible to parents.

*  Advocacy. IDEIA requires advocacy for students wicthout guardians. Advocates are
assigned for individuals with disabilities who lack known parents or guardians.

*  Noncompliance. IDEIA requires that states mandate consequences for noncompliance
with the law.

*  Parent participation. Parent participation and shared decision making must be
included in all aspects of identification and evaluation of students with disabilities.

Teachers may wonder what some of the guidelines are that pertain to all educational
sertings. The following guidelines were developed by the U.S. Department of Education
after the Individuals wich Disabilities Education Improvement Act (2004) was passed to
provide this information to school personnel. Critical guidelines include:

¢ Using person-first language. [n other words, do not define a child by his or her
disability. For example, say “students with learning disabilities” rather than
“learning-disabled students” or “students with autism” racher than “autistic students.”

s Requiring that transition services be included in the individualized education pro-
grams of all students by at least age 16. Transition services refers to providing activ-
ities on behalf of the student with the disability that promote an outcome-oriented
process of supports from school to postsecondary activities that include further
schooling, vocational training, and integrated employment.

* Providing for states, as well as school districts, to be sued if they violate the IDEIA.

¢ Including two new special education categories: traumatic brain injury and autism.

*  Adding assistive technology as a support service.

* Promoting the involvement of studencs with disabilities in the general education
curriculum,

9
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Requiring greater accountability for results so thar students with disabilicies are
part of the accountability system.

Requiring that the IEP not only describe the extent to which a scudent will be ince-
grated, but also detail the aids and accommeodarions the student will receive within
the general education classroom.

Allowing states and local districts to use “developmental delay” eligibility criteria
through age 9 instead of one of the specific disability categories so that students
will not be classified too early.

Providing furcher flexibility by allowing IDEIA-funded staff who work with stu-
dents with disabilities in general education classtooms to work with others who
need their help as well.

Requiring states to include students with disabilities in assessments, and to provide
appropriate modifications and develop alternative assessments for the small number
of students who cannot participate in regular assessments.

In addicion to these provisions and guidelines, the U.S. Department of Education (n.d.)

map

s out key features of the IDEIA that shape how the provisions and guidelines are

implemented:

Evidence-Based Practice: One of the significant requirements when Congress rean-
thorized IDEA in 2004 was che stipulation that students with disabilities receive
services based on knowledge and practice from research—to the extent possible.
Students with disabilities are vulnerable to receiving risky practices. Establishing
research as the baseline for decision making for individuals with disabilicies is a
valuable guide.

Discipline: The IDEIA allows schools to remove students with disabilities for serious
bodily injury and adds new authority to consider discipline on a case-by-case basis.
Response to Interventisn: Schools must permit the use of alternative research-based
procedutes for determining whether a student has a severe learning disabiliry and
must not require use of a severe discrepancy.

Early Intervention Services: Schools may provide academic and behavioral support
for students not currently identified as special education students, They may use
not mote than 15% of the amount of special education money the local education
agency (LEA) receives.

Evaluations and Individualized Education Programs: Not all personnel need to be pres-
ent in IEP meetings if the parents and school agree in writing. However, parents
and key educatots not present must be informed of any changes to the IEP.
Moniroring: Emphasis is on improving educational resules and funcrional outcomes
for each student.

Highly Qualified Teachers: Special education teachers must obtain state certification
or pass the state special education teacher-licensing exam.

Private Schools: Students have no individual rights to services and service plans;
rather, an IEP is developed for individuals with disabilities.

What do classroom teachers and parents need to know
about referral and identification for special education?

Follow the 10-step sequence for a quick rundown on what you and your students’ parents
need to know about referral and identification for special education:

Step L. Teachers, parents, or other stakeholders (e.g., physicians) consider thart the
individual may be in need of possible special education and refer the child
for evaluation. ‘The evaluacion must be completed within 60 days aftet
parental permission is obtained.

Step 2. A full and individual evaluation is provided.
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Step 3. Eligibility for special education is decided by a group of qualified
professionals and the parents.

Step 4. The student is found eligible for services.

Step 5. The IEP meeting is scheduled, including parents and all qualified
personnel.

Step 6. IEP meeting is held to inform the IEP and IEP is written.
Step 7. Services aligning with [EP are provided.

Step 8. Ongoing progress is measured and reported to parents. Specified
adjustments in instruction to enhance learning and behavior outcomes are
recommended.

Step 9. IEP is reviewed annually or more frequently if needed.

Step 10. Reevaluation occurs to assure progress and further determine services.

Provisions of the Vocational Rehabilitation Act

The Vocational Rehabilitation Act (PL. 93-112) prevents any private organization that
uses federal funds, or any local or state organization, from discriminating against persons
with disabilities solely on the basis of the disability. This law made a significant differ-
ence in the provision of equal opportunities and services for individuals with disabilities
because agencies that accept state or federal monies must comply with the law. It prohib-
its discrimination not only in public education, but also in the employment of persons
with disabilities and in social and health services. Because of this law, many individuals
with disabilities now have greater access to opportunities in the workplace, community
services, and colleges and universities.

Take, for example, the case of Kathy Carter. “Access to facilities has opened up the
world for me and Kathy,” said Amy Carter, Kathy’s mother.

Since Kathy's mobility is limited 1o scooting around or che use of a wheelchair, chere were
many places we could not go. The movie theater closest to our house has a show upstairs
where they often show children’s movies. I either have to go with another adult who can
help me get Kathy up the staits or we can't go at all. I must say, I've noticed a big differ-
ence recently. The new shopping mall near our house is completely wheelchair accessible.

Continuum of Educational Services: Concept
of Least Restrictive Environment

According to the IDEIA (P.L. 108-446), a continuum of educational services must be
available for students with disabilities. This continuum of educational services means
that students with disabilities must have a range of service options available to meet their
individual needs from the full-time general education classroom to a special day school
or residential facility to full-time inclusion in general education. In other words, the type
of service provided to the student with a disability s not predetermined based on the
services the district chooses to provide, bue rather a full range of services {i.e., more to less
inclusive) are considered and the most appropriate service that is the least restrictive is
the service provided to the target student. Figure 1.3 shows the continuum of services in
terms of the major placement alternacives,

Consideration for educational placement is dynamic and ongoing. Students’ place-
ments are continually reevaluated for opportunities to move to less restrictive environ-
ments. Fundamental to the law is the notion that students cannot be educated in more
segregated settings simply because it is easier to do so. The principle behind the least
restrictive environment is thar students are best served m the settings (most like those of
their nondisabled peers) in which they can learn, ideally moving to less and less restric-
tive settings. A checklist for determining the least restrictive environment is provided in
Figure 1.4.

1"
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FIGURE 1.3 Continuum of educational services for students
with disabilities

Level | General education classroom with consultation from specialists:

Student functions academically and socially in full-time general education classroom.
Specialists provide consultation to the classroom teacher and support to individual
students as needed. Typically services are provided within the general education classroom
though students may be "pulled-out” for necessary services, e.g., speech therapy.

Level 1l General education classroom; cooperative teaching or co-teaching:

Special education teacher and classreom teacher co-plan and co-teach for part of the
school day. The co-teaching from the special education teacher may include small
groups of students with and without disabilities. For the entire school day, the student
is included in general education classroom, where support services are provided.

Level Il Part-time placement in special education classroom:

Student is placed in the general education classroom for part of the school day and
in the special education classroom, usually the resource room, for a specified amount
of time each day. For example, the student may receive intensive special education
services to support their academic disabilities in math and reading in the special
education setting and most of their academic and behavioral supports in the general
education setting.

Level IV Full-time special education classroom in a general education school:
Student is educated in a special education classroom housed in a general education
schoal. This arrangement—of being educated in the special education classroom
so students have contact with general education peers only during nonacademic
periods—may include part-time involvermnent with general education students for
activities such as physical education, music, art, and lunch.

Level V Special school:

Student is provided special education services in a special education school typically
serving only students with disabilities. Special schools often offer educators and
parents a full spectrum of services in one location though many parents and educators
reserve this level of isolated education for students with only the most intensive needs.

Level VI Residential school, treatment center, or homebound instruction:
Student is provided special education services at home, or resides in a school or
treatment center in which special education is provided. Residential schoals for the
deaf provide students in the deaf community an opportunity to learn and socialize
largely within the deaf community.

The majority of students with disabilities receive services in the general education
classroom, with support services provided as necessary. For some students with disabili-
ties, however, students’ needs are best met in other settings. The decision must be made
on a student-by-student basis, with any level on the continuum potentially serving as the
least restictive environment for a target student. For example, many parents of children
who are deaf prefer that they be educated in settings with other children who are deaf so
that their children have opportunities to learn the culture and language of deafness.

Part-time placement in special education

Some students whose educational and social needs cannot be met solely within the general
education classroom receive special education and relaced services (e.g., counseling, speech
and language therapy, occuparional or physical therapy, instruction, and so on) from spe-
cialists in settings outside the classroom that better meet their needs. Related services
may be provided individually or in small or large groups. For example, many speech and
language specialists identify small group language therapy in a setting outside of the
classroom as more effective.

A common educational placement designed to meet the educational needs of stu-
dents with disabilities outside the general education classroom is the special educa-
tion resource reom. The resource-room model provides specialized, individualized, and
intensive instruction o meet students’ needs. Reading, writing, and math are the three
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FIGURE 1.4 A checklist for determining the Least Restrictive
Environment (LRE)

v School personnel use ongoing data collected throughout the referral and placement
process to determine the least restrictive environment.

¥ School personnel document procedures and practices used to maintain the student
in the general education classroom.

v School personnel document the research-based practices, aids, services, and
interventions used within the general education classrcom.

v School personnel document the mechanisms used to accommodate the student in
the general education classroom.

¥ Schoo! personnel provide an analysis of the social and academic benefits likely to
occur from placement in a special education setting.

v School personnel document the negative behavioral and/or academic outcomes to
other students if the student with disabilities is maintained in the general education
classroom.

¥ School personnel assure that the student has maximum opportunity to interact
successfully with students without disabilities throughout the day.

¥ School personnel determine whether the continuum of services is available to
provide educational support to the student.

academic areas most frequently addressed by the special education reacher in the resource
room. Students can work with the special education teacher, typically with a small num-
ber of other scudents, for as lictle as a few hours a week in an elementary school or one
period a day in a secondary setting. Depending on their needs, students may work nearly
full-time in a resource serting. The resource room can also provide suppott for students
with significant emotional and/or behavior disorders. Working in a calmer, supportive
environment for a period or more a day provides them with the release they need to main-
tain appropriate behavior in the general education classroom.

Some resource rooms are designed to meet the needs of students identified as having
a particular kind of disability—learning disabilities, for example. Other resoutce rooms
are designed to meet the needs of students with varying exceptionalities. The termn vary-
ing exceptionalities refers to the placement of students who represent a range of disability
categories (e.g., students with emotional disorders, learning disabilities, and/or physical
impairments, and students who are gifted). An example of the use of a resource room
within a response to intervention (RTI) model is when scudents with significant reading
disabilities are provided a 50-minute daily treatment in the resource room setting.

Full-time placement in special education

The educational and social needs of some students cannot be met through part-time place-
ment in the general education classroom. These students may be placed in a special education
classroom located in a general education school. Students placed in full-time special education
classtooms often atrend elective classes (such as physical education, music, art, and vocational
education} with their peets without disabilities. If there are no full-time special education
classrooms in the home school, students may be transported to schools outside their neigh-
borhood. Many educatots and parents, believing that the relocation of students to another
school interferes with the students’ social and personal adjusrment, discourage such place-
ments. Students who are placed full-time in special education classes should be closely moni-
rored so that they can be placed as quickly as possible in the general education classroom,

Special school or residential settings

When the problems of students with disabilities are so severe and complex that adequate
education cannot be provided in general education classrooms, students may be placed
in special schools. These schools may be part of the school system, or the system may
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contract with private schools that specialize in programs for students with significant spe-
cial needs. One advantage of special schools is that the total enrollment is usually small,
with technical services and individual artention more easily provided. One disadvantage
to the school system is cost: Special schools are expensive, and transporeation also can be
expensive. Disadvantages for students are that travel to and from the school can be time
consuming and that they have limited opportunities to interact during the school day
with children who do not have disabilities.

Homebound instruction

Students with health or physical problems that prevent them from attending school regu-
larly and students who have been expelled from school may receive homebound instruc-
tion. The primary role of 2 homebound teacher is to provide direct instruction and to
coordinate instructional programs between the school and the home. Although students
with disabilities sometimes receive long-term homebound instruction, it usually 1s a
shore-term remedy until the student is able to return to school. Mariel Simpson explains:

Over the past eight years my son Jalena, who has spina bifida, has been cperated on six
times. After each of these operations, he needed to stay ac home for eight o 12 weeks to
recover. | felt very fortunate to have the homebound teacher come to my home to work
with Jalena so that he would not get too far behind in his schoolwork.

In addition to defining the continuum of services, special educacion laws also iden-
tify the types of related services to which students with disabilities are entitled. These
related services include speech therapy, audiology, interpreting services, psychological
services, physical therapy, occupational therapy, early identification and assessment, Coun-
seling (including rehabilitation counseling), medical services for diagnostic or evalua-
tion purposes, school health services, transportation, social work services, and recreation,
including therapeutic recreation. Orientation (including aid in traveling to, from, and
around school) and mobility services are also included.

The Individualized Education Program (lEP)

Teachers are required by law to develop an individualized education program {IEP) for
each student with special educational needs. The purpose of an IEP is to ptovide an appro-
priate education that meets the specialized needs of each student with disabilities. [EPs
are developed and implemented by the multidisciplinary team (MDT). What is the multi-
disciplinary team (MDT) and whar purposes does it serve? The MDT determines whether
the student has a disability and is eligible for special education services. If the MDT
determines the scudent qualifies for special education, the team then develops the IEP,
which provides the foundation for establishing the educational program for the student.
The MDT includes a representarive of the local education agency, the classroom teacher,
the special education teacher, parents or guardians, a person who can interpret the instruc-
tional implications of evaluation results, and, when appropriate, the student. Depending
on the student’s needs, the MDT also includes professionals from related services (such
as social workers, speech and language pathologists, psychologists, and occupational
therapists} and may include other professionals, such as doctors.
Each LEP must include the following informarion:

* The studenc’s present levels of educational performance, including how the disabil-
ity affects the student’s involvement in the general curriculum.

o Measurable annual goals, including short-term objectives for students who take
alternate assessments, enabling the child to participate in the general education
curricula and meet other education needs resulting from the disability.

» Special education and related services to be provided to the student and a state-
ment of the program modifications or supports for school personnel that will be
provided for the student not only to attain annual goals and be involved in the
general education curriculum, bur also to participate in extracurricular and other
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nonacademic activicies. Related services is often one of the more challenging areas
for the team to consider. In particular, if the student has excessive health needs and
these needs require the attention of a physician, then the JEP does not require chat
the school provide them. However, any medical services thar are required during
the school day that do not require the attention of a physician are che responsibil-
ity of the school.

o An explanation of the extent, if any, to which the student will not participate with
students without disabilities 1n the general education class and in extracurricular
and other nonacademic activities.

o Individual modifications in the administration of statewide or districtwide assess-
ments or an explanation of why those assessments are inappropriate for che student
and what alternative methods will be used to assess the student. Figure 1.5 provides
a sample of test accommodarions thar are relatively easy to implement.

¢ The Individualized Education Program (IEP) provides the opportunity to specify
the related services the student with disabilicies requires for a successful education.

¢ Projected dare for the beginning of services and modifications and their anticipated
frequency, location, and duration.

¢ How the student’s progress toward annual goals will be measured.

¢ Whar method will be used to inform parents (as often as the parents of nondisabled
students) of their child’s progress toward annual goals and whether thar progress
is sufficient to enable their child to achieve the goals by the end of the school year.

¢ Transition services described under the applicable components of the student’s IEP
that focus on the appropriate course of study. Ar age 16, the needed transition ser-
vices, including, when appropriate, a statement of the interagency responsibilities
or any needed linkages, must be specified.

What about older students with significant emotional or behavior disorders?
These students provide several challenges for teachers and educators related to the
implementation of an IEP. Consider that their parents are interested in being involved
in the development of goals and may provide significant information about how to
manage behavior. Research suggeses that even with older students, when families are
engaged in the IEP process providing goals and expectations, students and parents
benefit (Carlson et al., 2020).

FIGURE 1.5 Test accommodations

* Extended testing time

* Additional rest breaks

*  Writer/recorder of answers

¢ Reader

¢ Sign language interpreter {for spoken directions only)

¢ Selectable background and foreground colors

¢ Alternative test formats: audio recording, Braille, large print
¢ Large-print answer sheet

¢ Audio recording

* Audio recording with large-print figure supplement

» Audio recording with raised-line (tactile) figure supplement
* Student takes test in an alternative setting that is quiet

* A familiar person provides the assessment

* Equipment and/or materials are adjusted to meet students’ needs

Source: "Testing Accommodations for Test Takers with Disabilities or Health-Related Needs,” by Educational Testing Services,
n.d., retrieved from hetp:/fwww.ets.org/disabilities/accommodations; Rogers et al., 2019.
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The role of the IEP for planning and assessment
"The TEP is a method for planning and assessment that refleces the judgment and input
of the school system, specialists, teachers, parents, and students themselves. The IEP is a
safeguard not only for students but also for families and school systems. An example of an
IEP is presented in Figure 1.6.

FIGURE 1.6 Sample |[EP

Individualized Education Program

1. Demographic Information
Last First M.l Date
Smith John E. May 12, 2014
Student I.D. Address Home Phone Work Phene
221100 23 Lakeview St. Collier, MN 32346 {459)555-5555 (459)555-5000
Date of Birth Grade Level Home School Program Eligibility
C3-02-04 5 Lakeview Elementary Learning Disabilities
Reason for Conference: 0O Staffing Review

Il. Conference

Parent Notification
Atftempt #1: Attempt #2: Atternpt #3:
Letter: 3-02-10 Phone calt; 3-13-10 Notice sent home with student: 3-22-10

Parent Response: Wil attend as per phone call on 3-13-10

i1, Present Levels of Educational Performance
John is a 5th grade student whose disability inhibits his ability to read required material. John can read 35/100 in two minutes
from a 4.0 grade level paragraph and 45/100 in two minutes from a 3.0 grade level paragraph. John can answer 8O literal

questions and 410 inference questions from a 4.0 grade level passage read to him.
IV. Annual Goals and Short-Term Benchmarks

1. John will increase reading fluency to the 4.0 grade level.
John will read orally a passage at the 4.0 grade level in 2 minutes with 50 or more words correct.
John will use correct intonation and prosedy when reading orally a passage at the 40 grade level 50% of the time.
2. John will improve the percentage of accuracy when responding to literal and inferential questions,
John will answer literal questions from a 4.0 grade level passage read to him with 75% accuracy.
John will answer inferential questions from a2 4.0 grade level passage read to him with 90-100% accuracy.
Describe the extent to which the student will not participate in general education settings and explain why the student
cannot be placed in general education settings.
John will not participate in general education settings for language arts, science, and social studies instruction. John requires

close supervision when completing tasks, high Yevels of assistanice, and intensive, systematic instruction,

V. Related Services

Type of Service, Aid or Medification Location Time per day/week
Assistive Technology: O Yes B No

Adaptive PE: 0 Yes l No

Audiology Services: 0O Yes & No

Counseling: O Yes No

Interpreter: O Yes # No

Medical Services: O Yes & No

OCccupational Therapy: O Yes ¥ No

Orientation/Mobility: 0 Yes 2 No

Physical Therapy: O Yes # No

Psychological Services: O Yes ¥ No

Special Transportation: 0 Yes B No

Speech/Lang. Therapy: ¥l Yes 0O No Self-contained class, 30 minfwk (continued)
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FIGURE 1.6 Sample IEP (Continued)

VI. Assessment Participation

will the student participate in state and district assessments: ¥ Yes O No
If yes, what accommaodations or modifications will be provided?
0 None ¥ Flexible Setting O Flexible Presentation ¥ Flexible Scheduling

O Flexible Responding
It no, indicate why state and district assessments are inappropriate:

VIl. Transition Planning/Statement
# Under 14; Transition planning not needed.
O 14-15 years old: Statement of transition services needed that focuses on student’s course of study.
O 16 years old: Qutcome statement that describes a direction and plan for the student’s post-high school years from
the perspective of student, parent, and team members.

Vlil. Scheduled Report to Parents/Guardians

John's parents will be informed of progress toward his annual goals via parent/teacher conferences and interim report cards
(4 tirnes per year). Parents will be notified of goals that have been met and the rate of progress toward meeting all of the

annual goak.

IX. Initiationl/Duration Dates

Special education and related services will initiate September 2014 o, June 2015
(MM/YY) (MM/YY)

IX. Persons Attending Conference

Signature Paosition Date

Hary Swith _Pasent Magl2 204
Jondthan Smith _PRrgnt_ Ma, 201

Laura Jones Special Education Teacker May 12, 2014

Rafael Ganzolez Geenerol Education Teacher Moy 12, 2812

Lavy Brick LEA4 niative Moy 12, 201

Hamvivon Waskinglon School Puyebologial May 12, 2014

John Smith _Student May 12, 2014

IEPs are incended to serve as planning guides for the student with special needs,
not as mere paperwork. IEPs provide guidelines for educators for the daily education of
the individual. Because the writing and updating of the IEP can be time consuming and
tedious, there are a number of commercial software programs available to help simplify
the rask, enabling the IEP to be discussed, agreed on, and printed all in one meeting. See
the Tech Tips “IEP Resources” for a list of some of these programs.

Unfortunately, classroom teachers at the middle and secondary levels often do
not participate in the IEP process and do not know which students in their classrooms
have been identified as having special needs (Schumm & Vaughn, 1992}, despite find-
ings chat when classroom teachers participate in IEP meetings, parents perceive the
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|[EP Resources

The most useful IEP software programs allow
teachers to select from skili sequences and
author long-term and short-term objectives,
freely customizing skills and objectives to
meet individual needs. Often school systems
or special education units adopt one particu-
lar system. You may find that to be the case
in your school district. Some programs are
installed on individual computers, whereas
others are web-based programs. Web-
based systems are especially useful because
you can access the data from any online
computer while maintaining security by the

CHAPTER 1 e Special Education and Inclusive Schooling

use of a password. It is also easier to move
students’ records along as they move from
teacher to teacher and school to school.
Following is a list of IEP management
software products and their producers,
along with their primary web addresses:

SpedAssist IEP Management Solutions,
by SPEDASSIST™ (http://www.spedassist
.com) They provide an IEP management
writing software making IEPs available to
multiple sources (e.g., teacher, principal,

Introducing EmbraceSuite  http://
www.embraceeducation.com They pro-
vide |EP development software that helps
educators develop IEPS utilizing built-in
features. They also provide software to
facilitate the development of writing 504
plans and MTSS documentation.

IEP Writer http://www.iepwriter.com
Provides a web-based platform that allows
professionals and parents to contribute to
IEP plan.

special education teacher).

Pearson eTextbook
Video Example 1.1

The members of an [EP team introduce
themselves at the beginning of the IEP
meeting for Jack, age 3. His mother

is present in addition to a number

of specialists. Why is each person
present at this meeting, and what is the
purpose of an IEP meeting?

meerings as more beneficial (Martin et al., 2004). Carl Turner, a middle school ceacher,
put it this way:

I know that Mike has an IEP and I read ir ar the beginning of the year, but [ haven't really
used it in my planning. There may be other students who have learning disabilities in my
class, bur [ won’t know until the special education teacher tells me.

IEP meeting attendees
Persons who are requirved by law to attend the IEP meeting include:

* A represencative of the local education agency (LEA) who is knowledgeable abouc
the special education program, the general curriculum, and the availability of the
resources of the LEA.

* A school representative ocher than the teacher, such as a person designated by the
school system.

* Parents or guardians, to ensure that they are informed and involved in the student’s
placement and progress.

e The student, when appropriace {involving students in the planning of their educational
goals is often appropriate, particularly at upper elementary grades and secondary grades).

e The student’s general and/or special education teacher (the reacher is involved in
identifying realistic and appropriate educational goals for che student).

* An individual who can interpret the instructional implications of evaluarion results,
e.g-, school psychologist.

¢ Others who the parents or school believe can help develop the IEP (as mentioned ear-
lier, this may include representatives from a range of related services and professions,
such as medicine, physical therapy, speech and language therapists, and psychology).

IDEIA currencly allows one of the required individuals to be excused from attend-
ing an IEP meeting or to provide input in writing with the written consent of the parent.
The intent of the IEP development and implementation is mer when the key stakeholders
at the school ensure that parents actend IEP meetings, making every reasonable atrempt
to contacr parents and accommodarte their schedules. This includes scheduling meetings
at cimes that are convenient for parents, giving ample advance notice of the meering,
securing murual agreement for the time and place of the meeting, meeting chrough phone
calls or home visits if parents cannor attend, and providing a copy of the JEP to parents
on request. If parent involvement cannot be obtained, the school should document all
attempts to involve parents, including correspondence and a log of phone calls and visits.




Early and Recent Foundations of Special Education 19

Some school districts have a placement specialist who takes responsibility for manag-
ing che placement and program development of students with [EPs. In other schools,
the special education teacher or school psychologist may take this responsibility. Many
parents have found meetings over video platforms such as Zoom as effective alternatives
to meeting in a face-to-face serring. However, consider ways to support the cultural and
linguistic needs of the parents when arranging for these meetings.

The role of the general education teacher in the IEP process varies because each school
district handles IEP meerings a little differently. As the classroom reacher, however, you will
be an important resource, as you will be providing information about the student’s perfor-
mance in your class and implementing many of the academic and behavioral pracrices. You
will also want to be familiar wich all accommeodations for inscruction and assessment.

Participation in cthe IEP process is not just for elementary teachers. Secondary teach-
ets benefit from participating in the IEP process especially since the IEP at the secondary
level frequently provides limited guidance for instructional and curriculum adjusiments
(Bray & Russell, 2018).

Why are so many people involved in the development and monitoring of the IEP?
Each person is at the meeting because he or she has knowledge and experience thar can assist
in designing the best educational program for the student, Not everyone knows the same
things, so each person’s contribution is unique and necessary. For example, the school psy-
chologist often provides expertise on diagnostic test resules and interpretation. You, however,
are the expert on the curriculum for your contenc areas and grade levels, Your responsibility is
to ensure that the goals char are designed to be implemented in your classroom reflect appro-
priate content, skills, and curriculum for students in your class. Everyone’s knowledge of the
student is useful to establish high, realistic behavioral and academic goals.

How can IEP meetings provide meaningful involvement for parents of children
with disabilities? The purpose of including parents in the IEP meeting is to pravide them
with an opportunity to provide meaningful information to key educational stakehold-
ers to positively influence the type and quality of their child’s educational experience.
Unfortunately, there are often unintentional negative consequences for parents atrend-
ing the IEP meerting (Zeitlin & Curcic, 2014). As Zeitlin and Curcic summarize, many
parents perceive the IEP meeting as depersonalized meetings where many decisions have
been made prior to their involvement. They think there is too much focus on the paper-
work and compliance and too little emphasis on genuine communicarion and understand-
ing. Many parents also find the [EP meeting to be an emotional event, and for some the
focus is on the deficits of their child and a tool to label them rather chan a tool to help
them improve. Whart can schools do to improve the process for parents?

¢ Use language that is understood by all participants including the parents, When profes-
sional language that is unfamiliar is used, be sure to explain it so the parencs understand,

¢ Provide opportunities for the parents to engage, give their views, express questions,
and provide feedback.

¢ Allow parents and (when appropriate) students to establish goals and objectives.

* In addition to the [EP document, provide a one- to two-page summary sheer of che
key decisions made.

¢ Check with the parents to assure that they understand decisions made and how they
will influence their child’s educacion.

Determining appropriate accommodations and modifications

During che IEP conference, parents and professionals work together to identify appropriate
accommaodartions and modifications that will assist the student in learning skills in class. It
is important that general education teachers are included in the decisions regarding accom-
modations and modifications because they will take part in implementing them when stu-
dents with disabilities are in the general education classroom. For example, if the IEP team
decides thar a student needs a highlighted cextbook in science, someone must be avail-
able to do the highlighting or the accommodation cannot be carried out, Classroom ceach-
ers may be considered critical implementers of these accommodations and modifications
and thus essencial members of determining goals and objectives related to the curriculum

Pearson eTextbook
Video Example 1.2

During a discovery lesson in science,
the general education teacher
distributes several seeds to each
student and instructs students to

open the seeds and discover what's
inside. Most of the students have

small handheld magnifying glasses,

but Jeffrey {a student with a vision
impairment) has an accommodation—a
special magnifier. How would Jeffrey's
learning be affected if he did not have
the accommodation?

il
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TIPS FOR TEACHERS 1.1 : =

Developing IEP Plans with Culturally and Linguistically Diverse (CLD) Families

i

Ask families to reflect on their educational goals for their child. 4. Use opportunities throughout the 1EP meeting to make sense

Listen and ask follow-up questions.

of what is going on by restating what professionals are saying in
language that is readily understood.

Ask families to reflect on their goals for the types of educational
experiences they desire for their child. Listen and ask follow-up 5. Determine whether there are ways in which the child seems to

questions.

learn better and participate more actively in learning.

Ask questions that allow you to better understand the family's 6. Families will know when you are sincerely interested in what they
language and culture.

know, how they imagine success for their child, and how you might
work collaboratively to build a successful learning environment.

Rossetti et al, {2017). Developing collaborative partnerships with culturally and linguistically diverse families during the IEP process. Teaching exceptional children, 495}, 328-338.

(Pugach er al., 2020). Furchermore, effective communication systems must be in place so
thar all teachers and suppore personnel who will work with the student are aware of the
accommodations and modifications that will be implemented (Cease-Cook et al., 2013).

Student involvement

By law, students need to actend the IEP meetings only if appropriate. In practice, too
often students with disabilities do not atcend these meetings, even when the students
are in secondary-level setcings. However, involving students in this decision-making
process helps them develop a commitment to learning and a sense of responsibility and
control over the decisions made regarding their learning, and may improve their likeli-
hood of being employed after high school (Wehmeyer, 2015). Students can learn how to
participate in their IEP meetings and identify learning needs when teachers assist them
prior to the meeting through coaching and “mock” IEP meetings (Neale & Test, 2010).

Why do many students not actend the conference? When middle grade students
with learning disabilities and their parents were interviewed, two major reasons were
evident {Van Reusen & Bos, 1990). First, parents often are not aware that students can
atrend. Second, even when students are invited 1o attend, they choose nor to because
they feel that they do not know whar to say or do, and they are afraid thar the major
topic of discussion will be “how bad they are doing.” Assistive technology can be a
mechanism for including students with disabilities in the IEP process (Biegun ec al.,
2020). As a classroom teacher, what might you do to engage students in the IEP meet-
ings and the development of the goals and objectives for cheir educational plan?

A variety of methods can be used to increase the engagement of individuals with
disabilities and their families in IEP planning. This is often called person-centered planning,
or PCP. As the name suggests, PCP involves more than completing an IEP document
chat addresses a set of issues established by the school or districr. The focus in PCP is
on developing a more complete understanding of the individual with a disability and
his or her family so that his or her specific needs and issues can be addressed (Keyes &
Owens-Johnson, 2003). PCP can also facilitate vocational goal setting and engaging the
student in how they want to achieve post-secondary goals (Blaskowitz et al., 2019). Even
with thoughtful and inclusive planning, communication challenges may require facili-
tation. When this occurs, consider the following praccices aimed ar facilitating highly
effective problem solving ar IEP meetings (Mueller, 2009):

o Use a neutral facilitator who can listen and interpret fairly the messages from all
participants,

s Escablish the 2genda, allowing everyone (o contribute.

o Allow everyone adequate time to discuss their issues.

¢ Summarize goa/s and solutions.

+ Provide a comfortable and relaxed serting.
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FIGURE 1.7 | PLAN—An educational planning strategy

Purpose: The | PLAN strategy gives students the knowledge
and skills to actively participate in their IEP or transition-
planning conferences.

Students: The strategy is most effective with upper elementary,
secondary, or postsecondary students who will be participating
in an |EP or other educational planning meeting.

Group size: Small-group or large-group instruction.
Duration: Five to six hours of instruction.

Description of strategy: The | PLAN strategy is taught in five
steps. The first step is completed before the target conference
{e.g.. |[EP meeting), and the remaining steps are practiced first
and then implemented during the meeting.

The acronym | PLAN represents the first letter of each phase

of the planning strategy (inventory, provide, listen, ask, and name):

1. Inventory your learning strengths, weaknesses, goals,
interests, and choices for learning.

2. Provide your inventory information.
3. Listen and respond.

4. Ask questions.

5. Name your goals.

Instruction: Teachers focus on gaining commitment from
students and encouraging them to actively participate both in
learning the | PLLAN strategy and in using their new knowledge
and skills during the target meeting.

Source: Sharon R. Vaughn, Candace S. Bos, Strategies for Teaching Students with Learning and Behavior Problems, 9th ed., @ 2016. Reprinted and electronically reproduced by permission
of Pearsen Education, Inc., Upper Saddle River, New Jersey.

& Agree that issues thar are broughe up buc are not on the agenda will be “parked” on
the side and revisited at the end of the meecing.

¢ Promote participation and egwizy among all voices ar the meeting.

Teaching students how to participare in a meaningful way can increase their par-
ticipation in [EP meetings (Kelly et al., 2011; Mason et al., 2004; Myers & Eisenman,
2005). Thus, a component that often accompanies PCP is teaching students ways to become
more acrively engaged in their own educational planning. Van Reusen and his colleagues
developed a self-advocacy straregy (I PLAN) designed to inform students and prepare
them to participate in educational-planning or transition-planning conferences (Deshler &
Schumaker, 2006; Pound & Cuevas, 2019; Van Reusen et al., 1994). Teachers can teach scu-
dents this strategy in about five to six hours over a one- to two-week period. Findings show
thar secondary school students with learning disabilities who learn this strategy provide
more information during [EP conferences than do students who are only rold about the IEP
conference but not taught the scrategy. Figure 1.7 describes this scrategy and how to teach 1t

Focus on self-determination
Teaching students skills related to self-determination helps them become part of the
decision-making process n developing their [EP or transition plans from school to work.
Someone who is self-determined is actively involved in making decsions, knows what he or she
wants out of life, and is able to influence decisions about his or her life. Students with disabilities
are able to identify the knowledge they would like to acquire, the acadernic and social skills they
value, and the activities and experiences they would like to have. Although most parents recog-
nize the value of decision making with even very young children, students with disabilities
particularly those with significanc cognitive impairments—have often been treated as though
they are unable ro have a causal role in their own lives (Shogren er al., 2013; Shogren et al.,
2019; Wehmeyer & Zhao, 2020). Marks (2008) argues chat che reason self-decerminartion is
importtant for students with disabilities is the same as for other waditionally underrepresented
groups—to prevent oppression. Alchough teachers and parents can play an important role in
facilitating support for self-determination skills for individuals with disabilities, paraprofession-
als also play an important role, as many of them have excensive contact with individuals with
severe cognitive impartments in general educartion classrooms (Lane et al., 2012),

In a review of two decades of research, Test and his colleagues (2004) escablished
thar instruction in the following self-determinacion skills leads to positive outcomes for
students with a wide range of disabilities:

¢ Decision making
¢ Self-advoracy
¢ Goal secting/atrainment
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o Problem solving

Self-regulation
¢ Participation in JEP meetings
¢ Self-awareness

Srudents with disabilities who have positive self-determination are more likely to benefic
from school and post-school opportunities. It is particularly important that students with
disabilities are provided supports for developing their self-determination since they display
lower levels of self-determination than their peers. Furthermore, when students with disabili-
ties are provided appropriate interventions focused on positive self-determination, school-
related outcomes are quite positive (Wehmeyer, 2015; Wehymer & Zhao, 2020). Consider
the following as you prepare your students to serve as self-advocates: (a) role-play their partici-
pation in meetings; (b help them learn to problem solve; (c) provide them wich information
about their disability and cheir rights; {d) encourage them to have a mentor; (e) assist them
in communicating their needs, wans, strengths, and weaknesses; and (f) encourage them to
communicate effectively with all key educators about their educational needs.

The IEP Process

Most school districts have developed their own format and procedures for writing IEPs.
All members of the ream contribuce to the IEP, which should include everyone’s ideas
about the students’ educational goals and objectives—including in most cases the stu-
dents’ views. The person who most frequently incorporates what the team agrees on and
writes the IEP is the special education teacher.

The TEP is central to FAPE and provides for a direct and ongoing role for all of
the child’s teachers. Educators may want to consider the following ways in which an IEP
might violate the legal requirements of FAPE.

1. Parental involvement is passively or inadequately engaged.

2. The multidisciplinary team uses predetermined practices for making decisions for
the student without parental input.

3. The JEP is written withour parental participarion.
4, Developing goals (academic or behavioral) that are not challenging or ambitious.

5. Monitoring goals and making appropriate educacional and behavioral changes.

RESPONSIBILITIES OF CLASSROOM TEACHERS

Learning Objective 1.2  Describe the responsibilities you have as a
classroorn teacher for students with special needs and the types of practices
and adaptations you need to implement.

General education reachers often express concerns about the extent to which they need
to know and underscand the law as it pertains to individuals with disabilities. Leila
MacArthur put it this way:

As a classroom reacher, I'm concerned abour all of che children in my classroom. [ want
ta do as good a job as I can, bur [ also realize that 1 cannot know everything aboue every
difficulty, learning and behavioral, that the children in my classroom will manifest. | know
that T need to know who to contact when I have questions. But [ suppose whar is of
che most interest to me is exactly what I'm responsible for and whar I need to know so
that 1 can successfully implement education programs for the students with special needs.
Probably my biggest questions center on the law and what I need to do.

When asked what questions she had, Leila provided the following list:

o Wha it responsible for the IEP? The multidisciplinary team is responsible for developing
the TEP; the person who is principally responsible for the IEP, however, is the special
education teacher, The general education teacher and the parent might be responsible
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for particular goals described in the IEP. Be sure to ask questions about how you can
assure that the goals and the objectives are reflected in your instructional practices.
Designing ways to monitor students’ progress that align with the JEP are needed.

s Can I be held responsible if a student in my class does not accomplish all of the objectives in
the IEP? The IEP is not a contract but rather an agreement by which the teacher
undertakes the optimum educational procedures to help ensure that the student
meets the [EP objectives. Teachers cannot be held responsible for students’ lack of
progress on IEP goals unless it can be proved that teachers have not made efforts to
fulfill their responsibilities.

o Whar if | was unable to attend the meeting at which the child's IEP was developed? Obtain
a copy of the student’s IEP from the special education teacher or meet with the
special education teacher to identify the IEP goals for which you are responsible.

o What should | do if 1 feel @ student is not making adequate progress on their IEP? Collect
apptoptiate data through progress monitoring, representative work samples, or
behavioral observations. Communicate your findings to other members of the
multidisciplinary team. Regular meetings with the special education teacher and
other professionals who are providing services to the studenc will ensure that cthe
student’s progress is monitored. Most importantly, make sure that the treatment
practices you are using are evidence-based and adjust them to meet the individual
needs of the scudent. Also, meetings that involve parents or guardians will help
you explain a student’s progress and find ways to enhance his or her performance.

The IDEIA is a law aimed ac enhancing the quality and equity of education for all
students. The law requires reasonable expectations of teachers. Your role is to help stu-
dents fulfill the goals in the [EP and to provide an appropriate education for all students
(see Tips for Teachers 1.2).

Although knowledge of the law is important, you should also be aware of the
resources available to you when you have questions and need further information. Many
people in your school and district can help you. Experienced teachers repore that their best
resources are the special education teachers in their building, other teachers, the school
psychologist, and the principal.

Octavio Gonzalez, a ninth-grade English teacher, has three students with disabili-
ties in two of his five sections of English. These students receive support services during
the school day from the special education teacher, and Octavio meets occasionally wich the

TIPS FOR TEACHERS 1.2 S : —

How Can You Meet Your Special Education Responsibilities?

*  Ask the special education teacher what reports are relevant to ¢ Reexamine IEPs quarterly and check that you monitor the
successful instruction of students with disabilities in your class; progress of students with disabilities in your classroom.

then read these reports.
s Keep a folder of relevant work samples to document progress for

*  Ask appropriate professionals such as the special education each student with disabilities for whom you have respensibilities.
teacher for suggestions for enhancing the leaming of students

with disabilities in your classroom. ¢ Maintain parent contact through occasional phone calls and

written notes.

¢ Ask appropriate professionals such as the special education
teacher to co-teach your class or demonstrate lessons that show
how his or her suggestions can be implemented.

* Meet regularly with the special education teacher. if he or she
does not already work in your classroom, extend an invitation to
come in and help you instruct students with special needs.

¢ Attend relevant meetings related to the students with disabilities
for whom you have responsibilities and use these meetings to
communicate about students’ progress and needs.

* |f you are concerned about a student’s progress, don't hesitate to
inform all key personnel, including the appropriate administrator
and special education teacher, as well as the student and parentis).
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How do classroom teachers participate
in the IEP process? What are three ways
the teachers participate in the referral
and planning process for students with
special needs?

Phovoir/Shutterstock

special education teacher to plan and get suggestions for accommodating their needs in
his English class. Octavio commencs:

At first I was nervous about having students with disabilities in my class. One of
the students has a learning disability, one student has serious motor problems and is
in a wheelchair, and the third student has vision problems. Now I have to say that
the adaptations I make to meet their special learning needs actually help all of the
students in my class. I think thac I am a better teacher because I think about accom-
modations now.

An eighth-grade teacher, Lin Chang, put it this way:

At firse I was worried that it would be all my responsibility. But after meeting with the
special education teacher, [ realized that we would work togecher and I would have addi-
tional resources if | needed them. Furchermore, [ chink more about keeping in touch with
the parents so that they are always informed of progress. Doing all of this communication
on the telephene is not always possible, so I send a lot of notes home.

Monitoring the progress of students included in general education sometimes
becomes the sole responsibility of the special education teacher, but this is not an effective
procedure. Students with disabilities are more likely to benefit from collaboration between
the special and general education teachers, with both teachers collecting academic and
behavioral progress monitoring measures to determine students’ needs. Our studies with
middle and high school teachers reveal that obtaining access to students’ IEPs and psycho-
logical repores (to be used to guide teacher planning for students with disabilities) may be
difficult (Vaughn & Schumm, 1994). Teachers reveal that their best sources of information
are parents, former teachers, or the students themselves (Schumm & Vaughn, 1992). Thus,
middle and high school teachers need to consider adaptations that provide for the special
learning needs of students with disabilities and also enhance instruction for all their stu-
dents. It is also important to consider ways to transition older studencs with disabilities to
work settings. The IEP can be an excellent tool for facilirating instructional decision mak-
ing (Brooke & McDonough, 2008}.

Remember, a few minutes of one-on-one purposeful teaching is an effective way to
assess progress and provide directed instruction. Recognize that “stressing out” over effec-
tive instructional practices for your students will not improve your instruction or their
outcomes. Stress is a debilitating factot negatively influencing instructional outcomes
(Wong er al., 2017). Instead, focus on what you can do to realistically and appropriately
include and support learning objectives for students with disabilicies.
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We have found several accommodations general education teachers can make that

TIPS FOR TEACHERS 1.3

Adaptations for Students with Disabilities

Treat all students with respect. Through your treatment of all stu-
dents and your encouragement, assist all students in recognizing
the assets of students with special needs.

Consider ways to assure that students with special needs are in
your classroom for key times, including instructional times, class
bonding times, and other relevant periods where being part of
the class is important. Coordinate your schedule with specialists
who work with students in or out of your classroom (e.g., students
don't leave or enter class in the middle of a lesson; specialists are
in your classroom at times when they can be the most effective).

Adapt effective classroom management strategies for students
with special needs so that they are productively integrated into
the classroom behavior routines but also have the specialized
behavior supports that they require (e.g., time-out, point systems).

Students with disabilities benefit from tangible manipulatives that are
student centered and allow them to make associations between the
learning and the manipulative (e.g., picture) (Finnerty et al., 2019).

Provide opportunities both socially and academically to be
encouraging and positive with students, including looking for
opportunities to recognize success academically and for good
behavior. We all think that we are exceedingly positive but
observations from classroom teaching suggest that teachers provide
fewer positive statements each day than they think they do.

Establish personal relationships with students (e.g., get to
know students as individuals; determine student interests and
strengths). Even for students with low communication skills,
observe what they do and then use pictures to communicate
questions about their interests.

Communicate frequently with included students {e.g., plan
frequent short, one-on-one conferences and discuss potential
modifications with students).

Communicate with professionals and parents of included
students (e.g., exchange notes and talk informally with parents;
encourage parents to provide support for students’ education).

Establish expectations for all students and develop mechanisms
for making these expectations known to students with clear
steps for achieving them.

Make adaptations for students when developing individualized
educational plans. As you design instruction, assignments, or
practice routines, consider ways to assure that students with
disabilities can fully and meaningfully participate.

Structure assignments and instructional opportunities to reduce
frustration and provide access to learning. Even for students with
significant disabilities, consider what aspects of the instructionat
goals they can access.

not only assist studencs with disabilities in the general education classroom, but also
enbance instruction for all scudents. These approaches, described in decail later in this
book, are summarized in Tips for Teachers 1.3,

Teach test-taking skills, note-taking skills, and other practices
that facilitate effective learning.

Adapt instructional materials {e.q., different textbooks,
supplemental workbooks).

Use computers to enhance learning {e.q., as a tool for writing, as
a tool for practicing skills).

Monitor students’ understanding by asking them to repeat or
demonstrate directions or key ideas.

Monitor students’ understanding of concepts presented in class (e.g.,
attend to, comment on, and reinforce understanding of vocabulary,
abstract ideas, key words, time sequences, and content organization).

Provide one-on-one instruction through 40-second lessons and
brief “check-ins” to assure students with disabilities are learning
and getting appropriate feedback.

Pair students with a classmate (e.g., to provide support with
assignments, to provide models for behavior and academics, and
for social support).

Adjust grouping practices to invalve students with disabilities
successfully. For example, engage students in small-group
activities with both mixed-ability grouping {different achievement
levels} as well as same-ability groupings to target engagement
and learning.

Involve all students in whole-class activities providing
opportunities to respond and participate.

Provide extra time {e.g., schedule extra time for skill
reinforcement and extra practice}.

Adapt pacing of instruction (e.g., break down materials into
smaller segments; use step-by-step approaches).

Design procedures for monitoring students’ progress that
engage students in keeping and recording progress. This can be
done through a student’s folder or progress chart.

Provide students with ongoing feedback about their academic
and social pragress. This feedback can be (a) immediate and
aligned with the activity, (b) ongoing in terms of periodic mini-
meetings regarding progress (two to three minutes), and (c) less
frequent longer meetings to discuss academic and behavioral
performance.

Adapt assessments (e.g., use oral testing; give more time for
tests; modify administration procedures; reduce the number of
items; reduce the difficulty of items).

Consider grading criteria and how they may need to be adapted
for students with special needs.

Sources: Based on Heward et al. {2017). Exceptional Children. Upper Saddle River. NJ: Pearson; and Schumm, J. 5., & Vaughn, 5. (1991}. Making adaptations for mainstrearned students:
General classroom teachers’ perspectives. Remedial and Special Education, 12(4), 18-27.
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Participating in the Referral and Planning Process

The May 2021 updated data announced by the U.S. Department of Education revealed
that 45 years after the U.S. Congress enacted the Education for All Handicapped Children
Act in 1975, the status of educating individuals with disabilities had altered consider-
ably. The report identified several ways in which students with disabilities are receiving
improved services, including:

e Increasing the number of young children with disabilities receiving high-quality
interventions, with the number of young children under 5 increasing by more
than 35%.

¢ Increasing the percentage of students educated in their neighborhood schools to
954, thus assuring that the vast majority of students with disabilities attend
schools whete others in theit neighborhood go to school near their homes.

¢ Increasing from GO% in 2009 to 63% in 2019 the percentage of scudents who spent
80% or more of their instructional time in the general education classroom.

o Significantly increasing the number of students with disabilities graduating from
high school and reducing the percentage of students with disabilities dropping out
of high school.

e Doubling the percentage of students with disabilities enrolled in postsecondary
programs and increasing the percentage of young adults with disabilities who are
employed.

Approximately 14% of the school-age population receives special education ser-
vices. These are students whose educational and social-emotional needs we do not expect
can be met through traditional instructional procedures alone. Interestingly, of all of the
students identified with disabilities, 33% are identified with specific learning disabilities,
199% with speech and language disorders, and 11% with autism.

The terrn disabilities refers to conditions thac include cognitive challenges, hearing
impairments, vision impairments, speech and language impairments, learning disabili-
ties, serious emotional disturbance, orthopedic impairments, other health impairments,
autism, traumatic brain injury, deafness and blindness, and multiple disabilities. The clas-
sification of students into categories of disability is controversial. Many people believe
that labels are necessary because they provide a common understanding of each student’s
needs and help to identify appropriate special education services. Others believe that the
labels conjure up negative stereorypes, harm students’ self-conceprs, and cause confusion
because each category subsumes many different defining characteristics. Regardless, labels
and categories can be used in ways that are helpful as well as harmful. You need to con-
sider how to think of the person first rather than the type of disability. Figure 1.8 shows
the system of federal categories and the percentage (by category) of students who are pro-
vided with special education.

Students are identified as having special needs through a system of referrals.
Students who have obvious disabilities (such as significant hearing, visual, or physical
impairments or significant mencal retardation) are usually referred and identified before
age 5. For these children, the disabilities are often apparent to parents and pediatricians,
and intervention begins early in the child’s life. Classroom teachers or parents often iden-
tify students as having possible disabilities after they begin school.

The prereferral process

Response to intervention (RT1) has influenced the prereferral process. RTI refers to pro-
viding a validated (based on research) intervention to students in the instrucrional ot
behavioral area of need before determining whether a student qualifies for special educa-
tion services. A student’s progress is monitored, and based on this progress additional
intervention is provided before the student might be referred for special education. Prior
to RTI, classroom teachers initiate referrals for assessment and approptiate intervention
services. It is important to note that parents and teachers can still initiate referrals for
assessment and appropriate services without going through the RTI process. It may be
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FIGURE 1.8 System of federal categories and percentage of students served (ages 6-21)

QOther disabilities combined
(7.3%)

Emotional disturbance
(6.2%)

Specific learning

Intellectual P
disabilities isabilities
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Autism -
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Other health
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Source: “Annual Report to Congress an the Implementation of the Individuals with Disabilities Education Act, 2019, This report is available on the Department’s website at:
http:/fwww.ed. goviabout/reports/annuallosep.

that a students’ academic and/or behavioral needs are so significant that participation in
RTI is unnecessary. Also, many parents remark that they have very little knowledge of
the RTI process and what supports are provided to their children (Wingate et al., 2018).

Many schools have escablished school-based prereferral assistance teams (PATs) o
facilicate assessment and identification of students with special needs. The PAT is a group
of teachers and other key educators such as a school psychologist or reading specialist from
the same school who meet regularly to discuss the specific progress of students whom other
teachers in the school have brought to their attention. This school-based problem-solving
team is designed to help teachers by making classroom accommodations that maximize
opportunities for students to succeed in the general education classroom or by identifying
a treatment intervention to determine how the student responds. The idea is to deter-
mine whether this student needs additional instruction or has a special need. The model
provides a forum in which classroom teachers can be part of the problem-solving process
to ensure that all students in their classes receive appropriate services and that adequate
information is available to determine whether students have a special need. Increasingly,
students’ responses to traditionally successful interventions are used as a data source to
determine whether students have a special need. Research documents the value of having
parents involved in this prereferral process, with overall improved quality of prereferral
meerings and imptoved outcomes for students when parents are involved in the meetings
and in providing interventions (Chen & Gregory, 2011).

Figure 1.9 provides an example of a form that can be used to assist with prereferral.

Currently, individuals who may need special education come to the school’s atten-
tion because (a) a teacher or parent expresses concerns about the academic or behavioral
functioning of the student, (b) a schoolwide screening test suggests possible learning or
behavior problems, or (c) students at risk for problems have been provided interventions
and haven't responded adequately to the intervention. Whether your school is using a
more traditional approach to referral for special education identification or an MTSS
model, recommended practice is that students are provided research-based instructional
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FIGURE 1.9 Prereferral for special education services

Directions: Please complete all sections of this form. The form should be sent to the Teacher Assistance Team. Complete and
provide specific information that will assist the team in providing as much assistance as possible. Use behavioral descriptions
whenever possible.

Teacher

Grade/Class

Date

Student

Age

Describe what you would like the student to be able to do that he or she does not presently do.
_ Describe what the student does {strengths) and what he or she does not do (difficulties).
Describe what you have done to help the student cope with his or her problem.

Provide background information and/or previous assessment data relevant to the problem.

moh N

. Describe how you have designed instruction to consider the cultural and linguistic needs of the student.

intervention and adequate progress monitoring to adjust instruction prior to referral for
special education. Sometirnes the classroom teacher or educational specialist provides the
inscructional and behavioral suppore students need.

Prereferral teams work toward the following goals:

e Providing suggestions to the classroom teacher.

s Identifying a secondary intervention that is associated with improved outcomes for
most students.

o Implementing reasonable accommodations and modifications to meet students’
academic and behavioral needs, document their resules, and problem-solve alterna-
tive interventions.

o Assisting the teacher or parent with the referral process if necessary,

Although prereferral stracegies take different forms in different school districts
(Jirmerson et al., 2007; Turner, 2019), most school districes use one of the following models:

¢ Multi-Tiered Systems of Support (MTSS) or Response-to-intervention (RTD) maodel
. Special-education-teacher-as-consultant model
» Problem-solving model

Multi-Tiered Systems of Support (MTSS) or Response-to-
Intervention (RTl) model
Individuals with academic or behavior disabilities have typically been identified based on
practices that involve referral by the classroom teacher or parent followed by a complete
battery of assessments designed to identify whether the scudent qualifies as learning dis-
abled. There has been considerable concern about the appropriate use of IQ tests for all
students, particularly for students of color, and the extent to which the traditionally used
IQ-achievement discrepancy is an appropriate practice for identification for special educa-
tion (Fletcher et al., 2011; Jimerson et al., 2007; Stuebing et al., 2012). In reaction to these
concerns, a significant change in special education law about how students with disabilities
are identified was made in IDEIA 2004. The law stipulates that a student with a learning
disability may qualify for special education setvices if he or she has participated n but
does not respond adequately to 2 scientific research—based intervention (for example, in
reading or math). Recently, many staces have referred to multi-tiered systems of support
{MTSS) rather than response to intervencion (RTI) to emphasize that students are provided
evidence-based instruction at the general education classroom level initially (Tier 1) and
multiple tiers of support, e.g., interventions, priof 0 referral for special education.

What is IQ-achievement discrepancy, and what concerns are there about using
it for identification? IQ-achievement discrepancy has been the common practice by
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which the IQ and standardized achievement scores of students referred for learning
disabilittes are used to establish whether a learning disability exists. A significant dis-
crepancy (higher 1Q scores than achievement scores on one or more relevant outcomes)
occurs when an individual performs lower than would be expected based on his or her
IQ. in one or more areas. Although the presence of an IQ discrepancy was considered
a strong indicator of learning disabilities in the past, today there are several concerns
about this practice:

* The discrepancy is difficule to determine with young children and may unnecessar-
ily postpone identification until second grade or later.

¢ Many young children (ages 5 to 7) benefit greatly from prevention programs, pat-
ticularly in reading.

* Pormal IQ and achievement tests are expensive to administer and interpret, and the
money may be better used ro provide instruction.

* IQ tests provide little information on how to improve ot alter instruction.

The most frequently suggested alternacive to the [Q—discrepancy approach to identifying
students with learning disabilities is the use of RTI. Using this approach:

¢ Students who respond adequately to the intervention and are able to make appro-
priate progress in the classtoom are considered high responders to the intervention
and are unlikely to require special education.

* Scudents whose response to the intervention is adequate but who continue to make
less-than-adequate instructional gains in the general education classroom may qual-
ify for special education.

Pearson eTextbook
Video Example 1.3

¢ Students who make little progress when they are provided with research-based

instructional methods are very likely to require special education.
A specialist contrasts the

The implementation of an MTSS or RTI approach is relatively new, and therefore 1Q-achievement discrepancy mode
questions regarding who will provide the interventions and the extent to which vali-  and the response-to-intervention (RTI)
dated instructional practices exist in fields other than reading still need to be addressed. ~ model for identifying students with

. . . . . 1o learning disabilities. For the child, what
Nevertheless, this approach appears to be a path for idencification of learning disabili- vy sy A e o
ties that will soon be used by more and more school districes (Fuchs & Vaughn, 2012; system of identification (such as RTI)?

Grigorenko et al., 2020; Vaughn & Fuchs, 2003). See Figure 1.10. -

Consultant model

The special education teacher as a consultant is a traditional prereferral intervention
model. Classtoom teachers who have students with learning and behavioral difficulties
and other disabilities in their classtooms frequently look to the special education teacher
for advice and suppore. Teachers might ask the special education teacher to observe stu-
dents in the classroom and in other settings to provide initial suggestions for assistance.
The idea is that the special education teachers can provide instructional and behavioral
supports and observe students’ response, helping the classroom teacher and parents deter-
mine whether referral to special education might be warranted.

In a second consultant model, the special education teacher works part-time in
general educacion classrooms to assist teachers with students who have been idencified
as requiring special education but whose needs generally can be met in the general
education classroom. The special education teacher also assists teachers in implement-
g practices to enhance academic and social outcomes for students at risk for referral
to special education. In this model, the special educacion teacher assumes instructional
responsibility for selected students or a group of students and/or provides suggestions
to the general education teacher to improve outcomes for students (Solis et al., 2012}

Problem-solving model
This model provides initial strategies and support for classroom teachers before referring
a student for assessment for special educarion services. Schools may benefit in several ways
by using a problem-solving team:
» Classroom teachers have considerable knowledge and talent and can help one
another meet the needs of targeted students.
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FIGURE 1.10 Multi-Tiered Systems of Support

What does MTSS look like in schools? Following is an example
of MTSS in practice. Though MTSS models can include multiple
tiers of instruction, the three-tier mode! is the most prevalent
designed to provide a safety net for struggling readers.

s Itis January of Patrick’s kindergarten year, and although
most of his classmates have learned all the letter names
and most of the letter sounds, Patrick is having difficulty.
He identifies a few letter names and letter sounds but does
not always remember them,

» Itis April of second grade, and Mara, who has struggled
since first grade with most reading-related tasks, seems
to be falling further and further behind. She has difficulty
decoding new words, and winter benchmark assessments
show she is reading about 35 words a minute, whereas
average readers are reading about 90 to 95 words a
minute.

The three-tier reading model meets the instructional needs
of young readers, including those who are slow starters in
kindergarten, like Patrick, and those who continue to struggle
in the early elementary grades, like Mara. It is a prevention
model designed to catch students early, before they fall behind,
by providing the supports they need throughout the first four
years of school. The model consists of three tiers, or levels, of
intervention.

MTSS Tier 1: Core Reading Instruction in the General
Education Classroom

Tier 1 consists of three components: (1) core classroom

reading instruction provided to all students that is based on
evidence-based research, (2] benchmark testing at three times
during a year (fall, winter, spring} to determine instructional
needs, and (3) ongoing professional development so that
teachers are equipped to provide quality reading instruction

to their students. In Tier 1 the classroom teacher provides the
instruction. Students are at various levels of development in
critical early reading skills. Some students are able to acquire
the necessary skills through the standard instruction given by
the teacher, whereas others require more intensive instruction in
specific skill areas. Using flexible grouping and targeting specific
skills, classroom teachers are often able to meet the needs of
most of the students they teach.

MTSS Tier 2: Supplemental Intervention

For some students, focused instruction in the general education
classroom setting is not enough. To get back on track, these
students require supplemental intervention in addition to the
time allotted for core instruction. Tier 2 meets the needs of
these students by giving them an additional 30 minutes or so

of small-group instruction four to five times a week. The goal

is to support and reinforce skills being taught by the classroom
teacher, At this level of intervention, progress monitoring is used
{approximately twice a month) to ensure adequate progress is
being made on target skills. Tier 2 instruction may be provided
by the classroam teacher, a specialized reading or math teacher,
or another teacher trained in Tier 2 evidence-based practices.

MTSS Tier 3: Intensive Intervention

A small percentage of students who receive supplemental
reading instruction (Tier 2} continue to have difficulty acquiring
necessary reading skills. Additionally, some of the students
initially respond well to Tier 2 instruction but later fall behind
again and require another set of Tier 2-type interventions.
Students who have received multiple sets of Tier 2-type
interventions may require intervention that is more explicit,
more intensive, and specifically designed to meet their
individual needs. For these students, they may require more
time, e.g. two 30-minute sessions of specialized small-group
instruction or they may require more customized instruction
that is designed to meet their specific learing needs. The
special education teacher or another specialist trained in Tier 3
intervention methods may provide the instruction.

Movement through the tiers is a dynamic process, with
students entering and exiting each level of instruction as needed.
Students with significant instructional needs do not need to
wait and pass through Tier 2 in order to access more intensive
interventions in Tier 3. Once a student acquires the target skills,
he or she may no longer require supplemental instruction.

The key components of the MTSS model are (1) the use of
effective instruction, designed to meet the needs of students

at each level, and (2) assessment procedures that measure
current skills and growth over time and that are used to provide
new instruction to individual students. In contrast to previous
academic or behavioral interventions, the MTSS model provides
a system that is responsive to students’ changing needs.

Seurce: Based or 3-Tier Reading Medel: Reducing Reading Diffculties for Kindergarten thraugh: Th Ird Grade Students, by the University of Texas Center for Reading and Language Arts,
2008, Austin: Texas Education Agency; Fuchs, Fuchs, & Vaughn, 2014,

e Classroom teachers can and do help many students with disabilities. Every effort should
be made to meet students’ needs in the classroom before referral for special education.

» Teachers who work together can solve more problems more effectively than teachers
who work alone.

¢ Teachers can increase cheir skills and knowledge through solving the academic and
social problems of students.

Members of the problem-solving team can include school psychologists, reading
specialists, speech and language specialists, and other teachers with experience in effec-
tively teaching students wich academic or behavior problems.

During a problem-solving meeting, team members (using the guidelines in
Tips for Teachers 1.4) patticipate in a problem-solving process that lasts approxi-
mately 30 minutes.
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TIPS FOR TEACHERS 1.4

Problem-Solving Guidelines for Team Meetings

* Present and review summary information about students from e Discuss suggestions with all designated teachers and further
your prereferral form or notes. refine your classroom intervention plan.
» |dentify the primary concern and describe interventions you and ¢ Select an intervention or set of instructional or behavioral
other teachers have tried. procedures and assure that they can be appropriately
implemented.

¢ Consider whether the instruction provided has adequately

responded to the cultural and linguistic background of the student. » Develop a means of measuring the success of the intervention

i ) . . plan.
» Brainstorm and evaluate ideas for potentially solving the problem.

. . L + Establish a date and time for a 15-minute follow-up meeting to
* Select a goal to address the problem and identify objectives and evaluate the effectiveness of the plan.

procedures for solving it.

Adapting Instruction

In addition to participating in planning, prereferral, and referral procedures, classroom
teachers must adape curriculum and instruction to accommodarte students’ special needs
(see Figure 1.11 for models for adapting inscruction).

“What does it mean to adapt instruction for students wich disabiliries?” asked Anna
Schmidt, a 10th-grade social studies teacher. “I have certain objectives I need to meet
for all of my students. Does this mean I alter these objectives?” Anna’s questions are rel-
evanr to issues related to effective interventions. Classroom teachers can greatly help their
students with special needs by making adaptations that positively affect learning for all
students in the classroom.

Many of the adaptations you make for students with disabilities will enhance learn-
ing for all students in your classroom. For example, Maria Arguelles, an eighth-grade
teacher, develops an outline of her lectures. She projects this outline on a screen, pointing
out her location in the outline as she presents key informarion. This procedure not only
helps students with disabilities who have difficulty organizing informarcion, taking notes,
and idencifying key ideas, bur also enhances learning for all the students in her classroom.

Looking for students’ strengths and ways to say “good job” also promotes learn-
ing for all students. Jane Gordon, a fourth-grade teacher, was a pro at this. She realized
that motivation is the key to success, particularly for the students with disabilicies in her
classroom, and she put considerable effort into knowing the strengths and inrerests of each
student and recognizing those strengehs and interests whenever possible.

NO CHILD LEFT BEHIND ACT, EXPANDING
IDEIA, TESTING ACCOMMODATIONS, AND
INCLUSION

Learning Objective 1.3  Discuss No Child Left Behind and its influence
on testing accommodations for students with disabilities and the expanded
laws regarding IDEIA, inclusing early education and transition, then consider
the instructional implications of implementing inclusion and other services
provided in the continuum of services for students with disabilities.

The No Child Left Behind (NCLB) Act requires that at least 95% of students wich disabil -
ities participate in the statewide assessments that are used as standard measures of yearly
progress for school-age children. However, in 2011, flexibility in NCLB was offered as a
voluntary opportunity for state and local leaders to submit proposals for how they might
be able to alter these requirements in exchange for rigorous state-level proposals.

b%

Pearson eTextbook
Video Example 1.4

A high school science teacher
describes ways he has learned to adapt
instruction for Kevin, a student with

a learning disability. How do general
education teachers know what to do
to adapt instruction effectively for
students who have special needs?
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FIGURE 1.11 Models for adapting instruction

A three-year project invalving nine elementary and middle
schools in integrating students with moderate or severe
disabilities into generat education classrooms yielded guidelines
for change at three phases: planning, implementation, and
sustainability (Burnstein et al., 2004).

Planning
Participants reported that the most essential features of
planning for change are:

« Change process. Implement a plan for the change process
that includes (a) building a commitment to change with
teachers, administrators, and parents; (b} planning for
change; and {c) providing suppert for change.

¢ Staff development. Opportunities to learn about inclusive
practices provided motivation and preparation for change
and gave participants the tools to meet the needs of
students in inclusive settings.

o Collaborative activities. Collaborative planning and
teaching allowed special education and general education
teachers to benefit from the unique expertise that was
brought by each group and to create a collaborative
environment where meeting the special needs of students
became a priority for all teachers.

s Commitment to change. Changing practices involved
active participation of both administrators and teachers
in activities such as making available (administrators) and

* Range of program options. There was great variation in the
types of inclusive practices that occurred in schools. Some
served all students with disabilities in general education
classrooms and others offered a range of service options.
The teachers, administratars, and parents at specific school
sites determined how changes were implemented.

s School-site decision making. Although participants were
satisfied with the changes that occurred, the inclusion
models implemented locked very different from school to
school. This reflects the site-level decision making that was
made to address the specific needs of each school.

* Support services. Teachers, administrators, and parents
required training in effective teaching practices and
collaboration as well as resources such as materials and
extra staff to effectively implement inclusive practices.

Long-Term Change
Suggestions for sustaining change were as follows:

* Leadership at the district level. Administrators must
be committed to supporting long-term change and
establishing systems to continue implementation,

» Teacher satisfaction. Teachers who see the benefits of the
inclusion model for students and faculty in general and
special education are likely to sustain the new practices.

* Ongoing support. The school district must maintain
sufficient resources for ongoing staff development,

using (teachers) funds for planning time, staff development,

collaborative planning, and classroom support.
and site visits. p 9 PP

e Monitor workload. Teachers were more likely to continue
inclusive practices when they were not overloaded with too
many students or too many responsibifities in the inclusion
model.

Implementation
Inclusion looked different from school to school and was
determined by a variety of factors, including the following:

Testing Accommodations for Students
with Disabilities
Because NCLB requires annual yearly progress for students, the issues relating to testing
accommodations are significant. Testing accommeodations are designed to provide changes
in testing to prevent a studenc’s disability from interfering with determining his or her
skills. According to the National Joint Committee on Learning Disabiliries (NJCLD,
2004), the inclusion of students with disabilicies in statewide assessments should “lead
to informed teaching, improved learning, and the acquisition of needed literacy skills,
learning strategies, and social skills that allow students with learning disabiliries to access
the general education curriculum” {pp. 67-68). The hope is that by including students in
all parts of the statewide assessment process (e.g., curriculum alignment, test preparation,
assessments, and public reporting of scores), teachers and schools will raise expecrations
and the quality of instruction for low-achieving students will increase performance in
essential knowledge and skills (Thurlow & Kopriva, 2015; Ysseldyke et al., 2004).

Raising expecrations for low-achieving students and increasing cheir participation
in statewide assessments can yield positive results when students are given (a) appropriate
and individualized accommodations and (b) improved instruction in the content char will
be covered on che test. In these situatiens, students with disabilities gain greater access o
the general curriculum and can do well on assessments (Ysseldyke et al., 2004) (see Tips
for Teachers 1.5).

Rogers and colleagues (2019) provide an analysis of findings from studies of the
effects of testing accommodations on students with disabilities revealing mixed results
for specific accommodations. Furthermore, students did not perform better when rested




No Child Left Behind Act, Expanding IDEIA, Testing Accommodations, and Inclusion a3

BEE TIPS FOR TEACHERS 1.5 o

Types of Accommodations Used to Facilitate Student Participation

What types of accommodations can be used to facilitate participa- 3. Timing and scheduling—for example, shorter segments,
tion and success of students with disabilities? According to Salend more time

{2008), accommeodations can be organized into five categories: . o
4. Setting accommaodations—for example, individual

1. Presentation mode—for example, clarifying and simplifying administration, familiar setting

language, fewer items on a page
5. Linguistic accommadations—for example, respond in best

2. Response mode—for example, extra space on the page, lined or language, provide context clues
graph paper

Source: "Determining Appropriate Testing Accommadations,” by J. S. Salend, 2008, Teaching Exceptional Children, 40(4), 4-22.

in a separate area and frequently tested better in the group secting. The most prevalent of
all accommodations for testing was extended time and this accommodarion was also not
consistently associated with better performance.

Remember that each test has accommodations chat are allowed as well as those that
invalidate results. For example, it may not be acceptable to read our loud a passage that
measures reading comprehension, but it may be okay to read out loud math questions.
Also, some states allow reading aloud of specific parts of the test, for example, proper
nouns or test questions, but not other parts of the test. Recommendations for considering
accommodations on high-stakes assessments include the following (Cormier et al., 2010;
Cortiella & Boundy, 2018; Thurlow & Kopriva, 2015):

® Serting, Is the student distracted by or distracting to other students? Is the student
abte to focus in a quier classroom with 25 to 30 other children? Will alternarive
delivery or response forms be embarrassing to the student or disruptive to other
students?

* Administration. Does the child need an alternate form of test (e.g., large print for a
student with a vision impairment)? Does the student need the directions or ques-
tions read out loud?

* Timing. Does the student require extra time? Does the student need frequent breaks
to maintain attention? Does the student perform beteer at certain times of the day
than ar others? Should the order of the test sections be alternated to improve moti-
vation or decrease anxiery (e.g., allowing the student to choose the order of the test
sections)?

o Computer-based testing. The majority of studies reveal that students perform com-
parably on computer-based assessments and paper/pencil assessments, suggesting
that compucer-based assessments are an appropriate alternative for students wich
disabilities who prefer or require this accommodation.

*  Response. Should che student respond orally rather than in writing? Does the student
need assistance in recording answers {(e.g., tracking answers from a test booklet to
correctly bubbling responses on the answer sheet)?

o Use of language or American Sign Language. For students who are deaf and hard of
hearing (SDHH) consider bridging the gap between a student’s linguistic back-
ground and the language of the assessment by using American Sign Language (ASL)
to present test items.

s Englich learners (ELs) with disabilities. There is limited research on the types of accom-
modations thar are effective for scudents with disabilities who are ELs (Albedi, 2014;
Trainor ec al., 2019). Suggestions include: (a) linguistically modified tests, (b) narive
language or bilingual test booklets, and/or (c) compucer-based testing.

o Universal design. As universal design for learning is applied to accommodations for
testing, the principle is one of providing multiple means of presentation, expres-
sion, and engagement (Thurlow & Kopriva, 2015).
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Classroom teachers should be aware of the test accommodations that are in place for each
student and, as much as possible, shouid implemenc similar accommedartions during test-
preparation activities and for classroom-based assessments (see also Figure 1.5 on test
accommodations). For example, a student who will be given breaks during the sratewide
assessment should also be allowed to take breaks during practice sessions or when taking
long classroom-based assessments.

Expanding the Impact of the IDEIA

With the amendments, the impact of the IDEIA has expanded to include (a) services for
infants, toddlers, and young children from birth to age five and (b) transition planning
and services for adolescents as they move from high school to postsecondary education,
adulc life, and che world of work.

Transition from early childhood to school

Part C of the IDEIA, or early intervention services, is a state-operated program estab-
lished in 1986 to serve infants and toddlers (under age 3) and their families, Children who
exhibir at least one of the following criteria and who need assistance are served:

s Diagnosed conditions (e.g., deafness)

e Development delays (e.g., not reaching developmental milestones for talking or
walking)

o Children who are ar risk but who do not currently exhibit a disability or delay (e.g.,
physical abuse, homelessness)

Early intervention services are comprehensive services chat incorporate goals in
education, health care, and social services. The emphasis for early intervencion services is
on supporting family members accessing resources and managing the care and environ-
ment of the infant or toddler with special needs. The imporeant role the IEP plays in
program planning for school-age students with disabilities is taken on, for children from
birth to 3 years of age, by the individualized family service plan (IFSP). As the name sug-
gests, however, the IFSP broadens the focus to include not only the child but also the fam-
ily members and their needs in supporring a young child wich disabilities.

An TFSP must be designed to meet the needs of the child and the family. This pian
should provide a coordinated array of services that may be provided directly to the child
(e.g., speech therapy or occupational therapy) or may be provided to the family to assist the
child (e.g., parent training, counseling, or case management). The following services are
included:

¢ Screening and assessment

¢ Psychological assessment and intervention

¢ Qccupational and physical therapy

¢ Speech, language, and audiclogy services

» Family involvement, craining, and home visits

¢ Specialized instruction for parents and the targer youngster

¢ (Case management

e Health services that may be needed to allow the child to benefit from the interven-

tion service

The IFSP is a family-oriented approach to designing an effective management plan
for the youngster with disabilities. The IFSP must be developed by a multidisciplinary
team and should include:

¢ A description of the child's level of functioning across the developmental areas:
physical, cognitive, communicative, social or emotional, and adaptive.

¢ An assessment of the family, including a description of the family’s strengths and
needs as they relate to enhancing the development of the child with disabilities.
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* A description of the major goals or outcomes expected for the child with disabilities
and the family (as chey relate to providing opportunities for che child).

o Procedures for measuring progress, including rimelines, objectives, and evaluation
procedures.

* A description of natural environments in which the early intervention services will
be provided.

e A description of the early intervention services needed to provide appropriate help
for the child and family.

¢ Specifically, when cthe specialized intervention will begin and how long it will last.

¢ An appointed case manager.

* A specific transition plan from the birth-to-3 program into the preschool program.

If you are a kindergarten teacher, you probably will have the opportunity to teach
young children who, having received early intervention services, are making the transi-
tion from preschool to your classroom. It is imporeant to remember that for families and
children with disabilicies, these transitions are among the most significant times in cheir
lives, filled with uncertainty and concern.

As a teacher, you can help parents of children with special needs by recognizing chat
their fears and concerns are expected and realistic and by providing information about
your classroom and the school to help alleviate cheir concerns. You can alse help to facili-
tare transition from preschool to kindergarten by doing the following:

¢ Attending the IEP or IFSP meeting before transicion so that you are aware of
the child’s screngths, the goals planned, and the rechniques and strategies that
have been successful. You can meet the child’s parents and current teachers, ask
questions, and determine how this child’s goals fit with goals for your other
students.

» Meeting with che child’s parents before che transition to learn about their goals for
their child, the child’s strengrhs and needs, and seraregies they have found chat help
their child succeed in preschool.

* Secting up a regular means of communication with the child’s parents and former
reachers, particularly for the first several months. Invariably, questions will arise
thar can be answered easily by the parents and chose who have been working with
the child. Do nor hesitate to use these resources.

Section B of the IDEIA provides special education or related services to children in
the range of 3 1o 5 or 6 years old. At this stage, there is no longer any provision for chil-
dren who are ar risk, and children must exhibic a disability to receive services. However,
the werm preschool child with a disability is often used to avoid labelling very young children:

(B) The term “child with a disability” for a child age 3 through 9 may, at the discretion of
the Stare and the local education agency, include a child

i. experiencing developmental delays, as defined by the State and as measured by
appropriate diagnostic instruments and procedures, in one or more of che following
areas: physical development, cognitive development, communication development,
social or emorional development, or adaptive development; and

it. whe, by reason thereof, needs special educarion and relared services. (Sec, 602{3};
34CFR 300.7)

Preschool children who qualify are provided with a free and appropriate educarion
that is outlined in an individualized education program. Note thar the [EP focuses on
educational needs, whereas the IFSP does not. The 2004 revisions to the IDEA provide
some flexibility for families; for example, children may continue to be served in an infant/
toddler program wich an IFSP (with educational goals added) after age 3 or move on to a
designated preschool program.
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What resources are available to parents who may want to know more about their
young children with difficulties or disabilities? Consider the Center for Parent Information
and Resources (www.parentcenterhub.org) as a resource for addressing such topics as: what
is early intervention, who's eligible, what is a developmental delay, how can 1 learn more
about an IFSP, and who pays for the services.

Transition from school to work and other
post-school activities

The 2004 amendments to the IDEA mandate transition planning and transition ser-
vices for students from 16 years of age to age 21. In che IDEIA, transition services are
defined as:

a coordinated set of activiries for a child wirh a disability, designed within a resulrs-oriented
process, that is focused on improving the academic and functional achievement of the child
with a disability to facilitate the child’s movement from school to post-school activities,
including postsecondary education, vocational education, integrated employment (includ-
ing supported employment), continuing and adult education, adult services, independent
living, or community participation. (H.R. 1350, 602{34})

The law also notes that these activicies should be based on the studend’s strengths,
preferences, and incerests. The activities include instruction, community experiences,
the development of employment and other adult-living abjectives and, when apptopri-
ate, vocational evaluation, rehabilitation counseling, and the acquisition of daily living
skills.

This emphasis on transirion planning and services came in response to the grow-
ing concern about the number of students wich disabilities who were unemployed or
underemployed as adults and the limiced emphasis on vocational education and adulc
living in many secondary programs for students with disabilities. A consistent find-
ing 1s that workers with disabilities are twice as likely as workers withoue disabilities
to be in contingent and parc-time jobs. A study conducted by Schur (2003) reports
thar the primary explanation is health problems of individuals with disabilities that
make traditional full-time jobs difficult or impossible for them to hold. Even though
part-time jobs pay less, individuals with disabilities would not be able to work if it
were not for chese positions. Transirion services
for students with disabilities are even more

important under the No Child Left Behind Act
because the graduation rate is one of cthe crite-
ria to derermine if schools and districts meet
performance criteria,

Individualized transition plan (ITP)

A key component of these transition services is
the individualized transition plan (ITP) incorpo-
rated into the IEP. This rransition plan includes
the designation of “appropriate measurable
postsecondary goals based upon age appropri-
ate transition assessmencs related to training,
education, employment, and, where appropri-
ate, independent living skills” and should also
stare the cransition services (including courses
of study) needed to assist the child in reach-
ing his or her goals, as indicated by H.R. 1350

Why was IDEIA expanded to include eligibility for transition planning for EIA 2 )
individuals with disabilities from birth to age 217 In what transition activities it RN, Sl G DN E T LR
might this student be involved when he is in high school?

dent’s preferences, interests, and needs; devel-

ops a plan 5 to 7 years prior to graduation; and
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encourages coordinated efforts berween agencies, service providers, and vocational and
rehabilitation services.

Specific goals for transition, followed by a list of classes and activities that would
provide opportunities for students to meet these goals, are written into the JEP. Sample
goals follow:

o By the end of the semester, Jason will develop the skills to complete job applica-
tions successfuily (taught in career exploration class and by completing job applica-
tions with che job developer).

* By the end of the school year, Nancy will develop positive work habits (e.g., arriv-
ing on time, interacting wich coworkers) (taught in career exploration class and
during work experiences supported by che job developer).

¢ Within the next chree years, Maria will develop computer skills in word process-
ing, databases, and spreadsheets to the degree char she can effectively use them on a
job (raught in computer classes and during work experiences supported by the job
developer).

e Before che end of this school year, Jose will develop a monthly budgert of expenses
that reflects a realistic independent living arrangement, including renc, food, cloth-
ing, and other expenses, which will be reviewed by his parents and special educa-
tion teachers.

Although students with disabilities are underrepresented in postsecondary edu-
cation sertings, studenrs who continue on in school have greater access to employment
opportunities and are more likely to get a job and earn a higher salary chan those without
a postsecondary educarion (Johnson et al., 2005). High school teachers, specialists, coun-
selors, and families can prepare studencs who plan to go on to college in the following
ways (National Center on Secondary Education and Transition [NCSET], 2004; Torgerson
et al., 2004; Wood et al., 2004):

¢ Encourage students to actively participare in IEP meetings and in the development
of the individual transition plan. As with che IEP, including students in the transi-
tion planning can be an effective way to ensure a successful cransition plan (Biegun,
2020).

¢ Help students understand the nature of their disability and how it influences
learning.

s Teach strategies for developing self-determination and advocacy.

* Support students in transition activities such as educarion planning and work—
study to prepare for college.

* Help scudents and families find postsecondary setrings that are supporrive to stu-
dents with special needs.

¢ FEnsure that scudents take che courses and have the skills required for enrollment in
college.

With the increased emphasis on cransition, vocational education, and work expe-
rience opportunities during high school for students with disabiliies, many discrices
have special educarion personnel who work in this area. Mary Hinson, a job developer at
Caralina High School, is one such person. She comments on her job and the difference it
makes in helping students:

I believe that che work I do as a job developer makes the difference for many students with
disabiliries and lets them leave high school already employed and adjusted to the world of
work. What I do is work with the students, their teachers, and parents to plan a program
thar allows them to develop job and independent living skills, take relevant course work
both at the high scheool and at the communicy college, and have relevant work experiences.
A big part of my job is developing partnerships wich businesses that will provide initial
training and “the first job” for scudents with disabilities.
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Increasingly, students with disabilities are considering college as a post second-
ary experience. Think College (Thinkcollege.org) provides a website identifying the more
than 240 colleges thac provide opportunities for students with disabilities. In many of
these colleges, universal design for learning (UDL) is implemented (Rose & Meyer 2002).
UDL provides a framework for helping educators identify the planning and instructional
accommodarions to consider to make learning accessible for all students.

Clearly, Mary has a different role from thar of a typical special education teacher. If you
teach in high school, you will want to take the time to find our abour transition services and
the job developers or persons in charge of transition planning and services. Knowing about a
student’s ctransition goals will help you tailor your accommodations so char they are relevant
for the student’s long-term career goals. For example, if a student with a leamning disabilicy is
planning to enter the field of drafting, then emphasizing measuring skills in basic mach classes
and computer-assisted design in compurer classes may be particularly beneficial for chis studen.

The philosophy of this book is that classroom teachers can help their students with
disabilities by teaching “on purpose,” that is, by being mindful and proactive in using oppor-
tunities to make a difference in these students’ classroom experiences. See the 60-Second
Lesson to learn more about how to incorporate this philosophy into your reaching.

60-SECOND LESSON
TEACHING ON PURPOSE

Contrary to common belief, purposively teaching students with special needs does not need to
take a great deal of time. You can make a difference in only a minute. For example, think about
having one or two é0-second lessons with each of your students with special needs every day.
How is Darnell progressing on a given IEP objective? What directed feedback can you provide
to Marlene to help her achieve her goals? To reflect the value of short, targeted lessons in
classroom practice, a feature called “60-Second Lesson” provides an example in most chapters
of this book.

A narional evaluation of transition experiences of students with disabilities has
revealed just how necessary it is to teach on purpose to support the academic and behav-
ioral needs of all scudents (Lipscomb ec al., 2017).

s Youch wich intellectual disability and emotional disturbance are the most soctoeco-
nomically disadvantaged and also most likely to attend lower-performing schools.
Parents report that 72% of youth with intellectual disability live in low-income
households.

* Youth with autism and speech or language impairments are less socioeconom-
ically disadvantaged chan youth with an IEP overall and less likely to atrend a
lower-performing school.

¢ Youth with aurism, intellectual disability, mulciple disabilities, and orthopedic
impairments are most likely to have difficulty wich daily living withour help.

* Youth with emortional disturbance are suspended (65%), expelled (19%), and
arrested (179%) at more than rwice the rate of other youth with an [EP.

e Youth identified with aucism, intellectual disability and mulciple disabilities are
half as likely as other yourh with an IEP to have a paid job.

This evaluation demonscraces clearly chat students wich disabilities will require
extensive supports to successfully transition from school to beneficial post secondary
opportunities.

As you consider transition services for students wich disabilities, think about how
to appropriately plan and provide services for the increasingly large number of students
who are dually identified—rthat is they are identified as both English learners and stu-
dents with disabilities. Research demonstrates that students who are dually identified as
EL and with disabilicies may take a less active role in their cransition planning and require
more supports to engage in the process (Wu et al., 2021).
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Inclusion

How does inclusion relate to the continuum of services? Inclusion, the active intent of
including students with disabilities in the general education classroom, is not required
by law, but is often a means for providing an appropriate education in the least restrictive
environment, The essential element of inclusion is shared responsibility on the pare of all
educators in the school for che student with disabilities.

The effectiveness of inclusion has been the subject of extensive discussion in the
field of special education (Fuchs & Fuchs, 1994; Kauffman, 2020; Stiefel et al., 2018;
Zigmond et al., 2009). On the basis of available evidence, many factors may influence the
effectiveness of inclusion (e.g., the type and severity of disability, and services provided
in inclusive settings}. Thus, it is important to decide the placement of each student indi-
vidually on the continuum of services based on his ot her unique needs and to determnine
whether the student’s special needs are adequately met.

As we think abourt inclusion, it is important to consider that research suggests that
the perceived benefits of inclusion vary considerably for students identified with serious
emotional disturbance than for other disabilities groups (Stiefel et al., 2018). Students
with serious emotional disturbance have low feelings of inclusion from peers and teachers
regardless of the amount of time they are placed in general education. In chis large-scale
study in New York City, there were virtually no differences berween feelings of inclu-
sion for students with disabilities who were primarily in exclusive settings (minimal cime
in the general education classroom) compared with students in more inclusive secrings
{(considerable time in the general education classroom). Perhaps an important lesson from
this large-scale study is that educators have opportunities to facilitate the acceptance and
inclusion of all students with disabilities regardless of the amount of time the students
spend in general education settings.

In practice, the terms mainstreaming and inclusion can be used interchangeably. They
can have very different meanings, however. Mainstreaming refers to the participation of
students with disabilities in general education classrooms to the extent chat is appropriate
to meet their needs. Inclusion refets to the education of students with disabilities with
their nondisabled peers, with special education supports and services being provided as
necessary. Advocates of full inclusion believe that all students with disabilities should
be educated in the general education classroom all the time (Kirby, 2017; Stainback &
Stainback, 1992). Pull-out services (e.g., special education resource-room models) are not
options for full-inclusion advocates because students wich disabilities are not educated
entirely in the same setting {i.e., the general education classroom) as students without dis-
abiliries. A meta-analysis examining research studies on inclusion models indicates that
inclusive sectings can be effective for some, although not all, scudents wich disabilities
{Zigmond, 2003). For example, Salend & Duhaney (2007) reported that students with
severe disabilities who were educated in inclusive sectings demonstrated increases in skills
acquired, time on task, and exposure to more extensive academic content than those edu-
cated in other settings. Also, students in inclusive settings had more friends, greater social
acceptance, and higher seif-concepts. Justice (2014) reported that for young students wich
disabilities language outcomes were affected by the language development of peers in
their classtoom. Of course, for many, the access to fully inclusive classrooms provides
opportunities for acadernic and social growth for all learners (Florian, 2013).

Also, students in inclusive settings had more friends, greater social acceptance, and
higher self-concepts. Justice (2014) reported that for young students with disabilities lan-
guage outcomes were affected by the language development of peers in their classroom.
Of course, for many, the access to fully inclusive classrooms provides opportunities for
academic and social growth for all learners (Florian, 2013).

At issue is the extent to which a continuum of services is maintained. Earlier in
this chapter, the range of educational options for students with disabilities (e.g., the
self-contained special education classroom, homebound instruction, and resource room)
was presented. This is the continuum of services that advocates of inclusion want to main-
tain. Advocates of full inclusion are concerned, however, that maintaining a continuum of

Pearson eTextbook
Video Example 1.5

The general education teacher in this
inclusion setting provides extra prompts
for Daniel, a student with disabilities.
Daniel is pulled out for special
education services but participates

in general education as much as
possible. Based on research studies
about the positive effects of inclusion,
how is Daniel likely to benefit from his
participation in this inclusion classroom?
]
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FIGURE 1.12 Guidelines for responsible inclusion

Responsible Inclusion Irresponsible Inclusion
The student comes first. The place comes first.

The priority is the extent to which the student makes academic The priority is the place in which the student’s education occurs.
and/or social progress.

Adequate resources are considered and provided for in Resources are not considered before the establishment of

inclusive classrooms. inclusion.

Both personnel and materials are required to develop and Inclusion is established with little consideration for the necessary

maintain effective inclusive classrooms. personnel and physical resources.

A continuum of services is maintained. Full inclusion is the only service-delivery model.

A range of education programs is available to meet the unique All students are placed in general education classrooms,

needs of students with disabilities. regardless of their needs.

The service-delivery model is evaluated on an ongoing basis.  The service-delivery model is not evaluated on an ongoing
basis.

The success of the service-delivery model is evaluated with When problems occur, personnel are blamed rather than the

consideration for the extent to which it meets the student’s model being evaluated.

academic and social needs.

There is ongoing professional development. Professional development is not part of the model.

The curricula and instruction meet the needs of all students. Curricula and instruction that meet the needs of al! students

are not considered.
Services provided to students are flexible. Services are defined and not readily altered.

Teaching assistants provide in-class support that includes pairs Teaching assistants support the student with a disability only,
and small groups of students.

Instructional practices and behavioral approaches are Considerable variation in quality of practices is observed.
recognized as good practice. Universal Design for Learning is not utilized.

Universal Design for Learning (UDL) provides a framewark
for making learning accessible

Sources: "Responsible Inclusion for Students with Learning Disabilities,” by S. Vaughn & J. 5. Schumm, 1995, Journal of Learning Disabilities, 28(5), 267; and "Inclusive school placements
and surplus/deficit in performance for students with inteflectual disabiiities: s there a connection?” by M. L. Waldron & J. McLeskey, 2010, Lifespan and Disability, X!IK1), 29-42.

services will prevent real integration of students with disabilities. The concern is that if
the option for separation or pull-out from the regular classroom is available, educators will
too easily choose it. Debate continues over the extent to which full inclusion should be
required for all students with disabilities. We recognize that the central issue is the extent
to which the academic and social progress of students with disabilities is monitored and
adjustments provided if progress is not adequate. Figure 1.12 summarizes guidelines for
responsible inclusion,

Accessing Information about Students

How do you learn everything you need to know about your students with disabilities?
One of the most difficult aspects of working with students with disabilities is figuring
ourt just whae they need and what you need to do to help them be successful while they
are in your classroom. The first step is accessing information about your students. At a
minimum, teachers should have information abouc the student’s educational and social—
emotional needs and about the modifications and accommeodations that are required for
this student. Although it is important to participate in the IEP process and to read each
student’s IEP, it is also useful to have information that is easily accessible to you in your
classroom.

One way to keep track of the needs of your students is to have a program outline for
each student with disabilities that provides a quick overview of your students. Sometimes
a special education teacher will make a program outline for each student, or you can cre-
ate one yourself by looking at the IEP, assessment informacion from the schools, progress
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monicoring dara, and reports provided by previous teachers. The focus of che outline is to
provide a one- to two-page document that has the critical informartion you need to assure
you ate meeting the student’s needs. Consider the following:

* Descriptive information about the student including disability and contact infor-
mation for parent.

¢ Description of current and previous special education services.

¢ Description of instructional adaptations that are recommended.

¢ Assessment data related to academic performance.

* Assessment data related to social-emotional development.

¢ ‘Types of reinforcers and supports thar are effective.

¢ Inscructional goals and objectives.

¢ Students’ likes and dislikes.
Items contained in the program outline are information on the disability, strengths

and needs, IEP objectives, medical or other needs, grading accommodations, mstructional

modifications, and contact information. A second piece of useful information is an accom-
modation checklist (see Figure 1.13).

FIGURE 1.13 Accommodation Checklist

R

Accommodation 5 Subject Area/Course

1. Highlighted texts _
Taped texts !
Simplified texts

Manipulatives

Note-taking assistance

Access to study aid {e.g., number chart, map, dictionary)
Peer buddy

@ N o U e wN

i 8. Peer tutor

i 9. Assignment notebook

| 10. Extended time on assignments

11. Shortened assignments

12. Alternate presentation format

13. Small-group instruction

14. Repeat directions

15. Increased verbal response

16. Check for understanding

17. Frequent breaks

18. Preferential seating

19. Assistive technology (list technology)
20. Calculator

21. Study guides

22. Extended time on tests

23. Tests in special education classroom
24, Oral tests

25. Alternative tests

26. Read-aloud tests

27. Other
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Pearson eTextbook
Video Example 1.6

In their dialogue, two experts discuss
why full inclusion in the general
education classroom is not the best
placement for some children with
disabilities. Explain the statement when
the specialist in this discussion says,

"I lke to think of the least restrictive
environment as the most enabling
environment.” What does she mean? To
what extent do you agree? Explain.

Usually part of the 1EP, the checklist should be referenced during planning to
ensure that you are providing the student with necessary support and access to the cur-
riculum during your lessons.

Inclusion Issues

As previously mentioned, not everyone agrees on every aspect of the education of students
with disabiliries. Most educational professionals do support the access to a continuum
of services for students with disabilities with an aim towards assuring students are in
the general education classroom with their peers as much as possible. One issue that has
aroused controversy is the view that all students with disabilities need to be educated in
an inclusive setting—typically referred to as full inclusion. The atgument is that stu-
dents with disabilities need to be educated in the most normalized environment available
and that extensive experience with persons without disabilities is essential to the social
and academic growth of students with disabilities. The extent to which these experiences
can be provided, while not abolishing required special education support services, should
serve as the guiding principle (Fuchs et al., 2011).

The arguments presented in Figure 1,14 are really not for or against inclusion.

All advocates believe that students with disabiliries should be educated in general
education secrings to the extent possible. Actually, an examination of data from reports
to Congress regarding placement practices for students with learning disabilities revealed
that such students are educated in increasingly less restrictive settings (U.8. Department
of Education, 2020). However, the data do not provide insight into how schools have pro-
vided appropriate accommodations and support services to these students placed in less
restrictive settings. Of concern is the extent to which specialized support services aimed at
meeting the learning and behavior needs of students with disabilities should be available.

Cortina Fernandez, a fourth-grade teacher, describes the strategy she uses success-
fully to incorporate students wich disabilities into her general education classroom:

First, I work very closely with the special education teacher, Before a scudent is placed into
my classroom, I find out as much as [ can about what the student likes, what they can do,
what their academic strengths are, what they enjoy doing outside of school, and what they
can teach me and other students in the classroom.

Second, I find out what they need to know, where they are in terms of ctheir academic prog-

ress, and what skills they need to learn, both academically and socially, T ger chis infor-
mation from the student’s IEP, from the previous teacher, usually the special education

education classes all the time.

FIGURE 1.14 Arguments for full inclusion and maintenance of the continuum of services

ARGUMENTS FOR FULL INCLUSION
* Students with disabilities should be educated in general

ARGUMENTS FOR MAINTAINING CONTINUUM
OF SERVICES

* Students with disabilities should be educated in general
education classes to the extent that this meets their

Students with disabilities should not be pulled out of
the general education classroom to receive specialized
education.

Benefits of placing students with disabilities in specialized
classes, for either their academic or social growth, have not
been adequately demonstrated.

Comprehensive, professional development that prepares
teachers to meet the educational and social needs of all
students is required.

All students with disabilities have the right to education
in the most normalized setting—the general education
classroom.

educational and behavioral needs.

Some students with disabilities need to have their educational
needs met outside of the general education classroom for
part or all of the school day. A continuum of services to meet
the needs of students with disabilities is required.

Benefits and pitfalls of full-incfusion models for all students
with disabilities have not been empirically documented.

General education teachers are inadequately prepared to
meet the specialized needs of all students with disabilities.

Inclusion is a philosophy, not a place. Students have the
right to receive the appropriate educational services to
fulfill their learning needs at the most suitable site.
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teacher, and, if possible, by interviewing the student and the parent before the student is
placed into my classroom.

Third, I work with all of the students 1n my classroom to assure thac every child is a mem-
ber of our community. Our learning community provides support and assistance for every
other member and provides social suppore as well. This ongoing philosophy maintains a
classroom environment in which all children are accepted, an essential ingredient to the
success for mainstreaming of students with disabilities. 1 also make the success of every
student in the class the responsibility of every other student. While I'm the teacher in the
classroem and take that responsibility seriously, our learning community is one in which
each child reaches each other, Thus, it's imporrant to find out what everyone knows and
whart everyone needs to know so we can all work together, 1 also closely monitor the prog-
ress of every student in my classroom, particularly studentes with disabilities. 1 frequently
check in with them, make sure they know whart they're doing, and assure that they are
making expecred progress.

Fourth, communication is essential to the successful mainstreaming of students with dis-
abilities. This communication occurs between myself and all the spectalists, myself and
the parent, as well as myself and other students in my class. However, I do not feel the
communication is solely a one-way street. I hold the special education teacher and other
specialiscs responsible for communicating with me, as well as encourage the parents to
talk to me as frequently as they feel necessary. In addition, communication is part of the
responsibility of students. They need to inform me about what they are doing well and
where they need help. I encourage this communication by being open and receptive when
they want to tatk to me. Successful mainstreaming is more than just what I do as a class-
room teacher. It’s how I think and how I convey chis to all the students and teachers in
my school.

1 SUMMARY

B The Individuals with Disabilities Education Improvement B Among the responsibilities of the classroom teacher are

Act (IDEIA; which incorporates and extends PL. 94-142)
and the Vocational Rehabilitation Act (PL. 93-112) are the
two primary laws that have increased the opportunities and
services available to individuals with disabilities. The IDEIA
and the Vocational Rehabilitation Act changed the way stu-
dents with special needs are educated. Among the provisions
of the IDEIA is the concept of educational settings providing
a continuum of services placing students in the least restric-
tive environment, meaning that students are best served in
settings most similar to those of their peers withour disabili-
ties in which they can learn (ideally, moving to less and less
restrictive settings). The individualized education program
(IEP) is developed and implemented by the multidisciplinary
teamn, the goal being the appropriate education of all students.

participating in the referral and planning process for stu-
dents with special needs as well as working with other
professionals such as those who participate on the teacher
assistance team. Also important is understanding how to
make adaptations to instruction to meet the needs of stu-
dents with special needs.

B The IDEIA has been expanded to include services for

young children (birth to age 5) and to incorporate tran-
sition planning and services for students in secondary
schools. Inclusive education models include mainstream-
ing and full inclusion to promote appropriate placement
of students with disabilities in the general education
classroom,
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THINK AND APPLY

1.

Now that you have read Chapter 1, review Elizabeth’s
account of her experience at the beginning of this chapter. If
you could talk with Elizabeth directly, what questions would
you ask her? List any questions or concerns you currently
have abour teaching students with disabilities. Then, after
you read each chapter, consult your list again and check off
any questions that you can answer satisfacrorily. File your
petsonal inquiries in your teaching portfelio and record your
answers as you progress through the book,

. Sit in on an IEP meeting. Who were the participants?

What roles did each participant play? If cthe professionals

attending the IEP meeting asked you for advice as to how
to better include parents, what would you offer? Based on
the roles of the participants, what role do you see yourself

playing?

. Interview one or more teachers who have students with

disabilities in their classrooms. Ask these teachers to
identify any key practices they implement thar they
believe make a difference. Ask also what they wish they
knew more about and what they will do to learn more.
What resources do they find most helpful?



Learning
Obijectives
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Multi-Tiered Systems
of Support (MTSS):
Developing Equity
for All Learners

After reading this chapter, you should be able to

2.1 Provide a rationale for the importance of implementing a response to
intervention (RT1) or multi-tiered systems of support (MTSS) model in
schools and describe the issues that led to their development.

2.2 Describe an RTi or MTSS model, including the components and
implementation practices and how they can be implemented to assure
equity for all learners.

2.3 Provide a rationale for screening and progress monitoring, including
how these practices influence decision making about interventions.

2.4 Discuss the approaches to implementing interventions for students within an

RTI or MTSS model and consider issues such as culturally and linguistically
diverse students, the role of parents, and the role of the classroom teacher.
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Pearson eTextbook
Video Example 2.5

Rocky River Elementary School uses

a three-tiered RTI system to identify
students who have learning disabilities.
Ms. Conley describes the grade-level

RTI meetings and the schoel-wide

RTI team. In this system, who makes
decisions about a child’s placement in

Tier 37

—

S. Evaluate the plan. After 10 weeks, the problem-solving team determined that
Thomas was making very good progress, and the team artributed it to the
additional inscruction he was receiving. They projected that after about 10 more
weeks of supplemental intervention he would be caught up with his classmates.
The team agreed thar both the adjustments to the Tier 1-classroom instruction
and the intervencion (Tier 2) were effective.

This approach maximizes problem-solving opportunities by allowing teams to be flex-
ible. Mrs. Denton appreciated that her professional expertise was valued burt realized
that it took considerable cime to attend meetings with other professionals and design
effective interventions for the students in her class who were behind in reading and
math. Ms. Chung appreciated rhe contributions of the problem-solving team and its
recommendation to involve the school psychologist. Together, she felt chat they had
come up with a successful intervention for Thomas.

Differences Between the Standard
Protocol and Problem-Solving Models

Ms. Tackett, Mrs. Denton, and Ms. Chung all raught at schools that were implementing
RTI models, yet Ms. Tackett was implementing a standard protocol intervention and Mrs.
Denton and Ms. Chung were implementing a problem-solving intervention for the stu-
dents in their classes requiring interventions. Research suggests that both of the models
can be effective, and in fact, mos sites implement a hybrid in which aspects of each model
are used (Tacket, 2009).

The fundamental difference berween the standard treatment protocol and the
problem-solving model is the extent to which decision-making teams engage in analyz-
ing individual student data before selecting and implementing interventions (Burns &
Gibbons, 2013; Christ et al., 2005). With a standard treatment protocol, there is little
examination of the reasons for a child’s struggles. The racionale is that for secondary
intervencions, there is considerable evidence about what interventions are effective, and
the best strategy is to implement an effective intervention. in contrast, the problem-
solving model is more flexible. The emphasis is on individualized, targeted interventions
based on an analysis of the learning context, environmental conditions, and instructional
variables as well as on a student’s progress-monitoring and other assessment dara (Spear-
Swerling, 2015; Tilly et al., 1999 heep://iris.peabody.vanderbilt.edu/rti01_overview/
chalcycle.htm.)

Decision-Making Teams (MTSS Leadership
Teams and MTSS Coaching)

How is the MTSS model implemenced within schools? Who cakes the leadership role for
directing MTSS? The answers to these questions vary by school and district. It is com-
mon to have a team of professionals who work together to guide the MTSS process at the
school level. Campus leadership teams might have one or more commitcees, and member-
ship might be flexible, depending on the expertise needed. Some schools have commit-
tees that focus on each aspect of the MTSS model: Assessment, Instruction, Intervention,
and Professional Development. They provide input into the design of the campus MTS8S
model, and use student data to progress monitor and evaluate its implementation. You
may be asked to be a committee member to provide insights into curriculum expecta-
cions and suggestions for what interventions might be effective with students, or you
may be asked only to atrend meetings that are relevant to students you teach. It is likely
that you will be asked ro conduct screening measures of reading and math and to use
progress-monitoring measures to determine ac-risk students’ ongoing progress.

Campus leadership teams comprise members with relevant expertise. Ideally teams
may have an expert in the targeted area of concern {e.g., reading, mathematics, behavior);
one in administering and interpreting results of screening measures; and, for students
receiving special education services, a ream member with expertise in learning disabilities.
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TIPS FOR TEACHERS 2.3 - P

How Campus Leadership Team Members Facilitate MTSS

Members of the decision-making team facilitate the MTSS processin e Facilitating instructional decision making.

several ways, including:
Y ° ¢ Providing material and human resources to implement the MTSS

s Reviewing progress-monitoring data of students in interventions process.

and for grade levels and the school as a whole.
¢ Qrganizing intervention groups and monitoring their

» Observing classroom lessons to ensure that research-based effectiveness.

instruction is occurring.
¢ Interpreting screening, progress monitoring, and other

» Providing professional development to teachers and other key assessment data.

educators.
* Communicating with key stakeholders to be sure instructional

» Agsisting with data collection and monitoring. and behavioral plans across treatments are aligned.

“The overall purpose of the leadership ream is to ensure that the MTSS model in the
school is implemented effectively and thart all students who need additional supporr are
identified early, provided appropriate interventions, and monitored over time. See Tips for
Teachers 2.3 for more about how team members facilitate the MTSS process.

Mr. Chan works in an elementary school in California. He describes how his campus
leadership team works:

When the majority of a class is progressing and abour 20% or fewer of the students differ
from their peers in rate of progress, then the role of the team is to determine which Tier 2
incerventions to implement with students who are slower to respond. When students who
are receiving Tier 2 interventions continue to experience difficulty, the decision-making
ceam convenes to determine which steps to take next. The team might decide to try different
Tier 2 interventions, or perhaps more incensive Tier 3 interventions. The team might decide
te initiate a more comprehensive evaluation for possible special education identification.

Mr. Chan’s experience is similar to thar of other teachers who are in schools using an
MTSS framework. It is imporrant to clarify when due process requirements are applied. For
screening and interventions provided to students in the general education program, parent
permission is not needed. However, parents must be informed if their child is receiving inter-
vention, and kept informed of their child's progress. They have the right to request an evalua-
tion for special education at any time. When students are suspected of having a disabiliry, due
process safeguards apply and parents must provide permission for an evaluation to take place,

Considering the knowledge, skills, and leadership needed to effectively implement
MTS$S, how can the necessary talent required at each school and districe be developed? One
way to develop this talent is to engage personnel in ongoing coaching from local experts
{Freeman et al., 2017). Coaches can work directly wich teachers or with school-level teams
to facilitate their acquisition of the necessary skills to collect, use, and interpret dara and
to make meaningful decisions to influence instruction.

SPECIAL CONSIDERATIONS
FOR IMPLEMENTING MTSS

Learning Objective 2.4  Discuss the approaches to implementing
interventions for students within an RTI or MTSS model and consider issues
such as culturally and linguistically diverse students, the role of parents, and
the role of the classroom teacher.

One of the important concributions of using a multi-tiered system in which students are
provided primary (Tier 1), secondary (Tier 2), and terciary (Tier 3) incervencions is that
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it is possible o quickly identify when students are falling behind and provide additional
intervention that is rargeted to meet their needs. Forrunarely, the majority of students
respond well when provided additional intervention (Tier 2). However, since the goal
of MTSS 1s to identify early students who need academic or behavioral supports, consid-
eration for whecher the intervention selected adequately addresses the diverse needs of
students is a necessary consideration.

Responders and Nonresponders to Intervention

We refer to students who respond well to intervention as responders or high responders.
These students may need additional intervention in the future bur are generally able to
maintain grade-level performance or near-grade-level performance with occasional Tier 2
intervention. An example of a good response is when the gap narrows between a student’s
rate and level of progress and that of her or his peers. In other words, the student seems
o be catching up.

On the other hand, students who make minimal or no gains after being ranghc
with high-quality, validated interventions are considered to be inadequately responding
to intervention; in other words, they may be referred to as nonresponders, buc techni-
cally they are low responders or inadequate responders because it 1s exceedingly uncom-
mon that scudents have no response to an intervention. For these students, the gap keeps
growing becween them and cheir peers; these students may need more intensive long-term
interventions, and if they continue to demonstrate low response, may benefit from referral
and placement in special education. See Tips for Teachers 2.4 for some guidelines regard-
ing what RTI can and cannort do.

Identifying inadequate responders

Scudents who respond inadequately to an intervention do not make expected progress
evens when instructed with a research-based approach. However, teachers must realize chat
not all scudents learn in the same way. They need ro understand char although one stu-
dent may respond well to a given research-based intervention, another student may not.
Research can only help us make educated guesses about which instructional practices are
most likely to benefic the greatest number of children. Bur even in the best research stud-
ies, some students might actually respond better to an alternative approach. Therefore,
when a child does not seem to be responding to an instructional method, it is important to
try a different approach. RTT researcher Amanda VanDerHayden defines nonresponders as

TIPS FOR TEACHERS 2.4 o

What Multi-Tiered Systems of Support (MTSS) Can and Cannot Do

MTSS neither creates nor remedies all learning difficulties and .

behavior problems. However, models such as MTSS provide a
safety net for students who might end up in special education
simply because they have not been provided adequate instruc-
tion or appropriate interventions prior to being referred for spe-
cial education services.

MTSS is a dynamic model that allows students to move between
levels of interventions depending on results of ongoing
progress-monitoring and benchmark assessments. Thus, students
are not "placed” in Tier 2 for multiple years without extensive
consideration of their progress and how instruction might be
modified to better meet their educational needs.

The key to MTSS models is to provide effective instruction early
to ensure that students are provided with the resources and
support they need to become proficient learners.

Classroom academic and behavioral supports (Tier 1} is an
essential feature of an effective MTSS approach.

Successful implementation of MTSS requires all teachers to
provide research-based instruction to ensure that students who
are not adequately progressing need specialized instruction.

Consider providing students the level of intensity of instruction
they require rather than waiting for them to “pass through”
successive tiers of instruction. In other words, if students

have extensive needs, move them quickly into more intensive
interventions.

Develop guidelines for students in grades four to eight that
provide more intensive interventions quickly. Older students
who have been provided MTSS-type models in early elementary
grades and are continuing to demonstrate significant problems
benefit from more intensive interventions immediately.
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TIPS FOR TEACHERS 2.5

|dentifying Why Children Do Not Respond to Instruction

Before concluding that a student is responding inadequately to
an intervention and needs more intensive services, consider the

following:

s Consider changing an instructional approach—even when it has

been effective with many other students. It may need to be mod-

ified and more customized to the learning needs of the student
in order to have positive results.

* The level of instruction might not be a good match for the child.

¢ The environment might not be conducive to learning.

The teacher may not be aligning instruction well or engaging
student.

The student may have social, emotional, or home issues
interfering with learning.

The intervention may not be delivered with fidelity.

Consider whether the persistent difficulty experienced by the
child can be improved by changing the curriculum, setting,
teacher, or reinforcers.

the

“students for whom we have not yet found the right intervenrion” (personal communica-
tion, February 2006). (See Tips for Teachers 2.5 for help in identifying why children may
not respond adequately to instruction.)
Figure 2.3 provides guidelines for implementing effective Tier 3 intervencions.

FIGURE 2.3 Guidelines for implementing effective intensive interventions

Assure students have been provided research-based Tier
1 instruction. Students who have been provided inadequate
classroom instruction will require only intensive types of
instruction like those in Tier 3 if they are multiple grade
levels behind. Otherwise, supporting Tier 1 and Tier 2
instruction are the first steps.

Assure students have been provided with a research-based
Tier 2 intervention. Students requiring intensive interventions
should either: (a} demonstrate significant learning needs that
were not adequately addressed through Tiers 1 and 2, or (b)
demonstrate significant learning problems that would benefit
from more intensive intervention.

Use diagnostic and progress-monitoring data to
determine students’ instructional needs. Studenis who are
provided intensive interventions have previously received
other interventions as well as progress-monitoring measures
and assessments. Use this information to design and modify
research-based approaches that are aligned with their
instructional needs.

Provide opportunities to transfer skills to new information
and settings. We often recognize that students are
successful at performing math or reading skills in the
intervention setting but do not transfer these skills to

other settings such as the classroom or to other tasks (e.g.,
different text types). Deliberately building transfer activities
into intervention instruction and supporting transfer of these
skills to other tasks and settings is an essential feature of
implermenting intensive interventions.

Use diagnostic measures to supplement information

on students’ needs. When appropriate, use diagnostic
measures to further determine students’ learning needs and
assist in designing the most effective instruction.

Provide daily, targeted instruction that is explicit,
systematic, and with ample opportunities for students

to demonstrate what they are learning with quality
feedback. Students in intensive interventions require very
systematic and well-targeted instruction taking advantage of
every opportunity for students to learn.

Provide very intensive instruction through small group size
or one-on-one instruction. Students who require intensive
instruction will require learning groups that are very small so
that they can have instruction specifically matched to their
learning needs with increased opportunities for corrective
feedback and practice to automaticity.

Provide intervention for as much supplemental time as
possible. Students with significant learning needs are unlikely
to catch up with interventions provided for only 20 to 30
minutes a day.

If possible, provide additional and extended instructional
sessions. This may mean that some students are provided
intensive interventions more than once per day, and for some
students, before- or after-school interventions are required.

Vary the intervention practices to maximize effective
outcomes. Interventions may need to be varied to include
more or less phonics instruction, the type of phonics
instruction, more or less emphasis on narrative and
information texts, and variation in levels of text encountered.

Students in grade three or higher with very low academic
scores in reading or math relative to grade-level
expectations may be better served if placed immediately
in intensive interventions. The rationale is that if students
are in the upper elementary and secondary grades and are
significantly behind, it may not be appropriate for them to
be placed in less intensive interventions.

Communicate frequently with parents and other key
stakeholders. Parents and other key stakeholders will want to
know the progress of students with significant problems and
practices that they can implement to provide additional support.

Sources: Vaughn et al. {2010); Vaughn et al. (2014); L Fuchs et al. {2018).
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TIPS FOR TEACHERS 2.6

Determining Whether a Research-Based Intervention Was Implemented Appropriately

To determine whether a research-based intervention is implemented ¢  |dentify whether the key components in the intervention

appropriately:

» Examine the program to determine whether it has been vali-

program (e.g., phonemic awareness, fluency} align with the key
components of instruction needed by the student.

dated with students like those in the class. s Establish whether teachers are sufficiently differentiating

instruction to meet diverse student needs.

¢ Determine whether instruction is at an appropriate level for
students le.g., reading level of materials is appropriate for the

target student}.

Pearson eTextbook
Video Example 2.6

A high school teacher coaches English
learners to interpret key words found

in examples of written instructions

they have received from other teachers
in their various classes. How might
these interpretation skills help English
learners and affect their placement in
an RTI system?

i

Implementing Interventions

Teachers vary a great deal in how they apply differenc instructional approaches. How well
a teacher implements a practice affects how well students learn (Al Otaiba & Fuchs, 2006,
Spear-Swerling, 2015). This commonsense finding has important implications for any-
one implementing RTI. How can you determine whether a reseatch-based program was
implemented well? Observing the teacher or interventionist is necessary to determine
whether a program is well implemented and appropriate for students. A student rmay not
be responding well to the program, but it may not necessarily be because the program is
not appropriate for the student; it could be that che teacher may not be using it effectively.
Maybe che teacher is struggling with classroom management and needs assistance in this
area before being able to focus more on instruction. In any case, it is important to explore
what can be done to improve instruction (see Tips for Teachers 2.6).

Classroom observations are a valuable part of every MTSS model (Vaughn & Fuchs,
2012; Vellutine et al., 2007). Vellurino and colleagues (2007} note that, “Intervention ac
this level is based on the assumption that many if not most struggling readers will be able
to profic from relevant modificacions in classroom literacy instruction, despite the fact
that they were (apparently) less well equipped than their normally achieving classmates to
compensate for inadequacies in reading instruction” {p. 186). This recognition that many
students struggle when their instruction is inadequate is an imporrant one, with signifi-
cant implications for culturally and linguistically diverse students who often are educated
in high-poverty, high-needs schools in which teachers are sometimes not as qualified as
thase in more affluent schools (Harry & Klingner, 2006, 2014).

MTSS for Students Who Are Culturally
and Linguistically Diverse

MTSS has cthe potential to improve outcomes for students who are culturally and lin-
guistically diverse and to more accurately determine which of these students need special
educarion services (Harry & Klingner, 2014; Klingner & Edwards, 2006). MTSS prac-
tices that are responsive to the culrural and linguistic needs of students can assist teach-
ers in determining whether students’ progress is related to whart chey are being raught,
their background experiences, or how they are being instructed. The success of MTSS
depends on the quality of the team involved. Without sufficient knowledge about cultural
and linguistic diversity, for example, educators implementing MTSS may presume that
a child who does not make progress at a certain pace must have a disability rather than
recognizing thar the child may need additional rime and support while learning English.
Educators may also equate cultural differences with culrural deficits, which may influence
their interpretations of their diverse students’ behaviors (Klingner & Solano-Flores, 2007}

Although the process of learning to read in a child's second language is similaf
to learning to read in his or her first language, there also are imporcant differences of
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which teachers may not be aware. Second language acquisition, best
practices for English learners (ELs}), and culrural variations should
be considered when assessing student progress, designing inter-
venrions, and interpreting English language learners’ responses to
intervenrions.

MTSS approaches that respond to the cultural and linguistic
diversity of students focus on undersranding external or environ-
mental factors that affect their opporcunity to learn in addition to
personal factors. For MTSS to be most effective, team members must
have expertise in cultural and linguistic diversity and be knowledge-
able about interventions that have been effective with culturally and
linguistically diverse students with different needs.

In implementing MTSS approaches with ELs, a significant
challenge is determining scudents’ knowledge and skills in cheir What can this teacher do to determine whether this child
first language and then underscanding their performance in cheir is one of the under-identified children with a learning
second language (English). For example, there are subgroups of stu- disjakf"ity or-whether the language barrier is hindering this
dencs whose literacy knowledge and skills in their first language child's learning?

(e.g., Spanish) are adequate, but whose literacy skills in cheir second

language (e.g., English) are low. These students have demonstrated che capacity to acquire
reading skills and now require instruction so they can apply those skills to the acquisi-
tion of English lireracy. Other students may have low literacy in both their first language
and English because they have not received adequate instruction in eicher language. Scill
another group of students, the smallest group, demonscrates low literacy skills in both
their first language and English even after receiving adequate instruction. For more on
using MTSS approaches wich ELs, see Tips for Teachers 2.7,

When students demonstrate reading or math difficulties, providing small-group
intensive interventions that target their instructional needs and then monitoring their
progress ensures thar instruction is modified to meet the needs of students.

Tips for Teachers 2.7A Creating Culturally Responsive Classrooms (https://elitetexas
.org; Used with permission from Meadows Center for Preventing Educational Risk; The
University of Texas at Austin).

The third graders in Mrs. Arbenz’s class are into cheir third week of the thematic

unit “Birds Around the World.” The class has a number of scudents who are scruggling
with decoding and comprehending the third prade basal readers her school district
requires her to use as part of the reading curriculum, so Mrs. Arbenz has included a num-
ber of activities and additional nature books and magazines to scaffold (provide guided
support) students’ motivation and literacy skills. Students have participated in several
activities including bird warching, examining bird feachers, and making bird feeders.
Mrs. Arbenz teaches using several literacy strategies: identifying new vocabulary and key
words, activating prior knowledge, questioning, and summarizing. In today’s lesson on
graphic organization, Mrs. Arbenz stands at the front of the room holding up index cards
with bird names and pictures of habicats that represent the different categories of birds
{e.g. wetlands, arcric, desert, etc.). William and Maki are sitting in the back row and can-
not see the pictures, but they try to follow along based on what is being said. Fernando
raises his hand to comment on the birds of San Juan, where he is from, and Mrs. Arbenz
reminds him thar they are tatking about birds, not cities.

As you consider this scenario, reflect on your observations in your own classes and
those of other teachers. Consider the following:

1. How do the rules and routines of classroom participation, conversacion, and
interaction affect (both positively and negarively) opportunities to learn?

2, Does the reacher use students’ unique preferences, identities, and backgrounds to
create and support opportunities to learn? If yes, how so?

3. How do issues related to che larger educational system (e.g., scandardized curricula,
class size, etc.) impact opportunities for yoxr own educarional experiences?

Visuals Stock/Alamy Stock Photo
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TIPS FOR TEACHERS 2.7

Using Multi-Tiered Systems of Support (MTSS) with English Learners (ELs)

To help determine how you can best provide instruction to your ELs,
consider the following questions:

s What skills must educators have to effectively implement MTSS
for ELs? Having professional development provided to all edu-
cational stakeholders enhances knowledge and skills; however,a  «
team of educators with knowledge is likely to be even more valu-
able. For example, a problem-solving team with knowledge and
experience working with ELs can be a resource to facilitate deci-
sion making and to design instructional supports. The more the
team knows about the development of oral language, early lit-
eracy, students’ home language, contextual considerations, and
the cultural backgrounds of students, the more likely the team
will make appropriate decisions about interpreting screening and
assessment results and in designing appropriate interventions.

o How is screening implemented with ELs? ELs can be screened
on the same early reading indicators as native English language
speakers, including phonological awareness, letter knowledge,
and word and text reading. Universal screenings must be
conducted using native language and/or English measures
that have deronstrated high validity and reliability. Provide
instructional support to ELs with low performance in reading
areas even when oral language skills in English are low.
Interventions should simultaneously address development of .
language and literacy skills in English.

e How is progress monitoring effectively implemented with ELs?
Monitor the progress of ELs as frequently as you monitor the
progress of all other students—a minimum of three times per
year for students at grade level or above and three to six times
per year for students at risk for reading problems. Consider
students’ accents and pronunciations when scoring English
measures and provide appropriate interpretations when words
are mispronounced. Do not penalize students for dialect
features. Consider that students may be acquiring word meaning

while acquiring word reading, and thus oral reading fluency may
proceed at an expected rate early (while students are focusing
on ward reading) and then proceed at a lower-than-expected
rate later when students are focusing more on word meaning.

How is primary instruction (Tier 1) provided to ELs? Set high

but reasonable instructional expectations that provide ongoing
instructional support to ensure that these expectations are met.
The core reading program for ELs should include censideration
of the foundational skills such as phonemic awareness and
phonics early in the reading process, with continued emphasis
on vocabulary and concept building throughout the instructional
process, Reading words accurately and with prosody, as well

as reading for meaning and learning, are emphasized through
listening comprehension early and then later through reading
comprehension. Scaffold language and opportunities to respond.
Scaffolding language includes paraphrasing key words, providing
opportunities to extend answers, supporting language by

using familiar synonyms (e.g., “that is also like ...") and familiar
antonyms {e.g., “that is also different from ..."), teaching idioms,
reframing students’ responses, confirming aspects of the answer
that are correct, and providing language supports to further
explain aspects that require refinement.

How are secondary (Tier 2) and tertiary (Tier 3) interventions
effectively implemented for ELs? Provide intensive reading
interventions to ELs demonstrating fow reading skills
immediately when needed. These interventions can be
effectively implemented as early as first grade, as well as for
more mature readers with reading difficulties. You do not need
to wait for English oral language to improve before providing
reading interventions. Maximize opportunities for vocabulary
and language development during reading intervention. Use
appropriate practices for building oracy skills and vocabulary
development as well as reading skills.

Sources: Based on Response to Intervention in Reading for English Language Learners, by Sharon Vaughn and Alba Ortiz. The complete document is available on the NCLD website at

www.neld.org; and Baker, 5., Lesaux, N., Jayanthi, M., Dimine, J., Proctor, C. P, Morris, J., ... & Newman-Ganchar, R. {2014), Teaching Academic Content and Literacy to English Learners in

Elementary and Middle School. IES Practice Guide, NCEE 2014-4012. What Works Clearinghouse.

4. How do the rules and routines of classroom parcicipation, conversation, and
interaction affect opportuniries to learn?

5. Does the teacher use students’ unique preferences and identities to create and
support opportunities to learn?

Reflections

1. Using an assers-based approach when working with students and families.
List three things you already do and three things you plan ro do:

Things we do:

a,

b.

C.
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Next steps:

2. Considering cthe cultural and linguistic assets of families and cheir children as
we proceed through the MTSS process.
Things we do:

Next steps:

Working with Families

For very good reasons, family involvement has been a required part of identifying and moni-
toring students with disabilities since the earliest version of the IDEA. Family involvernent
is required for all aspects of identifying scudents with disabilities—regardless of the model
used. If schools are using MTSS models, families must be informed of and involved in the
process. As mentioned earlier, farnilies can request a formal evaluation for a disability at any
time. A family should also be notified early in the MTSS process that cheir child seems to
be having academic and/for behavioral challenges and that the school plans to try specific
interventions to help.

Thete are several ways school can inform families about their child’s participation in
the MTSS process at least by Tier 2.

» Describing the MTSS process in a written document that is provided to families in
the home language.

s Providing families with a description of the intervention plan for their child that
provides the amount of time, group size, who is providing the intervention, and a
clear description of the focus of the intervention.

* Obeaining families’ consent when cheir children are participating in extensive inter-
ventions, while not necessary, provides a good way to communicate with parents.

e Providing families with regular updates abour their child’s progress.

¢ If students are responding inadequately to treatments that are typicatly successful,
wotk with families to determine if there are issues regarding home circumstances
that might need to be considered when interpreting student’s response.

Sometimes students do not make enough progress in an intervention. The teacher
knows this from checking the student’s progress; however, parents may wonder about
their student’s progress—particulatly when it is inadequate. When this happens, it would
be helpful to inform parents and to communicate how you are adjusting instruction. If
the student is still not meeting goals, it may be useful to ask other teachers for ideas
to solve the problem. Then if the student continues to struggle with learning, a school
team may meet to figure out what is needed and meet with the parents to keep them
informed. Several states have developed documents for parents to assist them in under-
standing RTI. See Tips for Teachers 2.8 for suggestions for parents when regarding MTSS
implementation.
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TIPS FOR TEACHERS 2.8 - =

How to Explain to Parents About Effectiveness of MTSS

Here is some information teachers may provide to parents about the 3. You will be asked to give permission for your child to be

effectiveness of MTSS: evaluated for special education.

1. Atany time, you have the right to request an evaluation for 4. After your child is evaluated, you and the school team will meet.
special education for your child if you think your child has a The team may look at inforrmation from the evaluation.
disability or would benefit from a special education. This is
different from being at-risk. Your child does not have to wait 5. You and the team will look at other information, too, such as

what interventions were provided to your child and how they
responded. Together, you will decide whether your child needs
special education. MTSS information also helps you and the
team plan your child's instruction.

until intervention is over. To do this, give a written request for
the evaluation to the school. The school rmust respond to your
request.

2. The school will begin the evaluation process. Your rights will
be explained, and you will give written consent. Your child can
continue to receive intervention.

Role of Teachers in an MTSS Model

At a professional development session designed to improve teachers’ knowledge of the
MTSS model at Sunset Elementary School, Mrs. Jacobs, a 20-year veteran teacher who had
taught all grades from second through fifch, said, “I think I understand the basic prin-
ciples of the RTI model, but I just don’t understand what I'm supposed to do to facilitate
implementation. What is my role?” Amanda VanDerHeyden (2009) indicates that teach-
ers and other school personnel need to establish procedures to accomplish the following:

o Identify students who need intervention, This is typically done using a schoolwide
screening in which students who fail the screening at their grade level are consid-
ered at risk and provided secondary or tertiary intervention.

+ Provide evidence-based interventions that effectively improve learning for the vast
majority of students receiving the intervention. In many schools, the Tier 2—type
intervention may be provided by the classroom teacher. This may occur in small
groups or individually. In many schools, intervention for each grade level is sched-
uled at the same time so teachers can form groups of students with similar needs
across classrooms. Sometimes teachers coordinate their Tier 2 instruction by work-
ing cooperatively with teachers in their same grade to provide intervenrion to a
small group of students while the other teacher provides a large-class activity.

e Moniror the effects of the intervention to ensure that it positively influences learn-
ing. If the classroom teacher is providing the intervention, and if students in Tier
2 intervention are not making adequate progress, the teacher should consult with
others, such as the special education teacher or school psychologise.

s Make decisions, in consultation with other key professionals, about the need for
mote ot less intensive intervention so that monitoring students’ progress through
the tiers is possible.

o Meet regularly with interested stakeholders such as parents, other reachers, and
school psychologists to facilitate successful interventions and identification of stu-
dents who need special services.

Ms. Nigel is impressed with how the MTSS model is working in her school.
“I really like the way we screen students early to determine who needs additional sup-
port. I also like the fact that we have decided as a school which programs we will use
for interventions depending upon the reading or math needs of students. However, the
part that is so difficult for us is determining who and how students will be provided
wich the interventions they need. We never have enough teachers.” How can you decide
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who provides interventions in your school? The teacher plays the most important roles in
implementing an MTSS model; the classroom teacher is responsible for implementing a
research-based instructional program and is typically invelved in screening students for
academic ot behavior problems as well. Because the primary focus of the MTSS model is
early identification of students who need additional assistance, the teacher is a cricical
link in ensuring chat chis happens. What if the classroom teacher has several students
who require Tier 2 or secondary intervention and one or more students who require Tier
3 or mote intensive interventions? Who provides these interventions? Effective school
leaders know that it is critical for the most knowledgeable and effective teachers to pro-
vide intervention to the students with the greatest needs. Schools have different ways in
which they provide interventions. In some schools, classroom teachers provide the Tier 2
interventions, while a specialist provides Tier 3. For example, in a school that has multiple
teachers at each grade level, one of the teachers might provide the Tier 2 intervention
while her students are participating in social studies or science with the remaining grade-
level teachers. In other schools, well-trained and supervised teaching assistants provide
the secondary intervention.

Once a studenc has been identified as needing additional assistance, the spe-
cial education teacher may provide support for the implementation of interventions.
The special education teacher plays several important roles in an MTSS model. These
include:

¢ Collaborating with general education teachers and providing consultation services.

o Providing professional development on and modeling implementation of research-
based strategies.

* Helping to identify children with disabilities.

¢ Interpreting students’ progress to decermine if they are benefitting adequately from
interventions or requifre more intensive interventions.

¢ Designing more intensive interventions that are aligned with the previous progress
of students and their current needs.

* Communicating with families and key educational stakeholders to assure
that participating students have programs that are aligned with classroom
instruction.

s Working with other professionals such as the school psychologist and speech
and language cherapist to manage the MTSS process for students wich
disabilities.

* Providing intensive interventions to Tier 3 students.

¢ Helping students requiring the most intensive interventions access the general edu-
cation curriculum.

Special educators may work with struggling students who have not been labeled as
having disabilities. In some ways these are similar to the roles special education teachers
assumed in the past, and in other ways they are quite different. These shifting roles will
require some fundamental changes in the way general education and special education per-
sonnel do their work (Burns et al., 2007; Fuchs & Vaughn, 2012). For example, it may be
that special educators suppore instruction for students in Tier 3, some of whom have not
been referred or identified for special education but have similar needs to students receiving
a special education.

Collaborating and consulting

As with most effective school-based models, teachers in an MTSS model collaborare with
other professionals (e.g., English language development teacher, reading specialist, special
education teacher, speech and language specialist) to provide students who have instruc-
tional or special needs with a seamless set of setvices. Special education teachers may still
spend part of their day co-teaching or meeting with general education teachers as parc of
a cotlaborative consulration model. The purpose of these efforts is to make sure students
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with disabilities have access to the general education curriculum and can participate in
the general education program to the extent possible as written in their Individualized
Educarion Plan (IEP).

Another way that teachers collaborate is by serving on MTSS problem-solving
or data-monitoring teams that consider progress-monitoring results and other data and
make decisions about teacher and student needs. Teachers provide their expertise when
planning interventions or assessments. They are most likely the team members with the
greatest expertise abou learning difficulties and can offer insights about individual cases.

See Tips for Teachers 2.9 for an example of how Maria conducts intensive interven-
tions with her reading class.

Using MTSS Data to Identify Students '
with Learning Disabilities

As you recall from the beginning of the chapter, one of the reasons Congress recommended
using an MTSS approach is that there was considerable concern about the validity of tra-
ditional practices for idencifying scudents with learning disabilities (e.g., IQ-achievement
discrepancy). For this reason, you are likely to work in a school or districe that uses data
from screening, progress monitoring, and other records related to students’ progress in
primary and secondary interventions to influence decision making about identifying stu-
dents with learning disabilities.

Accrue data during progress monitoring

How might this work? There is no uniform procedure used in all states or school districts;
however, many educational agencies are using data they accrue during progress monitor- i
ing of students in interventions to facilitate referral and decision making about whether

B T/PS FOR TEACHERS 2.9 - - -

Using Intensive Interventions

Maria is teaching a 30-minute lesson to a group of second and third- the hyphens in each word and another without them. Maria directs
grade students who are all reading at an upper-first- or a second- students to count how many syllables they see in each word.
grade level. Progress-monitoring data indicate that all four students

need to build their word study skills. » Next she has them mark vowels and consonants. She asks the

students what they notice about the first syllable in each word,

¢ During their first activity, the teacher asks students to review a and then what they notice about the second syllable in each word
previously taught word study component—words that end in i.e., that all have the vowel-silent e pattern). She points out that
“ide" or “ike.” She asks students to take one minute to write all they have learned the syllables before, and probably recognize
of the words they can think of that have the ide or Tke rime, or, in most of them. She asks them to look for syllables they know.

other words, are in the same word families. Maria lets them know
when time is up, and they count up all of the words they have
listed. The student with the most words reads them aloud, while
other students check their lists to see if they have written down
any words not stated by the first student; if so, they then read
these aloud. This is a quick warm-up activity that also serves as a
review of previously learned material.

s Then together the students read the words. Maria explains
and demonstrates what the words mean. For example, for the
word erase, she erases a word on the board, and for retire, she
reminds the students that one of their previous teachers has
retired. Students practice reading the words, first with the entire
group, and then taking turns with a partner.

* Maria then asks students to look at the story they are reading
today. She reminds them of key words previously introduced
that they will see in the story. She also asks them to look at the
title and the key words and pictures and to make predictions
about what they will read or learn. She continues with the lesson,
providing students opportunities to read silently and aloud and
to ask and answer questions about what they are reading.

¢ Next Maria introduces two-syllable words that have an open,
vowel-silent e patiern: be-side, a-like, lo-cate, fe-male, e-rase,
do-nate, re-tire, ro-tate, pro-vide, and mi-grate. The last two are
"challenge” words because they include blends. Before the lesson
began, Maria had written the words on the whiteboard at the front
of the classroom, each with a hyphen between syllables. Each
student also has a list of the words at his or her desk, one row with

Source: Fuchs, D., & Fuchs, L. 5. {2006). Introduction to Response to Intervention: What, Why, and How Valid s It? Reading Research Quarterly, 41. 93-99.
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Communicating and
Collaborating with
Other Professionals
and Families

After reading this chapter, you should be able to

3.1

3.2

3.3

Describe skills necessary to communicate effectively with professiona
colleagues and families.

Identify different models that can be implemented to collaborate with
other professionals and the conditions necessary for collaboration to
succeed.

Discuss ways to foster positive home-school connections through
homework, conferences, and other forms of communication,




INTERVIEW: MARIA MARQUEZ-STERLING

Maria Marquez-Sterling was born in Cuba and immigrated to the United
States when she was about four years old. Her family first lived in Chicago.
There Maria learned to speak English while attending a Catholic elementary
school. Her fluency in Spanish diminished until her family moved to Miami.
There Maria became immersed in the Latin community while attending
public high school and Florida International University.

After graduating from her teacher education program, Maria taught
kindergarten for two years in one school. She was then invited to transfer to
a new school in suburban Miami, Jane S. Roberts Elementary School—and
was there for over 20 years. The student population was predominately
Latin with roots not only in Cuba, but also throughout Central and South
America.

First, she taught self-contained classes in the primary grades.
Eventually, she was asked to teach in an Extended Foreign Language
program. It was her first experience with co-teaching. Maria taught
mathematics, science, and Spanish-English Language Arts. Her co-teacher
was assigned English Language Arts. Together they developed the
program format, co-planned, and collaborated in working with family
members.

As Maria explained, “Eventually | worked with three different
co-teachers. Each had her own strengths and styles—it was fabulous having
the opportunity to work together. By the time my last colleague came
around, the program was well organized. Together we were known as ‘The
Dream Team'. It was a fabulous professional experience—smooth sailing all
the way.”

Then her career took a turn. Maria’s husband took a job in
St. Petersburg and they decided to move their family to the west coast
of Florida. it was a major transition in terms of moving away from their
close-knit extended family in Miami and with respect to a different cultural
environment in their new community.

Maria accepted a position as a kindergarten teacher in a school with
a “failing school” designation. The school administrator was recruited
from an “A” school in another district. The hope was that he could raise
high stakes test scores. Consequently, his primary focus was test scores
and less emphasis on developing a cohesive school environment. Rumors
about dismantling the school persisted from before Maria was assigned to
teach there, but there was little information about how or when a shutdown
would occur.

As a veteran teacher with excellent classroom management skills,
Maria felt she was ready for anything. She soon learned that she had more
to learn. While she was confident in her classroom management routines,
she was less assured about how to handle more extreme behaviors. Maria
felt it was not about her students, it was about her skill set. “I did my
best to let my students know that | cared and wanted them to succeed.
However, | decided to take another assignment.”

CHAPTER OUTLINE
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Summary
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Maria now teaches in a highly diverse school with a completely different
school climate. The principal is focused on fostering a positive learning
community. She provides teachers with ongoing professional development
in culturally sensitive approaches to student conduct and deescalating
inappropriate or disruptive behaviors. In addition, she instituted a mentor
program where she has teachers give her an index card with the name of a
student who needs some TLC for one reason or another. The child is then
assigned a teacher or staff mentor to have one-on-one conversations during
lunch or at other appropriate times. The result has been the development of
a caring, safe environment where faculty, staff, and students work together.

Another novel experience for Maria was having Evan, a child with
Down syndrome, as a student in her class. Evan was assigned a full-time
paraeducator to assist with both academic and functional support. The
majority of Evan's time was spent in Maria’s classroom where he participated
in circle time and centers. Evan was affable, gentle, and his classmates loved
him. However, because of his verbal communication level, his fellow students
treated him like a baby - they didn't understand. When Evan was pulled out
for sessions with his speech therapist or special education teacher Maria
explained to the classmates that Evan is not a baby — he is a kindergartener
who learns in his own way. Evan ended up spending a second year in Maria's
class. He provided Maria with the opportunity to coltaborate with family
members, paraeducators, and other specialists in ways that broadened her
perspective about working with children with disabilities. As Maria reflects:

Moving out of my comfort zone in Miami has been an enriching experience
One of my colleagues told me that | was like a duck. From the top of the
water, | appeared to be sailing along smoothly. If you look below the
surface, I'm paddling like crazy to stay afloat. That may be true, but | have
learned that as educators we do not have to go it alone. Collaboration with
administrators, fellow teachers, and staff is vitally important in expanding
our professional toolbox and in boosting morale. Collaboration with family
members is vital. I've learned that if you can convince them that you truly
have their child’s best interest in mind, you can work together to foster
student success.

Introduction

As a classroom teacher, your primary responsibility is to instruct your
students. However, planning and instruction are only part of your job.
Increasingly teachers are required to work with other professionals and
families and therefore need skills to communicate and collaborate effectively.
The increasing diversity in our classrooms, including English learners,
students with disabilities, and students who are gifted, requires collaboration
with other professionals and the families of students. As the interview with
Maria Marquez-Sterling exemplifies, teamwork is particularly important

when solving tough situations regarding student academics and behavior.
Working collaboratively can enhance student progress as well as professional
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satisfaction. This chapter begins with general suggestions for effective
communication. The chapter continues with pointers for collaborating with
other professionals and then with guidelines and practices for working with
the families of your students.

CRITICAL COMMUNICATION SKILLS

Learning Objective 3.1  Describe skills necessary to communicate
effectively with professional colleagues and families.

Whether you are an elementary or a secondary school teacher, you can expect to have
encounters with many adules in the educational community of your school and school
district. You will regularly work with administrators, the special education reacher, and
other teachers at your school (Kampwirch & Powers, 2015; Murawski & Hughes, 2009,
2021). You might also interface with a variety of other professionals, including the school
counselor, psychologise, nurse, Title I teacher, English as a second language (ESL) teacher,
reacher of gifted students, and/or a parasducator. You might have students in your class
who need specialized services from the speech and language teacher or the occuparional or
physical therapist. In addition, you will also have interactions with family members of the
studencs in your class.

Federal, state, and local school improvemenr goals conrinue to challenge many
school professionals and require key stakeholders in educational units to join forces to
meet accountability mandares. Some states also adopt benchmarks or specific student
behaviors that indicate chey have mastered a particular standard. An educational stan-
dard “is a statement that depices what students should know and be able to do as a resule
of teaching and learning” (Conley, 2005, p. 5). Standards are intended to bring coherence
and comprehensiveness to curricula and serve as curricular frameworks.

You may live in one of the states that have adopted the Common Core State
Standards (CCSS; www.corestandards.org). The CCSS are the result of a collaborative efforc
among states to develop uniform standards to have shared expectations for student per-
formance, improved curricular focus, greater efficiency in development of materials and
teacher preparation, and improved quality of assessments (Porter et al., 2011; Shanahan,
2015). The intenct of the CCSS is to offer rigor and depth to the curriculum to better pre-
pare students in the United States for college and careers for the furure.

Whether your state standards incorporate CCSS or not, you will work with colleagues
to plan and implement curriculum to facilitate student mastery of your stare-designaced
learning goals for each grade level and/or subject area. Collaboration among professionals
and the family members of children has been increasingly emphasized and encouraged
since the Individuals with Disabilities Improvement Act of 2004 (IDEIA) and the advent
of RTI. Consequently, teachers are working jointly with other professionals and students’
family members in largely unprecedented ways. As Friend (2020) points out, collabora-
tion among professionals and with families is mandated or implied in legislation per-
taining to assessment, individualized education program (JEP) parricipation, placement,
transition, development of behavior support plans, and mediation.

Successful collaboration among adults in the school community requires regular,
ongoing communication, and a spirit of equity and mutual respect. In your position as a
general education teacher, you will often take the lead in initiating such communicarion.
Occasionally communication will cake place face-to-face, other times by phone, through
written communication, or, incteasingly, through electronic means (Thompson et al,,
2015; VanValkenburgh et al., 2021). Regardless of the mechanism, when teachers com-
municate effectively wich other professionals and families with seemingly Little efforr, it
is largely because they have developed the skills to do so. The following sections describe
basic principles for communicating with your colleagues and also with the families of the
students you teach. In addition, “The 7 Cs of Communication: Communication Skills
Training” video provides general pointers for effeccive communication.
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TIPS FOR TEACHERS 3.1 . =

Facilitating Effective Communication and Acceptance

Lucia Corzo, a third-grade teacher, has been working with student ¢ Avoid providing false reassurances. Reassurances may make

families and professional colleagues for 12 years. Despite the frustra- them and you feel better in the short run but are harmful in
tions and disappointments, she encounters occasionally when com- the long run. When things do not work out as you predicted,
municating with key stakeholders, Lucia has learned that the benefits everyone can become disappointed and potentially lose trust.

of learning from the perspective of others outweigh any negative
aspects. When communicating one-to-ane or in small groups, Lucia
keeps a few general guidelines for effective communication that help

her express acceptance and respect. * Avoid changing topics too often; you must monitor the topic and

e Demonstrate respect for the diverse languages and cultures. direct others to return to it.

¢ Introduce the family member to the education team in a way that  * Avoid interrupting others or being interrupted. Interruptions
sets the tone for acceptance. disturb conversation and make effective collaboration difficult.

» Ask specific questions. Unfocused questions make a consistent,
purposeful conversation difficult to conduct.

¢ Give all parties an opportunity to speak and be heard. *  Avoid using clichés. A cliché as a response to a problem situation
makes the other person feel as though you are trivializing the
s Even when you are busy, take the time to let a family member problem.

and colleagues know that you value them and that you are

simply unable to meet with them at this time. » Avoid sarcasm. Sarcastic remarks can be easily misinterpreted

and potentially insulting.
» Avoid giving advice unless it is requested. This does not mean ) )
that you can never give suggestions; however, suggestions * Respond to colleagues and family members in ways that attend

should be given with the expectation that the person may or to both the content of their message and their feelings.

pLu el R C SO T s Avoid jumping too quickly to a sclution. Listening carefully and

fully to the message will help you get at the root of the problem.

Acceptance

As the educational workforce and student demographics of our schools become more
diverse, understanding and accepting personal perspectives becomes even more pertinent
(Gerzel-Short et al., 2019; Harry, 2008, 2011). Whether you are communicating with
your colleagues or with the families of the students you teach, conveying an artitude of
acceptance is vital. Your fellow professionals can provide insights based on their special-
ized training. Family members can provide valuable information thac will enable you ro
berter understand and teach cheir child. Tips for Teachers 3.1 provides suggestions for

Pearson eTextbook

Video Example 3.1 facilitating effective communication and acceprance.

A general education teacher .

conferences with the mother of a Listeni ng

child who receives speech therapy,

occupational therapy, and other Your willingness to genuinely listen is important to being able to learn and to work
services. What specific communication effectively with others. Effective listening is more than waiting politely for someone to

skills does the teacher demonstrate that  finish before you speak. You must hear che message the other person is sending and ask
?r:f)motfhsugcessfu collaboration with questions to clarify that you truly understand whar others are saying. Effective listening
s mother? . :
involves the following elements:

N

o Listening for the real content in the meisage. The real content in the message is the main
idea or the key information the person wants to convey.

o Listening for the feelings in the message. As you listen, consider what the message con-
veys about the person’s feelings abour the issue,

*  Restating content and reflecting feelings. After the person has talked for a while, con-
sider all that has been said. Then either ask a question ro clarify whar you know or
restate the main idea to verify that what you heard is correct.

o Allowing the speaker to confirm or correct your perceprion. Give che speaker a chance to
correct any misunderstanding you may have or to say more.

Figure 3.1 provides an example of a special education reacher listening effectively
to & parent.
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FIGURE 3.1 Effective listening: An example

Anna Martinez is the mother of Michael, a student with spina Joyce: The homework he is getting is too hard for him, and

bifida and learning problems who has been placed full-time in there isn't someone to help him at home.

a fifth-grade classroom. Michael's special education teacher, i gy ) 0

Joyce, works with him in the general education classroom for Anna: Tha'lc(s right. H? § going 1§ ﬂ.usl.( if he does no;do his

part of the school day. Anna made an appointment to meet work, Zﬂetgcan_t help him with it, and we are both very

with Joyce about her son’s progress, Their conversation models ORISR ST

effective [istening. Joyce: What if | met with Michael at the end of every day

) ) . to ensure that he knows how to do his homework by

Anna: (parent) I'm wortied about Michael in this new program. himself? | could also meet with him in the morning
I liked it better last year Wh?” I knew he was being before school to make sure he completes it and to help
pulled out of class and getting the help he needed. He with what he doesn’t know. How does that sound?
seems to have a lot more work, and he complains about
homework. Anna: | would like to try that. That sounds good.

Joyce: (teacher) Let me see if | understand the problem. Joyce: N‘-’"f‘" let's get back to his placem'ent t.his year. You
First, you are cancerned about his progress in this indicated some concern about his bemg in the fifth-
new program, and second, Michael seems to have too grade class all day.

e .
much Wo::ll“ [; th',s?”ght‘ Is there anything else you are Anna:  No, it was really the homework in the class. If we solve
SN el 2 that, it will be okay.
Anna:  Well, | cant help him with the work because | don't read - .
: J : Well, | his plan a try.
English that well. He needs help when he comes home, S s R
and it can't be from me.

Questioning

Questions are an important part of the communication process and have muluple pur-
poses. Questions can be used not only to teach, to establish relacionships, to inquire, and
to investigate, but also to bully or intimidate. Questions can be closed or open (Stockall,
2014). A closed question solicits a direct response and may be appropriate when obtain-
ing factual information quickly. However, questions that solicit a quick response or a
simple “yes” or “no” should be used sparingly. An open question allows a full range of
responses {(often beginning with “How,” “What,” or “Tell me about,” for example) and
discourages short “yes” or “no” answers. Following are several examples of open-ended
questions:

* How do you explain the change in your son’s behavior?

®  What suggestions do you have about how I might help Mark get a better grade in
social studies?

o Tell me your opinion about ways I might adjust my mach inscruction for Juan.

¢ How does what ['ve said about Tanika relate to her behavior at home?

¢ What do you suggest?

¢ How would you describe Gilbert's behavior?

Figure 3.2 provides an example of effective questioning. The teacher’s questions
give the parent a chance to consider the relationship between her child’s behavior and
what was occurring at home. This parent is also able to identify a change in the household
that might be related to her child’s poor performance. The parent and teacher collabo-
rated to identify a possible solution and ultimately both fele better about their working
relationship.

Staying Focused

Finding time to communicate with families and colleagues is often difficult. Therefore,
it is important to use the time efficiently and effectively. Staying focused in your com-
munication and keeping others focused is an important skill chat contributes to successful
collaboration. If you are meeting with an individual or a small group, having an agenda or
checklist of iterns to discuss or accomplish can be helpful. Also, make an effort to limit dis-
tractions and interruptions in order to devote full attention to your exchange with others.
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FIGURE 3.2 Effective questioning: An example

Antoinette Spinell, a seventh-grade science teacher, was Antoinette: Well, the reason I'm concerned is that in the Jast
concerned about Naomi, who was not paying attention in class, few weeks Naomi has had more trouble focusing
seermed sleepy and uninterested, and was not completing on her work and does not complete assignments as
assignments. She called Naomi’s mother, explained the quickly as she has in the past. | wonder if you might
behavior, and let Naomi's mother give her point of view. be able to help me understand.

Tracey: Maybe it's because there have been so many

Antoinette (teacher): Naomi has not been paying attention
in class and has generally seemed tired and
disinterested. What do you think might be

people in the house the last few weeks. My family
is visiting, and they were supposed to stay only
one week and now they are starting on their third

ha ing?
i week. We really don't have room for all of them, so
Tracey {parent): Well, | don't know. Maybe she just isn't Naomi's had to give up her room. Maybe | need to
that interested in science. | don't know why. make sure she is sleeping well enough.

When talking with coworkers, it is tempting to steer the conversation to personal
matters, situations of concern at the school, or even gossip. One thing you can do when
someone has difficuly keeping to the topic is redirecting the individual, saying, for
example, "Go back to talking about Katelyn. You were providing some suggestions for
note-taking skills thac might be helpful to her.” Another thing you can do is remind him
or her of the purpose of the meeting (for instance, “Jackie, let’s stick to talking about our
plans for content-area reading instruction”).

When speaking wich family members, some have so many problems of their own
that they want to spend their time with you discussing their issues (including such per-
sonal problems as financial or marical difficulties) racher than the student’s. When this
occurs, a good strategy is to have ready a referral list for specialized assistance. It is your
responsibility to remind family members that you cannot assist them with these problems
and to suggest others (such as the school counselor) who can.

COLLABORATING WITH OTHER
PROFESSIONALS

Learning Objective 3.2  Identify different models that can be
implemented to collaborate with other professionals and the conditions
necessary for collaboration to succeed.

Collaboration among education professionals is occurring in schools across the nation
(Murawski & Lochner, 2010; Solis et al., 2012). Greater collaboration (particularly among
general and special education teachers) has grown out of increased awareness thar stu-
dents with disabilities are more likely to succeed if they receive rargeted support services
in the general education classroom. When professionals work in partnership and bring
their expertise to the table, greater coherence results in planning and implementing aca-
demic and social goals for students. This section begins with an overview of collaboration
with other professionals and continues with more detailed descriptions of various models
designed to provide optimal learning opportunities for all students. In addition, specific
suggestions for functioning with paraeducarors are discussed.

Collaboration

Collaboration describes the interaction that is occurring when two are more people are
working together as equal partners in activities, such as problem solving, student place-
ment, instructional planning, and co-teaching (Friend & Bursuck, 2019). Collaboration is
an umbrella term that includes a variety of models of interacrion among professionals and
other key stakeholders (Murawski & Hughes, 2009). The goal of collaboration is to achieve
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¢ The importance of labels and categories of disability
decreases.

¢ Models work at all grade levels.

FIGURE 3.3 Benefits and chalienges of consultation and collaboration models

BENEFITS CHALLENGES

¢ Students are served in the classroom. ¢ Teachers need greater communication and problem-solving

s Learning for all students is enhanced through spillover skitls.
effects. ¢ Special educators’ caseloads need to remain realistic.

¢ The social stigma of exceptionality is reduced. * Expectations of results need to remain realistic.

* Teachers gain new knowledge and skills. ¢ Results need to be evaluated for effectiveness.

* Teachers develop a more integrated curriculum and ¢ Students need continued access to the continuum of
instructional variety. sarvices.

* Teachers share both the burdens and rewards of working ¢  Adequate funding, administrative support, and flexible
with students with disabilities. scheduling need to be maintained.

a dialogue among all persons who can provide support for cthe educational, behavioral, and
social needs of students. For students with disabilities, the goal of collaboration models is
to ensure that included students remain in the general education classroom while continu-
ing to receive the accommodations they need for academic and social success.

Collaborating with other professionals can be rewarding and provides an opportu-
nity to learn from people who have different training and experiences. It can also be
demanding. In identifying myths and misunderstandings about professional collabora-
tion, Friend (2005b} pointed out that collaboration does not come naturally to everyone.
The professional preparation of teachers focuses primarily on working with students.
Working with adults can be new territory—and can take skill, practice, and patience.
Figure 3.3 outlines potencial benefits of and challenges to collaboration.

Research on collaboration

With increased interest in including students with disabilicies in general education class-
rooms full-time, there has also been movement toward working in cooperative ways using
a variety of models. Research on collaboration has focused primarily on student and teacher
perceptions of co-teaching models (Hang & Rabren, 2008; Solis et al., 2012). Investigations
of studenc (Dieker, 2001; Embury & Kroeger, 2012; King-Sears et al., 2014) and teacher
{Cramer & Nevin, 2006; Kohler-Evans, 2006) perceptions of co-teaching indicate gen-
eral favorability. However, research among boch students and teachers underscored the
importance of having clearly defined roles and responsibilities for each teacher. Students
are often confused about why two teachers are in the classroom. Moreover, co-teachers can
become frustrated if cheir role is reduced to something less than a full instructional partner
{Embury & Kroeger, 2012; Keefe et al,, 2004). Research also indicates thar a primary con-
cern among teachers is lack of planning time (Alnasser, 2021; Solis et al., 2012).

There is a rich body of literature and practical resources related to collabora-
tion. However, research data documenting the effectiveness of collaborative approaches
for meeting the academic needs of students with disabilities is growing, bur mixed
{King-Sears et al., 2021; Seruggs et al., 2007; Sweigart & Landrum, 2015; Van Garderen
et al., 2012). Research is particularly sparse at the secondary level (Magiera ec al,, 2005,
Nierengarten, 2013). Similarly, research on the efficacy of collaboration in RTI efforts is
limited (Martinez & Young, 2011; Murawski & Hughes, 2009; Perry, 2012). Therefore,
it is recommended that teachers and administrators take a close look at their collabor-
ative models through observation and self-reflection and make adjustments as needed
(Murawski & Dieker, 2008; Murawski & Lochner, 2011).

Pearson eTextbook
Video Example 3.2

A special education teacher and a
general education teacher describe
their collaborative approach to
co-planning and co-teaching. In what
ways do children benefit from the
collaboration of professionals who
provide services for them?
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Resources needed for collaboration

School administrators play a critical role in successful collaboration (Friend, 2020; Walker
et al., 2020). Clearly, administrators have complex responsibilities in terms of academic
outcomes, student behavior, school safety, family and community retations, and personnel
recruitment and evaluation. Administrators serve as members of the IEP team, provide lead-
ership in staffing (e.g., pairing co-teachers, assigning paraprofessionals), organize professional
development opportunities, and overall set the atmosphere for a collaborative school culture.

Administrators can facilitate successful collabotation by providing an oriencation
session that sets expectations for implementation of the collaborative model in the school
and answers basic questions about roles and responsibilities. For example, ar the secondary
level, when contact is to be made with a family member for a meeting with the collabora-
tion team, who makes the contact and sets the agenda for the meeting? The orientation
can also cover what paperwork is required and how it should be completed and submitted.

What can classtoom teachers do to work with administrators to foster successful
collaboration efforts? Regular, ongoing communication is the first step (J. D. Walker
et al., 2020). Discover your administrator’s preferred time, place, and avenue (e.g., email,
face-to-face meeting) for communicartion (Adams, 2012; Rea, 2003). Communicate early
long-term and short-cerm plans for implementation of a collaborative model as well as
possible resources needed (Rea, 2005). Stay on the lookout for professional articles and
workshops to hone your collaboration skills and shate with your adminiscrator (Rea,
2005). Keep a running record of topics related to implementation of a collaboration model,
rank order the topics in terms of most relevant, and discuss one or two during a meet-
ing with your adminiscrator (Friend, 2020). Discover appropriate times and processes
for requesting resources for meeting the IEP goals for individual students {e.g., assis-
tive technology, space for individual assessment and instruction) and for differentiating
assessment and instruction (e.g., paraprofessionals, resource teachers). Finally, engage in
self-evaluation—share with your administraror success in collaborative iniciatives and set
goals for areas for improvement in che future.

As research on teacher perceptions of collaboration indicates, time is the most pre-
cious and necessary resource for effective collaboration. Unless time is builc into teach-
ers’ and other professionals’ schedules and workloads, collaboration simply cannot occur
regularly. Also, if the special education teacher is going to work collaboratively with the
social studies teacher, for example, both need to have a planning period at the same time.
Alchough teachers can be resourceful in finding time to collaborate, administrative sup-
port is crucial, Here are ways some schools have resolved the challenge:

¢ Administrators designate a common time for collaborating professionals (e.g., all
fourth-grade teachers who are members of the same tecam).

» School boards pay professionals for one extra time period each week that is used for
collaboration or for meeting with families.

s School districts provide early dismissal for students one day a week so that team
members have a common planning time.

e ‘Teachers schedule brief, but focused planning periods with one another as necessary.

o Administrators designate meeting rooms or other conference space for meetings
among colleagues.

* Administrators provide workshops for faculcy in how to run purposeful and results-
oriented meetings.

* Adminiscrators provide resources and professional development in web-based col-
laborationwate tools to facilitate conferencing and collaboration on tasks such as
planning and curriculum development (Charles & Dickens, 2012).

Collaboration Models

When Alexis Bourg began her 15-week student teaching assignment ar Hancock
Elementary School, her supervising teacher, Renee Ward, began introducing her to mul-
tiple specialists (e.g., special education teacher, speech therapist, school psychologise).
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Alexis soon found out that the nature and dynamics of the interaction with these special-
ists varied considerably. As a classroom teacher, your link to Peer collaboration model
with other professionals is likely to take many forms. Different ways in which general
education teachers might work collaboratively include consultation, teaming, co-plan-
ning, co-teaching, and co-assessing/co-grading.

Consultation

For any professional, understanding the limits of personal expertise is imperative, and
knowing when and how to solicit advice from colleagues with specialized training is
important. From time to time, you may feel the need to get input from a school counselor,
psychologist, social worker, reading coach, or other specialist as you try to best serve the
needs of students in your classtoom. If so, follow the procedures at your school for request-
ing support to address your concerns (Knackendoffel et al., 2018).

Consultation is an interactive process that enables people with diverse expertise to
generate creative solutions to mutually defined problems. For example, a special educa-
tion teacher might consult with you about how to develop a behavior management plan
for a child with a behavior disorder who is included in your classtoom. Another instance
might be a reading coach who consules with you regarding research-based interventions
for a struggling reader in your classroom.

Consultation may be provided for an individual teacher, special education/general
education teams, or other groups of teachers. Whatever the configuration of participants,
the overall goal of consultation is to tap a consultant’s professional expertise to assist a
consultee or group of consultees in their efforts to resolve a particular problem ot situ-
ation. Figure 3.4 is a worksheet that can be used to guide the problem-solving process.

Friend (2020) identifies the following characteristics of consultation:

e Triadic and indivect velationship. Typically, consultation involves an expert (the con-
sultant) and family member(s), teachers, and/or administrators (the consultee) in
resolving a problem related to a particular student or group of students (the client).
This triadic atrangement is indirect in that the client is not directly involved in
consultation conversations and inceractions.

FIGURE 3.4 Consultation problem-solving worksheet

Collaborative Team Member Name and Position:

Team Member's Responsibilities Include:

Target Student’s Name:

Problem Behavior Student Is Exhibiting:

Potential Interventions and Consequences Include:

Implemented Intervention:

Procedures Include:

Team Members Involved and Their Responsibilities:

Summary Evaluation of the Intervention:

Future Interventions/Objectives:
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s Voluntariness. Consultation should involve the voluntary participation of both the
consultant and the consultee. Typically, consultation is initiated with a request
from the consultee (Friend & Bursuck, 2019).

o Expert and directional relationship, The role of the consultant is to provide expertise
and guidance in solving a classroom- or student-based problem.

o Problem-solying process with steps or stages. There are a number of models of consulta-
tion, mainly stemming from school psychology literature. Usually, models have
steps or stages, although the stages are not always followed in a rigid manner.

o Shared but differentiated responsibilities and accountability. The responsibility of the
consultant is to work with the consultee through the problem-sclving process.
Although a consultant may be available to provide support during implementation
of an intervention, this is not always the case. The consultee has implementation
responsibility if the consultee chooses to implement the intervention totally, par-
tially, or ac all.

Given the range of individual student needs in the classroom, an advantage of con-
sultation is that it provides you with an efficient and effective way to meer those stu-
dent needs. For example, if you have a student with a hearing impairment, a consultant
might help you learn to implement approptiate assistive technology. A special education
teacher might consult with you to implement an intervention for a student who has dif-
ficulty with phonemic awareness. A reading coach may demonstrate an intensive reading
comprehension strategy to address the needs of children who do not meet benchmark
standards wich typical classroom instruction. An ESL teacher may consult with you about
making assessment adaptations for an English learner. In short, consultation can provide
you with professional development to help students succeed.

One disadvantage of consultation is that the “directional relationship” can cause
rifts. This is particularly crue if a teacher feels that the “expert” is there to “fix” a problem
or if the consultee is uncomfortable with the unevenness of expertise. However, if teachers
develop a mindset for learning and a positive actitude about seeking help to bring the best
resources to the student, such disadvantages can be overcome.

Teaming

By definition, teams are groups with definite goals. This includes goals related to the
assigned task as well as goals for the functioning of the group (Friend & Bursuck, 2019). In
addition, by definition teams are groups consisting of committed members, This involves
a commitment to the task at hand as well as a commitment to the educational well-being
of students involved. As Beebe and Masterson (expetts in the field of small-group com-
munication) maintain, “All teamns are small groups, but not all groups operate as a team”
(2020, p. 6). What makes an effective team? Effective team efforts necessitate (a) focused
leadership, (b) efficient procedures and rules, (c) clear definition of roles, (d} mutual
understanding of issues related to accountability and responsibility, (e} active communica-
tion (both face-to-face and virtual), and (f) a mechanism for problem solving and conflict
resolution (Beebe & Mastersen, 2020; Richardson, 2005).

Teamns differ in terms of formation (by administrators, by group members) and
composition (multidisciplinary, groups of classtoom teachers). They also differ in respect
to duration (some are permanent, some short-term) and frequency of meetings. Finally,
teams differ in terms of the scope of their work (schoolwide programs, focus on groups of
children, focus on an individual child).

Your professional preparation as a classroom teacher, knowledge of the general
education curriculum, and daily interactions with your students make you a valuable
team member. There are a variety of teams in which you may be involved. You may be
asked to serve on an RTI leadership team. RTI teams are multidisciplinary groups that
review student assessment data, monitor student progress, and make recommendacions for
evidence-based interventions. Other multidisciplinary teams consisting of school profes-
sionals, student families, and sometimes students collaborate to write and monitor stu-
dents’ IEPs,
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Teachers in elementary and secondary sectings frequently meer in teams for col-
laborative planning. For example, at Carver Elementary School che teachers work in
grade-level teams to plan standards-based instruction in all subject areas. At Woodlawn
Middle School, the special education teacher and che speech and language teacher spe-
cialist work in teams with the general education teachers to develop strategies for
facilitating che vocabulary and concept learning of targer students. Michelle Canner
is a high school English teacher who has several students with learning disabilities
in her classes. These same students are also in Jonathan Wood's social studies classes
and Maria Rodriguez's science classes. The special education teacher and these three
teachers established a collaborative team to meet che needs of the target students more
effectively.

Co-Planning

Co-planning occurs when one or more professionals share the responsibility for construct-
ing unit and/or lesson plans. Co-planning can occur wich or without co-teaching (Mofield,
2020). For example, you might partner with a special education teacher to develop a
long-range plan for teaching mathematics co a child with learning disabilities in your
class. You may also work with grade-level or subject-area colleagues to develop lesson or
unit plans based oa specific standards. In long-range co-planning, the general education
and special education teachers broadly plan their overall goals and desired outcomes for
the class and for specific scudents with disabilities in the class. This co-planning of broad
goals occurs quarterly (or more frequently if necessary). This planning fits in wich the IEP
of each student with disabilities.

In lesson co-planning, the general education and special education teachers plan
specific lessons and desired outcomes for the week (Schumm, 2006; Schumm et al., 1997).
The teachers decide who will take the lead in the lesson, who will ensure that target
students’ needs are met, and who will provide individual or small-group instruction
(Murawski, 2012). Figure 3.5 illustrates a form for daily co-planning.

Finding the time for co-planning is often difficult, but it is critical for success
(Mofield, 2020; Murawski, 2012; Solis et al., 2012). Joyce Durtyea, an elementary school
special educacion teacher, has a set day and time for co-planning with each of the two
general education teachers with whom she is partnered. Meetings take place during the
school day while students are in other classes, such as Spanish, are, or music. “We discuss
the planning for the following week and how we can best work together,” explains Joyce.
Once a month, she and the other teachers go over the goals and objectives from the stu-
dents’ IEPs and discuss whether they are meeting goals or whether they need to switch
over to another goal if the students have accomplished the one previously established. As
Joyce puts it, “We discuss each student’s progress in depth.”

Pam Stover works with three general education teachers in the mathematics depart-
ment at a high school. Finding time each day—or sometimes each week—to meet with
each teacher is difficult. Pam and her colleagues have decided to use technology to foster
communication:

On teacher work days, I have two-hour planning meetings with each math teacher.
Fortunately, each teacher has a webpage for students and their families. The webpage
outlines curriculum standards and related assignments for each month of the school
year. In essence it is a planning calendar for everyone in the loop—students, families,
and the two of us. Before each teacher “releases” the webpage, we discuss curricular
goals and think through adaptations necessary for students with disabilities included
in the classes. The webpage has forced us to do joint planning. In the meantime, we
email each other almost daily and focus primarily on any adjustments we need to make
to our advance planning based on student progress and interruptions to the schedule
that were beyond our control. We use an online grading system. The general education
teachers input grades bur consult with me about grading adapeations for the students
with IEPs.
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FIGURE 3.5 Lesson plan form for co-teaching

Subject Area: Grade:
*Date(s)
*Curriculum Standard Unit Theme/Topic:
*Lesson Objective
Role of General Role of Special
Agenda and Procedures Time Frame Education Teacher Education Teacher Role of Para-Educator
Instructional Strategies *Evaluation/Assessment Details:
s Lecture ¢ Observation of final product
¢ Discussion ¢ Interview with student
¢ Demonstration * Group assessment (critique)
¢+ Cooperative learning » Observation of process (student working)
¢ Group work » Self-assessment by student
*  Peer tutoring * Teacher generated assignment
* Learning or interest centers »  Written product
* Simulation or role play o Test/quiz
¢ Learning games e Other:
¢ Guided independent study
¢ Other:
Co-Teaching Model Materials Modifications or Adaptations
* A: One Lead Teacher; One Teacher
"Teaching on Purpose”
» B: Two Teachers; Same Content
o C: Two Teachers; Different Content
& D: Two Teachers; Content May Vary
» E: Two Teachers Teaching Together
*  Other:

*Home Learning

Reflections and Plans for Reteaching

Co-Teaching

Co-teaching occurs when rwo teachers work together to coordinate curriculum and instruc-
tion and to reach heterogeneous groups of students in the general education classroom
setting. Co-teaching partnerships can occur with any combination of general educarors
with special educators or other specialists {e.g., ESL teachers, gifted educarion teachers,
reading specialists). Co-teaching differs from consultation in that the consultant may pro-
vide support with assessment, and planning for meeting individual and group needs, but
not participate in direct instruction (Vaughn & Bos, 2020). What is key to the concept of
co-teaching is that each partner has a particular area of expertise and uses char specialized
knowledge to meer individual student needs and promote learning for all students (Friend
ecal., 2010).
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How might co-teaching actually work
in the classroom? For lesson co-teaching, two
teachers are both in the classroom during the
same lesson, and both participate in the instruc-
tion (Friend, 2007; Sileo, 2011). In inclusion
classrooms the partnership is with a general edu-
cation teacher and a special education teacher. In
some cases, a special educator may work with a
single general education reacher; in other cases,
the special educator may work wich two or more
general education teachers (Vitla ec al., 2008).

Co-teaching partnerships can occur with
any combination of general educarors with special
educatots or other specialists (e.g., ESL teachers,
reading specialists, gifted education teachers).
Whar is key to the concept of co-teaching is that
each partner has a particular area of expertise and
uses thac specialized knowledge to meec indi- What are the halimarks of the peer collaboration model? What steps should
vidual student needs and promote learning for all these teachers follow in planning and problem solving to achieve a successful
students (Friend et al., 2010). peer collaboration?

In inclusion classrooms, the partnership
is with a general education teacher and a special
educarion teacher. In some cases, a special educator may work with a single general edu-
cation teacher; in other cases, the special educator may work with two or more general
education teachers (Villa et al., 2008).

For example, Martin Fields is a special educator assigned to a high school social
studies department. Martin works with five different teachers to co-plan and co-teach.
Martin attends weekly deparemental meetings to keep on top of curricular, administra-
tive, and studenc-related issues. In addirion, he meets with one teacher each school day
either before, during, or after school to co-plan. Martin explains his role this way:

I work in five general education classrooms. At first, some of my colleagues were unwilling
to do anything but whole class, undifferentiated instruction. In some cases, [ felr like an
“assistant” or “teacher aide"—or worse “a fly on the wall.” After our social studies team
went through some exrensive professional development, we identified ways 1o organize
instrucrion within each person’s comfort zone. I still have to be flexible enough to wark
with different classroom management styles and personalities, and that's OK. But our
team members are all starting te see an impact on student learning with two teachers
teaching.

Because lessons are co-planned, the specific roles and responsibilities of each teacher
are murually determined ahead of time. Sometimes the general education ceacher works
with the class as 2 whole, and che special education teacher adapts assignmenuts for targeted
students, accommodating their learning needs or working with small groups of students,
At other times, the class is divided into groups, and each teacher works wich a different
group. Sometimes the special education teacher takes the lead in providing instruction ro
the class while the general education teacher moves from studenc ro student, conducting
individual lessons or conferences. With careful planning, special education ceachers might
be present only during inscructional suppore. During whole-group lecture time, the spe-
cial education reacher might not be present. However, the special education teacher may
be present for follow-up activities, completion of assignments, or reteaching. The roles
of both teachers vary according to the goals of the lessons and the needs of the students.

Research indicaces thar in some co-teaching classrooms, teachers fall into a patcern
of the general educarion teacher presenting a lesson and the special education teacher
“grazing” or circulating around the room checking in on targered students (Magiera &
Zigmond, 2005; Scruggs & Mastropieri, 2017; Weiss & Lloyd, 2003; Wexler, 2021).
In other situations, like that of Martin Fields, the role of the special educator is like

wavebreakmedia/Shutterstock
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that of a teaching assistant (Harbore et al., 2007; Murawski, 2009). In such cases, the
impact of having two professionals in the classroom is diminished. Identifying individ-
ual scudent needs and differentiated instruction are key to effective co-teaching (Cook &
McDuffie-Landrum, 2020; Johnson & King-Sears, 2020). The parity of two reachers—
each with different training and set of professional tools—is imperative for successful
co-teaching. One way to foster parity and to maximize scudent engagement and learning
is to implement a variety of co-teaching models. The models differ in terms of teacher
roles, grouping patterns, and/or content presentation (Solis et al., 2012). Descriptions of
five models follow with elementary and secondary examples.

1. Model A—One Lead Teacher; One Teacher “Teaching on Purpose.” One teacher
takes primary responsibility for presenting the overall lesson to the whole class
and the second teacher makes observarions of student behavior and also “reaches
on purpose.” While observing, the second teacher can gather information about
student engagement and participation, work habits, and needs for assistance.
Teaching on purpose involves monitoring of student understanding through
asking targeted questions about key concepts and skills and/or examination
of student work. Some teaching on purpose can occur on the spot to resolve
misunderstandings—if it does not interfere with the flow of the lesson. The
second teacher can also provide one- to five-minute mini-lessons for individual
students or small groups of students who need additional help or reinforcement as
a follow-up ro the lesson. To assure parity among professionals, either the general
education or special education teacher can take the lead role.

» As part of a unit on weather and climate, a class of fifch graders participaced
in a lesson on weather maps. After che class watched 2 DVD on different types
of weather maps, the lead teacher led a discussion of the viewing. Students
were then divided into five groups. Bach group was given a differenc type of
weather map {(e.g., precipiration, satellire) and asked to develop a summary to
describe the purpose of the map, how information was displayed, and how to
interpret information from the map. While students were working in groups,
the lead reacher was available to answer general questions from the groups
when the group leader raised a hand and to reinforce rules for behavior during
cooperative learning. The supporting teacher circulated around the room to
make sure all scudents were participating and to clarify misconceptions. In
addition, she reinforced the “big idea” of the lesson to targeted students who
typically have difficulty with science concepts and connected what they were
learning to daily life. At the end of the lesson, the supporting teacher met with
a group of five cargeted students she believed might need additional support.
They met for five minutes to review the key concepts learned.

* During the course of a lecture and demonstration on how to determine latirude
and longitude in a seventh-grade geography class, it became clear to both
co-teachers that several students needed some assistance in learning the new
concepr. This included three students with learning disabilities and one ELL.
While most students completed an independenc follow-up activity, the special
educator met wich chis small group and provided mnemonic strategies for
remembering the difference berween latitude and longitude.

2. Model B—Tuwo Teachers; Same Content. In this model, both reachers teach the
same conrtent to small, mixed-ability groups of students. Sometimes referred to as
parallel teaching (Friend & Bursuck, 2019), chis formar works well when complex
new information is presented or when students need smaller groups to promote
clarifying questions or discussion. After the smali-group accivity, the whole class
can reconvene to recap key ideas from group sessions.

e In a kindergarten classroom, the children are divided into two groups fora
health lesson. Each teacher chen conducts a demonscraion to a small group of
how to brush teeth using a model set of ceeth and large toothbrush. Students
then generate a list of rules for healthy dental care. The teacher writes the rules
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on sentence strip cards. The two groups then get back together to compare
their rules and develop a master list.

o After reading a textbook chapter on the War of 1812, an 1 1th-grade U.S.
history class is randomly divided into two groups. Each group is given a
different article for supplemental reading on the topic. Each group then
participates in a teacher-led discussion about whether or not the War of 1812
should be considered the second U.S. revolurion. After the discussion, the
groups present their position and describe how chey integrated textbook and
supplemental reading material. Finally, students vote pro or con on the issue
{by secret ballot).

3. Model C—Tiwo Teachers; Different Content. Students are placed in groups based

on instructional needs. One group might focus on review and additional pracrice;

a second group might engage in enrichment acrivities.

¢ After teaching a lesson on contractions to a group of first graders, a review
of student performance on homework revealed thar six students were having
difficulty wich the concept. Thus, one teacher worked with the six students
who needed reteaching and guided practice. A second group worked with the
other teacher to create a language experience story using contractions. The
groups then came together and did a choral reading with the story the second
group created.

¢ Seventh graders in a math class were studying how to calculate the area
of polygons. A pop quiz revealed that about half of the class had mastered
the benchmark; the ocher half needed additional work. Two Internet-based
programs were idencified to address the needs of each group. One teacher
remained in the general education classroom and projected the reteaching
lesson on the Smart Board. The second teacher took her group to the compurer
lab and students worked independently on a web-based set of challenge
problems.

. Model D—Tweo Teachers; Content May Vary. This model includes multiple

centers—some with teacher-led acrivities, some with student-led activities, and

some with independent work. The groups may be composed of same- or mixed-

ability students depending on the objectives of the lesson. This model includes

reading groups and learning centers in which students are engaged in a variety

of activities. It is sometimes referred to as station teaching (Friend & Bursuck,

2019).

¢ In athird-grade reading/language arts class, group assignmencs are made based
on interim reading assessments coupled with teacher judgment. Groups vary
in number from three to six and are reconfigured after each interim assessment.
Students rotate from center to center at regular intervals, Centers include two
teacher-led guided reading centers, independent computer work, a writing
center, and a word-work/spelling center.

¢ In an eighth-grade math class, students are placed into three groups based on a
benchmark test in dividing mixed fractions. One group works with the special
educarion teacher to review steps and strategies to solve problems for the entire
class period. The general education teacher meets with the other two groups
(one at a time) to clarify questions. Students also demonstrate solutions of
problems to other members of the group. When not meeting wich che teacher,
students work independently on word problems using division of mixed
fractions.

. Model E—Two Teachers Teaching Together. In this model, teachers divide up
the agenda for reaching a lesson to a whole class. Teachers share responsibility
for lecturing, demonstrating, medeling note-taking, and providing strategies for
learning conrent. Some reachers corment thac this is the most difficulr model
to implement. Inicially, extensive planning is necessary to decide who does what.
Eventually, co-teachers can develop a rhythm for teaching rogether.
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* A third-grade reading/language arts teacher describes a graphic organizer
for narrative writing. Then her special education colleague and she provide a
step-by-step demonstration on the Smart Board as they brainstorm togecher
to complete the story map. Students then work in pairs to brainstorm about a
narrative story on their own using the graphic organizer.

¢ Co-teachers in a 10th-grade civics class co-leccure on the Bill of Rights. One
teacher presents a set of PowerPoint® slides to introduce each. The other
teacher leads a discussion about contemporary implicarions of each right.

Pearson eTexthook
Video Example 3.3

For many teachers, co-teaching was not part of their professional preparation.
Therefore, when asked to co-teach, teachers often need to adjust from working solo to

A general education teacher and an - . ; .
working collaboratively on a regular, sometimes daily basis. Some teachers feel out of

English language specialist create a

plan for co-teaching a math lesson. place in another teacher’s classroom and find it difficult to determine how much control
Each teacher has unique responsibilities to take. Ongoing communication about how best to use the ralents and expertise of each
in the classroom to ensure that all partner and explicit delineacion of roles and responsibilities are imperative (Brown et al.,
learners receive the support they need 2013; Schumm ec al., 2001; Sileo, 2011).

10 succeed. What model of co-teaching

is represented in this plan? One way to evaluate a co-teaching partnership is to elicit feedback from students

@  (Johnson & King-Sears, 2020). Student feedback can targer cheir perceptions of what
and how they are learning as well as their ideas abour the effectiveness of instructional
practices. Such reflection helps students think about their own learning and develop
self-monitoring skills. Student feedback can be obtained through a variety of sources:
one-on-one interviews, small group interviews, and surveys. Another approach to gain
students’ feedback is exit tickets (see Activities for All Learners)., Exit tickets (sometimes
called exit slips) are brief, non-graded student responses to specific prompts about the
content of a lesson and/ot the instrucrional activities used to teach the content (Fowler
et al., 2019). Co-teachers need to work jointly to design, implement, review, and respond
to student feedback.

Want to learn more about co-teaching? The three-part series found on YouTube
entitled “Successful Co-teaching: Keys to Team Development” includes excellent sugges-
tions and examples.

Co-Assessment/Co-Grading

Co-assessment/co-grading occurs when two or more professionals are actively engaged in
assessment dara collection {e.g., screening, progress monitoring, diagnosis, etc.), evalua-
tion, grading student performance, determining report card grades, and reporting student
assessment outcomes and grades to families. As Murawski and Lochner (2011) point out,

ACTIVITIES FOR ALL LEARNERS

Using Exit Tickets to Elicit Student Feedback

Objective: To gain knowledge of student learning from or » Decide on the format of exit tickets (e.g., student drawings,
perception of ca-taught lessons. journal, index cards, sticky notes, online [e.g., Google Forms}).
Grades: Grades K-12 ¢ Administer the exit ticket activity—approximately five minutes—

Teaching Procedures: either during or at the end of a lesson.

¢ Determine the feedback Information you want to obtain from » Sort student responses to determine individual and group
students: understanding of lesson content, reflection about what perceptions and needs.
was difficult to understand, perceptions of instructional strategies,

perceptions of co-teaching models Decide how to respond to student feedback through reteaching,

individual or small group suppoert, changes in instructional
» Draft the prompts using open-ended guestions (no more than practices, or changes to co-teaching patterns.
two or three).

Sources: “Exit Tickets: Understanding Students, Adapting Instruction, and Addressing Equity, 2019, Science Teacher, 84(8), 18-26; “Eliciting Students’ Perspectives About Their Co-Teaching
Experiences,” by T. M. Johnson & M. E. King-Sears, 2020, Intervention in School and Clinic, 56(1), 51-55. “Art and Science of Teaching: The Many Uses of Exit Slips,”
by R. Marzano, 2012, Educational Leadership, 70(2), BO-B1.
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“Co-teachers should never view students as [al ‘my kids’ and ‘your kids’ situation. This
extends to assessment, evaluation, and grading as well” (p. 176).

For some time co-assessment and co-grading have become more common
(Conderman & Hedin, 2012). At the school level, muleidisciplinary teams work collab-
otatively in assessment and evaluation of student performance. At the classroom level,
co-teachers are acrive in all aspects of co-assessing—assessment and evaluation as well as
co-grading. Consequently, it is important for professionals to develop assessment literacy
(Avalos et al., 2009; Popham, 2011, 2014). Assessment literacy involves an understand-
ing of both formal and informal assessments and making inscructional decisions based on
assessmenr and student performance data (Lee, 2021; Mokhrari et al., 2008).

In a paper on comptehensive assessment and evaluation, the National Joint
Commirtee on Learning Disabilities (2011) makes a case for distincrion between the terms.
The commictee defines assessment as “the collection of data through the use of multiple
measures, including standardized and informal inseruments and procedures” (p- 3). Thus,
dara are collected using both formal and informal measures yielding qualitative or quan-
ticative data abour individual and groups of students. Evaluation is described as “the pro-
cess of integrating, interpreting, and summarizing the comprehensive assessment daca”
{p. 3). Evaluation can also be referred 1o as data-based decision making.

There are a number of purposes for assessment and evaluation (Schumm & Arguelles,
2006):

e [nitial screening for reading groups, instruction, or further assessment

o Diagnosis to determine individual screngchs and challenges

* Monitoring to assure academic progress

* Determining appropriate placement in special education services or other student
support systems

* Determining student outcomes to make decisions abour promotion or graduation

¢ Evaluating the strengths and weaknesses of instrucrional programs

o Being accountable o key stakeholders at school, districe, stare, and national levels

How does collaboration with assessment and evaluation occur? The answer varies
considerably by state, school district, and school. You will want to ask the following in
cerms of your role in the assessment and evaluarion process:

* Whar is the process for each phase of assessment and evaluation (e.g., screening,
diagnosis, progress monitating, etc.) in my state, school district, and school?

» What assessment data will I be responsible for collecring?

* Which colleagues and professionals are involved in the assessment and evaluarion
process, and what are their roles and responsibilities in chat process?

¢ Whart is the role of families and students in che assessment and evaluation process?

In thinking about co-teaching, grading is an important consideration when stu-
dents with disabilities are in general education classrooms. Often the special education
co-teacher makes adaprations to homework, assignments, and tests. How do these modi-
ficarions affect the way students are graded? How can reachers align student grades with
state standards and student performance on high-stakes tests? To whar exrent should stu-
dents’ motivation affect their grades? What abouc their persistence, effort, and screngehs?
How can these qualiries be measured? These issues need to be openly discussed by teachers
who have students with disabilities in their classrooms.

Standards-based grading and reporting have been offered as an alternarive model for
reporting studenrs’ strengehs and areas in need of improvement (Jung & Guskey, 2007;
Marzano, 2009; Munoz & Guskey, 2015). Recognizing the challenge of how best to evalu-
ate and repore the performance of stcudents with disabilities in general educarion, school
districts have begun to provide some claricy through the use of standards-based grading
(Guskey & Jung, 2009; Iamarino, 2014; Munoz & Guskey, 2015).

Srandards-based grading involves an examination of individual curriculum stan-
dards; the process, product, and progress learning goals of the individual student; and
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TIPS FOR TEACHERS 3.2 -

Questions to Ponder When Collaborating on Student Grades

When working with a colleague who is co-teaching with you, the ¢ How will we evaluate student work when modifications are
following questions about managing student grades should be made?

addressed at the beginning of the year and readdressed as necessary

throughout the year:

»  Who will record assignments in the standard and/or electronic
gradebook?

¢ What is our classroom policy on grading? How will this be

communicated to students? To families?

e When designing an assignment, what criteria will we use to I
grade the assignment? Who will do the grading? To administrators?

¢ How will we determine final grades?

+ How will we communicate grades to students? To families?

the appropriate accommodations for the student as determined by the IEP. Depending on
the situation, grading could occur on grade-level standards with accommodations and/
or grading on modified standards. Although a great deal of work remains in the imple-
mentation of this practice in terms of logistics and equity, the promise of standards-based
grading is thac teachers, families, and students are provided specific information abour
progress and instructional goals.

Grading procedures for students with disabilities are often an IEP item, and grad-
ing guidelines are written and agreed on during the development of the IEP. Even when
students do their best, their grades are often less than satisfactory. Students with disabili-
ties need grades that reflect more than the extent to which their performance compares
with that of other students in the class. They need encouragement and reinforcement for
their work and effort and reasonable accommodations in assessment and grading.

As in the case of co-assessmene, grading policies differ considerably depending on
local requirements. Moreover, local policies can change. School districts across the coun-
try have had to modify grading systems due to COVID-19 (Guskey, 2021). Rarher than
traditional grades, some districts moved to simplified grading (e.g., pass/fail; sacisfactory/
unsatisfactory). As a result some colleges and universities across the country adapted ro
these changes in their admission process.

Policies for student grading are not always made clear, so it is important for teachers
working together to communicate with one another and with administrators to ensure fair
assessment and reporting of student performance (McLoughlin & Lewis, 2008). Tips for
Teachers 3.2 provides some questions that need to be considered in thinking about how
grading will be managed in co-teaching settings.

Collaborating with Paraeducators

In addirion to collaborating with teachers and other specialists in your school, you will
also interact with a full range of Education Support Professionals (ESP). These indi-
viduals provide cricical roles in ensuring the health and well-being of students that con-
¢ribute to their readiness to learn. The National Education Association (2021) identifies
nine ESP career families:

¢ Clerical services

e Custodial and maintenance services
¢ Food services

o Healch and student services

o Paraeducators

s Security services

¢ Skilled trades
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» Technical services

¢ Transportation services

Paraeducators are the ESP individuals most likely to work with you with
respect to your direct inscructional responsibilities. Paraeducators are “individu-
als who are trained ro work with, and alongside, educators in classrooms and other
educational settings to suppore the education of scudents with and wichout disabili-
ties in a variety of capacities {(e.g., physically, socially, instructionally)” (Giangreco
et al., 2008, p. 2). The role of paraeducators became more prominent due largely from
mandares of No Child Left Behind (NCLB) and IDEIA (Brock & Carcer, 2013; Yell,
2016). According to the most recent U.S. Departments of Educarion dara (2020),
approximately 459,000 paraeducators work in school settings to provide supports for
students with disabiliries.

However, the effect of COVID-19 on the numbers of paraeducators is yet to
be fully determined (Lieberman, 2022). Some school districts have eliminared posi-
tions due to budget cuts, some employees are reluctane to return because of concerns
abour low pay and working conditions, or lingering concerns about safety conditions.
Administrators and classroom teachers have struggled with how best to engage para-
educators in face-to-face, virtual, and hybrid learning. To address these instructional
challenges, Michael Giangreco at the University of Vermont Center on Disability and
Community Inclusion has set up a website for sharing of resources and ideas (heeps://
www.uvm.edu/sites/default/files/Center-on-Disabilicy-and-CommunityInclusion/
Paraprofessional PlanningCOVID19.pdf).

Various terms are used to refer to paraeducators (e.g., paraprofessional, teacher assis-
tant, teacher aide). To recognize the important contributions of support personnel, some
advocare the use of the term paraedncator (Nevin et al., 2009). However, it is recommended
that teachers become familiar wich locally accepred terminology (Giangreco er al., 2008}
as well as local and scate policies regarding paraeducators in the classroom.

This is particularly important in light of evidence indicating the overuse and mis-
use of paraeducators in the classroom (Giangreco et al.,, 2012; Giangreco et al,, 2013).
Research has documented that in many cases paraprofessionals are making educarional
decisions autonomously and implementing instruction wicthour adequate supervision
{Giangreco et al., 2011). To assist teachers and administrators in the best ways to support
paraeducators in their important work, resources have been designed to help school-based
personnel (including paraeducarors) evaluate their current status in terms of paraeduca-
tors’ roles and responsibilities and set an action plan for improvement (e.g., Fallon et al.,
2015; Stewart, 2019; V. L. Walker et al., 2020).

Although No Child Left Behind did mandate requirements for paraeducator cre-
denrials, srates still vary in terms of credentialing of paraeducacors. When a paraeducator
is assigned to your class, it is important to learn about your colleague’s educational back-
ground and experience and co provide guidance and modeling as needed. Ultimarely, as
the classroom teacher you are responsible for planning inscruction. Stockall (2014) main-
rains thar “the basic purpose of collaborating with paraprofessionals is protecting teachers’
instructional cime” (p. 198). If paraeducators do provide instruction, you are responsible
for planning chat instruction and monitoring student outcomes as a result of that instruc-
rion {Brock & Carter, 2013, Yell, 2016).

Professional resources for paraeducators

Fortunately, a growing body of professional resources is available for che professional
preparation of paraeducators as well as the preparation of general and special educa-
tion teachers for collaborating with these important members of the educational team.
The Narional Education Association (hetps://nea.org), National Resource Center for
Paraeducaters (heeps://nrcparaorg) and che Paraprofessional Resource and Research Center
(hetps://paracenter.org) provide online professional development resources. In addition,
the Council for Exceprional Children has guidelines for paraeducator preparation (Council
for Exceptional Children, 2015).
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Pearson eTextbook
Video Example 3.4

A paraeducator works with Jack,

a student who requires support in
communication and self-help skills,
during a group task in a fifth-grade
inclusive classroom. The paraeducator's
support allows Jack to participate

in the group task with his peers and
permits the general education teacher
to focus on the whole group. What
type of collaboration is involved in
effective partnerships between general
education teachers and paraeducators?
|

TIPS FOR TEACHERS 3.3 -

Working with Paraeducators

Roles paraeducators can play to support you

A paraeducator assigned to your class can support you by workmg with individual or
small groups of students, providing clerical support, assisting with behavioral issues, and
planning family involvement activities. Often paraeducarors reside in the same neighbor-
hoods as your students and can serve as a “cultural broker” in helping you ro understand
and appreciate your students’ home communities (Reuda & Genzuk, 2007). In schools
serving students who are English learners, you may be assigned paraeducators to serve as
interpreters or cultural brokers wich studencs and cheir family members.

A range of scenarios may occur in the case of students with disabilicies. Depending
on the student’s IEP, the paraeducator may have duties related to instruction, behavior,
safety, or physical needs (e.g., ambulation, toileting). In some cases, paraeducators may be
assigned to a specific child; in other situations, they are assigned to an inclusion classroom
consisting of a number of children with disabilities (Friend, 2020). Moreover, the para-
educator may be present in your classroom with or without a special education teacher.
Regardless of the scenario, clear articulation abour the roles and responsibilities of all
adults involved is paramount.

What can you do to assure successful collaboration with paraeducators? Much of
what you have read in this chapter about communication and collaboration with other
professionals applies with your partnership with paraeducators. In Tips for Teachers 3.3,
Jamie DeFraites, a first-grade teacher in New Orleans, offers suggestions for successful
partnerships with paraeducators.

Collaboration Issues and Dilemmas

At some time, most general education teachers will work with colleagues in consultation,
teaming, co-planning, or co-teaching roles. Although research has yielded overall support
from key stakeholders for collaborative teaching practices, it has also identified potential
pitfalls and areas for improvement (Isherwood & Barger-Anderson, 2007; Murawski &
Dieker, 2008; Rea, 2005). The following sections describe issues and dilemmas thar fre-
quently occur. Perhaps by considering these issues now, you will be able to work more
effectively in fucure collaborative situations. Tips for Teachers 3.4 provides suggestions
for collaborating with other professionals that can help you navigare such issues and
dilemmas,

Jamie’s multicultural classroom includes eleven Vietnamese children  * Explain instructional strategies to them so that they can do more

and two Latino students who are English learners. Jamie explains,
“I love my class and was actually asked to loop to second grade—so

I'll have the same students next year!”

Jamie is fortunate enough to work with two paraeducators, who
join her classroom at different times during the day. One is a native
speaker of Vietnamese; the other is a native speaker of Spanish. Here
are Jamie's tips for working with paraeducators;

+ Talk with paraeducators individually about personal interests and
skills and try to match their duties with their strengths.

¢ Clarify roles, responsibilities, classroom routines, and
expectations for student learning and behavior.

than grade papers—they can actually interact with children in
small groups or individually.

*  When assigning tasks, provide as much orientation as possible to
make sure the paraeducators can be successful in what they do.

¢ Talk a great deal about what tasks you and the paraeducators
like and dislike doing; all should agree to assume their share of
unpleasant jobs,

¢ Plan a backup—what to do when there is nothing to do.

* Encourage paraeducators to get additional professional training.
Let them know about workshops and other opportunities to

» Thank paraeducators at every opportunity—in the presence of learn.

the principal, families, and students.
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TIPS FOR TEACHERS 3.4

wWhen working with other professionals, don't rely on extrasensory
perception (ESP) to communicate. Successful collaboration neces-
sitates more than a sixth sense. Based on their conversations with
general and special education teachers and classroom observations,
Schumm, Hughes, and Arguelles {2000) suggest that it takes ESP-
Plus. The "plus” involves initial and ongoing conversations among
key players regarding:

Collaborating with Other Professionals: It Takes More than Extrasensory Perception (ESP)

S—skills, support, structure

What skills do each of us bring to the table? How can we maxi-
mize our skills and talents?

What support can we offer each other? What support and
resources do we need from administration?

How will we structure our collaborative efforts (e.g., classroom
arrangements, planning, meeting times)?

E—expectations, engagement, elasticity
» What are our expectations of each other? Of students? Of their
families?

¢ How will each of us be engaged? What are our roles and

artnership?
responsibilities? partnership

P—professional development, pet peeves, parity

+  What professional development do we need to enhance our

¢  What are each of our pet peeves and how can we work to avoid

¢ How can we develop elasticity and learn to be flexible in our

conflict?
working with each other and our students?

+ How can we establish parity and communicate that we are
co-equal partners to administration, students, and families?

Viewpoints and practices, Newark, DE: International Reading Association.

Student ownership

When students with disabilities are placed in general education classrooms for all or part
of the day, both general education and special education teachers are responsible for their
education, It is not uncommon, however, for teachers to ¢laim “ownership” of or responsi-
bility for some students and not others, Effective programs for all scudents require teacher
atticudes that say, “All students are members of the learning community in my classroom,
and I welcome them all.”

A particular concern regarding student ownership may occur when paraeducators
are assigned to a particular student. When the paraeducator remains in close proximity
to a student with disabilities, the child's social relationships with the general education
teacher and with other students can be stifled (Giangreco & Broer, 2007). Conversations
about how best to promote social interactions and student independence should occur in
IEP meetings.

Individual versus class focus

Traditionally, general education teachers at all grade levels plan instruction for the class
as a whole racher than for individual learning needs (Mclntosh et al., 1993; Mora-Harder,
2009; Schumm et al., 1995; Schumm et al., 2000). This approach to planning reflects
the need to cover the content for a subject area. Special education teachers, on the other
hand, focus on meeting students’ individual needs. This difference can lead to conflice.
It is important for general-special education pareners to discuss these differences and to
consider together how to maximize differentiated professional training and skills for the
benefit of all students in the classroom (Schumm et al., 2001; Sileo, 2011).

In recenc years, one framework for designing instruction to meet the needs of all
students in diverse educarional settings has garnered attention among policy makers,
researchers, and practitioners. This framework, Universal Design for Learning (UDL),
emerged from the concept of universal design for products and architecture to bring access
to individuals with disabilities. One commonly referenced example of universal design
ts that of curb cuts on sidewalks. The cuts were originally intended for persons using

Source: Based on “Co-teaching: It takes more than ESP.” by J. 5. Schumm, M. T. Hughes, & M. E. Arguelles, 2000, in V. Risko & K. Bromley (Eds.), Collaboration for divarse lsamers.
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wheelchairs or walkers. However, the cuts also make life more convenient for folks using
steollers or delivery carts. In other words, adaprations can make life easier for individuals
with disabilities—but also for ochers as well.

The idea of universal design principle for education is similar (Hall et al., 2012;
Rose & Gravel, 2010). With multiple ways of presenting content and multiple ways for
students to demonstrate mastery, the needs of students with a wide range of learning dif-
ferences can be met. This includes English learners, students with disabilities, students
identified as gifted, and struggling learners who do not receive additional services. The
promise of UDL is that individual needs can be met within the general classtoom setting
using a wide range of adaptations—including the use of technology. Adaptations can be
planned and implemented in three areas:

s Representation—presenting new skills and concepts in a variety of modes (includ-
ing visual, auditory, and sensory materials) to accommodate different ways thac stu-
dents take in and comprehend information.

 Action and expression—providing alternate ways for students to access information
and to show mastery of skills and concepts to accommodate individual differences
in how students navigare in a classroom setting and demonstrate what they have
leatned.

¢ Engagement—offering appropriate ways to motivace students and opportunities for
students to monitor cheir own learning to foster interest, independence, and stu-
dent ownership in learning.

Beverly Morris {a general education teacher) and Ben Thomas (a special education teacher)
co-teach in a self-contained fourth grade class. After attending a series of professional
development workshops on UDL, they came up with a system for planning built on their
individual skill sec and interests. After determining the state standard to be raught, chey
set a time to plan for a lesson or unit. Beverly comes to the meeting prepared wich ideas
for representation (presentation of material). Ben comes prepared with ideas for action
and expression for the class as a whole and for individual students who may need adapta-
tions. Together they weave their ideas and then brainstorm ideas for engagement—how to
motivate and foster student independence. Beverly and Ben also negotiate their roles and
responsibilities before, during, and after the lesson. They keep a running log to monitor
what works, what can be improved, and what can be tossed. As Ben explains, “We now
work together not only to improve scudent learning and motivation—but also to expand
our set of professional skills.”

Content versus accommodation

When classroom teachers discuss planning and instruction, one of the most consistent
themes is content coverage (Keefe et al., 2004; Kloo & Zigmond, 2008; Schumm et al.,
1995). Classroom teachers feel they must cover more content to meet local and state stan-
dards and to ensure that students are prepared for the next grade level and for standardized
tests. Moreover, state standards lift the bar in terms of expectations for preparing students
for college and the global workforce (Phillips & Wong, 2012).

Judy Schloss, a seventh-grade science teacher, admits, I know that when I complete
a science unit, some of the students understand the main concepts and others do not, bur I
do not have time to reteach. We just move on to new material.” As a result of such moving
on, many students, particularly students with learning problems, are introduced to a lot
of material buc learn lictle about any of it. As Logan Davlin, a ninth-grade social stud-
ies teacher, says, “If teachers waited until all of their students understood everything, we
would never be able to finish all of the material.”

The issue of content coverage directly influences the instruction of students with
learning needs, particularly now that students with disabilities have greater access to
the general education curriculum. You can imagine the difficulty you might have if you
fele pressured to cover extensive amounts of content and ac the same time felc pulled to
meet the needs of individual students who failed to learn the material. To alleviate this




sicuation, general and special education colleagues can work collaboratively to identify
students—both with and without I[EPs—who are in need of additional accommodations
and/or reteaching to master standards.

Real world versus student’s world

Some general education teachers chink that treating all scudents fairly means treating
them “the same.” Making adaptations in homework or tests is perceived as providing
undue advantage for some students. Furthermore, some general education teachers define
their mission as preparing all students for the real world, where, they believe, accommo-
dations and adaptations will not be made. Other general education teachers know thar the
best way to prepare students for the real world is to give them opportunities to be success-
ful in their present world. Maria Pino, a secondary social studies teacher, explains, “My
first responsibility is to help students feel successful in their present world—the world
of the classroom. Making accommodations helps them feel that success. [ also explain to
them that employers are required by law to make reasonable adapeations for individuals
with disabilities.”

Successful collaborative teams emphasize the imporrance of establishing a commu-
nity of teachers and learners who share and learn together (Hunc ec al., 2000). The ability
to collaborate successfully requires flexibility, respect for roles and responsibilities, and
the ability to maintain a sense of humor (Cook & McDuffie-Landrum, 2020; Schumm
et al., 2001; Silio, 2011). Based on their experiences in collaborative classrooms and on
their understanding of the literature on collaboration, Keefe et al. (2004) have offered the
four “knows” of collaborative teaching: (a) know yourself, (b) know your partner, (¢} know
your students, and (d} know your “seuff.”

In other words, think about your beliefs, goals, and teaching style in the context
of working with a colleague to teach students in your class. This type of communication
and coopetation requires time, effort, and commitment. Howevet, the potential outcome
of working cogecher has benefits for teachers (e.g., developing mutual support, learning
from one another’s expertise) and students (e.g., enriched curriculum, scaffolding, reduced
student—teacher ratios) (Mofield, 2020; Murawski & Lochner, 2011; Siles, 2011).

WORKING WITH FAMILIES

Learning Objective 3.3  Discuss ways to foster positive home-school
connections through homework, conferences, and other forms of
communication.

The children you teach will represent a wide array of family compositions. While there
are a number of definitions of “family,” in general a family consists of individuals who
are biologically or legally connected and who share a domestic relationship. This may
include parents (biological, adopted, or foster), grandparents, stepparents, aunts or uncles,
older siblings and stepsiblings, legal guardians, or caretakers. Because of federal, state,
and school district policies about the confidentiality of student records and information
about student academic and behavioral performance, it is vical that you understand the
family members legally entitled to such information. In addition, when reporting infor-
mation about a student, do so in school-approved formats. For example, do not send test
or grade reports via email. When in doubt, check with an administrator about policies
and procedures.

* Family units are highly influential in a child’s physical, emotional, social, and
academic well-being. This is particularly true for exceptional students, whose
famnilies serve multiple roles, including those of advocate and information source.
Family involvement and collaboration are fundamental to the implementation of
IDEIA (Turnbull et al., 2020). State and local regulations guide who can legally
be involved in determining educational decisions for students. For example, some
states include foster parents as decision makers; others do not, Rights for families in

Working with Families
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the educational decision-making process include the following (Yell, 2016). They
may request an evaluation when they think their child needs potential special edu-
cation and related services.

s They should be notified and their permission should be obtained before identifica-
tion, evaluation, or educational placement of the child.

e They may request an independent evaluation at public expense when they disagree
with the educational evaluation of the school.

o They may request a reevaluation when they think their child’s educational place-
ment is no longer appropriate.

» They may request that their child be tested in the primary language.

e They may participate in the development of an IEP or individualized family service
plan (IFSP), including placement.

o They may request dispute resolution, mediation andior a due-process hearing to
resolve differences with the school.

e They should be informed about their child’s progress at least as often as farnilies of
children without disabilities.

Family Collaboration

In addition to legal mandates for family involvement in the education of students with
disabilities, two other forces have contributed to increased engagement on the part of
family members (Heward et al., 2022). One factor is increased advocacy for children
with disabilities both individually and through involvement in family support groups
and organizations (Turnbull et al., 2020). Another factor is a growing body of research
indicating that family involvement has a positive impact on student academic and social
outcomes (Epstein et al., 2019).

Moreover, research in family involvement has underscored the importance of family
partnerships. “Family partnerships are relationships in which families and professionals
collaborate, capitalizing on each other’s judgments and expertise to increase the benefirs
of education for students as well as the benefits of support for families and professionals”
(Turnbull et al., 2020, p. 71). Regularly communicating to families that you truly care
about their child, have high and reasonable expectations for their success, and trear all
involved as you would like to be treated are as or more important than any program ot
home—school involvement “technique” that you might implement (Jeynes, 2011). Family
partnerships are not exclusive to the elementary and middle school grades. Family engage-
ment at the high school level takes time and planning. However, creative approaches such
as use of parent portals and interactive homework assignments are beginning to emerge
{Mac Iver et al., 2021a, 2021b).

Culturally and linguistically diverse families

Taken together, these forces have created a climate for positive possibilities with family
partnerships (Crosby et al., 2014; Murray & Curran, 2008; O'Donnell & Kirkner, 2014).
Although progress has been made in family involvement due to legal mandates and fam-
ily advocacy, the ideal and reality of collaboration are far from being aligned, particularly
when the needs of culturally and linguistically diverse families are concerned (Bower &
Griffin, 2011; Gillanders et al., 2012; Harry, 2008, 2011). Racial and cultural dispro-
portional representation in special education programs is an issue of national concern and
challenges educators to consider how to interact with students and their families in just
and equitable ways (Cavendish et al., 2018; Donovan & Cross, 2002; Harry & Klingner,
2014), Families can bring a rich set of cultural and personal experiences to the educational
process that can and should be heard (Gerzel-Short et al., 2019; Moll, 2010; Protacio
& Edwards, 2015). Developing pattetns of behavior that tap chese talents and resources
through commitment to the student, equality of power, and mutual trust and respect is
key to successful collaborations (Blue-Banning et al., 2004; Harry, 2011). You as a class-
room teacher play a key role in chis process.
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TIPS FOR TEACHERS 3.5

Communicating and Collaborating with Culturally and Linguistically Diverse Families

1. Establish a welcoming classroom environment that values diversity. 7. Provide ample opportunities for families to ask questions and
express their concerns.

2. Take the opportunity to learn more about the language, culture,

and customs of students in your classroom. 8. Invite families to the classroom to share infoermation and
customs about their culture.

3. Include visuals and signing in your classroom that incorporate

families with available resources related to health, safety, and

the primary language and customs of your students. 9. Work with administrators and other support professionals to link
4. When communicating with families avoid using language that transition to higher education and careers in the community and
suggests a deficit model of the student and the family. support groups.
5. Avoid using professional jargon that may be intimidating or 10. Continue to evaluate your own biases and seek professional
confusing development In culturally responsive teaching.

6. Use interpreter services and/or cultural brokers to communicate
with families in comfortable and appropriate ways.

e e

Sources; “Engaging Culturally and Linguistically, Diverse Families of Chldren with Disabillities,” Intervention in School and Clinic, 55(2), 120~124. Strategies far Teaching Students with

Learning and Behavior Problems, by 3. Vaughn & C. 5. Bos, 2015, Boston: Pearson

What can you do so that family members can serve as active, collaborative resources?
Perhaps it is most imporeanc to recognize that home—school communication is a two-way
screet. As Hallahan and colleagues (2019) puc ic, “It’s critical to receive information from
parents as well as to provide information #o them” (p. 74). Your goal is working collabora-
uvely for student success. Tips for Teachers 3.5 provides suggestions for communtcating
and collaborating with culturally and linguistically diverse families.

The role of families in the collaboration process

School systems have expended considerable effort to involve families. There are a range
of ways that families can become involved in their child's schooling: (1) parenting,
(2) communicating, (3) volunteering, {4) home learning, (53) decision making, (6) collabo-
rating with the community, and (7) advocacy for their child’s emotional, social, and
academic needs (Epstein, 1996; Young et al., 2013). Family members will vary consid-
erably in terms of their motivation and capacity to become involved (Bower & Griffin,
2011). Nonetheless, teachers should be aware of school- and classroom-based ways to
foster family involvement and to provide leadership in promoting parent partnerships.
Teachers also need to undetstand what farmnilies are expecting from the relationship with
their child’s school.

To learn more about what family members think about essential components of
successful partnerships, Blue-Banning et al. (2004) conducted individual and focus group
interviews with 137 family members. Participants included parents representing a wide
range of culcural and socioeconomic backgrounds and parents of children with and with-
out disabilities. An analysis of the transcripts of interviews resulted in six indicators of
successful parcnerships: (a) communication, (b) commitment, (c} equality, (d} skills, (e}
truse, and (£} respect. The authors concluded thar parents viewed “common sense and
ordinary human decency” to be the cote of what parents want and expect {p. 183). Family
members seemed less interested in elaborate, expensive programs and more interested in
access to information and the quality of interactions with school personnel. Response to
Intervention (RTI) and the IEP process are two particular points of yout communication
with families.

How can you collaborate with families in the Response to Intervention (RTI) pro-
cess? RTI refers to providing a validated (based on research) intervention to students in
the instructional ot behavioral area of need before determining whether a student qualifies
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Ten Questions About RTI You Will Want to Answer for Families

1.

Is the school district currently using an RTI process to provide 6. What strategy is being used to monitor student progress? What
additional support to struggling students? If not, does the are the types of data that will be collected and how will student
district plan to? progress be conveyed to families?

What screening procedures are used to identify students in 7. Is a written intervention plan provided to families as part of the
need of intervention? RT! process?

What are the interventions and instructional programs being 8. s the teacher or other person responsible for providing the
used? What research supports their effectiveness? interventions trained in using them?

What process is used to determine the intervention that will be 9. When and how wilt information about a student’s performance
provided? and progress be provided?

What length of time is allowed for an intervention before 10. At what point in the RTI process are students who are suspected
determining if the student is making adequate progress? of having a learning disability referred for formal evaluation?

Seurce: From Strategies for teaching students with learning and behavitr probiems (p. 1391 by 5. Vaughn & C. 5. Bos, 2015, Bostan: Pearson.

for special education services. A student’s progress is monitored, and based on this prog-
ress additional intervention is provided before the student might be referred for special
education. As a general education teacher, you will be actively involved in communicating
to families how the process works in your state, district, and school, Tips for Teachers 3.6
provides a list of potential questions you should be prepared to answer regarding RTIL
The Meadows Center for Preventing Education Risk (hteps://meadowscenter.org) has let-
ter templates on its website to inform families about RTIL

If a student in your class qualifies for special education services, you may be part of
a multidisciplinary IEP team that includes one or more family members. Each member
of the team brings a unique set of expertise to the process. Classtoom teachers have rich
informacion about student academic, social, and behavioral performance in class. It is
important to remember that the proceedings of the IEP meeting and the resulting docu-
ment are confidential. Therefore, discussing the informartion with unauthorized individu-
als in or out of school is inappropriate (Gibb & Taylor, 2022).

Family members know the student better chan other members of the team. You can
be a source of support for family members by listening carefully to their concerns, valuing
their input, and being sensitive to cultural and linguistic differences. Family members
can contribute to the planning process for academic and behavioral goals in school and for
post-school transition planning. This is referted to as person-centered planning.

Another dimension of person-centered planning engaging the student as a member
of the IEP ream (Howard et al., 2020; Royer, 2017). IDEA requires student participa-
tion when appropriate, Working together with family members, your special education
colleagues, and other IEP team members you can determine how best to involve stu-
dent participation. This may range from attendance at meerings to student planning
an agenda for and actually running an IEP meeting (Childre & Chambers, 2005; Royer,
2017). Participation in IEP meetings can potentially provide an opportunity for students
to develop self-determinacion and self-advocacy skills (Wehmeyer & Zhao, 2020). General
education teachers can serve as an advocate for student participation and work with col-
leagues to prepare the student for active engagement.

Family Adjustment

Family adjustment to having a family member wich disabilities can vary considerably.
1n addition to concetns about health, safety, and academic achievement, family members
can also have issues with denial, guilt, dealing with che public, hure feelings, and scress
{(Hallahan et al., 2019). Families of children with disabilities have many roles: caregiver,
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providet, teachet, counselor, behavior support specialist, support for siblings withour dis-
abilities, marriage partner, information specialist, and advocate (FHeward et al., 2022).
These issues and roles can affect the family unit and extended family as well. Some fami-
lies experience turmeil and suffering as a result of having a family membet with disabili-
ties, whereas others learn to cope (Selezer et al., 2001). Hallahan et al. (2019) point out
that some families embrace the opportunity to learn about adjustment and equity through
the experience of living with an individual with disabilities,

The needs of families of children with disabilittes are not staric, but evolve and
change over time (Turnbull et al., 2015). Moreover, the needs of your students and their
families are likely to be highly diverse. Therefore, systematic, constant communication is
imperative. In general, the needs of farnilies with disabilicies include the following:

1. Information exchange. Families need conferences, workshops, classtoom
information, progress reports, interpretations of their child’s academic and social
needs, and informal feedback about cheir child. Families may need information
about how to help a sibling cope with the disabilicy of your student. Teachets can
rarely provide too much information o parents.

2. Consumer and advocacy fnformation. Family advocacy for students with
disabilities and their families is a lifelong process thar includes self-advocacy
as well as advocacy for social, behavioral, academic, legal, and transitional
support {Cohen, 2009). How can you help? First, you can listen carefully as
family members advocate for the student’s needs. Next, you can provide helpful
information about local and online advocacy groups.

3. Counseling, therapy, and consultation. When family members request
information about support groups, counseling, therapy, and other consultation
services, what should you do? First, identiy the information sources available from
your school or school district, and keep them handy in a folder. Second, ask the
school counselor or principal what procedures you should follow.

4. Family-coordinated service programs. Families need to be able to provide services
to and receive services from other families through advisory councils, family-to-
family networking, advocacy, and other options (Risko & Walker-Dalhouse, 2009).

Family is an importanc force 1n a student’s learning and development. As a class-
room teacher, fostering collaboration and communication with families is extremely
important (Hallahan et al., 2019). The primary ways thac you can facihitate this connec-
tion are through homework, conferences, and multiple forms of home—school communica-
tion. For online resources you can provide, see the Tech Tips for families of children with
disabilities.

Helpful Resources for Families of Children with Disabilities

There are a number of online resources organization for special educators, has * Parent Teacher Association (www.pta.org)

that you can provide to alert families of online resources for families. provides families a voice in advocating for
ith disabiliti i 3 the safety and success of all children.

studtents \:lthhdlsab':htnes tha; provg:le UG-, Eycoptionsl Parent Magazine

L ow L €y can 3L {www.eparent.com| offers vast online ¢ National Education Association

and support their children. resources for parents of students with [www.nea.org} provides valuable

disabilities. resources for teachers in their

s Councit for Exceptional Children
. I collaborative efforts with families.

(www.cec.sped.org), the professional
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Pearson eTextbook
Video Example 3.5

A teacher encourages a mother to read
at home with her young son, who reads
below grade level and struggles with
basic reading skills. For children with
earning disabilities, why is such family
invelvement important?

.

Homework

Homework (or home learning, as some school systems refer to it) gives involved fam-
ily members a daily idea of your curriculum and instruction. Homework is defined as,
“rasks assigned to students by schoolteachers meant to be carried out during noninstruc-
tional time, as an integral part of the learning process” (Kukliansky et al., 2016, p. 229).
Teachers assign homework for a number of reasons (Carr, 2013; Cooper, 2007; Epstein &
Van Voorhis, 2001):

* Practice (to help students strengthen skills learned in class)

¢ Preparation (to prepare for tests)

» Participation {to increase involvement with learning activities)

¢ Personal development (to build a sense of responsibility, self-reliance)

s Academic habirs (study and time-management skills)

¢ Family—child relations (to increase involvement in home-learning activities)

* Family—~teacher communications (to inform parents about curriculum and student
progress)

e Peer interactions (to promote student-to-student support and to prepare for collab-
otative learning activities)

¢ Policy {to conform to school and district mandates)

¢ Public relarions {to communicate to families what students are learning in school)

¢ Punishment (however, using homework for punishment is not particularly effeccive
and can be counterproductive [Feldman, 2004])

Homework should not be assigned simply out of routine or “homework for home-
work’s sake.” It should be purposeful and direccly tied to desired student outcomes
{Marzano & Pickering, 2007). It is important to communicate to all involved why you
think homework is important and what positive outcomes it will have for students. This
is particularly essential given the debate in both the professional literature and in the
media regarding the validity of homework (Kohn, 2007; Sorrentino, 2013; Suskind,
2013; Wartkins & Stevens, 2013).

Start the school year with a written policy statement that begins with a rationale
for assigning homework (Cooper, 2001; Protheroe, 2009). Your policy statement should
also include a set of expectations: what you expect of the student, what you expect of the
family, and what both the family and the student can expect of you. Naturally, your policy
should be consistent with the policy of your school or school district. However, whenever
possible, involve parencs in developing your policy statement. Tips for Teachers 3.7 pro-
vides an outline of issues to address in your policy statement.

Family help-giving can be positive or negative (Grinshrain & Harpaz, 2021).
Positive help occurs when adults or older siblings assist or guide homework completion,
but not actually doing the homework for the student. They can also provide encourage-
ment and help set up a productive time and space for homework completion. Negative
help happens when family members become overinvolved, apply undo pressure, or have
unrealistic expectations. Working in partnership wich families can help you support them
in their role and provide resources for home learning activities,

Part of the controversy of homework is that it is often excessive in rerms of the
time it rakes to complete (Bempechat, 2019; Pressman et al., 2015; Suskind, 2012).
This is especially true in the case of teachers or administrators who feel the pressure
to assure student performance on high stakes tests (Carr, 2013). Researcher Harris
Cooper and his colleagues have conducted in-depth examinations of the research on
homework (Cooper, 2001; Cooper et al., 2006). In reviewing the literature, Cooper
recommends the “10-minuce rule,” or “10 minutes per grade level per night” (2001,
p. 36). Thus, a first grader would have 10 minutes of homework per night; a sixth
grader 60 minutes of homework per night. This rule of thumb may need to be
amended for studencs with disabilicies, depending on the needs of the individual
student. At the secondary level, research indicates that an hour of homework is suf-
ficient. As Fernandez-Alonso and colleagues explain, ™. .. it is not necessary to assign
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Working with Families

Communicating Homework Policy

What the Family and Student Can Expect of You What You Expect of the Student

o Create homework assignments that are meaningful and provide e Record homework assignments on an assignment sheet or in an

for independent practice of skills taught in class or enrichment of assignment notebook.
content covered in class.

Write homework assignments on the board daily.

Provide a general homework schedule (e.g., Monday night, math

parents and students.

Grade homework in a timely fashion and provide feedback to
students.

huge quantities of homework, but it is important that assignment is syscematic and
regular, with the aim of instilling work habits and promocing autonomous, self-
direcred learning” (2015, p. 9). See the 60-Second Lesson for a strategy that can help
students get organized for homework.

60-SECOND LESSON
HOMEWORK BUDDIES: THINK-PAIR-SHARE

School days can be long for both teachers and students. With so much activity going on, it can
be easy for students to forget assignments or forget books or materials they might need to
complete hamework assignments. This is true for students who are in a self-contained class or
in departmentalized classes when students move from room to room.

—

At the beginning of the school year, assign each student a homework buddy—rtwo
students who sit close to each other. Then, ac the end of each school day (in self-contained
setrings) or at the end of the class peried (in departmentalized settings), do a think—pair-
share (McTighe & Lyman, 1988).

1. Ask students to take our cheir homework assignment sheer.

2. Have each student think quietly about what the assignment is and what marerials
they will need to take home to complete the assignment.

. Encourage the homework buddies to speak to each other to discuss both che
assignmenc and what they will need to take home.

. After buddies have conferred, ask the whole class if they have questions chat they
were unable to resolve as a pair.

At first chis routine may take more than 60 seconds, but eventually it will occur
smoochly. Taking just a minute or two to get organized for homework will go a long way
in helping students with disabilities succeed.

In addition to designing homework assignments that are purposeful, efficient in
terms of length, and appropriate in cerms of complexity, Vatterotr (2010} offers two rec-
ommendations, ownership and aesthetic appeal. Assignments char foster student owner-
ships are those that consider studenc choice, interests, competence, and connection with
the subject matter. Assignments that are aesthetically appealing {e.g., include graphics,

* Complete homework assignments in a neat and timely manner.

What You Expect of the Family

and spelling; Tuesday night, math and composition). * Help the student set up a homework center.
Inform the family about long-range projects in advance. » Help the student determine a regular homework schedule.
Provide a system for reporting missing or late homework to » Moniter and assist as necessary in the completion of homework,

* Write a note if confused about the assignment.
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What guidance can teachers provide to families so they can help with their
child’s homework assignments?

visuals, white space) encourage srudent engage-
ment. The interactive nature of assignments
involving technology can also motivace students
to complete individual assignments, connect
whar they are learning to real-world evidence,
and also to work with peers in collaborarive proj-
ects (Roblyer, 2016).

Ongoing communication abour the time
and effort it takes students to complete assign-
ments at home can be helpful (Bryan & Burstein,
2004; Margolis, 2005}. The goal of helping stu-
dents wich homework and providing an academic
support system at home is to enable students o
develop independent study skills. For chis to hap-
pen, family members and teachers need o work
together. One way you can help is to hold work-
shops in which families can learn skills for help-
ing with home learning. Often, family members
wane to help bur are not certain how to do so

{Hughes et al., 1999; Rodger, 2011). Providing
home-based adulrs with specific strategies chat
are aligned wicth what you are doing in the classroom can improve rates of homework
completion and possibly lead to higher academic outcomes (Patall ec al., 2008).

Many school districes have implemented student information systems (SISs) with
online access for parents (Roblyer, 2016). Immediate access to grades, progress in meet-
ing benchmarks and standards, attendance, and/or schedules can help families stay on top
of their child’s progress and communicate with the school before it is too late. If you use
an SIS, communicate to family members and students your schedule for posting grades
so they have reasonable expectarions about when information will be provided. If you do
not have access to an online system, plan to send home regular progress reports provid-
ing informarion abour performance on homework, class assignments, and tests. By raking
30 minutes every other week to complete a progress form, you can eliminate problems
that arise when families are uninformed about the student’s progress until report cards
are issued.

COVID-19 has had an historic impact on family involvement with student learn-
ing. Families have had to shifc from home learning wich ceacher developed packets, o
remote learning, to hybrid learning, to face-to-face learning with new physical rescric-
rions. While some families and students have made the transitions successfully, others
have not (Midcalf & Boatwright, 2020; Soltero-Gonzalez & Gillanders, 2021).

Lucinda Reyes teaches a self-contained chird-grade class in a low-income urban
neighborhood. Like teachers across the United States and beyond our borders, she has
experienced a full range of teaching situations since the beginning of the pandemic. In
some cases, she has experienced more communication with families. For a while, she was
reaching simultaneously online and in-person. One parent with a child on the autism
spectrum, was online all day long with her son. In other cases, Lucinda experienced less
communication with families. Children who did not have access to technology simply
disappeared for a time. The school did provide laptops, but some families could not afford
internet service ot cell phones. Even when classes resumed in the building, families were
allowed limited access to the school. Thus, face-to-face parent conferences were curcailed.

As Lucinda explains, “When remote teaching first began, [ had no eraining for
vircual cechnology, Younger reachers caught on more quickly. I spent hours warching
YouTube trying to figure out whac o do and thought of creative ways to reach out to
families. I was amazed ar how families during our school shut down pulled rogether to
support home learning. Somehow we managed.”

Lucinda experienced first-hand the disparity of learning opporcunicies among her
students due to the pandemic. Like many professional organizations, the Incernacional




Literacy Association (ILA) provides online resources for administrators and teachers to
address instructional equiry. The ILA Literacy Research Panel identified five challenges
students and cheir families are facing due to the pandemic: (1) limited or no digtral access;
(2) teansitions to teaching and learning remotely; (3) engaging anxious and disinterested
students; (4) focus on culrurally responsive teaching; (5) inequitable opportunities to pro-
mote student and family relationships. The panel has drafted a Literacy Leadership Brief
(ILA, 2020) ro offer preliminary suggestions for meeting these challenges. Professional
organizations (e.g., Council for Exceprional Children, TESOL International) are valuable
sources of practical solutions to meet scudent and family educacional needs as they emerge.

Planned and Unplanned Conferences

Conferences provide a forum for a two-way conversation regarding scudent progress, goal
setting, and problem solving (Hoerr, 2014). They provide you with a great opportunity to
develop a partnership with families and gain insighes abour the children you teach.

Schools vary considerably in terms of how conferences are scheduled. In some
schools, entire days are set aside once or rwice during the school year for conferences. In
other situations, conferences are held only on an as-needed basis. When assigned to a new
school, you'll want to find ouc early on about the expectations for parent—teacher confer-
ences at your school and plan accordingly.

Conferences differ in terms of purpose and composition of participants. Some focus
on general academic progress; others focus on a specific academnic or behavioral issue.
Conferences may occur with a single reacher, co-teachers, or multidisciplinary team. In
respect to families, a single parent may attend or additional parents, family members, or
family advocates may be present. At times you may want co include the studenr in the
conference; this is particularly true with middle and high school students (Brodie, 2014;
Buchino, 2011). If you think including the student is appropriate, talk with the family
first so chart there are no surprises.

In your role as a general education teacher, you may be responsible for scheduling
the conference with all key stakeholders (e.g., colleagues and family members). Figure 3.6
is a sample lecter teachers can send to families to confirm a planned meeting.

Derermine if your school provides child care and/or wranslators for individuals who
may be in need of such services. Also, i working family members cannot meet during the
school day, find out about your school’s policy on alterative scheduling for conferences.

Planned conferences require the same amount of attention and care as planning
your instructional lessons (Dardig, 2008; Edwcational Horizons Magazine, 2012). There are
measures that you can take before, during, and after a conference that will make the most
our of the experience.
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Pearson eTextbook
Video Example 3.6

An oceupational therapist and a
general education teacher conference
with a child’s mother about the child's
progress with fine motor skills, How
might such conferencing promote
home-school connections and provide
insights for teachers and families?

3

FIGURE 3.6 Sample note for parent conference
It's a Date

Dear Parent of '

(time) on (day),

Thank you for your response to my request for a meeting about your child. Your appointment has been set for

(date).

in advance. If this time is no longer convenient, please let me know.

Looking forward to seeing you,

Teacher’s Name

I have set aside minutes for our visit. If you will be bringing any guests, please let me know
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Before the Conference. To prepare for a planned conference:

o Review the studenc’s materials, grades, and work progress.

¢ Meet with and learn the perspectives of ocher professionals who also work with the
student.

* Review the scudent’s folder, portfolic, and previous assessment informarion.

» Obtain samples of the studenc’s most recent work.

¢ Make an outline of topics to discuss and prepare a copy for all attendees.

¢ Organize student assessmenc results and work samples in order of the outline.

¢ Create a comfortable setting (no small child chairs) that encourages engagement
(a round table works well).

During the Conference. Welcome the family member with warmth and introduce
all participating adults to each other. Review your outline and ask che parent if there are
other items to discuss. Make notes of key ideas so thar participating family member knows
you value their inpuc (Hoerr, 2014). Begin and end the discussion by saying something
positive about the child (Rose, 2005). During the conference, try not to use technical
education language thar may intimidate or insult the family (Allen et al., 1993). Make
certain that you have communicated any concerns in a straightforward and sensitive man-
ner, and solicit parent reactions and recommendations to address those concerns (Rose,
2005; Shalaway, 2005). At the end of the conference, summarize any decisions that were
made and review any action plans. If necessary, set up a target date for follow-up by phone,
by email, or 1n person.

After the Conference. After the conference, follow up with a brief note or email
thanking them for their participation and reminders about follow-up steps. Also, organize
your files regarding the meeting for your records and, if necessary, for records that need o
be submitted to administrators at your school.

Whar happens when conferences are unplanned? Unplanned interactions with fam-
ily members can happen at any time (Turnbull et al., 2011). For example, sometimes, at
the end of the day, as students line up to go home, you may notice a family member waic-
ing by the door to speak with you. It is not unusual for a family member to approach you
during a school’s open house or another special event. Often, families who come to school
1o ralk with the teacher do so because they are concerned about something they have seen

TIPS FOR TEACHERS 3.8 : . = L

Working Toward Effective Conferences

o Listen until they are finished. As difficult as it may be to hear the e State your position calmly. After you have listened thoroughly and

family member out, particularly when the statements they are let the family member know that you understand their key points,
making are inaccurate, the best way to begin the meeting is to state your position calmly and succinctly. If the family member has
allow them to say everything that is on their minds. Listening inaccurate information, now is the time to provide accurate infor-
does not mean that you agree. Let them finish. mation. Be sure that they understand your point of view.

¢ Take notes. Write down key phrases the family member says, * Come to closure. Getting to closure differs according to the situ-
summarize key points, and jot down notes of things you want ation. Sometimes, for example, you hear a concern and guickly
to remember to tell them, While you are doing this, be sure to find a solution. “Oh, Mrs. Garcia, Lucy can stay In during lunch
maintain eye contact and composure. while she is sick. That is no problem. Just be sure she remembers

. . to bring her own lunch.” At other times, an issue needs to be

* Summarize their major concerns. Your summary shows not only negotiated. “Well, Mrs. Garcia, | do not think that Lucy has too
that you have been listening, but also that you care about what much homework. The main reason it takes her so long is that
they say. she does not work on her math homework during the time allot-

ted at school. Let's first set up a plan to increase her working on
math at school.”
_==




or heard. Their soutce of information mighe be their own child, who might not have told
che story accurately. Avoid the temptarion to resolve complex issues in an impromptu
meeting. Recognize the importance of the issue and arrange a time to discuss concerns in
a more appropriate secting, either by phone or in person. See Tips for Teachers 3.8 for sug-
gestions chat will help you alleviare anxiety.

School-to-Home Communication

Family communication must be a part of your routine as a teacher. Communication with
families is important, but it is particularly important with families of students with dis-
abilities. What are some ways to communicate? Written communication, phone calls,
computer-mediated communication, and surveys are described in this secrion,

With respect to written communication, Nagro (2015) recommends that teachers
take in account the needs and literacy levels of the target family aundience. Factors such
as font and print size selection, readability level of texr, organizational features, structure
and arrangement of presentacion, and overall ease of reading should be artended to in
creating messages for home. Many templates for notices, calendars, and so forth are now
available online.

In the beginning of the year, it is a good idea to send home a note with students
that introduces you and provides a means o contact you. You might also want to send
home a letter or bulletin before any long break {(one week or more) to share home activi-
ties to reinforce learning while they are out of school or to introduce a new unir of study.
Remember, families want to receive notification about their child: things thar are going
well, progress reports, your expectations of their child, materials cthe child needs, prob-
lems (early on), and general ideas of how co help their child learn.

You can communicate in many ways. Consider some of the following:

* “Good news” notes can be used to communicate effeccively regarding che positive
academic and behavioral progress of students.

* Student-written learning logs can document key concepts presented and dis-
cussed in class.

* Weekly and monthly calendars can be used to communicate key informarion and
to record homework assignments. You can fill in events on a calendar and then copy
and distribute it to srudents to take home. A fourth-grade teacher who regularly
sends home a weekly calendar reports that it takes her about 10 minutes to create,
Alternatively, you and the special education teachers you work with might decide
to provide a weekly list of accomplishments.

o Newsletters can be written by the teacher or by students. The purpose of a news-
letter is to keep families informed about what is happening in the classroom. You
can use the newsletcers to describe your classroom policies or coming events, elicic
support for projects, or provide ideas for enrichment activities and home learn-
ing. Newsletters should not rarget the poor performance or behavior of a particular
student. If your newslecter recognizes student accomplishments, be careful not o
name certain scudents repeatedly while never mencioning others.

¢ Phone calls are an important and often effective means of communicating. Make a
list each week of several farnily members you want to contact wich positive reports.
Allow three to five minutes for each call, and make one call ac the end of each day.
Be sure to keep a phone log of those contacted by phone during the year.

Computer-mediated communication is another way ro touch base (Thompson et al.,
2015). Working family members often cannot come to school for meetings during che
day, so email communication is a necessary alternative, Using email is great for providing
updates and clarifying questions abour homework and other activities, Text messaging (or
texting) and the use of social media are also being used with grearter frequency. Increased
use of smartphones has, in many cases, accelerated the frequency of school-home commu-
nication. Most schools now have websites that provide information about school policies,
major events, and homework rips. Individual ¢classroom webpages and reaching blogs

Working with Families
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are forums for teachers to communicate information about grading policies, homework
and class assignments, major projects {such as a science fait), links to online resources, and
field trips (Maloy et al., 2014). You can also use compurer-mediated communication to
post worksheets for downloading and to publish student writing.

Of course, major concerns and dilemmas should be resolved in face-to-face meet-
ings or by phone. It is also important to communicate your availability and guidelines for
using eleccronic media. Spending your evenings or afterncons answering 30 emails, texe
messages, or social media messages might not be the best use of your time.

School districts and individual schools have very different policies and procedures
for using compurer-mediated communication with families. These state and local policies
are in place due to issues related to privacy, liability, and ethics (Lytle, 2011). Make cerrain
that you are aware of the policies in your locality. With these state and local policies in
mind, find out the most efficient and effective way to communicate with them. Also, be
aware that not all families will have access to compurers, so other modes of communica-
tion need to be made available as well.

Still another way to foster communication is through interviews and surveys.
Asking family members abour cheir level of satisfaction with programs, curriculum, and
services can give family members a voice, put key issues on the table, and lead to program
improvement. Inclusion teams can conduct brief interviews or surveys to tap the concerns
of family members and to use dara to generate possible solutions and to identify necessary
resources for program improvement (Salend & Duhaney, 2002).

3 SUMMARY

B Successful collaboration among adules in the school com- in place, including (a) time to co-plan, (b) knowledge of the
munity requires regular, ongoing communication and a procedures involved in a particular model, and {c) a meeting
spirit of equity and murual respect, Developing communi- location.
cation skills, such as (a) acceptance, (b) effective listening, . . . .

M Implemencacion of clear and consistent lines of communi-

(c) appropriate questioning, and (d) maintaining focus, can
facilitate effective and productive interactions in one-on-one
and group settings.

cation with family members of students is vital for student
success in school. A well-developed homework policy state-
ment can set the stage for productive home-learning rou-

B Greater collaboration among professionals has grown our of tines. Planned and unplanned conferences provide forums
increased awareness that students with disabilities are more for family partnerships in setting goals, resolving problems,
likely ro succeed if they get targeted support services in the and meonitoring student academic and social progress. In
general education classtoom. Different ways in which gen- addition, regular exchanges using a variety of formars (e.g.,

eral education teachers might work with other profession-
als include (a) consulration, (b} teaming, (c) co-planning,
{d) co-teaching, and (e) co-assessment/co-grading. For any
collaboration model to be effeccive, several criteria must be

THINK AND APPLY

letters, newsletters, phone calls, computer-mediated com-
munication, and surveys) can build positive home-school
connections.

1. Have you ever had a conversacion during which you did
not feel connecred? Think abour what the other person(s)
did and whar you did. Using the principles of effective
listening idenrified in this chapter, make a checklist of
things you should consider during a conversation (a} with
family members and (b) with other professionals.

2. This chapter’s Collaboration Issues and Dilemmas section
lists four issues you might need to consider if you are
involved in collaboration with another professional.
Write your current feelings about each issue (student
ownership, individual versus class focus, content versus
accommodation, and real world versus student’s world),




What knowledge and experiences might support your
perspectives? What knowledge and experiences might
cause you to change your views?

. Write a homework policy statement for an elemencary or
secondary classroom. Include in your statement the roles
and responsibilities of the teacher, students, and families.

. HLPO1 Collaborate with Professionals to Increase Student
Success. This chapter’s Collaboration and Dilemmas
section lists four issues you might need to consider if you
are involved wich anocher professional. Write your current
feelings about each one (student ownership, individual
versus class focus, content versus accommodation, real
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world versus student’s world). Identify what knowledge
mught support your perspective or change your views,
(See Chapter 1 for a description of all of the high leverage
practices).

. HLP02 Orpganize and Facilicate Effective Meetings with

Professionals and Families. Home-school communication
is important for all scudents, bur particularly so for families
of students with disabilities. Roleplay a group conference
with your classmates with each playing the role of a family
member, special education teacher, and general education
reacher. (See Chapter 1 for a descriprion of all of the high
leverage pracrices).
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Differentiating Instruction
and Assessment for
All Learners

After reading this chapter, you should be able to

12.1 Describe the standards-based reform movement and the challenges
presented to teachers.

12.2 Identify several ways differentiated instruction can be implemented in
classrooms.

12.3 List approaches you can use to assess the strengths and weaknesses of
your textbook and differentiate reading assignments for students with
reading difficulties.

12.4 Explain ways to differentiate assessment to meet the needs of all
learners.
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TIPS FOR TEACHERS 12.1 - o

Making Standards-Based Instruction Work for You

1. Select—choose the standard you want to address. 3. Invent—use multiple resources to create innovative ways to
address the standard in terms of lessons, assignments, and
2. Adopt or Adapt: student assessment.

U Adoptl—use the standard as is to serve as the framework for 4, Assess—evaluate your approach to inform future planning.
your planning.

¢ Adapt—adapt the standard to meet the needs of your
students {e.g., teach one part of the standard, plan for
adaptations for students with diverse needs).

Source: Information from Connecting Standards and Assessment Through Literacy by M. Conley, 2005, Boston: Afiyn & Bacon.

direct inscruction in reading, study skills, and daily living skills—skills that are often not
addressed when standards-based content is predominant (Hallahan et al., 2019). States
have developed policies for instruction of students with disabilities and students who are
English learners. In addition, states have developed alternate academic standards for
students with the most significant cognitive disabiliries. Alternace academic assessments
are aligned with these standards. Nonetheless, to meet this challenge classroom teachers
and special educators in co-teaching parenerships need to collaborate consistently with a
problem-solving mindset (Haager & Vaughn, 2013; Van Boxrel, 2017). Moreover, class-
room teachers need to hone their skills in differentiating instruction to address a wide
range of student learning needs (Cramer er al., 2021).

Implementation of State Standards

Tricia Ruf teaches mathernatics and science at Lusher Charter School in New Orleans.
Lusher is a K~12 scheol with an emphasis on art-based education, The school also has a
strong environmental curriculum as well. Given that Lusher is a public school, teachers
are responsible for teaching state standards and following a pacing guide for teaching and
assessing curricular benchmarks. Tricia and her colleagues face the challenge of connect-
ing state srandards with the art-based school theme. How does Tricia do 1t?

Tricia explains that she plans collaboratively with other teachers at her grade level.
They share resources and, at times, go “round robin” with labs and center activities. In other

. ) Pearson eTextbook
words, children go from teacher to teacher and experience as many as five labs during the  vigeo Example 12.2

math/science block. The teac.hers starc their planning by det'ermining what standard needs 4 dle school lan guage arts teacher
to be taught (such as arrays in multiplication) and then brainstorm and scour resources to Dani Ramsey introduces the state
link them to art or environmental chemes. In the case of arrays, they came up with using the standard at the beginning of a lesson
artwork of Andy Warhol. They used soup cans to demonstrate a mathematical array (for ~ about biopoems. Why are teachers

. . : dvised to communicate to students
examnple, using 24 cans for an 8 X 3 array). The culminating projecc was that studencs cre- a
P £ y) & Proj the state standard or standards the

ated their own Andy Warhol-like array using pop-culture artifacts. Tips for Teachers 12.1 lesson addresses?

provides additional suggestions for how to make standards-based instrucrion work for you. =
In addition, you will want to communicate the standards clearly to your students

so that they will know what you expect themn to learn. Marzano (2012a) recommends that

teachers have students express what they are expected to learn in their own words.

DIFFERENTIATING INSTRUCTION

Learning Objective 12.2 Identify several ways differentiated instruction
can be implemented in classrooms.

Classtooms have students with a wide range of needs and abilities. The focus on inclusion
of students with disabilities and students identified as gifted and talented in the general
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education classroom, as well as increased culcural and linguistic diversity, have exacer.
bared the need to address the needs of a wide range of studencs.

In addition to issues related to individual scudenr differences, there are a host of
issues that can impact student success, including:

* Swudencs’ interests influence their content-area learning,

¢ Students’ cultural backgrounds and prior knowledge influence their success learn-
ing a new content area.

* FPoundation skills in reading, writing, and mathematics affect their access to deeper
learning.

* The pace of instruction is too fast for some students and too slow for others.

¢ The level of conceptual complexicy and density in some content areas is overwhelm-
ing for some students,

* Textbooks in content-area classes can be dull and encyclopedic.

* Content-area classes require both regular homework and assignments and long-
term projects.

* Taking rests is a required component of many content-area classes.

One means to plan for individual student needs is differentiated instruction (DI),
This section provides answers to questions teachers cypically pose abour DI:

* What is DI?

* How can I differentiate assignments and homework to meet the learning needs of
all of my students?

¢ How can I plan for DI?

* How can I accommodate students who are gifred and talenced?

+ How can differentiated instruction still meet the ambitious goals of stare standards?

* How does DI relate to response to intervention?

What Is Differentiated Instruction?

The call for DI has come from a number of fields, including reading, special education,
gifted education, teaching English as a second language, and multiple intelligences
(Schumm & Avalos, 2009; Tomlinson, 2014). Consequently, a number of definitions for
DI have evolved and teachers often have misconceptions about what 1t 15 and what it
entails. After an analysis of multiple definitions in the academic literarure, S$chumm and
Avalos (2009) offered the following, “Differentiated instruction is a concept that embodies
both a philosophy of addressing individual needs of students in heterogeneous classrooms
and che instructional approaches embedded within and supportive of chat philosophy”
{Schumm & Avalos, p. 146). The goal of DI is for ceachers to, “adjust their curriculum and
instruction to maximize the learning of all scudents” (IRIS, 2010, p. 1). Characteristics of
DI tnclude char it:

* Aligns inscructional pracrices to diagnosed academic needs and interests of the
learner.

* Is based on formal and informal student assessment.

* [s not a single strategy.

* As a whole is not evidence-based, bur draws on a wide variety of practices {(some
evidence-based [e.g., flexible groupingl, some not).

Can be implemented not only in the general education classroom, but also in
advanced placement classes, resource rooms, or pull-our serrings

Components of Differentiated Instruction

Carol Tomlinson (2008, 2014), an expert in DI, identifies key elements for teachers to
consider in planning for DI: content, process, products, and learning environment.




1. Content. What curriculum standards or benchmarks need to be raught? How
can [ sequence the components of the standard or benchmark in a way thar is
developmentally appropriate for each of my students?

2. Process. What activicies and learning experiences will [ plan to help each student
master the standard or benchmark?

3. Products. What products will students provide char will demonstrate their
mastery of the standard or benchmark?

4. Learning envirowment. How can I organize a flexible classroom environment to
activate learning and student engagemenc? How can [ create an environment thar
is safe and sensitive to students’ language, culture, and home setrings?

Another way of thinking about DI is chat it involves curriculum enhancement and
curriculum meodification (Alquraini et al., 2012). Curriculum enhancement involves no
changes to the curriculum, and instead involves instructional strategies that make learn-
ing accessible for a wide range of stcudents. For example, preteaching vocabulary and using
graphic organizers are examples of curriculum enhancers.

Curriculum medification is more complex and is targeted to the individual needs of
students, It includes both accommodation and adaptation. Accommodation involves no
changes in curriculum requirements for students, but may involve modifications o how
the marerial is presented and what is required of the student. For example, a student with
learning disabilities might listen to an audio recorded version of a science textbook rather
than completing che reading assignment. The student would rake the same test as his or her
peers, but in an oral format. Adaptations go one step furcher in cthac curriculum requirements
might be altered. For instance, if students are working on a three-point essay in language arts
class, a student with identified difficulties in writing may be assigned a paragraph writing
activity. Accommodations and adaptations are more time consuming for teachers, bur are
critical for providing students with the support they need to succeed (Koga & Hall, 2004).

A learning ¢ontract is one mechanism for organizing DI. Learning contracts are
particularly helpful when planning long-term assignments and research projeces. With
a learning contract, you identify target standards or objectives and then negotiate wich
students about the pathways and products they will produce to determine mastery.

Differentiated Instructing Using Flexible Grouping

As you implement DI in your classroom, you will want to plan for a variety of group-
ing patterns. Group size and membership should be flexible, with formats chac change
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Pearson eTextbook
Video Example 12.3

Middle school language arts teacher
Dani Ramsey explains how she
differentiates tearning activities

to ensure that students at varying
academic levels acquire the skills they
need to meet the state standards.
According to differentiated instruction
(DI} expert Carot Tomlinson, what
components of instruction might
teachers differentiate?

according to the goals of the lesson as well as your
students’ characteristics. Multiple grouping formats
refer to a variecy of grouping pacrerns.

Some schools group students by achievernent level
and others form mixed-abilicy classrooms. Quite often
the decision of how to organize classes is a school or dis-
trice decision. Even in “same-ability” classes, however,
you will quickly note chat students in your class have a
range of differences to which you need to artend.

Two basic variables determine grouping
patterns:

1. They can be categorized by group size: whole
class, small group, pairs, and single student.

2. Group composition may be homogeneous
grouping (students at similar skill levels) or
heterogeneous grouping {students at a wide
range of skill levels).

Depending on the purpose of the learning acciv-
ity, you can branch beyond chese two basic variables

What might be some advantages of working in cooperative learning
groups? What can teachers do to ensure that all group members get the
most out of their group activity?

Bangkok Click Studie/Shutterstock
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and group students by interest, skills to be learned, or prior knowledge of a topic. To mix
things up a bir, you may give students time to create their own small groups for activities,
such as discussing with classmates che books they read independently over the weekend.
For multiple grouping structures to be successful, careful planning is essential, The
temptation becomes not to group ac all, but instead to fall into the pattern of whole-class
teaching followed by individual practice. As you think about a lesson, keep grouping in
mind by asking yourself the following questions:
» What is the best grouping structure for teaching this lesson (e.g., small group,
pairs, individual learning opportunities)?
o Whar is the best group size for follow-up activities (e.g., small groups of three to
five, larger groups of six to eight)?
¢ Whar is the best composition of learners for each group with respect to student
academic ability and work habits?
» What marterials are needed for each group?
¢ Will the groups be teacher-led, student-led, or cooperative?
* What room arrangement is necessary for che grouping plan?

s When students move from one group to another, how can I ensure a quick and
smooth transition?

o Whar issues relaced to students’ behavior and social needs should I consider?

e JE = If you decide to have your scudencs work cooperatively in small groups or in

. : pairs, students may need explicit instruction in how to work together. In cooperative

T il E-F' i learning groups, students work together toward a common goal, usually to help one

e I another learn academic material (Slavin, 2011; Vaca et al., 2011), Working collabora-

= tively, students must learn such lessons as how to give and receive help, how to listen

; and respond to the ideas of others, and how to complete a task as a team. Fundamental

L to the cooperative group is that all students participate and benefit—not that one or

two students do all of the work. Teachers cannot assume that students (even in second-

Pearson eTextbook ary settings) automatically know how to work in groups (Vaca ec al., 2011). Most of the

Video Example 12.4 rime, these skills need to be taught explicitly and practiced, just like skills in any other

Ashley Lyons implements flexible academic area. In addition, teachers should assess both group and individual participa-
grouping in her inclusion second-grade tion and products.

classroom to differentiate reading . . . .
. . . , ike cts of DI instruccion, student g work has been challenging dur-
instruction on the basis of students St e uceion, student group challenging dur

learning needs. What tools does ing the COVID-19 pandemic. Remote and hybrid learning and social distancing have

Ms. Lyons use to determine grouping presented teachers with unprecedented challenges to addressing individual interests and

patterns or group compasition? needs (Klein, 2020). While technology has offered some solutions for grouping (e.g.,

®  Zoom, Google Classroom), availability of such resources and professional development
for teachers has been mixed (Bushweller, 2020). Teachers across the United States have
worked tirelessly to provide for individual student needs as they listen and learn from
students, family members, guardians and caregivers.

Using Learning Stations to Differentiate Instruction

Learning stations or learning centers can be helpful in facilicating DI at both elemenrtary
and secondary levels (Prevatre, 2007). Mykel Warren uses what she calls lireracy stations
during her reading/language arts block for her fourth graders. While Mykel works with
one of her five guided reading groups, the other four groups work at computer, writing,
skill practice, or vocabulary stations.

Hector Ruiz teaches eighth-grade mathemnatics. In the block scheduling ar his mid-
dle school, he sees each section of students for two hours every other day. The first hour
is typically devoted to whole-class activities. During the second hour, students work in
learning stacions to practice previously raught curricular objectives, work in collaborarive
learning groups to solve math word problems, work on the computer with lessons based
on individual needs, or work wicth Hector for reteaching of challenging new material, One
center that scudents parcicularly like is the “Everyday Mach” center, where Hector plans




activities aligned wich current instructional objectives and their application to relevant
activities in students’ lives.

Both Mykel and Hector recognize that in addition to providing students with
opportunities for practice, exploration, and creativity, learning sations also help scudents
learn how to work independently and cooperatively with their peers (Ediger, 2011). Both
agree that che key to success of learning starions is to set clear expectations for student
behavior and academic products are set. In addition, students need to feel they understand
and can carry our the directions for working in the station, For more complex activities,
Mykel and Hector recommend thac teachers de a mini-demonstration before students go
to the station.

The possibilities for learning stations are vast. General or special education
ceachers, paraeducators, volunteers, or students can lead stations. Stations can involve
a wide range of technology applications. Scations can be routine (such as complet-
ing reading comprehension practice books) or can be topical (related to a specific
objective being taught or reviewed). Stations can have ser products te demonstrate
student work or provide students with choices about how they will demonstrate cheir
learning. Online resources for planning learning stations are readily available. For
example, several websites such as Florida Center for Reading Research (www.FCRR
.org) and The Meadows Center for Preventing Educational Risk (www.meadowscenter
.org) provide teacher-developed learning center activities for elementary and second-
ary grades. Nonerheless, planning for efficient and effective learning stations takes
time—and crearivity. Tips for Teachers 12.2 provides a checklist for planning your
learning stations,

Differentiating instruction is not easy. Stetson and colleagues (2007} followed a
group of 48 reachers as they implemented DI for a year. Teachers reported that the ben-
efits of DI in terms of student learning far outweighed the negative aspects. For teach-
ers who have never experienced or seen DI firsthand, implementation can be tough. In
addition, planning time can be an impediment. For those new to DI, Hall et al. (2011)
recommend that you stare out slowly, plan collaboratively, and seek out resources. Also,
when you implemenc DI, survey your students about che types of differentiated learning
experiences that help them learn and that they prefer (Kanevksy, 2011).

How Can | Differentiate Assignments
and Homework?

Scudents’ success or failure is often based on cheir performance on assignments and home-
work. Buc what about srudents with learning and behavior problems? Should they have
the same assignments and tests as everyone else? Whar if a student cannor read? What ifa
student cannot work under timed conditions? Whart 1f a student has problems with atcen-
tion and task completion?

TIPS FOR TEACHERS 12.2

Checklist for Learning Stations
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Aligns with previously learned material so students can _____The task can be completed during the designated work
practice or extend learning. time—ranging from 15 to 20 minutes for primary students and 20 to
40 minutes for older learners.

Provides a meaningful connection so students know why they

are working in the learning station. Provides feedback or correction so students quickly know

Provides a task that can be modified to address a range of

how successful they were with their task.

learners so all students can participate. Provides adaptations for students who may have difficulty

with the task.
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Teacher surveys, interviews, and classroom observations indicate that teachers of
all grade levels (elementary through high school) do not often make individual adapea.
tions to homework, assignments, and rests (Ness, 2008; Schumm & Vaughn, 1991, 1992,
Schumm et al., 1995). Constructing individual assignments and tests may not be feasible
on a day-to-day basis and may not even be necessary.

Few topics in education generate as much heated discussion as homework
(Vatterott, 2011). Whereas some argue thar homework can be beneficial for all sequ-
dents in terms of reinforcing what was learned in school and in developing personal
responsibilicy as a student (Marzano & Pickering, 2007), others maintain that research
evidence for homework (other than for secondary students) simply does not exist (Kohnp,
2007). What is the evidence in favor of homework? At the middle and high scheol
level, the amount of homework assigned is related to achievement, but this relation-
ship is not significant ac the elementary level (Cooper et al., 2006). However, there
may be other atcributes resulting from homework such as persistence, organization, and
self-regularion.

It is likely that the school you work in will have a homework policy and it will be
important to understand how this policy relates to individuals wich disabilities so you can
communicate chat policy to students and cheir families. Bur chere is more you can do o
make assignments clear and comprehensible. Decades of research indicate that homework
assignments for students with disabilities should be brief, focused on reinforcement of old
material rather than new marerial, monitored carefully, and supported through parental
involvement (Cooper, 2007; Cooper & Nye, 1994; Lynch et al., 2009).

In no cases should homework involve practicing skills that were nor addressed in
class. This can only result in fruscration for family members, students, and ultimarely
you. In their arcicle encitled, “High Quality Homework,” Frey and Fisher (2011) list four
primary purposes for homework. Keeping these purposes in mind will facilicate success
for all students.

1. Developing fluency with skills and concepts already learned
2. Applying what they have learned to new siruations

3. Reviewing previously learned skills and concepts
4.

Extending what they know through research and other project-based activities

Class assignments and homework can be adapted for special learners so chat they
can experience success without undue attention being brought to their learning diffi-
culties. The key to success is to make assignments appropriate in content, length, time
required to complete, and skill level needed to accomplish the task (Warger, 2011). It is
alse imporeant that scudents know how and where to get help when they ger stuck.

Technology can be a tremendous asset in planning and implementing differenti-
ated homework and assignments. The International Society for Technology in Education
{www,iste.org) provides resources for teachers as they use technology to plan for individual
needs. This includes an encyclopedic publication of educarional technology strategies for
inclusive education (Bugaj er al,, 2021).

How Can | Plan for Differentiated Instruction?

Planning for the success of all students in your class involves careful consideration of
the needs of individuals as well as those of the class as a whole. In most cases, teach-
ers have a single lesson or unit plan and make adaprarions, often on the spot to make
learning accessible for individual students. The unfortunate consequence of “on-the-fly”
adjustments is that adaprarions become incidental, inconsistent, and (for students with
disabiliries) not representative of what is mandated on their individualized education
programs (IEPs).

Numerous systems have been recommended for planning for DI (see Table 12.1).
A discussion of two such systems, the Planning Pyramid and Universal Design for
Learning follows.
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able P g e or Dittere q e
SOURCE DESCRIPTION BENEFITS FOR STUDENTS
Planning Schumm etal, | A three-tiered framework for planning instructional | Serves as a tool to integrate learning for all
Pyramid 1994; Schumm & | units and lessons for diverse learners. Key concepts | students and as a way for special and general
Avalos, 2009 are identified and appropriate assignments and education teachers to coordinate planning
adaptations are incorporated. and instruction.
Universal Design | CAST, 2020 A system for identifying appropriate goals, Assignments and assessments are at an
for Learning materials, methods, and assessments for all appropriate level of challenge. Exceptional
students. students are viewed as participants, not
outliers.
Curriculum Jacobs & A calendar-based system used to gather data about | Specialists have a clear picture of what is
Mapping Johnson, 2009 content, skill instruction, and assessment within and | going to be taught and when, Assists in
across grade levels in a school. planning of appropriate accommeodations.
Concept Deshler et al., A series of instructional methods to help students Helps students to connect new information
Anchoring 2001 master key concepts in the general education with prior knowledge.
Routine curriculum,

Sources: The UDL Guidefines, CAST, retrieved from hitps://www.udlguidelines.cast.org; “Making learning easier; Connecting new knowledge to things students already know,” by

D. Deshler et al, 2001, Teaching Exceptional Children, 33(4), B2-86. The curriculum mapping planner: Templates, tools, and resources, by H. H. Jacobs & A. Johnson, 2009, Alexandria,
VA: Association for Supervision and Curriculum Development; “Responsible differentiated instruction for the adolescent learner: Promises, pitfalls, and possibilities,” by J. S, Schumm &
M. A. Avalos, 2009, in W, Blanton & K. Wood [Eds.), Promoting literacy with adolescent learmers, New York: Guilford; and “Planning pyramid: A structure for planning for diverse student needs
during content area instruction,” by J. 5. Schumm et al., 1994, The Reading Teacher, 47(8), 608-62.

FIGURE 12.1 Planning pyramid for a unit on Latin American countries

How
present-
day
government
operates

Currency rate of exchange
Anything | haven't thought oflll

Nobel Prize winners
20th-century rulers
Topography

Historical highlights
Major bodies of water
Natural resources

and industry
Food

Capital; major cities
Latitude; longitude
Famous persons
Birth; death rate
Currency used

Planning pyramid
‘The planning pyramid, an excellent tool for co-planning in the general education class-
room, is a structure for a way of thinking about planning instruction to enhance learn-
ing for all students. Schumm et al. (1997) reported that when teachers use the planning
pyramid together, they develop a common mindset about what all students will learn
{see Figure 12.1). They also can identify potential trouble spots as well as accommo-
dations for students who may need them. Ruth Rogge, a special education teacher,
adapted the planning pyramid for her weekly meetings with general education teachers
(see Figure 12.2).

e The pyramid is designed to help teachers identify what needs to be taughr and,
based on student needs, how to teach it. Tips for Teachers 12.3 provides procedures for
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Week of:

FIGURE 12.2 Planning pyramid weekly lesson plan form

General Educator:

Special Educator:

Overall Objective/State Standard:

Pyramid Co-Teaching Model
Monday
Tuesday
Wednesday
Thursday
Friday
General Educator Duties Special Educator Dutles
Monday
Tuesday
Wednesday
Thursday
Friday

Materials/In-Class Assignments

Homework Assignments

Monday Monday
Tuesday Tuesday
Wednesday Wednesday
Thursday Thursday
Friday Friday
Evaluation:

using the planning pyramid. To be effective, you will need to take into considerarion the
degrees of learning—what and how much do you expect all, most, or some of your stu-
dents to learn? Consider, for example, sixth-grade teacher Sara Hood, who used the plan-
ning pyramid to plan a 2¥4-week unit on Latin American countries for her middle school
students. Sara has two students with learning disabilities in her class. One student, Carlos,
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| 7/PS FOR TEACHERS 12.3

‘Procedures for the Planning Pyramid

The primary component of the planning pyramid, degrees of is guided by the question, “What do we want most
learning, makes up the body of the pyramid and will help you and students to learn?”
your co-teacher examine the content to be taught and decide how

you wil differentiate instruction I Step 4: Decide what you will put at the top of the pyramid: the

information that will enhance basic concepts and facts

Step 1: Examine your state or district curriculum guides or about the topic or subject. This type of information will
textbooks to identify key standards or objectives to be be acquired only by a few students who have an added
taught. interest in and a desire to learn more about the subject.

Step 2: Decide what will go in the base of the pyramid: the Step 5: Identify what grouping patterns would facilitate
information that is essential for all students to learn. learning and what accommadations are necessary for
This section is guided by the question, “What do we individual learners.

want alf students to learn?” .
Step 6: Discuss the roles and responsibilities of you and your

Step 3: Decide what will go in the middie part of the pyramid: co-teacher before, during, and after the lesson.
the information that is next in importance. This section

Sowree: Schumm et al, 1994, in The Reading Teacher, 47(8), 608-62, Internationa’ Reading Associaticn.

has difficulty with decoding; another, Miriam, scruggles with reading comprehension.
Her state-adopted textbook is very difficult for these students, and her planning needs to
include accommodations to help both students learn content. To prepare for the lesson,
Sara examined the whole unit in the textbook and chose the fundamental ideas she wanted
students to learn. The bottom of the pyramid listed topics that all groups would research
and on which all students would be tested. The middle and top of the pyramid listed
student-selected material.

One major concern Sara had in planning was finding activities that would keep
her middle school students involved in learning and provide Carlos and Miriam the
support they needed. To address these concerns, she planned to divide the classes into
mixed-ability cooperative learning groups, each of which would select a country and pres-
ent what they learned to the rest of the class. Sara provided the students with a checklist
with her expectations for the cooperative learning groups’ oral presentations in class. In
the cooperative learning groups, material was read aloud to facilicate access to the infor-
mation for Carlos. Also, groups worked together to identify key information, thus assist-
ing Miriam with comptehension.

In addition to using cooperative learning groups to facilitate DI, Sara also planned
to include differentiated assessment. In his IEP, Carlos is allowed to have tests adminis-
tered orally. Thus, Sara’s special education colleague administered his unit exam orally
to Carlos. Miriam’s [EP calls for extended time in taking tests, and the special educa-
tor facilitated that as well. Both Carlos and Miriam participated in their groups’ oral
presentations.

Planning is a critical component for successful DI in the general educarion class-
room. The planning pyramid can serve as a structure for such planning—not only for
students with learning and behavior problems, but also for students who are identified as
gifted and talented.

Universal Design for Learning

Universal Design for Learning (UDL) is a framework for curricular and learning environ-
ment design that eliminates barriers and makes learning accessible to all. UDL is based
on the concept of Universal Design in architecture (e.g., curb cuts, wider doorways,
to accommodate individuals using wheelchairs) (Tobin & Behling, 2018). The devel-
opers of UDL, CAST (an acronym from the original name, Center for Applied Special
Technology), began its work in 1984 wich a focus on technological tools to enhance
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learning (Rose et al., 2002). Recognizing the variability of learner needs, the CAST team
eventually developed guidelines to provide a framework for designing differentiated
assignments and homework (CAST, 2020; Meyer et al., 2014). Emphasis is on providing
mulciple means of representation, action and expression, and engagement.

Emy Lozano is a ninth-grade world geography teacher at a latge urban school in
Florida. She co-teaches with a special educator, Eric LeBoeuf, in her fifth period inclu-
sion class. Together they attended a professional development series on UDL. As Emy
put it, “Ac first planning with UDL was hard—really hard. Eventually, as we becamne
more in tune with the needs of our students, we were able to begin to develop a rhythm
in planning.

They have had long discussions about the individual needs of the students in their
class, have identified potential barriers for individual students as well as ways to address
those barriers. In planning a unit of study, they first identify the learning goals and then
brainscorm how they will implement UDL guidelines using the following questions:

Multiple means of engagement refers to various ways to trigger interest, effort, and self-
regulation—ic is the “why” of learning.

¢ How will we provide options for recruiting interest—a reason why to learn?

» How will we foster effort and persistence?

¢ How will we promote self-regulation?

Multiple means of representation refers to options for student learning through vari-
ous types of perception (visual, auditory, haptic), language and symbols, and modes of
comprehension—it is the “what” of learning.

¢ What ways will we display information and provide visual and auditory alternatives
if needed?

¢ What ways will we provide options for language and symbols with sensitivity to
the needs of English learners?

o What ways will we promote comprehension?

Multiple means of action and expression means providing different ways to demonstrate
learning and support in developing independent executive learning strategies such as
goal setting—it is the “how” of learning.

o How can we use a variety of methods and technologies to promote action?
s How can we provide options for expression and communication?

¢ How can we promote executive learning through goal-setting, personal planning,
and self-monitoring?

Emy and Eric continue to identify evidence-based practices they can use to address
these questions. For example, the colleagues teach self-monitoring skills to promote stu-
dent executive learning (Cook et al., 2017). In thinking about planning based on UDL
principles, Salend and Whitraker (2017) recommend that teachers take time to evaluate
the efficacy of the UDL solutions they have selected. Thus, Emy and Eric keep a log of
what works and what changes they might make to better subsequent lessons. Figure 12.3
is a template Emy and Eric use for lesson planning. In addition to general state standards,
the template also addresses the alternate academic achievement standards for students
with disabilities (Access Points) and English learners.

While CAST promotes the implementation of evidence-based practices within the
UDL framework, research on UDL as a whole remains complex (Edyburn, 2010, 2021;
King-Sears, 2020; Rao et al., 2020). This is due in large part to the wide array of ways
practitioners and researchers interpret and operationalize UDL (King-Sears, 2020). The
recent development of research criteria for UDL for learning about models of implementa-
rion and associated student ourcomes (Rao et al., 2020).

UDL has been urilized in a full spectrum of content areas and grade levels (early
childhood through college). It has also been used to address a wide range of diverse student
populations including students wich disabilities (e.g., Edyburn, 2021; Cook & Rao, 2018;
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FIGURE 12.3 Universal Design for Learning lesson plan template

Instructor: lSubject(s) and Grade Level: Unit Toplc: —[ Lesson Topic: l Date(s)
LESSON PLAN TEMPLATE
Vision-Setting CONTENT OBJECTIVES STANDARDS
1. VISION-SETTING | Staterment of main academic focus: " After this ACCESS POINTS
lesson, students will be able to re
LANGUAGE OBJECTIVES Statement of main EL STANDARDS
language learning/development goals; includes
literacy development:
MATERIALS TECHNOLOGY/SUPPORTS

INCLUSION {MODELS OF SUPPORT):

How will students with disabilities and English Learners be supported in learning lesson content? =

KEY VOCABULARY

What terms (Tier 2 and 3 words) are critical to understanding the lesson? =

In the appropriate Lesson Sequence section(s), describe how these terms will be introduced, taught, and practiced. =

Class compeosition; Target Student
Before A. Motivation Grouping

Provide rationale for selection of muitiple means of engagement.

Consider:
How you will engage students and capture their interest. &
How you will link and build background knowledge. =

How you will communicate connections to previous lessons, =

During B. Lesson Procedure/Presentation of Content Grouping Formative
Provide rationale for multiple means of representation. Evaluation
Focus on objectives and standards, content, strategies, interaction, feedback.
Consider:

How you will scaffold student learning. ©>

How critical thinking skills will be fostered. <>

How you will address misunderstandings. =>

How you will clearly state and model behavioral/measurable expectations. =

C. Application, Guided Practice, and/or independent Learning Grouping Formative
Provide rationale for selection of muftiple means of engagement and expression. Evaluation
Consider:

How students will have the opportunity to apply new learning.

How you will ensure that students have multiple opportunities to practice. =

D. Assessment (formative and/or summative) Grouping Formative &
Summative

Provide rationale for multiple means of expression. ;
Evaluation

Based on B, C, and D above, explain how you will assess student
learning/performance. @

Consider:

How/when you will monitor performance to check for understanding
& assess learning outcomes. =

What criteria you will apply (how will students be graded or evaluated). =>

How you will provide opportunities for remediation and extension. =
3. REFLECTION
On a scale of 1-10 {10 being outstanding), how would you rate your lesson? )

What aspects of the lesson were especially valuable and why? =

What would you do differently if you taught this lesson again? Why? =

Source: University of Miami Department of Teaching and Learning. {2018). Universal Design for Learning Lesson Plan |Lesson plan template).
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Murawski & Scotr, 2019; Rao et al., 2017), students identified as gifted and ralented
(Hughes, 2019}, and English learners (Rao & Torres, 2017). UDL does hold the promise
of making learning more accessible for a wide range of students in the general education
classroom. As Jung (2021) points out implementing UDL principles up front many lessen
the need for adaprations afrerward. However, it is important to keep in mind that IDEA does
require attention to individual needs as designated on a student’s [EP {Hallahan ec at., 2019),
Thus, individual accommodations provided by the general education teacher in partnership
with special education colleagues and other specialists remains crucial to student success.

In addition to the CAST website (hceps://www.cast.org), two university-based proj-
ects also provide valuable resources. The Disabilities, Opportunities, Internetworking, &
Technology (IDO-1T)} website at University of Washington (hteps://washington.edu/doir)
provides many resources and tutorials to help teachers implement UDL. The IRIS Center
at Vanderbilt University’s website (hreps://iris.peabody.vanderbilt.edu) also provides
resources for UDL implementation.

How Can | Accommodate Students
Who Are Gifted and Talented?

Consider the following quotation:

Of all the students you are teaching in a given class, which group do you think will prob-
ably learn the least chis year? It may surprise you to find that in a class that has a range
of abilities (and which class doesn’t?), it is the most able, rather than the least able, who
will learn less new material than any other group. (Winebrenner & Espeland, 2000, p. 1)

How can this occur?

Think about Rick, a 10th-grade student who knows all the vocabulary for an
English test at the beginning of the week. He gets a grade of 100% on the test, but has
he learned anything?

Think about Mina, a sixth-grade student who is a voracious reader and is particularly
interested in astronomy. She skims the chapter in her general science textbook, quickly
gets its gist, and realizes thac the content is basic and boring. The class lecture dees not
go beyond answering the end-of-chapter questions. Mina does not have the opportunity
to share what she really knows and “tunes out” during class discussion. She gets a grade of
70% on a chapter test because she simply doesn’t care about “proving” what she knows.

Think about Caroline, an eighth-grade student who has known all about the eight
parts of speech since third grade. Even if she had forgorten the eight parts of speech in
third grade, it wouldn’t have mattered because they were also taught in fourth, fifth,
sixth, and seventh grades. She gets a grade of 100% on a grammar unit test, but has she
learned anything?

Think about Thaddeus. Thaddeus loves to draw and does so constantly at home
and at school. Unfortunately, he would rather draw than do anything else, and his teacher
frequently reprimands him for “doodling” rather than completing assignments.

You've got the picture. Frequently, students who are gifted or talented and other
high-achieving students already know the material being covered in the general curricu-
lum. Can you imagine spending seven hours a day, five days a week, school year after
school year, reviewing information you already know? Can you imagine having genuine
artistic talent and not having the opportunity to develop thac talent or to share it with
others? Can you imagine repeated drilling on standards that you have already mastered
(Rakow, 2012; Viadero, 2007)?

Teacher, family, or guardian referrals are the most typical pathways co identifica-
tion of students for gifted and talented programs. Different states emphasize different
aspects of giftedness: intellectual exceptionality, high achievement, ralent in the perform-
ing, musical, or visual arts, creativity, leadership, and/or motivation (McClain & Pfeiffer,
2012). As a classroom teacher your input is vital, so it is important for you to be aware of
state and district guidelines for criteria for referral.




