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LEARNING OBJECTIVES

After reading Chapter 2, you should be able to:

2.1 Identify the court cases that led to the enactment of Public Law 94-142.

2.2 Summarize the key components of the Individuals with Disabilities Education Act
(IDEA) from 1975 to 2004.

2.3 Explain the legistative intent of Section 504 of the Rehabilitation Act of 1973 and the
Americans with Disabiliries Act.

2.4  Compare inter- and intraindividual differences.
2.5  Identify the steps in the referral process for the delivery of special education services.

2.6  List the key components of an individualized education program (IEP) and an
individualized family service plan (IFSP).

2.7  Define mainstreaming, least restrictive environment, regular education initiative, and full
inclusion.

Many of the policies, procedures, and practices that are common in special education today have

resulted from the interaction of a variety of forces, situations, and events. One example is the role that,
litigation and legislation have played in the development of the field. Coupled with this activity was

the gradual realization by professionals that many of our carlier educational customs and methods were

ineffective in meeting the needs of individuals with disabilities and their families. Several currently

accepred practices, such as nondiscriminatory assessment, placement in a least restrictive environment,

and meaningful parent involvement, reflect this correction in thinking.

The purpose of this chapter is to review a variety of contributions that have helped to shape con-
temporary special education. Besides the impact of national legislation and the courts, we will examine
the identification and assessment of individual differences, instructional programming, and models of

service delivery.

LITIGATION AND LEGISLATION AFFECTING SPECIAL EDUCATION

Over the past several decades, the field of special education has been gradually transformed and
restructured, largely as a resulr of judicial action and legislative enactments. These two forces have been
powerful tools in securing many of the benefits and rights presently enjoyed by more than 7.7 million
school-age and younger children with disabilities.

Sccuring the opportunity for an education has been a slowly evolving process for students with dis-
abilities. Whar is today seen as a fundamental right for these children was, at one time, viewed strictly
as a privilege. Excluding students with disabilities from attending school was a routine practice of
local boards of education in the 1890s and early 1900s. In 1893, local school officials in Cambridge,
Massachusetts, denied an education to one individual because this student was thought to be too “weak

minded” to profit from instruction. In 1919, in Antigo, Wisconsin, a student of normal intelligence
but with a type of paralysis attended school through the fifth grade but was subsequently suspended
because “his physical appearance nauseated reachers and other students, his disability required an
undue amount of his teacher’s time, and he had a negative impact on the discipline and progress of
the school” (Osborne, 1996, p. 4). In both instances, state supreme courts upheld the decisions of the
school boards. Today, these actions would be seen as clear violations of the students’ rights and a fla-
grant disregard for the equal protection clause of the Fourteenth Amendment to the U.S. Consticution.
Still, almost four decades passed before students with disabilities had a legal means for acquiring edu-

cational rights.
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In the 1954 landmark school desegregation case, Brown v. Board of Education of Topeka, Kansas
(347 U.S. 483), the U.S. Supreme Court reasoned that it was unlawful to discriminate against a group
of individuals for arbitrary reasons. The Court specifically ruled that separate schools for Black and
white students were inherently unequal, contrary to the Fourteenth Amendment, and thus uncon-
stitutional. Furthermore, education was characterized as a fundamental function of government that
should be afforded to all citizens on an equal basis. Though primarily recognized as striking down
racial segregation, the thinking articulated in Brown had major implications for children with disabili-
ties. Much of contemporary litigation and legislation affecting special education is legally, as well as
morally, grounded in the precedents established by Brown.

The movement to secure equal educational opportunity for children with disabilities was also
aided by the U.S. civil rights movements of the 1960s. As Americans attempred to deal with issues
of discrimination, inequality, and other social ills, advocates for individuals with disabilities also
pushed for equal rights. Parental activism was ignited. Lawsuits were filed, and legislation was
enacted primarily as a result of the untiring, vocal, collaborative cfforts of parents and politically
powerful advocacy groups. The success of these tactics was felt at the local, state, and eventually
national level.

It is exceedingly difficult to say which came first, litigation ot legislation. Both of these forces have
played major roles in the development of state and federal policy concerning special education. They
enjoy a unique and almost symbiotic relationship—one of mutual interdependence. Litigation fre-
quently leads to legislation, which in turn spawns additional judicial action as the courts interpret and
clarify the law, which often leads to further legislation {see Figure 2.1). Regardless of the progression,
much of special education today has a legal foundation.

FIGURE 2.1 ™ AnExample of the Interretationship Between Litigation and Legislation

Litigation
Miils v. Board of
Education (1972)

Legislation
IDEA (PL 94-142)

Litigation
Smith v. Robinson
(1984)

Legislation
Handicapped
Children's Protection
Act (PLS9-372)

Source: Adapted from M. Yell, The Law and Special Education, Sth ed. [Pearson Education, 2019), p. 11

Key Judicial Decisions

Since the 1960s and early 1970s, a plechora of state and federal court decisions have helped shape
and define a wide range of issues affecting contemporary special education policies and procedures.

a9



L0  Part1 ® Foundations of Special Education

Although a thorough review of this litigation is beyond the scope of this chapter, Table 2.1 summarizes,
in chronological ordet, some of the landmark cases affecting the field of special education. Several of
the judicial remedies emanating from these lawsuits serve as cornerstones for both federal and state
legislative enactments focusing on students with disabilities. Furthermore, many of today’s accepted
practices in special education, such as nendiscriminatory assessments and due process procedures, can

trace their roots to various court decisions.

TABLE 2.1 M A Synopsis of Selected Court Cases Influencing Speciat Education Practice

Brown v. Board of Education of 1954 Educational Segregation of students by race ruled unconstitutional; children deprived

Topeka, Kansas segregation of equal educational opportunity. Ended “separate but equal” schools for
white and Black students. Used as a precedent for arguing that children with
disabilities cannot be excluded from a public education.

Diana v. State Board of Education 1970 Class placement Linguistically different students must be tested in their primary language as
well as English. Students cannot be placed in special education classes on
the basis of 1Q tests that are culturally biased. Verbal test items to be revised
s0 @s to reflect students’ cultural heritage. Group-administered |Q tests
cannot be used to place children in programs for individuals with intellectual

disability.
Pennsylvania Association 1972 Right to education State must guarantee a free public education to all children with intellectual
for Retarded Children v. disability ages é-21 regardless of degree of impairment or associated
Commonwealth of Pennsylvania disabilities. Students to be placed in the most integrated environment.

Established the right of parents to participate in educational decisions
affecting their children. State to engage in extensive efforts to locate and
serve [“child-find") all students with intellectual disability. Preschool services
to be provided to young person with intellectual disability if locat school
district serves preschoolers who do not have intellectuat disability.

Mitls v. Board of Education of the 1972 Right to education Extended the Pennsylvania decision to include atf children with disabilities.

District of Columbia Established the constitutional right of children with exceptionalities to a
public education, matched to their needs. including specialized instruction,
regardless of their functional level. Presumed absence of fiscal resources
is not a valid reason for failing to provide appropriate educational services ta
students with disabilities. Elaborate due process safeguards established to
protect the rights of the child, including parental notification of pending initial
evaluation, reassignment, or planned termination of special services.

Larry P, v, Riles 1972, Class placement African American students could not be placed in classes for children with
1979 mild inteltectual disability solely on the basis of intellectual assessments
found to be culturally and racially biased. School officials directed to develop
an assessment process that would not discriminate against minority children.
Faiture to comply with this order resulted in a 1979 ruling that completely
prohibited the use of IQ tests for placing African American students in classes
for children with mild intellectual disability. Ruling applies only to the state of

California.
Lauv. Nichols 1974 Equal educational A milestone case in the field of bilingual education. U.S. Supreme Court ruling
opportunity noted that "there is not equality in treatment merely by providing students

with the same facilities, textbooks, teachers, and curriculum; for students
who do not understand English are effectively foreclosed from a meaningful
education.” Required schools to offer special language programs to English
learners in order to confer equal educational opportunity.

Armstrong v. Kline 1979 Extended school State's refusal to pay for schooling in excess of 180 days for students with
year extensive support needs is a violation of their rights to an apprepriate
education, The court found that some children with disabilities will regress
significantty during summer recess and have longer recoupment periods;
thus, they are denied an appropriate education if not provided with a year-
round education.
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Tatro v. State of Texas 1980 Related services U.5. Supreme Court held that catheterization qualified as a related service
under PL 94-142, Catheterization was not considered an exempted medical
procedure, as it could be performed by a health care aide or school nurse.
Court further stipulated that only thase services that allow a student to
benefit from a special education qualify as related services.

Board of Education of the 1982 Appropriate First U.5. Suprerme Court interpretation of PL 94-142, Court addressed
Hendrick Hudson Central School education the issue of what constitutes an “apprepriate” education for a student with
District v. Rowley a hearing impairment making satisfactory educational progress. Ruled

that an appropriate education does not necessarily mean an education that
will allow for the maximum possible achievement; rather, students must

be given a reasonable opportunity to learn. Parents’ request for a sign
language interpreter, therefore, was denied. An appropriate education is not
synonymous with an optimal educational experience,

Daniel R.R. v. State Board of 198% Class placement Fifth Circuit Court of Appeals held that a segregated class was an appropriate

Education placement for a student with Down syndrome. Preference for integrated
placerent viewed as secondary to the need for an appropriate education.
Established a two-prong test for determining compliance with the least
restrictive environment mandate for students with extensive support needs.
First, it must be determined if a student can make satisfactory progress
and achieve educational benefit in the general education classroom through
curriculum medification and the use of supplementary aids and services.
Second, it must be determined whether the student has been integrated to
the maximum extent appropriate. Successful compliance with both parts
fulfills a school’s obligation under federal law. Ruling affects least restrictive
environment cases in Louisiana, Texas, and Mississippi but has become a
benchmark decision for other jurisdictions as well.

Obertiv. Board of Education of 19%2 Least restrictive Placement in a general education classroom with supplementary aids and
the Borough of Clementon School environment services must be offered to a student with disabilities prior to cansidering
District more segregated placements. A student cannot be excluded from a general

education classroom solely because curriculum, services, or other practices
would require modification. Excluding a learner from the general education
classroom necessitates justification and documentation. Clear judicial
preference for educational integration established.

Agostini v. Felton 1997 Provision of U.S, Supreme Court reversed a longstanding ruling banning the delivery of
services publicly funded educational services to students enrolled in private schools.
Interpreted to mean that special educators can now provide services to
children in parochial schools.

Cedar Rapids Community School 199% Related services U.S. Supreme Court expanded and clarified the concept of related services.

District v. Garret F, Affirmed that intensive and continuous school health care services necessary
for a student to attend school, if not performed by a physician, qualify as
related services,

Schaffer v. Weast 2005 Burden of proof AU.S. Supreme Court ruling addressing the issue of whether the parent(s]
or school district bears the burden of proof in a due process hearing.
Determined whether the parentls), acting on behalf of their child, must prave
that their child's individualized education program (IEP] is inappropriate or
whether the school district must prove that the IEP is appropriate. Court
ruled that the burden of proof is placed upon the party seeking retief

Arlington Central School District 2006 Recovery of fees U.5. Supreme Court addressed whether or not parents are able to recover the

Board of Education v. Murphy professional fees of an educational consultant [lay advocate) who provided
services during legal proceedings. Court ruled that parents are not entitled
to reimbursement for the cost of experts because only attorney’s fees are
addressed in IDEA,

Winkelman v. Parma City Schoot 2007 Parental rights The Supreme Court, by unanimous vote, affirmed the rights of parents to

District represent their children in IDEA-related court cases. Seen as an expansion of
parental involvernent and the definition of a free appropriate public education.
nterpreted to mean that {DEA conveys enforceable rights to parents as well
as their children,

[Continued)
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TABLE 2.1 ® A Synaopsis of Selected Court Cases Influencing Special Education Practice [Continued)

Forest Grove School District v. 2009 Tuition Parents sought tuition reimbursement from the school district after rem

TA. reimbursement their child who had learning disabilities, attention-deficit/hyperactivity
disorder, and depression. The child was never declared eligible for a spec
education and never received services. Parents unilaterally enrolled the
child in a private school. The Supreme Court found that [DEA authorizes
reimbursement for private special education services when a public scho
fails to provide a free appropriate education and the private school placer
is appropriate, regardless of whether the student previously received spe
education services from the public school.

Fry v. Napoleon Community 2017 |DEA exhaustion A suit filed on behalf of a young girl with a severe form of cerebral palsy

Schools doctrine who used a service animal. Because the school provided the student with
a personal aide in accordance with her individualized education program,
the school district refused to allow her the use of her service dog. The girl
parents sought relief under the Americans with Disabilities Act Amendme
[ADAA]) and Section 504 of the Rehabilitation Act rather than the Individua
with Disabilities Education Improvement Act IDEA], which required the
parents to exhaust all administrative remedies le.g., due process hearing
prior to suing under the ADAA and 504. As this was a disability discrimina
issue and the adequacy of the student’s educational services were not in
question, the Supreme Court, in a unanimous decision, found that becaus:
parents were not seeking relief under the free appropriate public educatic
clause of IDEA, the exhaustion requirement of IDEA was not applicable,

Perez v. Sturgis Public Schools 2023 Judicialremedies A unanimous Supreme Court decision was rendered involving an adolesce
who was deaf and sought relief, in the form of monetary damages for loss
income and emotional distress, under the Americans with Disabilities Act
[ADA] after successtully previously obtaining retief under the Individuals
with Disabilities Education Improvernent Act. In terms of the IDEA compla
settlement, the school district agreed to pay for the student to attend the
Michigan School for the Deaf in part due to providing the student with
unqualified interpreters and misrepresenting his educational progress du
his 12 years of school attendance. The high court ruled that the student’s
parents did not need to exhaust all of the administrative requirements
required by [DEA prior to seeking relief under the ADA because [a] IDEA
remedies do not restrict remedies sought under different federal laws anc
IDEA dves not provide for financial relief [compensation] for viclations.

Source: R. Gargiulo and J. Kilgo, An intraduction t Young Children with Delays and Disabilities, 6th ed. (Sage, 2024},

Individuals with Disabilities Education Act; 1975-1997

Federal legislative intervention in the lives of people with disabilities is of relatively recent origin. B
the late 19505 and early 1960s, lictle federal atrention was paid to citizens with special needs. Whet
islation was enacted, it primarily assisted specific groups of individuals, such as those who were de
people with intellectual disability. The past 50 years or so, however, have witnessed a flurry of leg
tive activity that has aided the growth of special education and provided educational benefits and «
opportunities and rights to children and adults with disabilities.

Given the multitude of public laws' affecting special education, we will focus our attention on.
landmark legislation. Qur initial review will examine PL 94142, the Education for All Handica
Children Act, or, as it came to be known, the Individuals with Disabilities Education Act (IDEA).
change in legislative titles resulted from the enactment on October 30, 1990, of PL 101-476, w
will be addressed later in this chapter.

Public Law 94-142

[DEA is viewed as a “Bill of Rights” for children with exceptionalities and their families; it is the
mination of many years of dedicated effort by both parents and professionals. Like many other sp



ors, we consider this law one of the most important pieces, if not the most important piece, of
| legislation ever enacted on behalf of children with special needs. PL 94—142 may rightfully be
ght of as the legislative heart of special education.

he purpose of this bill, which was signed into law by President Gerald Ford on November 29,

15

to assure that all handicapped children have available to them . . . a free appropriate pub-
lic education which emphasizes special education and related services designed to meet their
unique needs, to assure that the rights of handicapped children and their parents or guardians
are protected, to assist States and localities to provide for the education of all handicapped
children, and to assess and assure the effectiveness of efforts to educate handicapped children.
(Section 601(c))

In pursuing these four purposes, this legislation incorporates six major components and guarantees

hat have forever changed the landscape of education across the United States. Despite legislative and

court challenges over the past five decades, the following principles have endured to the present day:

|

# A freeappropriate public education (FAPE). All children, regardless of the severity of their
disability (a “zero-reject” philosophy), must be provided with an education appropriate to their
unique needs at no cost to the parent(s)/guardian(s). Included in this principle is the concept
of related services, which requires that children receive, for example, occupational therapy as
well as other services as necessary in order to benefit from special education.

# The least restrictive environment {LRE). Children with disabilities are to be educated, to
the maximum extent apptopriate, with students without disabilities. Placements must be
consistent with the student’s educational needs.

® Anindividualized education program (IEP). This document, developed in conjunction
with the parent(s)/guardian(s), is an individually tailored statement describing an educational
plan for cach learner with exceptionalities. The IEP, which will be fully discussed later in this
chapter, is required to address (1} the present levels of academic achievermnent and funcrional
performance (commonly referred to by school personnel as present levels of performance or
PLOP), (2) annual goals and accompanying instructional objectives, (3) educational services
to be provided, (4) the degree to which the student will be able to participate in general
education programs, (5} plans for initiating services and length of service delivery, and (6)
an annual evaluation procedute specifying objective criteria to determine if instructional
objectives are being met. Many teachers and school administrators refer to this as progress
monitoring,

* Procedural due process. The act affords parent(s)/guardian(s) several safeguards as it pertains
to their child’s education, Brieﬂygarent(s)lguardian(s) have the right to confidentiality |
o2 ofrecords, to examine all records;to obtain an independent evaluation, to receive written 3
notification (in parents’ native language) of proposed changes to their child’s educational
classification or placement, and to have an'impartial hearing whenever disagreements arise
regarding educational plans for their son/daughter. Furthermore, the student’s parent(s)/
guardian(s) have the right [&_ representation by legal counsel.

* Nondiscriminatory assessment. Prior to placement, a child must be evaluated by a
multidisciplinary team in all areas of suspected disability by tests that are not racially,
culturally, or linguistically biased. Students are to receive several types of assessments,
administered by trained personnel; a single evaluation procedure is not permitted for either
planning or placement purposes.

e Parental participation. PL 94-142 mandates meaningful parent involvement. Sometimes
referred to as the “Parents’ Law,” this legislation requires that parents participate fully in the
decision-making process that affects their child’s education.

Chapter 2 # Paolicies, Practices, and Programs &3
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Congress indicated its desire by September 1, 1980, to provide a free appropriate public education
for all eligible children ages 3 through 21. The law, however, did not require services to be provided to
preschool children with disabilities. Because many states were not providing preschool services to typi-
cal children, an education for young children with special needs, in most instances, was not mandated.
Although this legislation failed to require an education for younger children, it clearly focused atten-
tion on the preschool population and recognized the value of early education.

People with and without disabilities protesting accessibility.

Rocket via Getty Images

PL 94-142 did contain some benefits for children under school age. It offered small financial
grants (Preschool Incentive Grants) to the individual states as an incentive to serve young children with
disabilities. It also carried a mandate for schools to identify and evaluate children from birth through
age 21 suspected of evidencing a disability. Finally, PL 94-142 moved from a census count to a child
count of the actual number of individuals with disabilities being served. The intent was to encourage
the states to locate and serve children with disabilities.

In the 1980s and 1990s, Congtess reauchorized the Individuals with Disabilities Education Act. As
a result of this legislative activity, services for individuals with disabilities have been expanded, student
and parental rights clarified, and discipline procedures articulated along with several other key provi-
sions. Table 2.2 presents a bricf overview of some of these revisions to IDEA.

TABLE 2.2 B Highlights of IDEA Rea izations: 1986-1997

Public Law Key Components

1986

PL 99-457

® Legislation viewed as a downward extension of PL 94-142
® Mandated services for preschoolers with disabilities, ages 3-5

# Permitted early intervention services for infants and toddlers, from birth through age 2, with developmental
delays or disabilities

# (ndividualized family service plan [IFSP] established for infants and toddlers

“Developmentally delayed” label created
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Public Law Key Components

1990 PL 101-476 ® Name of legislation changed to Individuals with Disabilities Education Act [IDEA}
Autism and traumatic brain injury identified as discrete disability categories
Rehabilitation counseling and social work considered related services

Established the requirement of an individualized transition plan {ITP) by age 14

* & & 0

States’ immunity from lawsuits for violating IDEA repealed

1997 PL 105-17 ® Students with disabilities required to participate in state- and districtwide assessments
® Transition planning commences at age 14

® (Orientation and mobility included as a related service

Discretionary use of "developmentally delayed” Label for students ages 3-9

General educators required to participate on the individualized education prograrm iEP) team
Students with disabilities are to be involved in and have access to general education curriculum
Mediation offered as a means of resolving disputes

Benchmarks and measurable annual goals emphasized

o SN, &

Students who violate student code of canduct may be removed from their current educational placement only
after a due process hearing

Assistive technology needs of each learner must be assessed
# Students expelled or suspended from school are still entitled to receive services in accordance with their IEP

& Greater varjety of assessment toels and strategies are permissible for initial evaluations and reevaluations

Epuree, LI 5. Department of Education.

Many young children with developmental delays or disabilities have benefited from early
intervention.

StockPhoto/FatCamera

In the 1990s, a growing movement toward greater educational accountability called for education
reform or restructuring to improve academic performance. As a resule of this trend, many states initi-
ated challenging academic standards (i.e., what students should know or be learning) and more strin-
gent graduation requirements for their students, while several professional organizations published
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performance indicators in various content areas, such as mathemarics, language arts, and science.
Likewise, many state departments of education moved toward performance-based standards when
establishing teacher licensure/certification requirements, thus linking student success with teacher
qualifications. The overall focus of this movement, fueled by various political, social, and economic
forces, was a concern over the learning outcomes of our students. It is equally concerned with establish-
ing educational equity amongall learners.

The National Governors Association and the Council of Chief State School Officers put forch
the Common Core State Standards {CCSS) (Common Core State Standards [nitiative, 2019). The
CCSS redefined the general education curriculum while outlining a set of grade-level expectations
that describe what students should know in mathematics and English language arts in order to succeed
in college and later careers. Presently, 41 states and the Districe of Columbia have fully or parcially
adopted these standards (Common Core States, 2023). These standards apply to all students, including
students receiving a special education.

FIRST PERSON: LISA
TEACHING IN THE AGE OF ACCOUNTABILITY

Having taught for almost 10 years, | can safely say there is a definite need for accountability
n education, but teaching in the 21st dentury presents sormne unique challenges. Everyone is
accountable to someone for sarmething. Teachers, for example, are accountable for teaching cur-
riculum in preparation for high-stakes assessments, delivering data-driven instruction, using
research-based strategies, and meeting the demands and deadlines impased by administrators,
while also communicating with parents. Students, on the other hand, are accountable for pass-
ing the high-stakes assessments and responding to the data-based instruction and research-
based instructional strategies, while making adequate prograss at increasingly higher levels of
performance. Each year, it almost seems as though we have ta surpass what was accomplished
the previous year. The accompanying paperwork to prove this accountability doesn't get any less
cumbersome either.

All this accountability comes from increasing concerns about the quality of our education. Yet,
even with all this accountability, we see many students transfer with gaps in learning from not hav-
ing been taught to the same high expectations. There are disparities from school system to school
system that make it difficult to reach these ever-increasing levels of accountability. This "achieve-
ment gap” affects what we have to work with, yet we are still accountable for getting these students
to the acadernic level they need to be at. if there is one thing you can count on in teaching, it is that
change is constant

Teaching is a balancing act, and educators have to be sure that they do not get lost in the
“accountability jungle” or forget that one of the reasons we teach is to hetp our students become
discoverers of their own learning, not simply pass a high-stakes assessment. As educators, our
accountability goal should be how well our students apply and generalize the knowledge and infor-
mation that we share with them, not how well they can regurgitate facts in order to pass an isolated
test that represents only a small sample of what they have learned.

The schoal days are getting longer, lunchtimes are shorter, and weekends are often spentina
quiet classroom in preparation for teaching in the coming week. It seems as though we are overly
accountable to the point that we are losing valuable instructional time and focus. With all that said,
accountahbility is important as long as we view it wisely.

General education teachers are required to prove that their students are being taught with
research-based tools and that student performance is documented. No longer are student per-
formance, methods of instruction, and teaching practices at the teacher’s discretion. This new
level of accauntability for general education teachers requires them to rely more and more on the
expertise of special education teachers not only for the students who have |IEPs but also for all
struggling learners. At the same time, special educators are held accountable for ensuring com-
pliance with regulations, timelines, and mounting paperwork with increasingly larger caseloads.
It is a constant battle to find the proper balance —the demands of paperwork, the needs of indi-
vidual students, and communication with families and general education teachers are all under
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the accountability micrescope. This balance is more difficult to find with each new law, mandate,
and policy. Although | feel it is a privilege to work as a teacher, and more particularly as a special
education teacher, working as an inctusive teacher in the age of accountabibity becomes increas-
ngly difficult each year.

—Lisa Cranford

Instructional Support Teacher

Rocky Ridge Elementary, Hoover, Alabama

No Child Left Behind Act of 2001

In 2001, Congress reauthorized the Elementary and Secondary Education Act, which became popu-
larly known as No Child Left Behind (NCLB; PL 107-110). This legislation reflected President George
W. Bush'’s commitment to educational reform and accountability. This law intended to reform educa-
tion so all students, including those in special education, would demonstrate proficiency in math-
ematics, reading, and science. The law required annual testing of children in Grades 3 through 8,
with students in Grades 10 through 12 assessed at least once. Schools were expected o show adequate
yearly progress toward the goal of 100% proficiency by 2014. (A small percentage of students may be
excused from participating in state- and districtwide achievement tests if their IEP provides for their
exemption.)

Because NCLB was concerned with the achievement of i/ scudents, test scores were required
to be disaggregated according to the student’s disability, socioeconomic status, race, ethnicity,
and English language ability. Schools thar experienced difficulty attaining the goal of adequate
yearly progress were to be provided with technical and financial assistance. If a school failed to
demonstrate adequate yearly progress for 3 consecutive years, the local school district was required
to offer supplemental instructional services, such as tutoring, after-school classes, and summer
programs (Council for Exceprional Children, 2003). Parencs of children in “failing” schools were
10 be given the opportunity to transfer cheir children 1o other schools, including private and paro-
chial schools. Another important elemenc of NCLB was chat all elementary and secondary school
teachers were expected to be “highly qualified” by the end of the 2005-2006 school year according
to state criteria.

The enactment of NCLB ushered in an era of whar was commonly referred to as “high-stakes
testing” or “high-stakes assessment.” Special educators saw greater emphasis on exposing students
with disabilities to the general education curriculum as well as aligning IEP goals with the content
standards of the general education curriculum (Council for Exceptional Children, 2003). Finally,
special educators needed to be highly qualified, which included being highly qualified general edu-
cation teachers. NCLB, however, wound up punishing struggling schools when improvements were
not met as well as precipitating the greatest involvement in education by the federal government
(Saulrz er al., 2019).

Individuals with Disabilities Education Improvement Act of 2004

On November 19, 2004, Congress passed legislation reauchorizing the Individuals with Disabilities
Education Act. The version of this law is called the Individuals with Disabilities Education
Improvement Act of 2004, commonly referred to as IDEA 2004. President George W. Bush signed this
bill (PL 108—446) into law on December 3, 2004. Note, IDEA has not been reauthorized since 2004,
although revisions to the regulations have been made.

Some of the significant issues addressed in the most recent reauthorization of IDEA—IDEA
2004—are portrayed in Table 2.3.
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TABLE2.3 B ASnapshotof IDEA 2004 Highlights

Modified criteria for identifying students with specific learning disabilities. Schools can now elect to use
a process that determines whether the student responds to empirically validated, scientifically based
interventions—called response to intervention [RT]

Eliminates use of shart-term objectives in individualized education programs (IEPs} except for students
evaluated via alternate assessments that are aligned with alternate achievement standards

IEPs must include a statement of the student's present level of academic achievement and functiznal
performance; annual goals must be written in measurable terms

Relaxes requirements for participation in IEP meetings

Multiyear IEPs are permissible

IEPs to incorporate research-based interventions

Transition planning to begin with first IEP in effect once student reaches age 16

Students with disabilities may be removed to an interim alternative educational setting for up to 45 schoot
days for offenses involving weapons, drugs, or inflicting serious bodily injury

All students are required to participate in all state- and districtwide assessments with accommedations or
alternate assessments as stipulated in their {IEP

Special educaters must be “highly qualified” according to individual state standards
Resolution session required prior to a due process hearing
Statute of limitations imposed on parents for filing due process complaints

Modifies provision of student’s native language and preferred mode of communication

Source: U.S Department of Education.

The Every Student Succeeds Act rmaintains a focus on accountability, high standards, and stu-
dent achyevement.

Tom Witliams/CQ-Roll Call, Inc./Getty Images

Every Student Succeeds Act

NCLB, which was the reauthorization of the
ESEA, was again reauthorized. On December 10,
2015, President Barack Obama signed the Every
Student Succeeds Act (ESSA; PL 114-95) into law.
This legislation was the seventh reauthorization of
the historic Elementary and Secondary Educarion
Act (PL 89-10) initially passed in 1965. The aim
of the ESSA was to preserve the spirit and intent of
No Child Left Behind while remediating some of
the perceived flaws and deficiencies voiced by leg-
islators, educators, policymakers, scheal admin-
istrators, and parents. These issues included too
much focus on adequate yearly progress, punish-
ing schools when improvements were not made;
too much emphasis on testing in education; and
too much involvement by the federal government
in education (Saulcz et al., 2019). Alchough this

new legislation retained an emphasis on accountability, high standards, and student achievemenr, the

mechanisms for accomplishing these aims changed. Some of the provisions of this act include che

following:
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®  Requires the annual testing of students in chird through eighth grades in math and reading
and once in high school in addirion to a science test across elementary, middle, and high
school; however, the adequare yearly progress provision has been repealed and replaced by a
statewide accountability system.

#  Allows states to adopt the Common Core State Standards but does not require their adoption.
o Eliminates “highly qualified” teacher status.

# Maintains the requirement that achievement dara be disaggregated according to the student’s
disabiliry, socioeconomic status, race, ethnicity, and English language ability.

# Identifies low-performing schools as those whose assessment scores are in the bottom 5%,
schools that have a high school graduation rate of less than 679%, or schools where subgroups
of students consistently underperform. In these situations, state intervention is possible,
although specific remedies are not defined.

* Forindividuals with disabilities, the legislation ensures access to the general education
curriculum, accommodations on assessments, and the use of universal design for learning
principles, in addition to evidence-based interventions in schools where subgroups
consistently underperform (Council for Exceptional Children, 2019).

Charter Schools and Students With Disabilities

We need to briefly mention an educational phenomenan thar is growing in popularity in some com-
munities across the United Srares—charter schools. According to the National Center for Special
Education in Charter Schools (2019), “The charter school concept emerged from a deep commirment
to quality and equiry; schools of choice operating autonomously from traditional districts would serve
as incubators of innovation” (para. 1). These schools are one examgle of school choice initiatives. In
the 2020-2021 school year, charter schools numbered over 7,800, serving nearly 3.7 million students
across 45 states, Guam, and the District of Columbia, representing 7.5% of all public school students
{Charter School Data Dashbeard, 2023). Because charter schools are public schools, they are required
to follow the mandates found in the IDEA legislation and Section 504 of the Rehabilitation Act of
1973, as well as the requirements of the Americans with Disabilities Act (see the following discussion
on these laws). Despite their autonomy and the use, in some settings, of successful instructional mod-
els, charter schools have failed to benefir individuals with exceptional learning needs. Charter schools
enroll fewer students with disabilities than typical public schac i+ (Rhim, 2016), and it is believed by
some that charter schools do not offer quality education: 1l expe ionces to students with special needs
or access (o innovative educational experiences. The challenge confronting educators and other stake-
holders is “to increase access and develop exemplary programs for students with disabilities” (National
Center for Special Education in Charter Schools, 2019, para. 3). Hopefully, these efforts will be fruit-
ful, and af/ students will benefit from creative thinking and powerful instructional programs.

CIVIL RIGHTS LEGISLATION

The pieces of legislation that we just examined are representative special education laws (the exception
being PL 107-110). In this section, we will explore civil rights legislation that has impacted special
education.

Section 504 of the Rehabilitation Act of 1973

PL 93-112, the Rehabilitation Act of 1973, howewer, is a civil rights law. Section 504 of this enactment
was the first public law specifically aimed ar protecting children and adults against discrimination
due to a disability. It said thar no individual can be excluded, solely because of their disability, from

y L2301
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participating in or benefiting from any program or activity receiving federal financial assistance, which
includes schools (Council for Exceptional Children, 1997).

Unlike IDEA, this act employs a functional rather than categorical model for determining a dis-
ability. According to this law, individuals are eligible for services if they

1. havea physical or mental impairment that substantially limits one or more major life
activities,

2. havea record of such an impairment, or

3. are regarded as having such an impairment by others.

“Major life activities” are broadly defined and include, for example, walking, seeing, hearing,
working, and learning.

To fulfill the requirements of Section 504, schools must make “reasonable accommodarions” for
students with disabilities so that they can participate in educational programs provided to other stu-
dents, Reasonable accommodations might include modifications of the general education program,
the assignment of a paraprofessional, a behavior management plan, or the provision of special study
areas (Smith & Patton, 2007). Students may also receive related services such as occupartional or physi-
cal therapy even if they are not receiving a special education through IDEA.

Because the protections afforded by this law are so broad, an individual who is ineligible for a
special education under IDEA may qualify for special assistance or accommodations under Section
504. Students with severe allergies, for example, are eligible for services via Section 504, although it s
unlikely that they would be eligible to receive services under IDEA. All students who are eligible fora
special education and related services under IDEA are also eligible for accommodarions under Section
504; the converse, however, is not true.

As with IDEA, there is a mandate contained within Section 504 to educate students with special
needs with their typical peers to the maximum extent possible. In addition, schools are required to
develop an accommedation plan (commonly called a “504 plan”) customized to meert the unique needs
of the individual. This document should include a statement of the student’s strengths and needs, a
list of necessary accomnmodations, and the individual(s) responsible for ensuring implementation. The
purpose of this plan is to enable the student to receive a free appropriate public education (Gargiulo &
Metcalf, 2023).

Finally, unlike IDEA, which offers protections for students only between the ages of 3 and 21,
Section 504 covers the individual’s life span. See Table 2.4 for a comparison of some of the key provi-
sions of IDEA and Section 504.

TABLE 2.4 M AComparison of Key Features of IDEA and Section 504

Purpose Provides a free appropriate public education to children  Prohibits discrimination on the basis of a person’s
and youth with specific disabilities. disability in all programs receiving federal funds.

Ages covered Individuals 3-21 years old. No age restriction,

Definition of disability Twelve disabilities defined according to federal Broader interpretation of a disability than found in
regulations plus state/local definition of developmentally  IDEA—a person with a physical ar mental impairment
delayed. that substantially limits a major life activity, who has

a record of such impairment, or wha is regarded as
having such impairment.

Funding States receive some federal dollars for excess cost of Because this is a civil rights law, no additional funding
educating students with disabilities. is provided.
Planning documents ndividualized education program [IEP]. Accommodation plan [commeonly referred to as a "504

plan”l.
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Assessment provisions A comprehensive, nondiscriminatory eligibility Eligibility determination requires nondiscriminatory
evaluation in all areas of suspected disability conducted  assessment procedures; requires reevaluation prior to
by a muttidisciplinary team; reevaluations every 3years  a “significant change” in placement.
unless waived.

Due process Extensive rights and protections afforded to student Affords parents impartial hearing, right to inspect
and parents, records, and representation by counsel. Additisnal
protections at discretion of local school district.

Coordination No provision. School district required to identify a 504 coordinator.

Enforcement U.S. Department of Education, Office of Special Office for Civil Rights, U.S. Department of Educatian,
Education Programs.

Public Law 101-336 {Americans with Disabilities Actl

Probably the most significant civil rights legislation
affecting individuals with disabilities, the Americans
with Disabilities Act (ADA), was signed into law on July
26, 1990, by President George H. W. Bush, who stated,
“Today, America welcomes into the mainstream of life all
people with disabilities. Let the shameful wall of exclusion
finally come tumbling down.” This farreaching enact-
ment, which parallels Section 504 of PL 93-112, forbids
discrimination against person with disabilities in both
the public and private sectors. Its purpose, according to
Turnbull (1993}, is to “provide clear, strong, consistent, and
enforceable standards prohibiting discrimination against
individuals wich disabilities without respect for their age,
nature or extent of disability” (p. 23).

The ADA goes far beyond traditional thinking of who
is disabled and embraces, for instance, people with AIDS,

The Americans with Disabilities Act requires that mass transit systems be accessible
to citizens with disabilities.

A leffrey Greenberg/Universal Images Group via Getty images
individuals who have successfully completed a substance

abuse program, and a person with cosmetic disfigurements. In fact, any person with an impairment that

substantially limits a major life activity is covered by this legislation. It extends protections and guaran-

tees of civil rights in such diversc arenas as private sector employment, transportation, teleccommunica-

tions, public and privately owned accommodations, and the services of local and state government.
Examples of the impact of this landmark legislation include the following;

®  Employers of 15 or mote wotkers must make “reasonable accommodations” so that 2n otherwise
qualified individual with a disability is not discriminated against. Accommodarions might
include a Brailte computer keyboard for a worker who is visuaily impaired or wider doorways to
allow easy access for an emplayee who uses a wheelchair. Furthermore, hiring, termination, and
promotion practices may not discriminate against an applicant or employee who has a disability.

® Mass transit systems, such as buses, trains, and subways, must be accessible to citizens with
disabilities.
*  Hotels, fast-food restaurants, theaters, hospitals, early childhood centers, banks, dentists’

offices, retail stores, and the like may not discriminate against individuals with disabilities.
‘These facilities must be accessible, or alternative means for providing services must be available.

* Companies that provide telephone service must offer relay services to individuals with hearing
or speech impairments.
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This legislation means a more secure and equitable future for adolescents with disabilities as they
prepare to leave high school and transition to the world of adulthood as independent citizens able to
participate fully in all aspects of community life.

Public Law 110-325 (Americans with Disabilities Act Amendments of 2008)

On September 25, 2008, President George W. Bush signed into law the Americans with Disabilities
Act Amendments, PL 110—325 became effective on January 1, 2009. Commonly called ADAA, this
legislation revises the definition of a disability in favor of a broader interpretation, thereby extend-
ing protections to greater numbers of individuals. In fact, this law expressly overturned two Supreme
Court decisions that had previously limited the meaning of the term disability. Additionally, ADAA
expands the definition of “major life activities” by including two noninclusive lists, che first of which
includes activities not expressly stipulated, such as reading, concentrating, and thinking, The second
list includes major bodily functions—for example, functions of the immune system or neurological
functioning (U.S. Equal Employment Opportunity Commission, n.d.). The act also states thar the
interpretation of “substantial limitation” must be made without regard to the ameliorative effects of
mitigating measures like medication or medical equipment. (The only stated exception is eyeglasses or
contact lenses.)

Changes incorporated in this legislation also apply to students eligible for protections under
Section 504 of PL 93-112. According to Zirkel (2009), “The overall effect is obviously to expand
the number and range of students eligible under Section 504 (p. 69). A student, however, cannot be
“regarded as” having a disability if their disability is minor or transitory {a duration of 6 months or less).
It is anticipated that the new ADAA eligibiliry standards will have a significant impact on special edu-
cation. “IDEA eligibility teams will need to closely coordinate with Section 504 eligibility teams not
only when determining that a student is ineligible for initial services under IDEA but also upon exiting
the student from an 1EP” (Zirkel, 2009, p. 71).

IDENTIFICATION AND ASSESSMENT OF INDIVIDUAL DIFFERENCES

One of the distinguishing characteristics of our field is the individuality and uniqueness of the
students we serve. There is considerable wisdom in the maxim, “No two children are alike.”
Experienced educators will quickly tel! you that even though students may share a common dis-
ability label, such as learning disabled or visually impaired, that is where the similarity ends. These
students are likely to be as different as day and night. Of course, the individuality of our students,
both typical and atypical, has the potential for creating significant instructional and/or manage-
ment concerns for the classroom teacher. Recall from Chapter 1 the types of students enrolled
in Mr. Thompson’s fifth-grade classroom. Today’s schools are serving an increasingly diverse
student population. At the same time, there is greater cooperation and more shared responsibility
between general and special educators as they collectively plan appropriate educational experi-
ences for all learners.

When teachers talk about the individuality of their students, they often refer to interindividual
differences. These differences are what distinguish each student from their classmates. Interindividual
differences are differences between students. Examples might include distinctions based on height,
reading ability, athletic prowess, or intellectual competency. Some interindividual differences are more
obvious and of greater educational significance than others.

Interindividual differences are frequently the reason for entry into special education programs.
One child might be significantly above (or below) average in intellectual ability; another might exhibit
a significant degree of hearing loss. Categorization and placement decision-making by school person-
nel revolve around interindividual differences. Stated another way, school authorities identify, label,
and subsequently place a student in an instructional program on the basis of the student’s interindi-
vidual differences.

However, not all students in a given program are alike. Children also exhibic intraindividual
differences—a unique pattern of strengths and needs. Intraindividual differences are differences
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within the child, Instead of looking at how students compare with their peers, teachers focus on the
individual’s abilities and limitations, We should point out that this is a characteristic of all students,
not just those enrolled in speciat education programs. For example, Victoria, who is the best artist in
her eighth-grade class, is equally well known for her inability to sing. One of her classmates, Melinda,
has a learning disability. Her reading ability is almost 3 years below grade level, yet she consistencly
earns very high grades in math.

Intraindividual differences are obviously of importance to teachers. A student’s IEP reflects this
concern. Assessment data, derived from a variety of sources, typically profile a student’s strengths and
needs. This information is then used in crafting a customized instructional plan tailored to meet the
unique needs of the learner.

REFERRAL AND ASSESSMENT FOR SPECIAL EDUCATION

“Evaluation [assessment] is the gateway to special education but referral charts the course to the
evaluation process” {Turnbull et al.,, 2006, p. 232). Litigation, IDEA requirements, and today’s best
practices serve as our road map as we travel along the evaluation pathway to providing appropriate
educational experiences for students with disabilities. This journey from referral to assessment to
the development of an [EP and eventual placement in the most appropriate environment is a com-
prehensive process incorporating many different phases. Figure 2.2 illustrates this process. In the
following sections, we examine several of the key elements involved in developing individualized
program plans.

Prereferral

Although evaluation may be the gateway to special education, a great deal of activity occurs prior
to a student’s ever taking the first test. Careful scrutiny of our model reveals an intervention
strategy known as prereferral intervention, which occurs prior to initiating a referral for pos-
sible special education services. The purpose of this strategy is to reduce unwarranted referrals
while providing individualized assistance to the student without the benefit ofa special education.
Although not mandated by IDEA, prereferral interventions have become increasingly commeon
over the past two decades. In fact, IDEA 2004 permits the use of federal dollars to support these
activities, Many states either require or recommend the use of this tactic with individuals sus-
pected of having a disability.

Prereferral interventions are preemptive by design. They call for collaboration between gen-
eral educarors and other professionals for the express purpose of developing creative, alternative
instructional and/or management strategies designed to accommeodate the particular needs of the
learner. This process results in shared responsibility and joint decision-making among general
and special educarors, related service providers, administrators, and other school personnel, all
of whom possess specific expertise; the student’s parents typically do not participate in this early
phase. The child’s success or failure in school no longer depends exclusively on the pedagogical
skitls of the general educator; rather, it is now the responsibility of the school-based intervention
assistance team (also commonly known as a teacher-assistance team, instructional support team, or
child study team).

As beneficial as this strategy often is, it is not always successful. Detailed documentation of these
intervention efforts provides a strong justification for the initiation of a formal referral.

Referral

A referral is the firse step in a long journey toward receiving a special education. As we have just seen,
a referral may start as a result of unsuccessful prereferral interventions, or it may be the outcome of
child-find efforts (IDEA-mandated screening and identification of individuals suspected of needing
special education),
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1. IDEA does not mandate parental consent for referral but does require consent for evatuation.

2. Eligibility determination must occur within 80 days of referral.
3. If parents refuse consent for & special education, the school district is not responsible for providing a free appropriate public education.

4. The IEP must be developed within 30 days of eligibility determination.

* Mandatory resolution session required prior to a due process hearing.
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Simply stated, a referral is a written request to evaluate a student to determine whether the
child has a disability. Typically, a referral begins with a general educator; it may also be initiated
by a school administrator, a related services provider, a concerned parent, or another individual.
Referrals typically arise from a concern about the child’s academic achievement and/or social/
behavioral problems. In some instances, a referral may be initiated because of a student’s cultural or
linguistic background; it may even be the result of problems caused by inappropriate teacher expec-
tations or poot instructional strategies. Thus, the reasons for the referral may not always lie within
the student. This is one reason why prereferral intervention strategies are so important. Not all refer-
rals for special education services result in placement; many children are found to be ineligible for a
variety of reasons.

Referral forms vary in their formar. Generally, in addition to student demographic information,
a referral must contain detailed reasons as to why the request is being made. Teachers must clearly
describe the student’s academic and/or social performance. Documentation typically accompanies the
referral and may include test scores, checklists, behavioral observarion data, and actual samples of the
student’s work. Teachers need to paint as complete a picture as possible of their concernls), as well as
their efforts to rectify the situation.

It most schools, the information chat has been gathered
is then reviewed by a committee, often known as the child
study committee, the special services team, or another such
name. The composition of this group of professionals varies
but rypically includes an administrater, a school psycholo-
gist, and experienced teachers. Other personnel may also be
involved, depending on the nature of the referral. It is the job
of this committee to review the available information and

decide whether further assessment is warranted. If the team
decides to proceed, a written request for permission to evalu-
ate is sent to the child’s parent(s). School authorities musr
obtain permission from the parent/guardian before proceed-
ing with a formal evaluation. Intetestingly, IDEA does not
require parental consent for teferrals. We believe, however,
that it is wise to notify parents that a referral is being ini-
tiated, explain the reasons for the referral, and solicit their

Assessments can be conducted at a young age and must be individualized and
comprehensive.
input and cooperation in the referral process. StockPhoto/SerrMovik

Assessment

The first step in determining whether a student has a disability and is in need of a special educa-
tion is secuting the consent of the child’s parent(s)/guardian(s) for the evaluation. As noted previ-
ously, this step is mandated by IDEA as parc of the procedural safeguards protecting the legal rights
of parent(s)guardian(s). Under the provisions of IDEA, school officials must notify the student’s
parent(s)/guardian(s), in their native language, of the school’s intent to evaluate (or refusal 10 evaluate)
the student and the rationale for this decision; they must explain the assessment process and alterna-
tives available ro the parent(s}/guardian(s), such as the right to an independent evaluation of their son or
daughter. Many schools automatically send parent(s)fguardian(s) a statement of their legal rights when
initial permission to evaluate is sought.

Assessment, according to Gargiulo and Metcalf (2023), is a generic term that refers to the process
of gathering information about a student’s strengths and needs. Educational assessment can rightly be
thought of as an information-gathering and decision-making process.

One of the goals of the assessment process is to obtain a complete profile of the student’s abilities
and their needs. By law (IDEA), this requires the use of a multidisciplinary team of professionals, of
which one member must be a teacher. In practice, some school districts are fulfilling this mission by
establishing inter- and transdisciplinary assessment teams. Regardless of the model adopted by the
school district, the team is responsible for developing an individualized and comprehensive assessment
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package that evaluates broad developmental domains {cognitive, academic achievement) as well as the
specific areas of concern noted on the referral, such as social/femotional problems or suspected visual
impairments.

Successful accomplishment of this task dicrates the use of both formal and informal assessment
tools. Once again, IDEA is very clear abour this issue: No one procedure may be used as the sole basis of
cvaluation; a multitude of tests is required. IDEA regulations further require that the evaluations be pre-
sented in the student’s native language or, when necessary, via other modes of communication such as
sign language or Braille for students with a sensory impairment. Additionally, the selection and admin-
istration of the assessment battery must accurately reflect the child's aptitude and achievement and not
penalize the student because of their impairment in sensory, manual, or speaking skills. The accom-
panying Insights feature describes some accommodations that may be necded for accurate assessment.

School psychologists, educational diagnosticians, and other professionals responsible for evaluating
the student have a wide variety of assessment instruments at their disposal. Evaluators attempt to gauge
both inter- and intraindividual differences by using both norm- and criterion-referenced assessments.
Simply stated, norm-referenced assessments are standardized tests and are linked to interindividual dif-
ferences. Norm-referenced tests compare a student’s performance with that of a representative sample of
children, providing the evaluator with an indication of the student’s performance relative to other indi-
viduals of similar chronological age. Data are typically presented in terms of percentile ranks, stanines,
ot grade-equivalent scores. Data gleaned from norm-referenced tests provide limited instructional infor-
mation. In contrast, criterion-referenced assessments are associated with intraindividual differences and
can provide data that are useful for instructional planning. Ln this type of assessment procedure, a stu-
dent’s performance on a task is compared to a particular level of mastery. The criterion level is typically
established by the classroom teacher. Criterion-referenced assessments are especially helpful, according
to Gargiulo and Metcalf (2023), in pinpointing the specific skills that the student has mastered as well as
determining what skills necessitate additional instruction. Teachers are concerned with the individual’s
pattern of strengths and needs rather than how the student compares with their classmates.

| As mentioned carlier, evaluators must put together a complete educational portrait of the student’s
abilities. This frequently requires multiple sources of information, which typically include standard-
ized tests, work samples, and observational data, among other forms of input, Table 2.5 summarizes
some of the types of assessments increasingly being used by evaluation specialists to complement data

derived from norm-referenced tests.

TABLE2.5 W Emerging Sources of Assessment Information

Maturalistic Documentation of qualitative as well as quantitative aspects of a young person’'s behavior in the natural environment. Information
observation may be recorded formally [rating scales, observational recarding systems or infarmally lanecdotal records, audio recordingsl.
Data can be used to support or refute information gathered from other sources.

Interviews Information obtained from significant individuals in a student's life—parents, teachers, older siblings, or the student themselves.
Interviews are a planned and purposeful activity whose purpose is to gain insight or perspective on specific areas of interest,
such as the child's background or possible reasons for behavioral probtems. Fortnat may be formal (interviewer follows a
predetermined set of questions) or informal linterview proceeds according to the individual's responses). Data may be gathered
orally or inwriting.

Work Evidence of a student’s actual classroom performance, typically focused on particular skill development. Sometimes referred to

samples as a permanent product. Spelling tests, arithmetic fact sheets, and handwriting samples are examples of this information source.
Work samples are especially useful when planning instructional intervention and medification. Requires the teacher to think
diagnostically and lock, for example, at error patterns er clarity of directions.

Partfolios A type of authentic assessment, portfolios are an outgrowth of the familiar work folder concept. They include a wide range of
examples of 2 student’s emerging abitities and accomplishments over time. Qualitative and quantitative indicators of performance
might include writing samples, audio/video recordings, worksheets, drawings, photographs, or other forms of evidence. Useful
for student seif-assessment.
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Instructionat Programming and Appropriate Placement

When properly conducted, educational assessments lead to the development of meaningful 1EPs and
IFSPs. Measurable annual goals (and short-term objectives/benchmarks for students evaluated via
alrernate assessments} are crafted based on data gleaned from these evaluations. But first, the multi-
disciplinary team must determine whether the student is eligible to receive special education services
according to specific state criteria. Eligibility standards differ from starte to state, but most are framed
around IDEA criteria.

INSIGHTS
ASSESSMENT ACCOMMODATIONS

In order to accurately portray a student’s abilities and needs, assessment accommeodations are
sometimes necessary. Accommodations are changes in how students access and demonstrate
learning without changing the standards they are working toward. Accommodations must be indi-
vidualized; not all students require them, nor do students with the same disability require the same
type of accommodations. The need for accommodations may change over time for an individual
student; some individuals may require fewer accommedations in one situation, while in other situ-
ations, additional supportis required. Listed as follows are examples of accommodations that indi-
vidualized education program teams may find beneficial.

Presentation accommaodations let students access assignments, tests, and activities in ways
other than reading standard print. Students with print disabilities linability to visually decode stan-
dard print because of a physical, sensery, or cognitive disabilityl may require a combination of these
accommodations:
® Visual: large print, magnification devices, sign language, visual activity schedule
& Tactile: Braille, Nemeth code, tactile graphics
® Auditory: human reader, tablets, audio amplification devices, e-text, or audichooks
® Visual and auditory: screen reader, video recerding, descriptive video, talking materials

Response accomrmodations allow students to complete assignments, tests, and activities in dif-
ferent ways or solve or organize problems using an assistive device or organizer. Response accom-
maodations include the following:

# Different ways to complete assignments, tests, and activities: expressing responsestoa
scribe through speech, sign language, or an assistive communication device; typing en or using
speech to text on a computer or tablet; Brailte; writing in a test booklet instead of on an answer
sheet

# Materials or devices to solve or erganize responses: calculaters, spelling and grammar apps or
tools embedded within computers or tablets, visual or graphic organizers
Timing and scheduling accommodations give students the time and breaks they need to complete

assignments, tests, and activities and may change the time of day, day of the week, or number of

days over which an activity takes place. These include

® [Extended time

& Multiple or frequent breaks

& Changing the testing schedule or order of subtests

# [Dividing long-term assignments
Setting accommaodations change the location in which a student receives instruction or the con-

ditions of the setting. Students may be allowed to sit in a different location than the majority of

students to

# Reduce distractions

I # Receive accommodations

# Increase physical access

¢ Use special equipment

Source: Adapted from IRiS Center Module an Accammodatians (2024, Retrieved from https:/firis.peabedy.vander-
bitt.edu/medule/acc/#content
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[f team members, working in concert with the child’s parent(s), determine that the student fails w
qualify for a special education, we suggest developing intervention strategies and recommendations for
accommodations to address the referral concerns. We believe this is necessary because the student will
remain in their present placement—the general education classroom. Additionally, the team may wish o
consider the student for a 504 accommeodation plan if the student is eligible for such services. Parent{s)/
guardian(s) must be sent written notification summarizing the evaluation and stating why cheir son or
daughter is ineligible to reccive a special education. If, however, it is determined that the student is eligible
for a special education, the multidisciplinary ceam is then confronted with twa monumental rasks: con-
structing the IEP/IFSP and determining the most appropriate placement for the student.

DESIGNING INDIVIDUALIZED INSTRUCTIONAL PROGRAMS

According to IDEA, each student identified by a mulridisciplinary child study team as having a dis-
ability and in need of special education must have an individualized program of specially designed
instruction that addresses the unique nceds of the child and, in the case of infants and toddlers, the
needs of the family as well, [EPs and [FSPs are guides to the design and delivery of customized services
and instruction. They also serve as vehicles for collaboration and cooperation between parents and

professionals as they jointly devise appropriate educational experiences.

Individualized Education Program

An individualized education program is part of an overall strategy designed to deliver services appro-
priate to the individual needs of students ages 3 and older. By the time we reach the IEP stage, the
appropriate permissions have been gathered, assessments have been conducted, and a disability deter-
mination has been made. We are now at the point where the IEP is to be developed, followed by place-
ment in the most appropriate and least restrictive setting. Bateman and Linden {2012) made a very
important point about when the IEP is to be developed. They belicved that IEPs are often written at the
wrong time. Legally, the IEP is to be developed within 30 days following the evaluation and determina-
tion of the child’s disabilicy but before a placement recommendaion is formulated. Placement in the
least restrictive and most normalized setting is based on a complered IEP, not che other way around. An
IEP should not be limited by placement options or the availability of services. We believe itis best to see
the 1EP as a management tool or planning vehicle that ensures that children with disabilities receive an
individualized education appropriate to their unique needs. It also guides the integration of the general
and special education curriculum (Dilibetto & Brewer, 2012). This focus is in concert with both the
incent and the spirit of IDEA.

1EPs are written by a team. At a minimum, participation must include a parent/guardian; the
child’s teachers, including a general education teacher and a special educator; a representative from
the school district; and an individual able to interprer the instructional implications of che evalua-
tion. When appropriate, the student, as well as other professionals who possess pertinent information
or whose expertise is desired, may participate at the discretion of the parent or school. Parents have a
legal right to participate meaningfully in this planning and decision-making process; they serve as the
child’s advacate. Although IDEA mandates a collaborative role for parents, it does not stipulate the
degree or extent of their participation.

[EPs will vary in their format and degree of specificity. Government regulations do not specify the
level of derail considered appropriate or stipulate how the IEP is to be constructed—only that it bea
written document. What is specified are the components {see the Insights feature).

As stated previously, an [EP is, in essence, a management tool that stipulates who will be involved
in providing a special education, whar services will be offered, where they will be delivered, and for how
long. In addition, an 1EP gauges how successfully goals have been met. Although the IEP does containt
a measure of accountability, it is not a legally binding contract; schools are not liable if goals are not
achieved. Schools are liable, however, if they do nor provide the services stipulated in the IEP. [EPs ar¢
to be reviewed annually, although parents may request an earlier review, A complete reevaluation of the
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scudent’s eligibility for special education must occur every 3 years. PL 108—446 waives this require-
ment, however, if both the parents and school officials agree that such a review is not necessary.

IEPs are not meant to be so detailed or complete that they serve as the entire instructional agenda,
nor are they intended to dictate what the individual is taught. They do have to be individualized, how-
ever, and address the unique learning and/or behavioral requirements of the student. It is for this reason
that we find fault with the growing reliance on computer-generated goals and objectives. Commonplace
today is the use of IEP software programs, which assist educarors in constructing, ediring, and manag-
ing IEPs. This includes dropdown menu options for accommodations, among other elements.

INSIGHTS

ELEMENTS OF A MEANINGFUL INDIVIDUALIZED EDUCATION
PROGRAM

Current Performance. A staternent of the student’s present levels of educational and functional
perfarmance, including how the student’s disability affects their involvement and pregress in
the general education curriculum or, for preschoolers, how the disabitity affects participation
in age-appropriate activities.

Goals. A statement of measurable annual goals [both functional and academic] that address
the student's involvement and progress in the general education curriculum as well as the
student’s other education needs; short-term objectives or benchmarks are required for
students who take alternate assessments aligned to alternate achievement standards.

Special Education and Related Services. A statement of special education, related services, and
supplementary aids and services [based on peer-reviewed research) to be provided, including
program modifications or supports necessary for the student to advance toward attainment of
annual goals; to be involved and progress in the general education curriculum, extracurricular
activities, and nonacademic activities; and to be educated and participate in activities with
other children both with and without disabilities.

Participation With Typical Students. An explanation of the extent, if any, to which the student will
not participate in the general education classroom.

Participation in State- and Districtwide Assessments. A statement of any individual medifications
needed for the student to participate in a state- or districtwide assessment; if a student will
not participate, a statement of why the assessment is inappropriate and how the student will be
assessed.

Dates and Places. Projected date for initiation of services; expected location, duration, and
frequency of such services.

Transition Services. Beginning at age 14, a statement of needed transition services identifying
measurable postschool goals [training, education, employment, and, if appropriate,
independent living skills], including a statement of interagency linkages and/or
responsibilities.

Measuring Progress. A statement of how progress toward annual goals will be measured and how
a student’s parents lor guardians] will be regularly infermed of such progress.

Age of Majority. Information provided at least 1 year before reaching the age of majority regarding
transfer of rights to the student upon reaching the age of majority.

One of the challenges confronting the IEP team is ensuring thar students have access to the general
education curriculum as stipulated in both the 1997 and 2004 reauthorizations of IDEA. But what is the
general education curriculum? In most instances, it is the curriculum that typical learners are exposed 1o,
which is often established by individual state boards of educarion. The IEP must address how the student’s
disability affects their involvement in and ability to progress in the general education curriculum. The
underlying assumption seems to be that even ifa child is receiving a special educarion, they should engage
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in the general education curriculum. Documentation
is required if the ream believes that this curriculum is
inappropriate for a particular student.

IDEA 2004 requires the IEP team to develop
measurable annual goals while also emphasizing
exposure to the general education curriculum.
Goal statements are purposely broad. Their intent
is to provide long-range direction to a student’s
educational program, not to define exact instruc-
tional tasks. Based on the student’s current level of
performance, goals are “written to reflect what a
student needs in order to become involved in and
to make progress in the general education curricu-
lum” (Yell, 2019, p. 235). They represent reason-
able projections or estimates of whar the student
should be able to accomplish within the academic
year. They also answer the question, “What
should the student be doing?” Annual goals can
reflect academic funcrioning, social behavior, adaptive behavior, or life skills. Regardless of their
emphasis, goal statements should be positive, student oriented, and relevant (Polloway et al., 2018).

Measurable annual goals should include the following five components:

Parents play a crucial role in developing their child's individualized education program

1SlockPhota/SDI Productions

e The student {the who)

e Will do whart {the behavior)

o To what level or degree {the criterion)

o Under what conditions {the conditions)

e Inwhat length of time (the time frame}

Quality TEPs largely depend on having well-written and appropriate goals (and objectives) that
address the unique needs of the individual. 1EPs are the primary means of ensuring that a specially

designed educational program is provided. The accompanying Strategies for Effective Teaching and
Learning feature provides a sample agenda for an [EP team meeting,

STRATEGIES FOR EFFECTIVE TEACHING AND
LEARNING

SUGGESTED INDIVIDUALIZED EDUCATION PROGRAM MEETING
AGENDA

Welcome and introduction af participants and their respective roles
Statement of purpose
Review of previous year’s |EP [except for initial placement] and accomplishments
Discussion of student’s present level of performance and progress:
Assessment inforrmation
— Strengths and emerging areas
e Consideration of specific needs:
Instructional modifications and accommodations
_ Participation in state- and districtwide assessments
— Related services
Assistive technology needs
— Transition goals
— Behavier intervention plan

L B B BN
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— Language needs for a student with limited English proficiency

— Braille instruction for a student who is visually impaired

Development of annual geals {and benchmarks if appropriate]

Recommendations and justification for placement in a least restrictive environment
Closing comments, securing of signatures

Copies of IEP to all team members

- & & &

Individualized Family Service Plan

The individualized family service plan is the driving force behind the delivery of early intervention ser-
vices to infants and toddlers who are at risk or have a disability. The IFSP was originally conceived to
focus on children younger than age 3, but recent changes in thinking now aliow this document to be used
with preschoolers who require a special educarion. This change was initiared by the federal government
in an effort to minimize the differences between early intervention and preschool special education ser-
vices; the government is now encouraging states to establish “seamless systems” designed to servea young
person from birth through age 5. As a result of this policy decision, states now have the authority to use
IFSPs for preschoolers with special needs until the children enter kindergarten (Lipkin & Schertz, 2008).

Like an IEP, an IFSP is developed by a team consisting of professionals and the child’s parents
as key members. In addition, parents may invite other family members to participate, as well as an
advocate. Typically, the service coordinatar who has been working with che family, the professionals
involved in the assessment of the student, and the service providers constitute the remainder of the
group charged with the responsibility of writing the IFSP. The elements required for an IFSP, as stipu-
lated in PL 108-446, are summarized in Table 2.6.

TABLE 2.6 HW Comparable Components of an IEP and IFS5P
Individualized Education Program Individualized Family Service Plan

A statement of the child’s present levels of academic achievernent and
functional performance, including involvernent and progress in the
general education curriculum

No comparable feature

A statement of measurable annual goals, including benchmarks or
short-term instructional objectives for children who take alternate
assessments aligned to alternate achievernent standards

A statement indicating progress toward annual goals and a mechanism
for regularly informing parents/guardians of such progress

A statement of specific special education and related services and
supplementary aids and services, based on peer-reviewed research, to
be provided and any program modifications

An explanation of the extent to which the child will not participate in
general education programs

Modifications needed to participate in state- or districtwide
assessments

The projected date for initiation of services and the anticipated duration,
frequency, and location of services

No comparable feature

Atage 16, a statement of transition services needed, including courses
of study in addition to measurable postsecondary goals

A statement of the infant or toddler’s present levels of physical,
cognitive, communication, social/emotional, and adaptive development

A statement of the family’s resources, prierities, and concerns

A statemnent of measurable resutts or outcomes expected to be
achieved for the infant or toddler and the family

Criteria, procedures, and timelines used to determine the degree to
which progress toward achieving the outcomes or results is being
made

A statement of specific early intervention services, based on peer-
reviewed research, necessary to meet the unique needs of the infant or
toddler and the family

A statement of the natural environments in which early intervention
services will appropriately be provided, or justification, if not provided

No comparable feature

The projected date for initiation of services and the anticipated duration
of services

The name of the service coordinator

The steps to be taken to support the child’s transition to other services
ataged

Source: Adapted fram Individuals with Disabilities Education Improvement Act of 2004, Title 20 U.S. Code [U.S.C.] 1400 et seq. Part B Section 614 [d] (1) [A), and Part

C Section 636 [d).
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The IFSP was intentionally designed to preserve the family’s role as primary caregiver. Well-
constructed [FSPs, which are reviewed every 6 months, fully support the family members and
encourage their active and meaningful involvement. This thinking is in keeping with an empow-
erment model (Turnbull et al., 2015) that views families as capable (with occasional assistance) of
helping themselves. It allows parents to retain their decision-making role, establish goals, and assess
their own needs. It is also in keeping with our support of an ecological perspective (Gargiulo &
Kilgo, 2024), which argues that one cannot lock at a child without considering the various systems
and spheres of influence that provide support—in this instance, the infant or toddler’s family and
community.

Information obtained from the assessment of the family and data about the infant or toddler’s
developmental status are used to generate ourcome Statements or goals for the child and their family.
Practitioners are increasingly emphasizing real-life or authentic goals for children with special needs
(Johnson et al., 2015). These goals, which are based on the priorities and concerns of the family, are
reflected in the IFSP’s requited outcome statements. Interventionists no longer reach skills in isolation;
rather, goals are developed that are relevant to the daily activities of the young person and their fami-
lies. These statements need to be practical and functional, reflecting real-life situations occurring in the

narural environment.

SERVICE DELIVERY OPTIONS: WHERE A
SPECIAL EDUCATION IS PROVIDED

Now that the [EP/IFSP team has decided what will be taught, it must decide where special education
services will be provided. The issue of appropriate placement of children with disabilities has generated
considerable controversy and debate. In fact, it has been a point of contention among special educa-
tors for almost 40 years. IDEA mandares that services be provided to students in the least restrictive
setting—or, as Henry and Flynt (1990) called it, the most productive environment. The question con-
fronting the team is, “What is the most appropriate placement for achieving the goals (outcomes} of the
[EP {IFSP)?” The chosen setting must allow the student to reach their [EP {or IFSP) goals and work
toward their potential.

It is at this point in our decision-making model that schoo! authorities, in collaboration with the
child’s parent(s)lguardian(s), attempt 1o reach agreement about where the student will be served. The
principle guiding this decision is known as the least restrictive environment {LRE). This is a relarive
concept; it must be determined individually for each student. We interprer this principle to mean that
students with disabilities should be educated in a setring that most closely approximares the general
education classroom and still meets the unique needs of che individual. As we will see shortly, fora
growing number of students, this setting is the general educarion classroom. The concept of LRE calls
for maximum opportunity for meaningful invelvement and participarion with classmates who are not
disabled. One of its inherent difficulties is the required balancing of maximum integration with the

delivery of an appropriate education.

Educational Placements

The federal government annually monitors the different settings in which students with disabilities
receive a special education. Figure 2.3 illustrares the percentage of students in the various educationd
environments recognized by the U.S. Department of Education. Table 2.7 describes six typical scho
sectings serving individuals with special needs. We will report placement information in future chap

ters according to these environments.

A Cascade of Service Delivery Options

As we have just seen, the federal government recognizes that no one educational setting is appropre
for meeting the needs of all children with disabilities. Effective delivery of a special education reqit

an array or continuum of placement possibilities customized to the individual requirements of
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FIGURE2.3 M Percentage of School-Age Children With Disabilities Served in Various
Educational Settings

Regular
classroom
66.2%

Other environments 4.9%

Separate class 12.5%

Source: U.S. Department of Education. [2023). Forty-fourth annualreport to Congress on the implementation of the Individuals
with Disabilities Education Act, 2022, .S, Government Printing Office. p. 55

Notes: Data are for students ages 5to 21 enrolled in special education during the 2020-2021 schaol year, Qther environ-
ments include separate schools, residential facilities, hamebound/hospital environments, correctional facilities, and
parentalty placed in private schools. Information based on data from 48 states, Puerto Rico, the District of Columbia,
Bureav of Indian Education schools, and outlying areas in addition to three freely associated states. Data for Louisiana
and lowa not included.

TABLE2.7 B Definitions of Typical Educational Settings Serving School-Age Students
With Disabilities

Regular classroom Students who spend at least 80% of the school dayin a regular or general education
classroom.
Resource room Students who receive special education and related services in the regular classroom

between 40% and 79% of the school day, Students are “pulled out” of the regular
classroom and receive specialized instruction or services in a separate classroom for
limited periods of time. Services may be individualized or offered in small groups.

Separate class Students who receive special education and related services in the regular classroom
for less than 40% of the school day. Commonly known as a self-contained classroom
wherein students, usually those with mare extensive support needs, receive full-time
instruction or, in a modified version, participate in nonacademic aspects of schoot
activities. Classreom is located in typical school building.

Separate school Students whe receive special education and related services in a pubtic or private
separate day school for students with disabilities, at public expense, for more than 50%
of the school day.

Residential facility Students who receive a special education in a public or private residential facility, at

public expense, 24 hours a day.

Homebound/hospital  Students placed in and receiving a special education in hospital or hoamebaund
program.

Source: Adapted from U.5. Department of Education. [2000). Twenty-second annual report to Congress on the implementation of
the individuals with Disabilities Education Act [U,S. Government Printing Office). pp. I[-14.

student, The concept of a continuum of educational services has been part of the fabric of American
Special education for almost five decades. Reynolds originally described the concept of a range of place-
Ment options in 1962. His thinking was later elaborated on and expanded by Deno (1970), who con-
Structed a model offering a “cascade” or continuum of settings. A traditional view of service delivery
OPtions is portrayed in Figure 2.4.
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FIGURE 2.4 A Traditional View of Service Delivery Options
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Source: Adapted from 5. Graves, R. Gargiulo, and L. Sluder, Young Children: 4n Intraduction to Early Childhood Education [West, 1996)

p. 398.

In this model, the general education classroom is viewed as the most normalized or typical setting;
consequently, the greatest number of students are served in this environment. This placement would
be considered the least restrictive option. Deviation from the general education classroom should oceur
only when it is educationally necessary for the student to receive an appropriate education. Each higher
level depicted in Figure 2.4 represents a progressively more restrictive setting, Movement up the hier-
archy generally leads to the delivery of more intensive services to children with more extensive support
needs, who are fewer in number. However, intensive supports are now being provided in general educa-
tion classrooms with increasing frequency. Environments at the upper levels are considered the most
restrictive and least normalized, yet, as we will see shortly, they may be the most appropriate placement
for a particular individual.

As originally conceived, the natural flow of this cascade of service delivery options would be in
a downward movement from more restrictive settings to those viewed as least restrictive, such as the
general education classroom with or without support services. Contemporary thinking, however,
suggests that students begin in the general education classtoom and ascend the model, reaching
a level that meets their unique needs. A key feature of this model, too often overlooked, is that
a particular placement is only temporary; flexibility or freedom of movement is what makes this
model work. The settings must be envisioned as fluid rather than rigid. As the needs of the student
change, so should the environment; this is why there is an array of service delivery possibilities. In
our opinion, there is no one best educational placement for each and every student with disabilities.
As individuals debate service delivery, one element that makes it more challenging is the inconsistent
use of terminology. As frequently happens in arguments, people are often saying the same thing but
using different words.

A Contemporary Challenge

At the present time, the field of special education is confronting the challenge of calls for greater inclu-
sion of individuals with disabilities into all aspects of society, especially educational programs.
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Federal law stipulates that, to the maximum extent appropriate, students with disabilities are
to be educated with their typicat classmates.

StackPhoto/FatCamera

Mainstreaming

The first potentially confusing term is mainstreaming, which first appeared on the educational scene
more than 50 years ago. It evolved from an argument put forth by Dunn (1968), who, in a classic
essay, questioned the pedagogical wisdom of serving children with mild intellectual disability in self-
contained classrooms, which was then common practice. Other professionals soon joined with Dunn
in his call for a more integrated service delivery model, resulting in the beginning of a movement away
from isolated special classes as the placement of choice.

We define mainstreaming—or, in contemporary language, integration—as the social and instruc-
tional integration of students with disabilities into educational programs whose primary purpose is to
serve typically developing individuals. It represents a common interpretation of the principle of educat-
ing children with disabilities in the least restrictive environment. Interestingly, the term mainstreaming
itself never appears in any piece of federal legislation.

Integration involves providing the student with an appropriate education based on their unique
needs. It is our opinion that policymakers never envisioned that mainstreaming would be interpreted
to mean that af/ children with special needs must be placed in integrated placements; to do so would
mean abandoning the idea of determining the most appropriate placement for a particular child.
IDEA clearly stipulates that, to the maximum extent appropriate, children with disabilities are to be
educated with their typical peers. We interpret this provision to mean that, for some individuals, an
integrated setting, even with supplementary aids and services, might be an inappropriate placement in
light of the child’s unique characteristics. A least restrictive environment does not automatically mean
100% placement in general education settings. As educators, we need to make the distinction berween
appropriateness and restrictiveness. We recognize, as do many other special educarors, that maximum
integration wich typically developing children is highly desirable and should be one of our major goals.

The question is when, where, with whom, and to what extent individuals wich disabilities are to be
included.

Least Restrictive Envirenment

Least restrictive environment (LRE) is a legal term often interpreted to say individuals with disabilities
are 1o be educated in environments as close as possible to the general education classroom setting. An
LRE is not a place but a concept. Determination of the LRE is made individually for each child. An
appropriate placement for one student could quite easily be inappropriate for another, The LRE is
based on the student’s educational needs, not on their disability.
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Inherent within the mandate of providing a special education andfor related services within the suppe
LRE is the notion of a continuum of setvice delivery possibilities. Figure 2.5 reflects varying degrees of age-/g
restrictiveness, or amount of available contact with typical learners. Being only with children with dis- e
abilities is considered restrictive; placement with peers withoue disabilities is viewed as least restrictive. gener:
As we ascend the continuum, the environments provide fewer and fewer opportunities for interaction posed
with typically developing age-mates—hence the perception of greater restrictiveness. Despite a strong Rl
preference for association with students who are typical, this desire must be balanced by the requirement et

of providing an education appropriate to the unique needs of the individual. Consequently, an integra-
tive environment may not always be the most appropriate placement option. Each situation must be
individually assessed and decided on a case-by-case basis. The educational setting must meet the needs
of the learner. The philosophy of the LRE guides rather than prescribes decision-making (Meyen, 1995).

FIGURE 2.5 M Balance Between LRE and an Appropriate Education

Source:
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Regular Education Initiative

The third concept that requires our attention is the regular education initiative (REI}. REI is an
important link in the evolution of the full inclusion movement. The term was introduced in 1986
by former assistant secretary of education (Office of Special Education and Rehabilicative Services)
Madeleine Will, who questioned the legitimacy of special education as a separate system of education
and called for a restructuring of the refationship between general (regular) and special education.
She endorsed the idea of shared responsibility—a partnership between general and special educa-
tion resulting in a coordinated delivery system (Will, 1986b). Will recommended general educators
assume greater responsibility for students with disabilities. She envisioned a meaningful partnership
whereby general and special educators would “cooperatively assess the educational needs of students
with learning problems and coopetatively develop effective educational strategies for meeting thosé
needs” (Will, 1986a, p. 415). Will (1986b) also believed educators must “visualize a system that will
bring the program to the child rather than one that brings the child to the program” (p. 21). Fe
professionals would dispute that the delivery of special education services would be significantly
enhanced if there were greater coordination, cooperation, and collaboration between general an

special educators.

Full Inclusion

We see the movement toward full inclusion as an extension of REI and earlier thinking about whe
children with disabilities should be educated. We offer the following succinct interpretation: Fu
inclusion is a belief that z// children with disabilities should be taught exclusively (with appropriat
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supports) in general education classrooms at neighborhood schools—that is, in the same school and
age-/grade-appropriate classrooms they would artend if they were not disabled. Successful implementa-
tion will require new thinking about curriculum design along with increased collaboration between
general and special educators (Noonan & McCormick, 2014). Recall chat Will {1986b) originally pro-
posed this type of partnership in her regular education initiative. Fox and Ysseldyke {1997} considered
full inclusion as a further attempt at operationalizing the concept of LRE. Figure 2.6 illustrates the

evolution of this thought process.

FIGURE2.6 M The Evolution of Placement Options fer Children With Disabilities

Least restrictive
_ environment

Segregated
programs
(if available)

Full inclusion

Late 1960s to Late 1970s Late 1980s Early to Twenty-
early 1970s mid-1990s first century

Source: From R. Gargiulo and J. Kilgo, An introduction to Young Children With Special Needs, 3rd ed. [Wadsworth/Cengage Learning, 20110 p. 144,

Although the trend in judicial interpretations is toward inclusionary placement (Yell, 2019), the
LRE mandate does not require that all students be educated in general education classrooms or in their
neighborhood schools. The framers of IDEA never pictured, according ro Kauffman (1995), that the
general education classtoom located in the neighborhood school would be the least restrictive setting
for all students. In fact, policymakers believed that a cascade of placement options would be required in
order to provide an appropriate education for students with disabilities.

Advocates of full inclusion {Downing, 2008; Kennedy & Horn, 2004; Peterson & Hirrie, 2010)
argue that the present putlout system of serving students with special needs is ineffective. They con-
tend that “the diagnostic and instructional models, practices, and tools associated with the EHA [PL
94-142] and mainstreaming are fundamentally flawed, particulatly for students considered to have
mild to moderate disabilities” (Skrric, 1995, p. 625). Children are labeled and stigmatized, their pro-
gramming is frequently fragmented, and general
educarors often assume little or no ownership for
students in special education (a “your” kids ver-
sus “my” kids attitude), Placement in a general
education classroom, with a working partnership
between special education teachers and general
educators, would result in a becter education for
all students, not just those with special needs, and
would occur within the context of the least restric-
tive environment.

When correctly instituted, full inclusion is
characterized by its virtual invisibility. Students
with disabilities are not segregated but dispersed
into classrooms they would normally actend if they
were not disabled. They are seen as full-fledged
members of, not merely visitors to, the general

education classroom. Special educators provide an
array of services and supports in the general edu-
cation classroom alongside their general education
colleagues, often using strategies such as coopera-
tive teaching in an effort to meet the needs of the

. Full inclusion results in students with disabilities be'ng seen as full-fledged members of the
students. Table 2.8 summarizes the key compo- general education classroom.

nents of most models of full inclusion. Inse L uis Pelaez Inc/Digital¥ision/Getty Images
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TABLE 2.8 B Representative Components of Full inclusion Models

"Home schoel” Defined as the Local school the child would attend if they did not have 2 disability.
attendance

Natural proportionat  The percentage of children with special needs enrolledin a particular schoolisin

the school site propettion to the percentage of students with exceptionalities in the entire school
district; in general education classes, this would mean approximately two to three
students with disabilities.

Zera rejection All students are accepted at the local school, including those with severe impairments;

students are not screened out or grouped separately because of their disability.

Age-/grade- A full inclusion model calls for serving chitdren with special needs in general education
appropriate classrooms according to their chronological age rather than basing services on the
placement child's academic ability or mental age

CHAPTER IN REVIEW

Litigation and Legislation Atfecting Special Education {Learning Objective 2.1)
e National and state laws, along with their subsequent interpretation by the courts, have certainly
helped shape and define contemporary special education policy and procedures.

Educational Reform: Standards- Based Education [Learning Objective 2.2
e The No Child Left Behind Act is an example of federal legistation that focuses on educational
accountability. All students, including those with a disability, are expected to demonstrate
proficiency in key academic subjects.

e The reauthorization of the Individuals with Disabilities Education Act in 2004 (PL 108-446)
aligns this legislation with some of the provisions of the No Child Left Behind Act. In addition,
substantial changes occurred in the following areas of the law: the [EP process, the identification
of an individual for a possible learning disability, teacher qualifications, student discipline, due
process procedures, the evaluation of students, and participation of individuals with disabilities

in state- and districtwide assessments.

Civil Rights Legislation (Learning Objective 2.3
e Section 504 of PL 93-112 is the first federal law specifically aimed at protecting children and
adults against discrimination duc o a disability.

e The Americans with Disabilities Act (PL 101-336), which parallels Section 504 of PL 93112,

forbids discrimination against individuals with disabilities in both the public and private sectofs

of society.

Identification and Assessment of individual Differences {Learning Objective 2.4)
e Interindividual differences are those characteristics that distinguish each student from their
classmates. Interindividual differences might include distinctions based on height, intelligence, o
gross motor skills.

e Intraindividual differences are differences withina particular student—that child’s unique

profile of strengths and needs.

Referral and Assessment for Special Education {Learning Objectives 2.5)
¢ When propetly conducted, educational assessments lead to the development of meaningful
individualized education programs (IEPs) and individualized family service plans (IFSPs).

s Multidisciplinary teams use norm- and criterion-referenced tests to determine if a student is
eligible to receive a special education and/or related services.
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3 CULTURAL AND LINGUISTIC
DIVERSITY AND EXCEPTIONALITY
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LEARNING OBJECTIVES

After reading Chapter 3, you should be able to:
3.1  Explain how cultural and linguistic diversity is affecting U.S. classrooms.
3.2 Identify six instrucrional options for teaching students who are bilingual.

3.3  Summarize the issues associated with the disproportionate representation of culturally
and linguistically diverse learners in special education.

3.4  Describe the challenges confronting educators when assessing students from culturally
and linguistically diverse groups.

3,5 Discuss instrucrional strategies for students with exceptionalities who are culturally and

linguistically diverse.

The United States is an enormously diverse and pluralistic society—an amalgamation of different
races, languages, folkways, religious beliefs, traditions, values, and even foods and music. As a nation,
we greatly benefit from this cultural richness; it is a defining characteristic of the United Stares and one
of its great strengths. Perhaps nowhere else is this diversity more noticeable than in our schools.

Although in many instances, we value and celebrate this diversity, all too often, cultural differ-
ences result in prejudice and stereotypes as well as outright discrimination and unequal opportunities.
Unfortunately, this statement is a valid characterization of some U.S. schools. In some of our public
schools, children from minority groups are too often seen as less than capable and/or difficult to teach.
This situation is unacceprable and inexcusable. As educators working in increasingly culturally diverse
environments, we need to model respect for and sensitivity to the cultural and linguistic characteristics
represented by our students and their families.

The goal of this chaper is to examine the link between cultural and linguistic diversity and excep-
rionality. We will explore the historical patterns of American reaction to and acceprance of people from
other lands. We will discuss issues of multicultural and bilingual education and consider the multitude
of challenges confronting teachers who work with students with special needs from culturally and lin-
guistically diverse backgrounds (see the Insights feature).

—_—

CULTURAL DIVERSITY: THE CHANGING FACE OF A NATION

The United States is made up of people from many different lands; in fact, only about 2% of
Americans are native (U.S. Department of Health and Human Services, 2023). A vast number of
Americans are descended from the millions of immigrants who entered the United States through
Ellis Island, located in lower New York Harbor, in the latter part of the 19th century and the early
decades of the 20th century. Immigration to the United States has continued since then, but the
countries of origin have shifted from Europe to Latin America and Asia. In 2021, approximately
45.3 million immigrants lived in the Unired States, accounting for about 13.6% of the total U.S.
population {Ward & Bartalova, 2023).

What are the implications of the following estimates and projections for our schools and classroom

practices?

e By the year 2027, students of color are projected to make up 55% of elementary and secondary
school enrollment in the United Seates {Gollnick & Chinn, 2021).

® By the year 2060, the U.S. population is projected to be approximately 44% Anglo, 28%
Latino, 13% Black, 9% Asian, and 1% American Indian or Alaska Narive, with about
5% of citizens identifying themselves as belonging to two or more groups (U.S. Census
Bureau, 2014},
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e Approximately one in five children (2196), or almost 11.7 miilion individuals ages 5 to 17,
speak a language other than English at home (Kids Count Data Center, 2021).

# Inrecent years, children of color have made up the majoriry of students in several states
(for example, California, Texas, and Mississippi) and many urban areas, including Detroir,
Los Angeles, Atlanta, Miami, Baltimore, New York, Chicago, Birmingham, and Houston
(Gollnick & Chinn, 2021; Lustig & Koester, 2018).

® Despite the increasing cultural and linguistic diversity within our schools, the overwhelming
majority of educators (over 79%) are white while three out of four teachers are female (National
Center for Education Statistics, 2022b}.

# Children from minority groups are
often disproportionately represented in
special education programs (Gollnick
& Chinn, 2021; U.S. Department of
Education, 2022).

The reasons for these changing demograph-
ics are many and vatied. They include shifting
immigration patterns and varying birth rates
among women of various ethnic groups as well as
other factors. It is abundantly clear that the eth-
nic makeup of the United States is changing. It is
equally obvious that this diversity will be reflected
in our schools. The challenge confronting educa-
tors and other professionals is how best to meet the

ds of this ch . d di Laci The diversity of our teaching workforce has failed to keep pace with the growing number of
needs of this changing and expanding population students from culturally and linguistically diverse backgrounds.

of learners. iStockPhoto/FatCamera

Diversity in the Teaching Profession

As the number of students from culturally and linguistically diverse backgrounds continues to grow, the
diversity of our teaching workforce has failed to keep pace with this expansion (Ford, 2012; Gollnick
& Chinn, 2021; Schaeffer, 2021). Approximately 79% of public school teachers are white, 6.7% are
African American, slightly more than 9% are Hispanic, and only about 2% are Asian (National
Center for Education Statistics, 2020b). Overall, this condition is not expected to improve; in fact, it
is projected that the teaching profession will become increasingly homogeneous in the coming years
(National Education Association, 2019).

Schools in the United States typically reflect white, middle-class values, a situation that holds liccle
meaning for vast numbers of children from low-income and/or from ethnically or culturally diverse
backgrounds. This is referred to as cultural mismatch {La Salle eral., 2020; Nguyen & Nguyen, 2020).
One example for children involves raising hands and using inside voices in a school building, which
may be incongruent with what is acceptable in one’s home environment or how one gets an adult'’s
attention outside of school.

Teachers from minority groups play a critical role in the education of all children, especially for
students from minority populations. In addition to serving as role models, these professionals are likely
to incorporate cultural materials that make learning more relevant for all students. Researchers also
suggest students from minority groups are more likely to trust and respect educators with whom they
share 3 significant characteristic such as race (Chen, 2022).

Om Assimilation to Intersectionality

" the early decades of the 20th century, one aim of schools was to assimilate children of immigrants
A0 American culture as quickly as possible. There was a widely held belief that public education could
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unite the population and instill the ideals of American society in diverse groups of people. The goal of
this assimilation or homogenizing process was to “Americanize” vast numbers of new citizens. They
were expected to abandon their native languages. cultural heritage, beliefs, and practices. In their place
would emerge a common American culture—E pluribus unum (“Out of many, one”)—with an alle-
giance to the “American way of doing things.” Metaphorically speaking, the United States was seen as
a huge melting pot—a cauldron into which diverse people were dumped to melt away their differences,
thus creating a citizenry who were very much alike (Tiedt & Tiedt, 2010).

For a variety of political and social reasons, Americans in the 1960s slowly began to question
the wisdom of a melting pot theory as the country struggled with issues of civil rights and equal
opportunity. Schools were no longer seen as the primary vehicle for homogenizing new citizens;
instead, a student’s ethnic heritage was to be valued and prized. Interest in cultural pluralism and
multicultural education was Ignited. As a result, a new set of metaphors evolved to counter the
philosophy of America as a melting pot. The United States is now likened to a patchwork quilt ora
floral bouquet.

The notion of the United States as a melting pot society has gradually given way to cultural plural-
ism wherein cultural and ethnic differences are appreciated and respected. Cultural pluralism does noz
require cultural groups to relinquish or abandon their cultural heritage. Schools now value the richness
that diversity brings to the classroorm; diversity is seen asa strength rather than a weakness.

Today, we focus on intersectionality, which recognizes that individuals, including students with
disabilities, are not singulat individuals. Students with disabilities are multidimensional (Wildman et
al., 2024). As such, a child with a disability may also be Black or Latinx as well as nonbinary, gay, and/
or low income. Intersectionality refers to these multiple identities and how these identities shape power
or privilege they may have within society (Barad, 2007). Intersectionality also suggests that some inter-
sections of identities are historically or currently marginalized and may experience unique oppression
{Crenshaw, 1991).

Terminology of Cultural Differences

Educarors and other professionals in the field of education are confronted with a barrage of
fabels and terms used to describe the education of children from different cultural backgrounds.
Sometimes this terminology contributes to inaccurate genetalizations, stereotyping, and incorrect
assumptions about certain individuals or groups of people. In some instances, it is even difficult to
know how to correctly describe the young children themselves. Do we, for example, refer to some
children as Black or African American? Is it more appropriate to identify a student as Hispani€
or Latinx, and how about students from Asian cultures? As you can see, the topic of cultural an
linguistic diversity can easily become a source of confusion and controversy. Perhaps it is bes
to begin our discussion of key terminology by arriving at an understanding of what we mean b

culture.

Culture

We define culture as the atticudes, values, belief systems, norms, and traditions shared by a particul
group of people that collectively form their hetitage. A culture is transmitted in various ways fromo
generation to another. It is typicatly reflected in language, religion, dress, diet, social customs, a
other aspects of a particular lifestyle (Gargiulo & Kilgo, 2024). Siccone (1995) points out that cult
also includes the way particular groups of people interpret the world; it provides individuals wit
frame of reference or perspective for attaching meaning to specific events or situations, such s
value and purpose of education or the birth of a child with a disabiliry.

Gargiulo and Kilgo (2024) caution educators to guard against generalizing and stereotyP
when working with students from various cultural groups. Even within specific groups, each pet
is unique, even though all members of the group may share distincrively similar group charactetis
Two students from the same racial group will most likely perform quite differently in the class
regardless of their shared cultural heritage.
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Because of the increasing diversity of our society, the United States is now often likened 1o a
floral bouquet or a patchwork quilt.

iStockPhoto/alvarez

Mutticulturalism

We live in a multicultural society, yet multiculturalism is frequently a confusing and poorly under-
stood concept. In its most basic interpretation, multiculeuralism refers to more than one culture.
It acknowledges basic commonalities among groups of people while appreciating their differences.
Implicit within the concept of multiculturalism is the belief that an individual can function within
more than one culture. Multiculturalism also provides us with a foundation for understanding multi-
cultural education.

Multicultural Education

Multicultural education is an ambiguous and somewhat controversial concept. Sleeter and Grant
[2009) characterize multicultural education as an umbrella concept involving issues of race, language,
social class, and culture, as well as disability and gender. Banks (2020} and Gollnick and Chinn (2021)
portray multiculrural education as an educarional strategy wherein the cultural background of each
student is valued, viewed positively, and used to develop effective instruction.

Bilingual Education

Bilingual education is an educational strategy whereby students whose first language is not English
are instructed primarily through their native language while developing their competency and profi-
ciency in English. Students receive both instruction in their native instruction as well as instruction tw
improve their English proficiency (Pifién et al., 2022).

Describing Diversity

U.S. society is an amalgamation of many different cultures. The U.S. government, however, offi-
cially recognizes only a handful of distinet racial groups. The federal government uses this clas-
sification scheme when reporting, for example, Head Start enrollment, poverty figures, high school
graduation rates, and other such statistics. Citizens of the United States are typically categorized as
follows:

8  American Indian or Alaska Native. A person having origins in any of the original peoples of
North and South America and who maintains cultural identification through tribal affiliation

or community recognition.
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e Asian. A person having origins in any of the original peoples of the Far East, Southeast Asia,
or the Indian subcontinent, including Cambodia, China, India, Japan, Korea, Malaysia,
Pakistan, the Philippine Islands, Thailand, and Vietnam.

e  Black or African American. A person having origins in any of the Black racial groups of Africa.

e Hispanic or Latinx. A person of Mexican, Puerto Rican, Cuban, Central or South American,
or other Spanish culture or origin regardless of race.

e  Native Hawaitan or Other Pacific Islander. A person having origins in any of the original
peoples of Hawaii, Guam, Samoa, or other Pacific Islands.

e White. A person having descended from any of the original peoples of Europe, North Africa,
or the Middle East (National Center for Education Statistics, 2020b).

We should point out that the preceding descriptions are arbitrary and represent umbrella terms.
This terminology camouflages immense cultural and racial variability while obscuring the richness
of individual cultures. Regardless of how specific groups of people are described, the diversity and
variation within each group are tremendous, Various cultural groups are anything but homogeneous;
differences are likely to be found in language, ethnicity, social class, home country, and a host of other
dimensions {Lustig & Koester, 2018). It is important for teachers to acknowledge and respect this het-
erogeneity. They must also guard against perpetuating ethnic and racial stereotypes. Educators should
use qualifiets such as some, marny, or most when discussing various cultural groups. This insensitivity to
individuality can easily result in students’ receiving an erroncous, oversimplified, and possibly stereo-
typical impression of a particular racial group (Ryan, 1993).

Teachers must also guard against assuming that the behaviors, beliefs, and actions of their particu-
lar cultural group are the correct or only way of doing something. Such assumptions reflect ethnocen-
trism—viewing one’s own cultural group characteristics as superior or correct and the ways of other

groups as inferior or peculiar.

MULTICULTURAL EDUCATION, BILINGUAL
EDUCATION, AND STUDENT DIVERSITY

It is axiomatic that all students are differenc and not all people learn in the same way; this is espe-
cially true for students who are culturally and linguistically diverse. It would be foolish for teach-
ers to expect children (or adults, for that matter) to leave their values, traditions, beliefs, and even
language at the schoolhouse door. Effective teachers are sensitive to the cultural heritage of each
fearner and attempt to provide educational experiences that are culturally relevant and culturally

appropriate.

Multicultural Education: Concepts and Characteristics

Embedded within the concept of multicultural education is a belief that all students, regardless of
their race, ethnicity, culture, and other characteristics, such as social class or disability, should experi-
ence equal educational opportunities. It is important for all teachers to remember that multicultural
education is an orientation or a perspective and not a specific pedagogical technique or a subject to
be taught.

To examine the multicultural nature of society, we must distinguish between macrocultute and
microculture. At the heart of this society is a core national culture, identified as the macroculture,
which represents a shared culture. Traits such as individualism, independence, competitiveness, and
ambition are characteristic of the American macroculture (Gollnick & Chinn, 2021), along with
values such as equality and fair play. Within this larger culture are several distinct subcultures, or
microcultures, which, while sharing artributes of the macroculture, maintain their own distinet
values, norms, and behaviors. The United States is composed of many different microcultures, as
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illustrated in Figure 3.1. According to Banks {2020}, the various microcultures to which a person
belongs are interrelated and interact with one another 1o collectively influence the individual’s behav-
ior, Membership in a particular group does not define a person’s behavior, bur it does make certain
types of behavior more likely.

FIGURE 3.1 ® influence of Microcultures on an Individual's Behavior

Social class

Region

Saurce: Adapted from J. Banks & C. Banks [Eds ), Multicuitural Education Issues and Perspectives, 10th ed. [Wiley, 2020).
p.11.

Differences between the various microcultures and the macroculture are frequently a source of
conflict and misunderstanding. A major goal of multicultural education, therefore, is for students
to acquire the knowledge, attitudes, and skills needed to function effectively in each cultural setting
(Banks, 2020). Banks argues that students in contemporary society should be able to function in their
own as well as other microcultures, the macroculture, and the global community.

Bilinguat Education: Concepts and Characteristics

As noted previously, multicultural education and bilingual education are not the same thing.
Multicuitural education can exist independently of bilingual education, bur bilingual education
catinot exist without multicultural education because it emphasizes the student’s culture as well as
language. As previously noted, estimates suggest that there are slightly less than 12 million school-
age children whose primary language at home is not English (Kids Count Data Center, 2019). Yer,
controversy and debate continue over how best to meet the needs of these students. In many school
districts, bilingual education provides one possible answer. However, 32 states have enacted legisla-
tion or passed constitutional amendments establishing English as the “official” language of their

7%


Jane Govoni
Highlight


80

Fart 1 # Foundations of Special Education

state {U.S. English, 2023}, and 5 states actually prohibit bilingual education in their schools (New,
America, 2024},

Students whose first language is not English represent a very heterogenceous group of individy-
als. Their competency in their primary language, as well as in English, may vary greatly. According
to contemporary professional practice, these students ate often identified as emergent bilin-
gual students. Historically, these students were referred to as English language learners (ELLs) or
English learners {ELs). Consequently, these students are often unable to profit fully from instruction
provided in English.

Although one of the principal goals of bilingual education is to provide increased educational
opportunities for students whose native language is not English, the original aim of bilingual educa-
tion was not to advocate bilingualism but rather to promote the acquisition of English language skills,
Bilingual education was thought to be the quickest way for a non-English-speaking person to become
literate in English (Janzen, 1994). i

The research evidence on the effectiveness of bilingual education generally suggests bilingual edu-
cation is the most appropriate approach for working with students who are emergent bilingual stu-
dents. Of course, the key to effective bilingual education is to match the instructional strategy to the
specific needs and background of the student. Depending on the child's proficiency in their native lan-
guage and English, different instructional models are used. The Insights feature summarizes some of
the approaches typically used with students who are bilingual while the First Person feature describes
one teacher’s experiences working with emergent bilingual students.

Experts in the field of bilingual education disagree as to which pedagogical scrategy is most effec-
tive for teaching students who are bilingual. There is general agreement, however, that the more oppor-
tunities individuals have to use their newly acquired language skills with classmates, friends, family
members, and others, the more proficient they will become. In comparison to classroom settings, che
natural environment seems to better facilitate language development,

Educators must consider carefully when they transition students with emerging proficiency in
English to all-English classrooms. Many of these students’ academic failures appear to be due to transi-
tioning too quickly. Conversational fluency typically develops in children who are emergent bilingual
students after approximately 2 years of instruction. Teachers, therefore, assume that students are ready
to move on because they appear to be proficient in English. However, according to investigators the
deeper and more complex language skills needed for academic success require an additional 5 to 7 years
of instruction (Hoover et al., 2008; Martirosyan et al., 2015). Movement to a2 monolingual English
class setting should occur only if the teacher is certain thar the student possesses the requisite language
skills to compete in an academic environment.

Bilingual Special Education: Concepts and Characteristics

Students who are culturally and linguistically diverse and have a disability present challenges for
educators. How do we meet the needs of this growing population of scudents? What is the most nor-
malized environment for students experiencing “double jeopardy”—that is, linguistic differences
and disabilitcy? Which area should teachers primarily focus on—the problems posed by the dis-
ability or the lack of proficiency in English? These questions have no easy answers. One frequently
mentioned solution is to place these students in classrooms with a special educator who is bilingual.
In the majority of instances, however, this is not a feasible solution because of a severe shortage of
qualified personnel (Council for Exceptional Children, 2011). What these students truly need is an
instructional model known as bilingual special education. The main goal of these efforts is to assist
students in reaching their maximum potential. The student’s primary language and culture are the
vehicles for accomplishing chis task.

One of the critical issues confronting professionals is how to merge two different programs,
bilingual education and special education, into one cogent paradigm. The integration of these two
programs requires a focus not only on the acquisition of English language proficiency but also on
the construction of individualized educational interventions, The goal is the development of both
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academic and English language skills, which often requires a team approach. Meaningful instruc
tion for students who are culturally and linguistically diverse and disabled entails a coordinared
effort involving general educators, special educartion teachers, and bilingual educators (Gollnick
& Chinn, 2021).

INSIGHTS
INSTRUCTIONAL OPTIONS FOR EMERGENT BILINGUAL STUDENTS

TABLE 3.1 M Instructional Options for Emergent Bilingual Students

1. Transitional Students are instructed in academic content areas via their native language only
programs until they are sufficiently competent in English, then transition to all-English
classes. The primary goal of this program 15 to move students as quickly
as possible to English-only classes. Many students exit after 2 to 3 years of
instruction. Most common instructional model; bilingual education legislation
favors this approach

2. Maintenance Strong native Language emphasis. Students maintain proficiency in first
{developmental) language while receiving instruction in English. Along-term approach with less
pregrams emphasis on leaving program. Solid academic foundation is stressed.

3. Enrichment Typically used with manelingual children, who are introduced to a new language
programs and culture,

4. Immersion English language is the exclusive medium of instruction; first language and
programs culture are nat incorporated. A “sink-or-swim” philosophy.

5. English as a Not a true form of bilingual education. Children typically receive instruction
second language in English outside the regular ¢classroom. Goal is to quickly devetop English
[ESL) programs proficiency in bilingual students. Exclusive emphasis en English for teaching and

tearning; native language not used in instruction. An assimilationist model with
multiple variations.

&. Sheltered English  Students receive instruction in academic subjects exclusively in English; no
effort is made to maintain or develop proficiency in first language. English
instruction is continually monitored and madified to ensure students’
comprehension. Simultaneous exposure to English language and subject content
matter. Students who are culturally and linguistically diverse and disabled
present unique challenges for teachers.

Attempts at providing a special education to students who are emergent bilingual students have
frequently encountered a number of problems, including challenges obtaining an accurate diagnosis
coupled with assessment difficulies, which often lead to an inappropriate placement. These issues are
intricately interrelated and complementary and must be considered within 2 broader context. Most
educarors recognize that disability and cultural and linguistic differences are related phenomena thac
play a significant role in a student’s learning and development. Cultural and linguistic characteristics
frequently coexist and interact with disability-related factors. Consider if you will Ramén, 2 9-year-old
boy identified as having an intellectual disability and limited English language skills. Ramén’s parents
are migrant workers. His family of six has an income below the federal poverty line. Ramén's special
education program must address the interaction of these confounding variables. Winzer and Mazurek
{1998) caution teachers to remember thar students who are emergent bilingual students do nor give up
their right to bilingual education when found to be eligible for special education services.



Jane Govoni
Highlight


82  Part1 ® Foundations of Special Education

FIRST PERSON: JENNY
TEACHING EMERGENT BILINGUAL STUDENTS

| began my teaching career asa French and English teacherin a large school systemin anurban high
school. The majority of the student population was African American. In my first year of teaching, |
had a couple of students in my French class from Vietnam who were emergent bilingual students.
| Perhaps because | was a language teacher, | was very interested in learning what instructional
{ technigues | could use to help them. At that time, the school only offered an immersion program. |
was very frustrated by this policy and wished that | spcke Vietnamese so that | could better support
my students. After 3 years, | moved and began teaching in a middle-class suburban high schoolin
a small school district. This high school has increased inits cultural and economic diversity during
my 20 years of teaching there.

In my first years there, | sought opportunities to work with the few emergent bilingual students
who were in the school. Initially, the emergent bilingual students included a variety of Eurapean,
Asian, and African students who were the children of professionals, such as researchers and col-
lege professors. | developed the first English as a second language [ESL) program classes at the
school, using my knowledge as a language teacher. | provided support to students with their assign-
ments in content classes and collaborated with their teachers regarding accommodations and
assessments. After a couple of years, our ESL program began assessing the English proficiency of
the students and creating instructional plans. | think that being both an ESL teacher and a general
education teacher helped me to collaborate with other generat education teachers—we spoke the
same language, and | had to de what 1 suggested my colleagues do.

Gradually, our high school emergent bilingual student population increased and changed.

Currently, the majority of our students are Hispanic, and most of their parents are employed in the
service industry. | went back to school and completed a master’'s degree in special education and
certification as an ESL teacher. As a result of my training and the changes in our emergent bilingual
student population, | coauthored curriculum for shettered English courses to supplement our ESL
classes. | also began to co-teach in some content-area classes. | still have the occasional opportu-
nity to teach an English class, where | hone my skills at accommodation and have to practice what |
ask other teachers to do. In addition, because of my degree in special education, | am a more effec-
tive advocate for the appropriate assessment of emergent bilingual students who might be eligible
for special education services.
_— One of the biggest challenges my students face is acquiring English proficiency while meeting
requirements for graduation—both earning credits and passing graduation exams. As older learn-
ers, my students have less time to acquire English preficiency and greater course requirements to
master. Other challenges may include differences in learning styles and educational expectations.
In addition, teachers of emergent bilingual students may have confusion about or resistance to
differentiating instruction for emergent bilingua! students. Most teachers never expected to also
have to teach their students to speak English. They may also have strong feelings about teaching
students who might be undocumented immigrants.

Addressing the challenges emergent bilingual students and thetr teachers face can be demand-
Ing, yet being an ESL teacher is a highly rewarding job. | get to work with students and their families
over a period of several years and to learn from them about their cultures. | observe them shar-
ing their culture with other students and becoming successful in academic and extracurricular
activities.

e -

|

—Jenny Harvey
ESL Teacher

Homewood High School, Homewood, Alabama

PL 108-446, the reauthorization of IDEA in 2004, directly speaks to the issue of appropriate
programming for these children. Students cannot be considered eligible for special education services
under this law if their educational difficulties are primarily the result of limited proficiency in English
or poor instruction.
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DISPROPORTIONATE REPRESENTATION OF MINORITY
STUDENTS IN SPECIAL EDUCATION PROGRAMS

B

The disproportionate presence of students from minority groups in special education programs has
been a pressing and volatile concern of educarors for several decades {Anastasiou er al., 2017; Ford,
2012; Zhang et al., 2014). The fact thar greater numbers of children from minority groups are placed in
special education programs than would be anticipated based on their proportion of the general school
population is commonly referred to as overrepresentation. At the same time, there is a longstanding
pattern of underrepresentation (fewer students in a particular category than one might expect based on
their numbers in the school population) of Blacks, American Indian/Alaska Natives, and Hispanics/
Latinos in programs for children and youth who are gifted and talented (Clark, 2013; Gollnick &
Chinn, 2021; Grissom & Redding, 2016; Peters et al., 2019). Historically speaking, Asian children
are typically underrepresented in special education classes but tend to be overrepresented in classes
for students who are gifted and talented (Ford, 2012; U.S. Commission on Civil Rights, 2009; U.S.
Department of Educarion, 2009).

The fact thar a disproportionate number of students from minority groups are enrolled in
special education classrooms is a stinging indicemenc of the efficacy of the professional pracrices
of special educators and a challenge to the concept of honoring diversity—presumably the cor-
nerstone of our field (Meyer et al., 2016). At the hearct of the discussion about disproportionate
representation is the issue of inappropriate placement in special educarion programs. The primary
concern is with false positives—when students from a cultural or linguistic minoricy are identi-
fied as disabled when, in fact, they are nor disabled and are therefore inappropriately placed in a
class for students wich disabilities. To ignore the gifts and talents of children from diverse back-
grounds is equally damaging and denies them the opportunity to reach their full potential (Artiles
& Zamora-Durdn, 1997). The outcomes are often serious and enduring {Morgan, Farkas, Cook,
et al., 2017; Morgan, Farkas, Hilemeier, et al., 2017; Morgan et al., 2018; U.S. Deparrment of
Education, 1997).

Bicard and Heward (2016) wisely note thar

the face that culturally [and linguistically) diverse students are identified as disabilities is not
in itself a problem, . . . Disproporrionate representation is problematic, however, if students
have been wrongly placed in special educarion, are segregated and stigmatized, or are denied
access to needed special education because their disabiliries are overlooked as a result of their
membership in a racial or ethnic minority
group, (p. 230)

It should be noted that the problem of over-
representation does not occur across all categories
of disabilities. The disproportionate presence of
students from minority groups primarily occurs
in those disability categories in which professional
judgment and opinion play a role in the decision-
making process, such as mild intellectual disability
or behavior disorders. Overrepresentation is gener-
ally nort an issue in disability areas that have 2 clear
biological basis. For instance, sensory or moter
impairments do not yield dramatically different
propertions than one would anticipate on the basis
of the ethnic composition of the general school
population (Anastasiou et al., 2017; Artiles ec al,,

Students who are culturally and linguistically diverse and disabled present significant chal-

2010; Harry, 2014; Harry & Klinger, 2014; Skiba (o ges for educators.

etal., 2008). 1StockPhoto/huePhotography
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The U.S. Department of Education looks at risk ratios when examining the issue of overrepre-
sentation in different disability catcgories. A risk ratio compares the proportion of a specific racial
group served under IDEA to the proportion served among other racial groups combined. The ques-
tion they seck to answer is, are children from a particular racial group more likely to receive spe-
cial education services than individuals from other racial/ethnic groups? When examining patterns
across all 13 IDEA disability categories, the department found that American Indian or Alagka
Native students, Black or African American students, Hispanic/Latino individuals, and children
identified as Native Hawaiian or Other Pacific Islanders were more likely to receive a special educa-
tion than either Asian or white students (U.S. Department of Education, 2022). When looking ar
specific disabilities, American Indian or Alaska Native young children were almost more than four
times as likely as Asian or white students to be identified as developmentally delayed. Similarly,
African American children were more than twice as likely as Asian or white students to be identified
as intellectually disabled. Native Hawaiian or Other Pacific Islanders were at elevated risk compared
to Asian or whire students for receiving services across all disability categories. Asian students were
found to be disproportionally represented in two disability categories, autism and hearing impair-
ment, while their white counterparts were more likely than students in other racial/ethnic groups to
receive a special education due to deaf-blindness, multiple disabiliries, other healch impairment, and
traumatic brain injury.

The entire issue of representational discrepancies is subject to debate and controversy. Morgan,
Farkas, Cook, et al. (2017} argued that Black children were not overrepresented in special education
a5 a result of their race or ethnicity. In fact, Morgan, Farkas, Hillemeier, et al. (2017) argued children
of color were underidentified for special educarion. Other scholars have argued against the findings of
Morgan and colleagues, asserting the longstanding belief of the overrepresentation of children of color
in special education {¢.g., Collins etal., 2016; Connor et al., 2019; Skiba et al,, 2016).

These precautionary observations notwithstanding, the misclassification andfor inappropriate
placement of students from minority groups in special education programs frequently leads to stig-
matization and lower expectations. This is especially true when a scudent is removed from the general
cducation setting and consequently denicd access to the general education curriculum, which often
results in limited postsecondary educational and employment opportunities.

Factors Contributing to Over- and Underrepresentation

A myriad of explanations have been put forth to explain the problem of over- and underrepresenta-
tion of culturally diverse students in some categories of special education. No one explanation fully
accounts for this situation; the various reasons are complex and frequently intertwined. Scholars
(Artiles et al., 2010; Harry, 2014; Harry & Klinger, 2014; Waitoller et al., 2010; Zhang et al., 2014)
often see this problem as deeply rooted in the commingling of socioeconomic, sociocultural, and socio-
political forces.

The overrepresentation of children of color is perhaps best understood as a relationship between
family socioeconomic status and disabilicy rather than between disability and minority group sta-
tus per se (Falusi et al, 2019). Individuals from minority groups typically populate urban cen-
ters and tend to be low income. Poverty and ethnicity are inextricably interwoven variables in
American society (Artiles ec al., 2010; Morgan et al., 2018). Report after report and survey after
survey routinely indicate an overrepresentation of minority groups living in poverty. According to
the Children’s Defense Fund (2021}, almost 27% of Black children, over 20% of American Indian/
Alaska Native children, and approximately 21% of Hispanic young children are considered low
income.

Poverty often means limited access to healch care {especially prenatal care), poor nutrition, and
adverse living conditions. All of these variables increase the probability of a child being at risk for
learning and developmental difficulties. Cultural and language differences only exacerbate students’
vulnerability, increasing the likelihood of low educational achievement and their need for special edu-
carion services (Gargiulo & Kilgo, 2024).
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KEY FACTS ABOUT CHILDREN IN THE UNITED STATES

e Nearly one in seven children in the United States (14%) lives in poverty.

e OfallU.S. children, over 23% (17 million] receive food stamps.

e Over two thirds of children wha are poor {70%] live in a household with a family member who
works.

e Atotalof 4.4 million children under age 19 were uninsured in 2018.

e Seventy-nine percent of low-income fourth graders in public schools read below grade level,
and almost three of four {74%) achieve below grade level in math

# Almast 9% of children in the United States [651,000) are victims of abuse or neglect.

Source: Children's Defense Fund. The State of America’s Children 2021, www.childrensdefense.org/

The evidence strongly suggests that sociocconomic status rather than ethnicity is one of the primary
reasons that students from racially and ethnically diverse populations encounter persistent academic
problems in pubtic schools (Morgan et al., 2018). Poverty, however, is not the only culprit contributing
to the disproportionate representation of minorities in some special education programs. Faulty identi-
fication procedures, ineffective prereferral strategies, test bias, and inappropriate assessment techniques
may also account for some of the overrepresentation. The lack of standardized tests appropriate for
use with students who have limited English language skills is another contributing factor (Courinho
& Oswald, 2000; Salvia er al., 2017; Volrz, 1998). As Ford (2012), along with Winzer and Mazurek
(1998), points out, although biased and discriminatory assessment instruments do play a role, these
factors alone are insufficient to account for the misplacement and disproportienate representation of
students from minority groups in special education classes. Other relevant variables include teacher
bias, different behavioral and academic performance standards for students from minority populations,
and incongruity or discrepancy between the child’s home culture and school expectations. For example,
behaviors considered adaptive in a student’s home, such as nonassertiveness and cooperation, may con-
flict with expectatiens in the classroom, where independence and competition are valued.

The reasons for the underrepresentation of certain groups in programs for the gifted and talented
ate as varied as the explanarions for overrepresentation in other programs. Benner (1998) suggests that
relevant factors include the politics of race and social class, artitudinal bias, and pressure from peers
not to excel academically. Ford (1998, 2012 cites problems related to screening and identification, low
teacher expectations and negative perceptions of minority students, and a lack of teacher training in the
area of gifted education.

Consequences of Disproportionate Representation

The over- and underenrollment of racial and ethnic minorities in some special educarion programs often
leads to unequal educational opportunities. In many instances, removal from the general education class-
room and assignment o a special education classroom results in an inferior and ineffective educational
experience for these children (Flarry & Klinger, 2007; Jasper & Bouck, 2013). The educational experiences
of racially, ethnically, and culrurally diverse students often put them at risk for underachievement and drop-
ping out of school, In comparison to their white peers, students from some ethnically and racially diverse
backgrounds drop out of school at a higher rate. In the 2021 school year, the dropour rate for Hispanic
youth was 8.2% in comparison to 4.4% for white students, yet only about 4% (3.9%) of African American
students leave school prior to completing their education (National Center for Education Staristics, 2022a).
Adolescents who do nor graduate are more likely to be unemployed and constitute a disproportionate per-
centage of the incarcerated population (Amos, 2008; Hanson & Stipek, 2014; Jasper & Bouck, 2013).
The disproportionately high representation of racial and ethnic minorities as well as culturally
and linguistically diverse students in some special education classrooms is a problem that has plagued
educators for more than 50 years. Unfortunately, the debate over disproportionate representarion,
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inappropriate placement, and misclassification of minority students is far from being reg
However, advocates, policymakers, researchers, educators, and parents have moved beyond ¢he
condemnation of this longstanding and complex problem to seek solutions. Yet solutions to the i
greater educarional opportunity and quality of education remain elusive. A multifaceted, broad-
strategy is necessary. Attention needs to be focused on the identification and referral process, asg
ment bias, instructional factors, and teacher artitudes, as well as environmental factors impingin
the student and the interrelationships among these variables.

ISSUES IN ASSESSING STUDENTS FROM CULTURALLY
AND LINGUISTICALLY DIVERSE GROUPS

As the number of students from culrurally and linguistically diverse backgrounds continues to grg
teachers can expect to encounter an especially challenging and difficult task—accurately assessi
children from diverse cultures for disabilities. The appropriate assessment of all students has been
longstanding concern for all students, but it is an especially critical issue for young people from mingp
ity populations. Assessment is the primary vehicle through which access to services is determined an
progress is evaluated, using a variety of formal and informal means. We consider assessment to be
dynamic, multifaceted, multipurpose decision-making process whose primary goal is to evaluate thy
L academic and behavioral progress of a student. Table 3.2 identifies some of the outcomes of this procés's

for children from diverse cultural backgrounds,

TABLE 3.2 M Assessment Outcomes for Culturally and Linguistically Diverse Students

[]

# Anaccurate appraisal of a child's level and mode of functioning within the context of the child’s cultural {
experiences I

a2

@ Afocus on a child’s strengths and abilities as a basis for the development of new skills .

® |dentification of & child’s specific educational needs, including both first- and second-1anguage acquisition
® Literacy and basic-level skills evaiuation, especially for students who lack educational experiences
¢ Identification of emotional difficulties

& Generation of data that may be used for placement decisions and the formulation of an individualized
education program, if necessary

Saurce: M_Winzer and K Mazurek, Specia! Education in Multicultural Contexts [Prentice Hall, 1998). pp. 177-178.

The absence of best practice guidelines for evaluating language minority and culturally diverse
students results in a complicated and confusing assignment for reachers and other service providers.
Concerns focus mainly on the use of standardized testing with this population, especially stan-
dardized tests of intelligence. Recall from Chapter 2 that the Larry P. and Diana lawsuits centered
on claims that IQ tests were inherently unfair to students from minority groups and thus resulted
in the misidentification and inaccurare labeling of these students, resulting in an inapproptiate

education.
Standardized testing has frequently been criricized for its failure to consider the culrural and expe-
riential backgrounds of culturally and linguistically diverse students.

Assessment Challenges

There are several roadblocks to the goal of achieving meaningful and valid assessments of students
who are culturally and linguistically. diverse. Many standardized tests are simply not available in
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languages other than English or in appropriate dialects.
Coupled with this problem is the issue of bias in the assess-
ment process. All tests are biased to some degree; it is an
unavoidable artifact of psychometric evaluation. A disre-
gard for the life experiences of these students results in an
unfair evaluation and a depressed portrayal of their abilities.
Remember, not all children approach a testing situation
with homogeneous backgrounds or a reservoir of similar life
experiences, “A student who has no experience with an item
presented on a test ot has experienced ic differently is apt to
answer the question incorrectly” (Council for Exceptional
Children, 1997, p. 9). For instance, a 10-year-old from

Hawaii, a state where there are no snakes, may have diffi- |
[

culty answering a question about rattlesnakes, whereas a

. L X ™ . Because of bias, test scores may be suspect and may not reflect an accurate
child from New Mexico is very likely to be familiar with  gopraical of a child's disability.

these creatures. Likewise, an adolescent from rural Alabama  5,0cphotoikan

who is asked about ice fishing is much less likely to answer

the question correctly than his cousin from northern Wisconsin. Gollnick and Chinn (2017) believe
that the use of standardized tests with children from minority groups measures only their degree of
cultural assimilation, not cheir intelligence,

Some of these unwanted influences are of greater concern than others. Miller and colleagues (2013)
note that bias may involve extrinsic variables, such as the child’s response style or the value attached to
competitive behavior in the student’s culture. Intrinsic bias factors are difficulties with the instruments
themselves, such as culturally bound test items (recall our rattlesnake example) or normative sampling
issues. Bias can also come from several other sources, such as issues of test validity and reliability when
tests are translated; a lack of test-taking skills such as performing under time constraints, motivation,
and appropriate response selection strategies; and other issues in addition to the obvious concern of
linguistic bias when cthe student’s primary language is not English.

Assessment Safeguards

Professionals are fully aware of the importance of obtaining an accurate profile of an individual’s
strengths and needs. To accomplish this goal and to minimize the potential for abuses in cthe assess-
ment process, PL 94-142—the Education for All Handicapped Children Act—and its subsequent
amendments (i.e., IDEA) contain several procedural safeguards. Realizing that nonbiased evaluations
are crucial to special education, the framers of IDEA mandated nondiscriminatory testing. School
districts are required to adopt

procedures to assure that testing and evaluation materials and procedures utilized for the eval-
uation and placement of children with disabilities will be selected and administered so as not
to be racially or culturally discriminatory. Such materials or procedures shall be provided and
administered in the child’s native language or mode of communication, unless it is clearly not
feasible to do so, and no single procedure shall be the sole criterion for determining an appro-
priate educational program for a child. (20 U.S.C. § 1412 [5] [C])

In addition, students are to be assessed by trained personnel who are part of a multidisciplinary
team that is responsible for the evaluation. Written communications with the student’s parents are to

be provided in the parents’ native language.

Assessment Innovations

Concern about the problems with the assessment process has resulted in efforts at minimizing test
bias. Although a completely nonbiased or culture-fair assessment is, unlikely, initial attempts at
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A meaningful education program must incorporate the individual’s language and cutture.

|StockPhotof/tumiNola

reducing bias focused on the instruments themselves,
Many tests were revised in an effort 1o reduce the
number of culturally specific test items (content biag)
and the reliance on culrurally specific language. Teses
were also renormed, or restandardized, to reflect the
growing diversity of American schoolchildren. Even
the testing environment and the race of the examiner
and their interactions with the student have come
under scrutiny.

One example of this effort is the second edition,
normative update of the Kaufman Assessment Battery
for Children (KABC-II NU) designed by Kaufman
and Kaufman (2018). The KABC-I1 NU is used to
assess children between 3 and 18 years of age, This
instrument was normed on groups of white, Hispanic,
African American, Native American, and Asian
American children in addition to a population of
individuals wich disabilities. The KABC-II NU mini-
mizes a student’s verbal skills and abilities, thus enhancing its usefulness with children with limited
proficiency in English. A Spanish version is also available.

Contemporary Assessment Strategies

Many school districts are searching for better ways of assessing the growing popularion of students
who are culturally and linguistically diverse. One particularly promising practice is the move-
ment toward more authentic, performance-based assessment strategics such as portfolio assess-
ment {Friend & Bursuck, 2019). This innovation could possibly help in resolving the problem of
the over- and underrepresentation of language and ethnic minorities in some special education
programs,

Portfolio assessment is uniquely intriguing because it emphasizes the instructional environment
and focuses on student performance and the outcomes of learning (McLoughlin et al., 2018). Unlike
infrequent or onetime standardized testing, performance-based assessment relies on the student’s
learning experiences and evaluates meaningful, real-world tasks using multiple performance indicators
such as writing samples, speeches, artwork, videotapes, and work samples gathered over time and col-
lected in a portfolio. Portfolio assessments are relevant and culrurally responsive assessments {Gargiulo
& Metcalf, 2023).

Portfolio assessment, of course, is not the complete solution to eliminating bias in the asscssment of
culturally and linguistically diverse children. Several questions and concerns about this performance-
based measure remain unanswered. Does portfolio assessment result in a fairer and more accurate
portrayal of students from minority groups? Do portfolio data generare decisions about these students
that differ from those formulated around the results of traditional testing? What is the basis for our
standards or benchmarks? Do reachers use individual standards, or are comparisons based on distric-
twide, statewide, or even national performance indicators? The answers to these and other questions
await further research evidence,

We believe thar portfolio assessment should be an integral component of the assessment process. It
represents an exciting alternative to assessing learning and the funds of student knowledge.

Assessment Recommendations

Completely fair and nonbiased assessments may not be possible, but professionals can at least minimize
those variables that may influence performance outcomes. The recommendations in the accompany-
ing Strategies for Effective Teaching and Learning feature represent attempts at achieving authentic
data and ensuring faitet, mote accurate appraisals of culturally and linguistically diverse students and
those with emerging English language skills.
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STRATEGIES FOR EFFECTIVE TEACHING AND
LEARNING

RECOMMENDATIONS FOR ASSESSING CULTURALLY AND
LINGUISTICALLY DIVERSE STUDENTS

# Assessment of an individual's language competency in both English and their native language
should be completed before administering other tests.

# Tobe eligible for a special education, a student must exhibit a disability when evaluated in their
native language.

# Schools should incorporate ecological assessments that include not only multiple evaluation
tools familiar to the examiner but also information gathered from the student’s teachers, the
student’s parents, and the student.

# Evaluators should use evaluatien techniques that are as unbiased as possibte. For example, a
bilingual professional, not an interpreter, should administer the test.

# |fa bilingual professional is unavailable, an interpreter may be used if they are first trained in
assessment principles and terminology.

# Parents and other stakeholders should be involved when developing alternate assessments.

EDUCATIONAL PROGRAMMING FOR STUDENTS WITH EXCEPTIONALITIES
WHO ARE CULTURALLY AND LINGUISTICALLY DIVERSE

Providing specific instructional strategies and tactics for students with disabilities who are culturally
and linguistically diverse (and even students who are nondisabled) is a challenging task. We can, how-
ever, offer some general suggestions for enhancing instructional effectiveness. Our instructional prac-
tices must be culturally affirming, sensitive, and responsive. The student’s cultural background should
be seen as an instructional resource (Ford, 2012; Garcia & Ortiz, 2006; Shealey & Callins, 2007). A
meaningful educational program must incorporate the individual’s language and culture. The degree
to which this integration occurs is a valid gauge of academic success.

A student’s life experiences can be the building blocks or foundation for developing a curricu-
lum that is authentic and culturally relevant. Meaningful IEPs for students with disabilities who also
exhibit cultural andfor linguistic diversity should reflect goals and instructional strategies that are
appropriate to the student’s disability while also reflecting their language status.

Attainment of [EP goals depends, in part, on establishing a supportive learning environment. One
way of enhancing the context in which teaching and learning occur is through the careful selection and
evaluation of instructional materials. Materials that reflect the sociocultural, linguistic, and experien-
tial backgrounds of the students increase the likelihood that children will respond to them in a posi-
tive manner (Gollnick & Chinn, 2021). Instructional success with children from diverse populations
depends largely on the teacher’s ability to construct meaningful pedagogical bridges that cross over
different cultural systems (Garcia & Ortiz, 2006; Meyer ¢t al., 2016). The accompanying Strategies
for Effective Teaching and Learning feature presents several guidelines that educators should consider
when evaluating materials for their classroom.

STRATEGIES FOR EFFECTIVE TEACHING AND
LEARNING

GUIDELINES FOR SELECTING AND EVALUATING INSTRUCTIONAL
MATERIALS

# Are the perspectives and contributions of people from diverse cultural and linguistic groups, as
well as people with disabilities—inctuded in the curriculum?




%0  Part1 # Foundations of Special Education

# Are there activities in the curriculum that will assist students in analyzing the various forms of
the mass media for ethnocentrism, sexism, "handicapism,” and stereotyping?

® Are people of diverse cultural/racial/gender groups with varying abilities shown in both active
and passive roles?

& Are people of diverse cultural/racial/gender groups with disabilities shown in positions of
power [i.e., the materials do not rely on the mainstream cutture’s character to achieve goals]?

# Do the materials identify strengths possessed by underachieving populations? Do they diminish
the attention given to deficits, to reinforce positive behaviors that are desired and valued?

& Are members of diverse racial/cuttural/gender groups with disabilities shown engaged in a
broad range of social and professional activities?

® Are members of a particular culture or group depicted as having a range of physical features
(for example, hair color, hair texture, variations in facial characteristics and body build]?

® Do the materials represent historical events from the perspectives of the various groups
involved or solely from the male, middle-class, and/or Western European perspective?

& Arethe materials free of ethnocentric or sexist language patterns that may make implications
about persons or groups based solely on their culture, race, gender, or disability?

& Will students from different ethnic and cultural backgrounds find the materials personally
meaningful to their life experiences?

® Are awide variety of culturally different examples, situations, scenarios, and anecdotes used
throughout the curriculum design to illustrate major intellectual concepts and principles?

® Are culturally diverse content, examples, and experiences comparable in kind, significance,
magnitude, and function to those selected trom mainstrearn culture?

Source: S. Garcia and D. Malkin, "Toward Defining Programs and Services for Culturally and Linguistically Diverse
Learners in Special Education,” Teaching Exceptional Chitdren, 211, 1993, p. 55. Reprinted with perrmission,

CHAPTER IN REVIEW

Cultural Diversity: The Changing Face of a Nation [Learning Objective 3.1)

¢ Although the population of culturally and linguistically diverse students continues to grow, the
jE 4 diversity of the teaching workforce has not kept pace. About 80% of U.S. teachers are white, and it
i is projected that the teaching profession will become increasingly homogeneous over the next few

years.

¢  The task of assimilating or “Americanizing” the children of immigrants was metaphorically
described as a melting pot, whereby the various languages, beliefs, and customs of immigrants
were melted away and replaced with a common American culture.

¢ In the latter part of the 20th century, interest in cultural pluralism and multicultural education
was sparked. U.S. society is now characterized metaphorically as a floral bouquer or patchwork
quilt; culcural and ethnic differences are valued and respected.

Multicultural Education, Bitingual Education, and Student Diversity [Learning Objectives 3.2)
e Multicultural education addresses issues of race, language, social class, and culture as well as

disability and gender.

» Bilingual education is an educational strategy whereby students whose first language is not
English are instructed primarily through their native language while developing competency and
proficiency in English.

®  Emergent bilingual students is a term used to describe individuals with reduced proficiency in
reading, writing, ot speaking English.

& Bilingual special education services embrace the use of the student’s primary language and
culture, coupled with an individually tailored program of special instruction,
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Disproportionate Representation of Minority Students in Special Education Programs (Learning
Objective 3.3)

e Historically, greater numbers of children from minority groups have been placed in special
educarion classrooms than would be anticipated based on their proportion of the school
population. This situation is commonly referred to as overrepresentation. Underrepresentation
in certain programs, ot fewer students than one would anticipate based on their numbers in the

school population, is also a problem.

®  The overrepresentation of children of color is perhaps best understood as a relationship between
socioeconomic status and disability rather than between minority group membership and
disability.

® Test bias and teacher expectations and bias may also account for this phenomenon.

Issues in Assessing Students From Culturally and Linguistically Diverse Groups [Learning
Objective 3.4)
e Some of the barriers to achieving meaningful and valid assessments of students from culturally
and linguistically diverse backgrounds are the lack of appropriate measurement tools and bias in
the assessment process.

» Federal law requires that professionals use nondiscriminatory testing practices when evaluating
students for possible special education placement.

e Another actempt at meaningful assessment of students from culturally and linguistically diverse
backgrounds is a movement toward authentic, performance-based assessment techniques, such as

portfolio assessment.

Educational Programming for Students With Exceptionalities Who Are Culturally and
Linguistically Diverse [Learning Objective 3.5}
® The child’s cultural and linguistic heritage must be reflected in their individualized education
program (IEP) if instructional strategies are to be effective. The instructional matetials should also
mirror the sociocultural, linguistic, and experiential backgrounds of the students.

STUDY QUESTIONS

1. What do the terms culture and cultural diversity mean to you?

2. Arone time, the United States was described as a melting pot. Why? Metaphorically speaking,
American society is now characterized as a floral bouquet or patchwork quilt. What factors
conttributed to this change in thinking?

Define the following terms: cultural pluralism, multicuitural education, and bilingual education.

Why is bilingual education a controversial topic?

Compare and contrast the various instructional models used with students who are bilingual.

S W e W

. Explain why students from minority groups experience disproportionate representation in some

spectal education programs.

™~

What are the consequences of disproportionate representation?

8. Why is the assessment of culturally and linguistically diverse students perceived to be
problematic? How might these difficulties be corrected?

9. Define porifolio assessment. Identify the advantages of this strategy for evaluating the
performance of children who are culturally and linguistically diverse.
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KEY TERMS

melting pot macroculiure

cultural pluralism microculiures

culture bilingual special educartion
multiculturalism overrepresentation
multicultural education underrepresentation
bilingual education nondiscriminatery testing
English learners (ELs) portfolio assessment

ethnocentrism

LEARNING ACTIVITIES

1. Talk to a school psychologist, an educational diagnostician, or another assessment specialist
abour strategies and procedures used when evaluating students from a culturally or linguistically
diverse background. What types of modifications, if any, do they use? Do they have any
concerns about the validity of the assessment process? What is their opinion about alternate
assesstnents, such as portfolios?

2. Visit several different schools in your area. Interview ad ministrators or teachers about services
available for students from culturally and linguistically diverse groups. [s there a problem of
over- and underrepresentation in special education classes? What types of modifications are
available to meet the needs of these students? How are parents and other family members
involved in the school? Is multicultural education reflected in the school environment?

3. Attend various functions sponsored by ethnic groups in your community. Activities may include
musical programs, art exhibitions, festivals, religious celebrations, school functions, and other
ceremonies. How did you feel abour participating in these activities? What did you learn as a
result of your involvement? Were your personal viewpoints and stereotypes challenged as a result
of this experience?

REFLECTING ON STANDARDS

The following exercises are designed to help you learn to apply the Council for Exceptional Children
(CEC) standards to your teaching practice. Each of the reflection exercises that follow correlates with
knowledge or a skill within the CEC standards. For the full text of each of the related CEC standards,
please refer to the standards integration grid located in Appendix B.

Focus on Learner Development and Individual Learning Differences [CEC Initial Preparation
Standard 1.1)

Reflect on your own culture and how you interact with people of other cultures. In what ways would
you share your cultural background with your students? What strategies would you use to help your
students appreciate their own cultural background and value the cultural diversity of others?

Focus on Professional Learning and Ethical Practice [CEC Initial Preparation Standard 6.3)
Reflect on what personal cultural biases you have. How might these biases affect your teaching? If possi-
ble, find an assessment to help you understand what hidden cultural biases you might have. Talk to col-
leagues, family, and friends to try to understand what biases you have that might hinder your teaching,
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PARENTS, FAMILIES, AND EXCEPTIONALITY
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How grandparents respond to a grandchild with a disability can be an additional stressor for the
child’s parents or a source of strength and support. Grandparents, in the words of Gearheart et al.
(1993), can be “the glue that holds the family constellation together” (p. 493). They are capable of
greatly contributing to the overall functioning and well-being of the family. Their contributions can
range from serving as alternative caregivers, to providing sources of community support, to assisting in
the daily chores of shopping or running errands, but perhaps the greatest area of assistance is providing
emotional support (Miller et al., 2012; Seligman & Darling, 2009).

As we have just seen, a person with a disability affects their family in many ways——some positive
and others negative. It is refreshing, however, to sce rescarchers and other professionals acknowledging
the positive effects that a child with a disability has on family life. No longer is a disability exclusively
thought to be a burden for the family. “There has been a growing recognition,” Glidden and Floyd
(1997 write, “of the rewards and benefits involved in rearing children with disabilities™ {p. 250}. It is
primarily a matter of perspective.

WORKING WITH FAMILIES WHO ARE CULTURALLY
AND LINGUISTICALLY DIVERSE

As we discovered in Chapter 3, teachers are working with a growing population of culturally and lin-
guistically diverse students, of whom a disproportionate number are enrolled in special education pro-
grams. Effective teachers are sensitive to the needs of these children as well as the needs of their parents
and extended family members. If the culturat and linguistic heritage of the parents is not respected,
then the development of optimal relationships will likely be undermined {Gargiulo & Kilgo, 2024).

Cultural Sensitivity

Many of the strategies and programs, however, that are designed to solicit parental involvement have
been devised primarily to serve middle- and upper-income English-speaking families from the macro-
culture (Meyer et al., 2020; Mueller, 2017). Thus, families from culturally and linguistically diverse
backgrounds may be unable to fully take advantage of strategies designed to support home-school
partnerships and enhance their role in the special education process.

Some of the roadblocks or obstacles that may impede the full and meaningful involvement of
caregivers from outside the mainstream American culture include the parents’ limited English pro-
ficiency, their previous negative experiences with schools, unfamiliarity with their rights and respon-
sibilities, deference to teachers and other professionals as the decision-makers (“teacher knows best”),
and, in some instances, lack of trust in the educa-
tional system (Chang et al., 2022; Ferguson et al.,
2014; Lo, 2012; Meyer et al., 2020; Rosseuti et al.,
2017). Establishing meaningful collaborative rela-
tionships with families from culturally and lin-
guistically diverse backgrounds also requires that
professionals respect the family’s interpretation of
the disability and its origin; the family’s child-rear-
ing beliefs, medical practices, and traditions; the
family’s structure and decision-making style; and

the family’s religious views and preferred manner of
communication (Gargiulo & Kilgo, 2024).

The best intentions of teachers can easily be
misinterpreted if they do not consider the family’s
value system and cultural traditions. For example,

a Latinx American family may be uncomfortable
with and reluctant to agree 1o a recommendation

Teachers must exibit cultural sensitivity when warking with families whose cultural or lin-
that they consider placement in a group home for  guistic heritage is different from theirs.

their adolescent daughter with an intellectual  SweckPhoto/monkeybus nessimages
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SUGGESTIONS FOR FACILITATING FAMILY AND
PROFESSIONAL PARTNERSHIPS

What ingredients are needed to establish a2 meaningful and effective alliance between profession-
als and families with children who are disabled? The answer to this question has commanded 4
great deal of attention. We believe that awareness of and sensitivity to the needs of the family are
essential prerequisites for establishing cooperative relationships. These relationships must be builg
around trust, mutual understanding, and respect. Perl (1995) suggests that interactions between
parents and professionals be facilitated when professionals are able to establish an atmosphere of
genuine caring. The traits of honesty, empathy, and genuineness are also crucial to working effec-
tively with families. Additionally, professionals must engage in active listening, which requires
thar service providers listen to parents and other significant persons and caregivers with under-
standing. Those who seek to establish meaningful partnerships with families must focus on the
feelings and attitudes that accompany the words. They must be constantly aware of both verbal
and nonverbal messages and their emotional significance. Listening demands the use of both the
head and the hearr.

As schools and other agencies continue to reach out to families and seek to build partnerships,
it seems appropriate that the concept of parent involvement be broadened in favor of the term family
involvement. In contemporary American life, many primary caregivers are adults other than the child’s
biological patents; grandparents, older siblings, foster parents, and extended family members often fill
this vital rote. The involvement of families can have a beneficial effect on many different dimensions
of school life:

¢ Student achievement

s The student’s educational aspirations

o ‘Thelength of time individuals stay in school

e Teachers’ perceived efficacy of their teaching abilities

¢ Teachers’ perceptions of caregiver effectiveness

e Caregivers’ ratings of schools (Matuszny et al., 2007)

Professionals can facilitate meaningful partnerships with families by their actions and attitudes.

Carefully consider the following statements. Do you think that caregivers would appreciate hearing
these remarks from a professional?

e It not your fault. You are not powerful enough to have caused the kinds of problems your
child has.

e What do you need for yourself?
# I think your son could be a success stoty for our agency.
# lvalue your input.

e Under the circumstances, you are doing the best you can do. Frankly, I don’t know what I
would do or how I would be able to carry on.

o Ifyou were a perfect parent, your son would still be in this condition.
e Tapree with you.
# Your child has made progress, and [ know he can do more, so we will continue to work with him.

& Why are you taking all of the blame? It takes two to make or break a relationship.
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e [ dont know.Ican’t tell you what's wrong with your child or what caused the problem.

e Your child knows right from wrong, She knows most of society’s values, and that’s because you
taught them to her.

There is a lot of love in your family.

®  You know, it’s okay to take cate of yourself too.

e 1don't know. I have to give that serious thought.
¢ [ believe in your instincts. You're the expert on your child.
® You're being too hard on yourselF.

¢ Ouragency will take your case.

¢ Thanks so much for your participation in the group [parent suppert group]. Your intelligence
and your calm reasonableness are important influences in the group. (Family Support Bulletin,
1991, p. 20)

We also believe that effective alliances with caregivers of children with special needs require chat
service providers attend ro the following suggestions developed by Gargiulo and Graves (1991):

1. Explain terminology. Many parents [caregivers] have no previous experience with
exceptionality. This may be their first exposure to a disability label. The parents’ [caregivers’]
conceptualization of cerebral palsy or intellectuat disability is most likely very different from
that of the professional.

2. Acknowledge feelings. Parents [caregivers] will frequently exhibit negative feelings when
confronted with the news that their child is disabled. Professionals need to send a message that
it is okay to have these feelings. They need to be acknowledged and then understood.

3. Usea two-step process when initially informing parents [caregivers] that their child requires
special educational services. After sharing diagnostic information, it is strongly suggested
that professionals allow parents [caregivers] time to comprehend and absorb what they have
been told. The parents’ [caregivers’] affective concerns must be dealt with before proceeding
with matters such as intervention recommendations, treatment regimens and strategies, or
duration of services. These issues should be addressed in a follow-up interview as the parents’
[caregivers’] emotional state permits.

4. Keep parents [caregivers] informed. Use a variety of two-way communication techniques. Be as
positive as possible when discussing a child’s performance. Demonstrate respect, concern, and
a sincere desire to cooperate.

5. Beaccountable. If you agree to assume certain responsibilities ot gather information for the
parents [caregivers|, be certain to follow through. Accountability demonstrates to the parents
[caregivers] that they can depend on you. Trust, consistency, and dependability significantly
increase the chances for an effective relationship. (p. 178}

Remember, being a parenc of a child with a disability is not a role that most parents choose for
themselves. Yer it is within professionals’ power to help make this a beneficial experience while promot-
ing the development and effective functioning of the entire family unit.

Special attention is sometimes required when working with parents of students from culturally and
linguistically diverse backgrounds. Like many other parents, these families are often an untapped resource
for educartors. As we have seen, effective involvement of these families in the educational lives of their chil-
dren requires that teachers be sensitive to the cultural norms, values, and beliefs held by the family.
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CHAPTER IN REVIEW

Parent-Professional Relationships: Changing Roles [Learning Objective 4.1)
®  Three distinct periods characterize the history of parent—professional refationships: (1)

antagonistic and adversarial relationships, (2) working partnerships, and (3) parent empowerment
and family-centered relationships.

¢ The passage of IDEA changed the status of parents from passive recipients of services to active
participants and allies with professionals.

¢ The focal point of professionals’ attention is now the child’s family rather than just the parents.
The family is seen as the primary decision-maker.

A Family Systems Approach [Learning Objective 4.2]
¢ A family systems model considers the family to be an interactive and interdependent uni;
whatever affects one family member has repercussions for the other members of the unit.

® The Turnbull family systems model contains four interrelated components: family
characteristics, family interactions, family functions, and family life cycle,

Stages of Parental Reaction to Disability [Learning Objective 4.3)
®  Astage theory model for explaining parental reactions to the diagnosis of a disability is
constructed around the premise that parents experience a grief cycle similar to the stages of
reaction to the death of a loved one.

Disability and the Family [Learning Objective 4.4)
¢ Theentire family constellation is affected by the presence of a child with a disability. The various
subsystems and individual family members are uniquely impacted. No two families are likely to
deal with an exceprionality in quite the same way.

Working With Families Who Are Culturally and Linguistically Diverse [Learning Objective 4.5)
* Ifthe values, traditions, and beliefs of caregivers from culeurally and linguistically diverse

backgrounds are not addressed, then the development of optimal relationships will very likely be
hindered.

® Teachers must exhibit culturally sensitive behavior when working with families whose
backgrounds differ from their own,

Suggestions for Facilitating Family and Professional Partnerships (Learning Objective 4.6)
® Inorder to establish meaningful and effective alliances with families with children who are
disabled, it is recommended that professionals create parenerships built around the principles of
honesty, trust, and respect.

¢ Service providers must be genuine and exhibit a caring attitude, using active listening when
communicating with family members and other significant adults.

STUDY QUESTIONS

L. How has the relationship between parents and professionals changed over the years? What
circumstances have aided chis process?

2. What was the purpose of the eugenics movement, and how did it affect relationships between
professionals and parents?

3. Why do professionals currently believe that efforts should be directed roward working with
families of children with special needs instead of just parents?
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4. Define the term collaboration as it pertains to professionals and parents.
5. Whatis the rationale behind a family systems model?

6. Idenify the four key components of the Turnbull family systems framework. Explain the
characteristics of each of these elements.

7. How does the concept of cohesion differ from adaptability in the Turnbull model?

8. What are the stages of emotional response that many parents go through when informed that
their child has a disability? Give examples of the types of behavior typically exhibited at each

stage,

9. What cautions does Gargiulo stress when applying a stage theory model ta parents of children
with disabilities?

10. In what ways might a child with a disability affect their family?

11.  Whart does the research literarure suggest about the impact of childhood disability on marital
relationships, mothers, fathers, siblings, and grandparents of children with special needs?

12. Name five emotional responses typically exhibited by siblings of children with disabilities.

13. Why is it important for professionals to be aware of and sensitive to cultural and linguistic
differences when working with families of children with disabilities?

14, Describe what you believe to be key personal characteristics of professionals who work with
families of individuals with disabilities.

KEY TERMS

eugenics movement family functions
family systems model family life cycle
family characteristics stage theory
family interactions respite care
cohesion cultural sensitivity
adaptabilicy active listening

LEARNING ACTIVITIES

1. Talk to family members of a person with a disability. Learn how the family adapred to the
person’s exceprionality and how the family as a whole and individual members were or still are
affected by the disability. Be certain to ask sensitive questions and ensure confidentiality.

2. Attend a support group meering for family members of a person with a disability. What kinds of
information were presented, and how was it delivered? In your opinion, did those in attendance

benefit from the experience?

3. Develop a list of resources and supports in your community aimed ar assisting individuals with
disabilities and their families. Share your list with your classmates. Examples of resources and
supports might include recreational opportunities, religious programs, support groups, respite
care, local chapters of national parent/advocacy groups, and health care professionals who work

with people with disabilities.

4. Discuss with two general educators and two special education teachers the strategies and
techniques they use to establish parent-professional partnerships. Whar activities seem to be
most effective for ensuring meaningful participation? How do these professionals ensure the
involvemnent of parents from culturally and linguistically diverse backgrounds?
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5. Volunteer to work for an organization that provides respite care for families of children with
disabilities. Keep a journal about your experiences.

6. Interview parents or other family members from diverse cultural backgrounds to learn about
their perspectives on disabilities and che educational system, as well as any culturally specific
behaviors and values such as child-rearing practices and communication styles.

REFLECTING ON STANDARDS

The following exercises are designed to help you learn to apply the Council for Exceprional Children
(CEC) standards to your teaching practice. Each of the reflection exercises that follow correlates with
knowledge or a skill within the CEC standards. For the full text of each of the related CEC standards,
please refer to the standards integration grid located in Appendix B.

Focus on Learner Development and Individual Learning Differences [CEC Initial Preparation
Standard 1.1)

Reflect on a time when you negatively stereotyped someone because of their culture, language, reli-
gion, gender, disability, socioeconomic status, or social orientation. How might stereotyping a student
or their family negatively affect your teaching? What strategies might you want to put in place in your
classroom to avoid stereotyping?

Focus on Coliaboration (CEC Initial Preparation Standard 7.3)
Reflect on the various ways your family was involved in your education. What are the advantages of
fostering meaningful partnerships with your students’ families? How will you want to involve families

in your classrcom?
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LEARNING OBJECTIVES

After reading Chapter 5, you should be able to:

5.1  Contrast educational technology, assistive technology, and computer-assisted

instruction.
5.2  Summarize the legal and legislative aspects of assistive technology.

5.3  Describe assistive technology decision-making frameworks.

5.4  Explain the different levels of assistive technology devices and purposes of assistive
rechnology devices.

5.5  List the types of tools and devices used to support learners in different subject areas.

5.6  Identify issues facing reachers and studenrs with disabilities involving assistive
technology.

For several decades, technology has been a consistent part of the lives of 4// students inside and outside
of school. The Pew Research Center dara suggest that 60% of children ages 0 to 11 use smartphones,
44% use a deskrop or laptop, 67% use a tablet computer, and 44% use a game device. While generally,
patents with older children (9- to 11-year-olds) were more likely to repart use, 499 of parents with
children ages 0 1o 2 and 62% of parents with 3- to 4-year-olds reported smartphone use {Auxier ecal.,
2020). Further, 17% of parents with children 11 or younger reported their child has their own smart-
phone (Auxier et al., 2020). Use of these technologies climbs steeply for teenagers. Ninety-five percent
of teenagers (aged 13-17) report accessing a smartphone, 90% a laptop or desktop, and 80% a gaming
console {Vogels et al., 2022). Access to a smartphone is higher for those ages 15 to 17 (98% vs. 91% for
1314 years old) but consistent across gender. Further, 97% of teens in the United States report access-
ing the Internet daily, with 46% indicating almost constant use {Vogels et al., 2022).

TECHNOLOGY IN EDUCATION

Educational rechnology is the practice of facilitating learning and improving performance by creat-
ing, using, and managing technological processes and resources (Mishra et al., 2009}. In other words,
educational technologies are tools thar address educarional problems (Newby etal., 2000). Whiltsome
narrowly define educarional technology as computers and computer-based applications, many define
it in a broader sense and suggest educartional technology has existed since the era of chalk and slate
(Blackhurst, 2005a; Mishra & Koehler, 2009). Regardless of the concept of educational technology,
one thing is consistent—the claim thac use of a particular technology in education will revolution-
ize teaching and learning. Such claims were made for the ralking picture (Devereux, 1933; Mishra
et al., 2009), the blackboard (Lewis, 1988), and cell phones (Kolb, 2008; Mishra et al., 2009), just to
name a few.

Teachers often take a technology not specifically designed for educational purposes and use it
to fit cheir needs in the classroom (Kereluik et al., 2011; Mishra & Koehler, 2007). Repurposing
can involve such common technologies as digital cameras and software (for example, Photoshop)
for taking pictures of objects and then manipulating the images to demonstrace mathematical con-
cepts such as transformations (Terry et al,, 2013}, as well as social media like Facebook (Kereluik
etal,, 2010).

Educational technology may encompass productivity technology, information rechnol-
ogy, instructional technology, and assistive technology (Blackhurst, 2005a, 2005b). Tools that
help educators and students create products efficiently and effectively are considered productivity
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technologies. Information technologies involve tools that provide resources and access to informa-
tion, Instructional technology involves hardware and software designed to support effective instruc-
tion to increase student learning. Finally, assistive technologies are tools and devices that support
students with disabilities to access materials, increase independence, and experience an improved
quality of life (Blackhurst, 2005b). School technology consists of educational technologies, such
as tools for assessment, computers and mobile devices and their apps, and learning management
systems {Bacak et al., 2023). Here educational rechnologies can include hardware, such as com-
puters, Chromebooks, iPads, and SMARTboards, as well as software, such as Schoologym Google
Classtoom, iXL, BrainPOP, and Remind. Also, given the increase in technology use in and out of
K~12 education, school technologies also include network and security technologies (e.g., antivirus,
VPN), support technologies (e.g., file storage, some assistive technologies, such as bath text-to-speech
for browsers and Google Drive), and management technologies (e.g., records and student informa-
tion, for example, PowerSchool; Bacak et al., 2023). Within the school environment, technologies
{hard and soft} to support students with disabilities can fall across both educational technologies as

well as support technologies (Bacak et al., 2023).

Today's students use many difterent types of educational technalagy.

iStockPhoto/DanileAndus

Assistive technology actually refers to devices and services, although most commonly, people
associate the term assistive technology with tools or devices. An assistive technology device refers
to “any item, piece of equipment, or product system, whether acquired commercially off the shelf,
modified, or customized, that is used to increase, mainrain, or improve the functional capabili-
ties of a child with a disabiliry” (Individuals with Disabilities Education Improvement Act of
2004, Section 300.5). An assistive technology service, as defined in Public Law (PL) 100-407, the
Technology-Related Assistance for Individuals with Disabilities Act (1988), includes “any service
that directly assists an individual in the selection, acquisition, or use of an assistive technology
device.” While devices are the tools and rechnologies that students use, assistive technology ser-
vices involve selecting (based on an evaluation of a student’s assistive rechnology needs), acquiring,
implementing, and maintaining devices (Parette et al., 2005). Assistive technology services can be
provided by an assistive technology specialist; however, these individuals may be infrequent within
a school system. In thart case, special education teachers, speech—language pathologists, occupa-
tional therapists, and/or instructional technologists may be responsible for providing assistive tech-
nology services (Edyburn, 2004; Marino et al., 2006). See Figure 5.1 for a diagram of assistive
technology services.
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FIGURES5.1 M A Visual Depiction of Assistive Technology Services Provided hy an
Assistive Technology Specialist or Other IEP Team Member

e Purchasing
¢ Borrowing
s Making

» Assessment/evaluation
» Lending library trials
s Determining goals

Maintenance Implementation

+ Monitoring,
including additional
training

¢ Fixing

e Ongoing assessment

HISTORY AND LEGISLATION OF ASSISTIVE TECHNOLOGY

Previous definitions of assistive technology devices and services are found in IDEA 2004 (the Individuals
with Disabilities Education Improvement Act) and PL 100407, the 1988 Technology-Relared Assistance
for Individuals with Disabilities Act (also known as the “Tech Act”). However, actual use and legislation
pertaining to the idea of assistive technology far predate the 1988 Tech Act. For example, in 1832, Louis
Braille published the Braille code (Blackhurst, 2005a). Since then, we have seen the invention of electric
amplifying devices for individuals with hearing impairments (1900), devices to magnify printed material
(1953), and the walking ealculator (1975), to name just a few (Blackhurst, 2005a; Nazzaro, 1977). In the
1970s, with the invention of the microcompurer, additional assistive technology became available to sup-
port students with disabilities, including text-to-speech (voice output of digital words so students can hear
the text), augmentative and alternative communication (AAC) devices (low-tech, mid-tech, and high-tech
communication rools that can replace, supplement, or enhance one’s traditional means of communication),
and speech-to-text (spoken words appearing as typed text on a computer-based technology} (Belson, 2003;
Blackhurst, 2005a).

Legislation for assistive technology also predates the 1988 Tech
Act. In 1879, following the invention of Braille, PL 45-186 was
passed, which authorized funding for the production of Braille
materials by the American Printing House for the Blind. In 1958,
PL 85-905 provided funding to purchase and distribute closed-
captioned films to state schools for the deaf. The Elementary and
Secondary Education Act Amendments of 1968, PL 90-247, legis-
lated the provision of educational technology for students with dis.
abilities (Blackhurst, 2003a).

However, much of what guides assistive technology today for stu-
dents with disabilities comes from reauthorizations of the Individuals
with Disabilities Educarion Act {IDEA) in 1990, The 1990 reauthori-
zation of IDEA included the Tech Act definition of assistive technol-

Assistive technology services are multfaceted, including evaluating the
needs of students with disabilities. ogy as well as provided for assistive technology if the individualized

iStackPhoto/FalCamera education program (IEP) team determined it was needed (Smith &
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Jones, 1999}, The 1997 reauthorization of IDEA mandated that [EP teams consider assistive technology
for all students with disabilities, shifting the focus of assistive technology as primarily for students with
more severe or low-incidence disabilities (for example, students with visual impairments or students
with severe intellectual disability) to also include students with high-incidence disabilities, such as indi-
viduals with learning disabilities (Quinn et al., 2009; Smith & Jones, 1999).

The latest reauchotization of IDEA in 2004 upheld the mandate that IEP teams consider assistive
technology for all students with disabilities and that, pending determination by the IEP team, the assis-
tive technology be provided at no cost to the student {Lee & Templeton, 2008). However, there was one
exclusion in IDEA 2004; sutgically implanted assistive technologies (for example, cochlear implants) were
omitted from the definition of assistive technology. Consequently, schools are not required to pay for such
devices (Zirkel, 2007). Related to assistive technology, IDEA 2004 included the National Instructional
Materials Accessibility Standard (NIMAS), which stipulated students with print disabilities, commonly
considered students with visual impairments and reading-based learning disabilities and sometimes par-
ticular physical disabilities, be provided with accessible instructional materials, such as large print, Braille,
or digital text (National Center on Accessible Instrucrional Materials, 2011).

ASSISTIVE TECHNOLOGY DECISION-MAKING

As previously stated, assistive technology services provide for the consideration, selection, acquisition,
and implementation of assistive technology devices and tools for students with disabilities. But how do
IEP teams consider and select assistive technology for an individual student? While making an assis-
tive technology decision can be challenging, given the range and types of tools and devices available,
frameworks do exist to aid 1EP teams in their decision-making progress. Perhaps the most well-known
decision-making framework is the Student, Environments, 7asks, and Tools (SET T} framework by
Joy Zabala (1995, 2000}. (See Table 5.1 for assistive technology decision-making resources.) The
| SETT framework involves the identificarion and consideration of the student ifor example, strengths,

!: needs, and preferences), the environments in which the student functions, and the tasks the student is
2 expected to perform. The SETT framework is similar to the Matching Person and Technology (MPT)
i< framework, which also suggests assistive technology devices or tools should match with the student
ic (strengths, challenges, attitudes, and interests), work within the student’s contexts, and fir the student’s
Jl tasks (Bryant & Bryant, 2003; Raskind & Bryant, 2002; Scherer & Craddock, 2002). Beyond the
e SETT and MPT, other grant-funded projects and initiatives created decision-making tool kits for [EP
N teams to use in considering and selecting assistive technology for individual students (see Table 5.1).
. When IEP reams are making assistive technology decisions, they may opt for a student to try out an
h assistive technology device or tool before recommending that the student use such assistive technology.
) IEP teams can take advantage of state lending librarics. For example, in the state of Indiana, the Promoting
}: Achievement through Technology and Instruction for all Students (PATINS) Project (www.patinsproject.
’ org) serves as the statewide technical assistance nerwork for assistive technology. PATINS not only lends
h assistive technology to schocls to aid in decision-making but also provides educators in the state with profes-
. sional development related 1o assistive technology through face-to-face conferences as well as online turorials
. or webinars, We recommend [EP teams consult their state assistive technology project for resources as well
) as devices and tools available through their lending libraries. {See Table 5.2 for examples of state programs.)
; TABLES51 B Resources for Assistive Technology Decision-Making Frameworks or Assessments
i Student, Environments, Tasks, and Tools ISETT]  https:/fwww.joyzabala.com/links-resources
o Wisconsin Assistive Technology Initiative [WATI) www wati_org/?pageLoad=content/supports/free/index.php
[Dewnioadable documents to assist in assistive technology decision-making and assessments]
& University of Kentucky Assistive Technology edsrc.coe.uky.edu/www/ukatii/
[UKAEIeatct [Downloadable documents to assist in assistive technology decision-making)
National Assistive Technology Research natri.uky.edu/atPlannermenu.html
: nstitute INATRIL. Assistive Technology Planner {Downloadable kit and documents to assist in assistive technology decision-making]
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TABLES.? m Representative State Pro

Statewide Assistive Technology Project

grams for Assistive Technology

https://www.rehab.alabama.gov/services/vr.’star

Assistive Technology & Accessible Educational Materials Center

Alabama STAR
Michigan Alt+Shift
www.altshift.education
Ohio
https://ataem.org/
Texas

Texas Assistive Technology Network [TATN}

https://ttap.disabilitystudies.utexas.edu/

Assistive technology is included within a student’s IEP as appropriate. It can be represented in mul-
gy pprop P

tiple ways-—for instance, as relared

objective, where approptiate (Netherton &
selected and implemented to assist a student i
assistive technology toward the end of an IE

service, as an accommodation, or as an annual goal or short-term
Deal, 2006). Typically, however,
nmeeting goals. Hence, [EP teams may want to consider

P meeting (Carpenter et al., 2015). It is important for IEP

assistive technology is

teams to remember that if assistive technology devices or services are written into a student’s IEP, it is

the responsibility of the school o cover the costs. However, schools are not re
surgically implanted assistive technology);
Medicaid, or donations,

tive technology (for example,
private insurance, Medicare,

ASSISTIVE TECHNOLOGY CATEGORIZATION

Assistive technology, by its definition inl
technology essentiaily is anything or can

individual’s skills. Because assistive
(something that te
mapping and calculators),

and iPads), and it can be specifically

and AAC) (Bouck, Flanagan, et al., 2012; Bouck, Shurr,

the definition of assistive rech

achets use in the instruction of
it can be everyday technology that is repurposed

nology can leave one with two questions:

quired to pay for all assis-
hence, other outlets, such as
are frequently used by families.

DEA 2004, is vague and ambiguous. Broken down, assistive
as long as it helps ot just maineains an
technology can be anything, it can be instructional technology
all students; for example, computer-based concept
(for example, cell phones
designed tools and devices {such as text-to-speech, speech-to-text,
etal., 2012; Edyburn, 2004). In other words,
“What isn’t assistive technol-

come from anywhere,

ogy?” and “When is something assistive technology?” (Edyburn, 2004),

Given the questions surrounding what is and what is not assistive rechnology,

a way to betrer

understand assistive technology is through the different categorization schemes. One way in which

assistive technology is often categorized is through

the level of technology: no-tech, low-tech, mid-

tech, and high-tech, In general, higher-level technologies have a higher cost and require more training

(for example, text-to-speech) {Blackhurst,
1984). See Table 5.3 for examples of agsisti

Another way assistive technology can
gested seven purposes for assistive technology:
adaptive toys and games,

munication, computer access,

TABLES3 m Examples of Assistive Technology Devices

®  Mnemonics [HOMES for ® Pencil grips
remembering the names of

® Raised lined paper
the Great Lakes) = Eeb

® Highlighter stri
® Graphic organizers ighlighter strips

® Braille playing cards

1997; Carpenter et al,, 2015, Edyburn, 2005; Vanderheiden,
ve technology devices according to categorization.

be categorized is by purpase. Bryant and Bryant (2003) sug-
positioning, mobility, augmentative and alternative com-
adaptive environments, and instructional aids.

by Categorization

® Calculators ® Speech-to-text

® Audio recorders ® Tablets or mobile devices
® Switches and apps

! ® Word prediction
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Similarly, Bouck (2017) suggested eight purposes for assistive technology: communication, mobility and
positioning, computer access, vision and hearing, supporting behavior and organization, instructional
aids, enhancing independence and transition, and young children. Likewise, the WATI suggested 14
categories for assistive technology: seating, positioning and mobility, communication, computer access,
recreation and leisure, activities of daily living, maotor aspects of writing, composition of written mate-
rial, reading, mathematics, organization, vision, hearing, and multiple challenges (Gierach, 2009). See
Table 5.4 for examples of assistive technology devices by purpose. Overall, these categorizations suggest
assistive technology can meet a wide range of needs for a diverse population of students with disabilities.

TABLE 5.4 M Example Assistive Technology Devices by Purpose

Bryant and Bryant

(2003) Purposes

Positiohing

Mobility

Augmentative
and alternative
communication

Computer access

Adaptive toys and games

Adaptive environments

Instructional aids

Wisconsin Assistive
Technology Initiative {WATII
Categories

Seating, positioning, and
mobility

Communication

Computer access

Recreation and leisure

Activities of daily tiving

Motor aspects of writing

Composition of written material

Reading

Mathematics

Organization

Vision

Hearing

RBouck (2017) Purposes

Mobility and positioning

Communication

Computer access

Young children; enhancing
independence and transition

Enhancing independence
and transition

Instructional aids

Supporting behavior and
organization

Yision and hearing

Examples

Adjustable-height desks

Custom wedges

Wheelchair

Gait trainer

Picture Exchange Communication System®

Proloquo2Go® for iPod, iPad

Alternative keyboard

Speech/voice recognition

Switch-operated battery toys

Larger or Braille playing cards

Adapted utensils, bowls, and cups

Motion-controlled lights

Speech-to-text
Pencil grips
Word prediction

Portable spell checker

ReadingPen

E-text or supported e-text

Concrete or virtual manipulatives

Catcutator

WatchMinder®

Picture schedule

Text-to-speech

Screen magnification

FM system

Hearing aid

Sources: AssistiveWare®, www.assistiveware.com; E. Bouck and S. Flanagan, "Assistive Technology and Mathematics: What Is There and Where Can We Go."
Journal of Special Education Technology. 24(2], 2009, pp. 17-30; D. Bryantand B Bryant, Assistive Technology for People With Disabilittes [Boston, MA: Allyn & Bacen,
2003]; J. Gierach, Assessing Students” Needs for Assistive Technalogy, Sth ed, [Milton: Wisconsin Assistive Technology Initiative, 2009); L. Carpenter, L. Johnsan. and
L. Beard, Assistive Technology: Access for All Students, 3rd ed. [Upper Saddle River, NJ: Pearson Education, 2015],
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DEVICES AND TOOLS

In addition, assistive technology is central to the education of students with disabilities. Each chapte
in Part 2 of this book examines assistive technology tools and devices chat are unique or common]
used by individuals with a specific disability, such as an AAC device for students with speech ap
language impairments or various sound amplification systems for students with hearing impairmeng
We now focus our attention on assistive technology within content-specific domains, as well as othe
organizational capabilities for students with a range of disabilities (for example, learning disabilities 5
well as students with extensive support needs).

FIRST PERSON: MATTHEW
TEACHING IN THE AGE OF TECHNOLOGY

Since graduating with my bachelor’s degree in special education, | have worked at an alternative
school. My school is a state-accredited residential and day school program that serves students
between the ages of 6 and 21 who have learning disabilities and/or emotional behavior disorders and
who struggle in a typical school setting, as well as students with intellectuat disability and students
with autism spectrum disorder, Our students with learning disabilities and/or emotional behavior dis-
orders are not reading or writing at grade tevel. For our older students who still struggle with hand-
writing, pencil grips or weighted pencils are available, | do see pencil grips benefiting my students.
For our younger students who struggle with reading, we take advantage of boeks on CO or electronic
books played through an MP3 player. in my school, we have advanced technology to support students
with more intense needs as well, Every classroom has an iPad, and we use Proloque2Go® for stu-
dents with communication needs. Most of our assistive technolegy needs and decisions for individuat
students are determined by our occupational therapists or speech-language pathologists.

—Matthew Wright
Program Coordinator
T. C. Harris School

Lafayette, Indiana

Reading

Reading is a fundamental but complex skill and often considered the most critical academic skill
(Strangman & Dalton, 2005). In 2000, cthe National Reading Panel suggested reading instruction
should consist of five areas: phonemic awareness, phonics instruction, fluency, vocabulary, and reading
comprehension. These five arcas shape reading instruction, policy, and state standards today (Thomas,
2022). Despite its value, reading is an area of struggle for many students, with varying statistics present-
ing the frequency of struggling readers, let alone students with disabilities. The most recently available
data from the National Assessment of Educational Progress (NAEP), which assesses reading at Grades 4
and 8, suggest students with disabilities are faring poorer than their peers without disabilitics. The aver
age score in reading for fourth graders with disabilities was 183, and the average score for fourth graders
without disabilities was 223. Similar results are found for cighth graders: The average score was 229 for
students with disabilities and 265 for those without disabilities (The Nation's Report Card, 2022b).
Given the challenges reading can pose, it is important to consider how technology can support these stu-
dents. See Table 5.5 for examples of assistive technology used for instruction in the various content areas.

Low-Tech Reading Assistive Technology

When deciding on assistive technology, IEP teams should always first consider low-tech, of which there
are a number of options for reading. There is not always a research base, however, on using the tools and
devices for students with disabilities. Some common low-tech reading-based assistive technologies include



Chapter 5 # Assistive Technology 127

TABLES.5 B Assistive Technology Examples for Content-Area Instruction

Reading ® Highlighter strips or
tape

@ ReadingPen & Text-to-speech

@ Books on CD or Kindle ® E-readers or supported

® Picture symbols e-text, digital textbooks

Writing & Pencil grips ® Speech-to-text
& Raised lined paper ® Word prediction
Mathematics & Concrete manipulatives ® Calculators le.g., four- ® Virtual manipulatives

function, graphing!

& Number lines ® Mathapps

& Graph paper

highlighter pens, highlighter tape (nonpermanent), and highlighter strips—strips of
colored, transparent film that students can use to guide their reading, Another low- Name
tech means for providing support for reading is the placement of picture symbols
in written text to provide additional support for comprehension (Shurr & Taber-
Doughry, 2012).

The Bunny

The bunny is in a car. -
He likes his little car. ﬁ’\
The car can go fast. . a

1.The ____isina car

Mid- and High-Tech Reading Assistive Technology

As technology advances, fewer mid-tech devices exist as more high-tech assistive

A. dog
technology devices and tools support reading. Perhaps one of the most common B. cat
technologies to consider for students who struggle with reading is text-to-speech. €. bunny

Text-to-speech, known by different names depending on its application (for 2. He likes his .
example, screen readers when accessing text on a computer, or e-text) (Anderson- A. car

Inman & Horney, 2007), is essentially printed or digital text spoken aloud to 2' 5::

the reader; in other words, there is 4 voice output. A research meta-analysis—or

3 Thecaris _____

synthesis of the research—on text-to-speech or associated tools to support read- A, big
aloud accommodations for students with disabilities suggested such technology 8. fittle
aids in reading comprehension (Wood et al., 2018). C. abus
Many different types of text-to-speech options exist. For example, there il

is the C-Pen Reader 2TM, which allows users to scan printed text (Scanning
Pens, 2023). A number of computer-based text-to-speech programs exist, inctud-
ing both free and for-purchasc options. One free option, although one can also
purchase its upgraded features, is NaturalReader (www.naturalreaders.com)
{NaturalSoft Limited, 2019). NaturalReader is a downloadable option that provides natural-sounding
voices and also highlights the text as it is read on Word documents, websites, PDFs, and emails on both

Highlighter strips can serve as a low-tech assistive tech-
nology for students with reading difficulties.

Courlesy of Anne Gardner, NBCT, at http:/fcommoncoreconnec-
tionusa.blogspot.com/

PCs and Mac computers. Students can adjust the volume and pace of 2 voice even with the free version.
For-purchase text-to-speech programs also exist, such as Read8&Write. The program provides auditory
text with simultaneous text highlighting on a computer; this can be done by purchasing an application
or adding an extension to one’s browser. Thete is also an iOS app version, with in-app purchases thac
support text-to-speech, word prediction, and spelling and grammar help.

Closely related 1o text-to-speech is e-text ot supported e-text. E-text is electronic text, and sup-
ported e-text is enhanced e-text, which includes additional features to benefit students such as linked
dictionaries {(Anderson-Inman & Horney, 2007). Use of e-text is related to the National Instrucrional
Materials Accessibility Standard (NIMAS), which mandated that students with print disabilities
receive access to accessible text, including digital text (National Center on Accessible Instructional
Materials, 2011). Several specifically designed e-text readers were developed following NIMAS, which
supported a file format referred to as Digital Accessible Information System (DAISY) Digital Talking
Books. ReadHear™, by gh, LLC, is one such technology. ReadHear™ offers many of the same fea-
tures as text-to-speech programs, including synthesized speech and text highlighting. It also offers
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magnification and can be used through keyboard shorteuts for individuals with visual impairments,
In addition, commercially available products, such as Kindle, Nook, and iPad, are popular for provid.
ing e-text or e-books to students or anyone. Libraries offer patrons an opportunity to check our digita|
books for mobile devices. However, not all e-readers meet the accessibility needs of all students, such a5
students with visual impairments. Ifa student does use an e-reader, they can acquire text from multiple
places, including Amazon.com and other online sellers {for example, Barnes 8 Noble), as well a5 take
advantage of free e-books, including those from i Tunes, Bookshare {www.bookshare.org), and Project
Gutenberg (www.gutenberg.org).

Writing

Writing is another critical skill, but it often gets less attention than reading (National Commission on
Writing for America’s Families, Schools, and Colleges, 2005). Writing is complex and multifaceted,
involving not just technical elements like handwriting and spelling but also the processes of planning and
organizing, generating and drafting text, and then editing and revising (Flower & Hayes, 1981), All of
these components, from handwriting to planning to writing to revising, can cause challenges for students
with disabilities (Mason et al., 2011). Students wich disabilities can struggle across all domains of writing,
Technology, including assistive technology, impacts student performance. In 2017, NAEP also
analyzed student writing for fourth and eighth graders, although many students accessed the writing
portion via a tablet as compared to a laptop. NAEP concluded students who used a tablet had lower
performance than those who used a laptop in 2017 (National Center for Education Statistics, 2019),

No-and Low-Tech Writing Assistive Technology

Many low-tech assistive technologies exist to support students with writing (see Table 5.4). For exam-
ple, pencil grips and adaptive pens can help students with handwriting issues. Teachers can also use
raised lined paper (a student can feel the lines of the paper), whiteboards, gel boards, and even shav-
ing cream. Outside of the technical elements, no- and low-tech strategies can assist with the writing
process. Advanced organizers such as procedural facilitators, graphic organizers, concept maps, and
think sheets have a strong research base in terms of helping students with and withour disabilities plan
and organize their writing (Englert et al., 2007). Whether using the advanced organizer—based acro-
nym POWER—planning, organizing, writing, editing, and revising (Mariage et al., 2000)—or the
hamburger paragraph organizer—in which the top bun serves as a topic or main sentence; the meat,
lettuce, and tomato function as supporting sentences; and the bottom bun is a concluding sentence
(Mariage & Bouck, 2004)—these tools help scudents to structure their writing for improvement in
quality and quantiry.

A

Pencil grips ¢an serve as a'low-tech writing-based assistive technology to support
students with disabilities

SieckPhato/nadiz a
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Mid- and High-Tech Writing Assistive Technolegy

A number of mid-tech and high-tech technologies exist to support the writing process as well as the
technical components of handwriting and spelling. For the prewriting portion of the writing pro-
cess, planning and organizing, students can use computer-based concepr mapping programs, such as
the for-purchase Inspiration and Kidspiration (a for-purchase app) or the free options Cmaplools or
Cmap Tools for iPad (Institute for Human & Machine Cognition, 2023) and Visual Understanding
Environment {Tufts University, 2019). Closely related to concept maps are mind maps. Such free and
for-purchase mind map options include MindMeister (MeisterLabs, 2019). Many of these technology-
based concept map and mind map programs are available to download for computers, to use online with
computers, or to use as an app on tablets or other mobile devices. Computer-based concept maps are
similar to paper-based concept maps, although students can edit more easily with the computer-based
bubble.us options. In addition, some computer-based concepr mapping programs come equipped with
pictures to help students represent their ideas with images as well as words, and others include such
built-in assistive technologies as text-to-speech and speech-to-rext.

When writing or drafting, students can use a range of assistive technologies, including technology
to actually get words on the paper as well as technology to select correct words. Speech-to-text enables
a user to create Word documents, emails, and other digital documents from narrated speech racher
than keystrokes. Historically, speech-to-text programs were associated with a fee, such as Dragon
NaturallySpeaking (Nuance Communications, 2019) for PCs or Macs. However, free options exist.
Many individuals are familiar with speech-to-text, given its standard feature on iPhones (such as voic-
ing texts). Similarly, users of Macs can turn on Dictation and achieve speech-to-text when working,

o g WM
v mEmE 3 > T . 1 ——

| with a briel sketch, therefore, of ihe
1 i et amid which the found { the housa
was laid, and a rapid glimpse at 1ts quaint _. asm |
{ grew black in the prevalent east wind,—pointing, too,
i herg and there, at some spot of more werdant
mossiness on its roof and walls,—we shall commence
| the real action al our tale at an gpoch POL very ramobs
from the present day. Sull, there will be a connection
with the long past—a reference to forgotten svents
and persanages, and Lo manners, feslings, and . 3
opinions, atmost of wholly obsotete—which, if adequately trmsliledmthe reader, wouldum
to ifustrate how much of old material goes to make up the freshest novelty of buman
life. Herce, too, might be drawn a weighty lesson from the little-regarded cruth, that tha act of
the patsing generation is the germ which may and must produce good or evil fruit in a fac-
distant time; that, together with the seed of the merely temporary crop, which martals term
expediency, they inevitably sow the acorns of a more enduring growth, which may darkly
ovarshadow thair posterity.

et | o ik d wmd

Read&Write is one example of a text-to-speech and speech-to-text word prediction pragram

© Texthelp Inc. All rights reserved.

Aside from speech-to-text, word prediction is another feature that supports students in writing text.
Word prediction programs predict what word an individual is typing, based on the letrers, and pro-
vide suggestions (for example, as one types 4-0, a word prediction program mighe suggest home, house,
and hole) (MacArthur, 2009). Nowadays, word predicrion is available on almost every device, such
as one’s phone when texting, However, for-purchase options exist, such as Co:Writer (Don Johnston,
2019), which is compatible with both PC and Mac computers and can also be an app for a tablet or a

Chromebook app.

In terms of postwriting, studencs can use text-to-speech to receive auditory feedback on their writ-
ing as well as spelling and grammar check programs. The text-to-speech program NaturalReader can
be used to support a student’s editing and revising through reading the text the student transcribed
into the computer. Obviously, students can use the built-in spell-check programs with their word pro-
cessing software, such as Microsoft Word. However, other free or for-purchase programs may provide
additional support. For example, Ginger Software (2023) is a spelling- and grammar-check program




e

130

Part 1 # Foundations of Special Education

that suggests different words when a word is grammatically correct and spelled correctly bur our of
context {for instance, with “I would like to meat her,” Ginger would suggest “T would like to meer her”).
Grammarly (2023} is also an option that supports grammar checking, and both can be added to the
Chrome browser.

Several computer-based programs exist to support the writing process; however, having many
separate programs to support a student across planning and organizing through editing and revis-
ing can be overwhelming to the student as well as the teacher. For-purchase options do exist to sup-
port multiple needs, such as speech recognition, word prediction, and grammar checking. Two such
options include Read&Write (Texthelp, 2023) and WordQ (Quillsoft, 2023). Read8Write provides
reading as well as writing support, including word prediction, speech recognition, rext-to-speech, and
grammar assistance (for example, checking verb tenses and homophones). Read&Write is available for
Windows- and Mac-based operating systems, iPad and Android mobile devices, and a Chrome exten-
sion. The downloadable program WordQ, which is Windows and Mac compatible, combines text-to-
speech and word predicrion with speech-to-text (though the add-on program, Speak(Q, is compatible
with Windows only}.

Mathematics

Mathematics can be a challenging content area for students with and without disabiliries, although
individuals with disabilities often lag behind their peers in terms of mathematics in areas of flu-
ency to conceptual understanding and from place value to fractions and algebra. The most recently
available NAEP mathematics assessment data support the challenge mathematics can pose to stu-
dents with disabilities (The Nation’s Report Card, 2022a). The average score for fourth-grade stu-
dents withour disabilities was 240, and the average score for fourth-grade students with disabilities
was 212. Similar results were found for eighth-grade students: The average score for students with
disabilitics was 243, and the average score for students withour disabilities was 279 (The Nation’s
Report Card, 2022a).

No- and Low-Tech Mathematics Assistive Technology

Although fewer specifically developed technology options exist to support students with disabilities in
marhematics in comparison to reading and writing, a2 number of technologies are available (Edyburn,
2004} (see Table 5.4). One of the most common low-tech assistive technologies for mathematics is
concrete manipulatives. Concrete manipulatives are typically found in elementary and secondary
classrooms and are considered an evidence-based practice for educating students with disabilities, In
fact, one could question if elementary mathemarics should be raughc withour concept manipulative.
Students with disabilities, like all students, can be supported to solve a range of mathematics prob-
lems—algebra, integers, area and perimeter, and fractions—with concrete manipulatives (for example,
base 10 blocks, algebra tiles, tiles, and fraction blocks).

Mid- and High-Tech Mathematics Assistive Technology

In terms of mid-tech or high-tech assistive technology, common options include calculators, virtual
manipulatives, anchored instruction, and computer-assisted instruction or apps (Bouck & Flanagan,
2009). Research on these areas suggests technology benefits students with disabilities, although most
of the research involved students with more high-incidence disabilities like individuals with learning
disabiliries (Bouck & Flanagan, 2009; Maccini & Gagnon, 2005). Calculators—four-function, scien-
tific, graphing, and online—historically were one of the most common accommodations for students
with disabilities on 1EPs (Maccini & Gagnon, 2000, 2006); calculators are still routinely used in
general and special education classrooms. Calculators can help students with disabilities who struggle
with basic facts or working memory challenges when solving word problems. Virtual manipulatives
are similar to concrete manipulatives but available on a computer or mobile device through an app.
In fact, almost every concrete manipulative is also available as a virtual manipulative that can do
everything concrete manipulatives do bur in a virtual space (that is, on a computer or mobile device
via an app). A common means of delivering virtual manipulatives is through apps for mobile devices
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(for example, iPads or Chromebooks). Multiple options exist for app-based virtual manipulatives.
One company thar offers a wide range of virtual manipulatives for Chromebooks, online, and in apps
for tablets is Brainingcamp (see www.brainingcamp.com). Free options include the Math Learning
Center (hteps://www.mathlearningcenter.org/apps) and Didax (hreps://www.didax.com/math/vir-

trual-manipulatives.html),

Other Academic and Functional Performance Areas

Outside of the two main content areas in which students with disabilicies struggle, literacy and math-
ematics, other content domains and academic or functional performance areas can be supported
through assistive technology. Although limited, some assistive technology exists in the areas of science
and social studies; however, the majority of the assistive technology for these rwo content areas can
be drawn from literacy and mathematics. Assistive technology can also benefit the instruction of life
skills, and specific tools and devices exist that can increase, mainrain, or improve the capabilities of

students relative to study skills like note-taking and organizarion.

Life Skills

Assistive rechnology can also help students learn life skills such as grocery shopping and food prep-
aration. One particular category of assistive technology, self-operating prompting devices, supports
students with disabilities in the acquisition of life skills. Students with intellectual disability, autism
spectrum disorders, and other disabilities use such technology (for example, picture prompts, smart-
phones, or mobile devices) to learn life skills (Ayres er al., 2013; Mechling, 2007). In fact, video model-
ing or video prompting—a form of self-operated prompting device—is routinely used to support life
skills for students with intellectual and developmental disabilities and is considered evidence-based
practice in teaching life skills to students with intellectual disability (Park et al., 2019; Stierle er al.,
2023). Nonimmersive and immersive virtual reality and artificial reality is also being used to support
students with disabilities in acquiring life skills (Bridges et al., 2020; Cheung et al., 2022).

WarcnMuwota3

WatchMinder is an assistive technalogy device that can provide prompts to students to assist
I with erganization.

WaichMinder is the Registered Trademark of Laurence D, Becker, Phl

Organization and Management Skills

Executive functions, such as organization and memory, as well as self-management skills, can be
beneficial to students with disabilities, who often struggle with these areas, Teachers suggest a rela-
tionship berween such executive functions (for instance, meeting deadlines, following directions,
or being prepared} and academic performance (McMullen et al., 2007). Multiple low-tech through
high-tech options exist to support students with disabilities in organization and self-management.
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Students can use common technologies such as handheld devices {smartphones) or wearableg
(AppleWatch) to record reminders for themselves or to serve asan alarm. Specifically designed tech-
nologies for these purposes also exist, such as the WatchMinder (2023), a programmable sporgs
watch that can set 30 alarms (for example, “scudy for test” or “take medication”) and offers Prepro-
grammed messages.

Technology can also assist students with disabilities in note-taking, One common technology mar-
keted to support anyone with note-taking is a Livescribe™ smartpen. With a Livescribe™ pen, whep
a student writes on the specifically designed paper, they are not only taking written notes but cap
also record the conversations or lectures occurring. If a student wants to go back to their notes, when
the student taps on a specific place on the paper, the audio will actually play from char point. The
Livescribe™ pen is also only slightly larger than a typical pen. Apps for mobile devices also exist that
offer features similar to those of a Livescribe™ pen. Two popular note-taking-based apps are Notability
by Ginger Labs (2023) and Evernote (2023).

Assistive Technology and the Young Child

As previously noted, assistive technology considerations are mandated for children served under IDEA,
Hence, assistive technology considerations also apply to children from birth until age 3 who are served
via an individualized family service plan. While many of the assistive technology devices and tools
discussed in the following chapters are applicable to young children, there are some unique assistive
technology considerations. Adaprive toys and games represent one category of assistive technology
{Bryant & Bryant, 2003). For example, battery-operated tays can easily be modified to work with a
switch through acquisition of a copper wafer. In addition, companies create accessible or adaptive toys
for young children, such as triangular crayons, crayon rocks, or crayons with knobs for better grasping.
Young children can also take advantage of adaptive utensils or other dishes. In addition, young chil-
dren are prime candidates for repurposing everyday technology and items to be assistive technolagy,
such as a Flula-Hoop to keep objects within grasp or a cookie sheet with objects affixed with magnets.

ISSUES WITH ASSISTIVE TECHNOLOGY

Alchough assistive technology offers much potential for students with disabilities, there are challenges
with assistive technology thart educators need to take into consideration. Despite the benefits of assistive
technology, the use of various tools and devices may stigmatize some students. This occurs when indi-
viduals use a technology in a general education classroom that makes them stand out or makes them
feel as if they do (Parette 8 Scherer, 2004). For example, if
a student struggles to read independently but is the only one
in the class reading on a computer, they may feel that use
y, of the technology is stigmatizing. Avoiding stigmatization
in the selection of assistive technology is important, as feel-
ing different can lead to assistive technology abandonment,
whereby the student quits using the tool. Hence, when the
IEP team members consider the use of assistive technology,
it is important that they also examine the student’s interests,
artitudes, and sense of self-confidence as well as the context
in which the assistive technology will be used.

Another important issue for assistive technology is
ensuring that all parties receive adequate training or pos-
sess sufficient knowledge to correctly implement the
technology. The use of technology can be overwhelming
to many individuals, including students, teachers, related
service providers, and parents. To help ensure successful

Assistive technology allows children to engage with a variety of toys. assistive technology implemcn[a[ion and minimize aban-

AbteMet. Repreduced with permissian

donment, students, teachers, other educators, and parents
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need to receive training on how ta use the rool as well as how to support the individual in using the
tool (Lee & Templeton, 2008). Some school districts may have assistive technology specialists to sup-
port the implementation and training of assistive technology devices; however, in other situations,
professionals and parents may have to rely on instructional technologies, occupational therapists, or
special education teachers for support and craining {Bausch et al., 2008).

Cost is another challenge with assistive technology, although cost cannor explicitly be a decision-
making factor (Bryant & Bryant, 2003), Assistive technology devices can run the gamut in terms of
cost, from free to expensive. See Table 5.6 for examples of free or low-cost assistive technology soft-
ware and apps. Another consideration besides cost, stigmarizarion, and training issues is to repurpose
everyday technology, such as iPads or Livescribe™ pens, as assistive rechnology tools for students with
disabilities (Bouck, Shurr, eral., 2012).

TABLES5.6 R Free Assistive Technology Examples: Software and Apps
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Software/Internet-based e NaturalReader [text-to-speech) ® National Library of Virtual Manipulatives [virtual manipulatives)

Mobile technology apps ¢ NaturalReader [text-te-speech] ® Photomath [scan a problem and the app solves it]

® Math Learning Center apps [virtual manipulatives)

Finally, with increased use of mobile devices and apps to provide assistive rechnology and instruc-
tional technology, teachers and other education professionals need to be savvy consumers. In other
words, educators need to think critically abour apps and to validate their educational use, including
those used for assistive technology purposes (see Table 5.7 for examples of apps).

TABLES.7 M Example Apps hy WATI Assistive Technology Purpose

Select Wisconsin Assistive Technology
Initiative [WATI) Categories

Examples of Apps

Communication ® Prologuo2Go®

® Scene Speak

Computer access @ The Right Dvorak

® Microsoft SwiftKey Al Keyboard

Activities of daily living ¢ Photos

® Movies
Motor aspects of writing ® Dragon Anywhere
Compaosition of written material & NaturalReader
Reading & (GoRead

¢ Kindle
Mathematics ¢ Photomath

e Brainingcamp apps le.q.. Algebra Tiles, Base Ten Blocks}

Organization ¢ Notability
® Reminder
Vision e ColoriD

& NantMobile Money Reader

Hearing e FaceTime

& SigniMe
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Although a standard rubric or model does not exist for evaluating apps for mobile devices for
all students, let alone students wich disabilities, some oprions do exist. For example, the websige
Learning in Hand (learninginhand.com/blog/ways-to-evaluate-educational-apps.html) offers 5
variety of rubrics educators can use to make decisions about apps. Educators need to think erigj.
cally about the apps they are using; for example, some apps are free while others are not. Prices cap
vary from $0.99 to hundreds of dollars. There is not necessarily a correlation between the cost of
an app and its quality. Although the educarion and special education lists on iTunes offer educa-
tors one place to start, these lists should not be taken at face value. Nor should Internet-based
lists of apps for particular topics in special education (for example, functional life skills) be used
withour scrutiny. Educators need to read each app’s description as well as carefully consider the
reviews. Although apps can benefit students with disabilities, as assistive and instructional tech-
nologies, they can do so only if careful attention is given to their selection and implementation,
which can be time-consuming.

CHAPTER IN REVIEW

Technelogy in Education [Learning Objective 5.1}
#  Multiple types of educational technology exist, including assistive technology.

Assistive Technology [Learning Objective 5.1)
e Assistive technology devices are anyhing that can benefir a student with a disabilicy.

®  Assistive technology services are services that support the selection, acquisition, implementation,
and maintenance of assistive technology tools and devices.

»  Assistive technology can be categorized by levels of technology, including no-tech, low-tech,
mid-tech, and high-tech.

®  Assistive technology can also be categorized by purpose, such as positioning, mobility,
augmentative and alternative communication, computer access, adaptive toys and games,
adaptive environments, and instructional aids.

History and |egislation of Assistive Technology [Learning Objective 5.3
®  Assistive technology was first included in the 1990 reanthorization of IDEA, although
development and use of assistive technology by students with disabilities predate its inclusion in
the 1990 authorization of IDEA by more than a century.

o The 1997 reauthorization of IDEA mandated the consideration of assistive technology for alf
students with disabilities, including students with high-incidence disabilicies.

Assistive Technology Decision-Making [Learning Objective 5.3}
s Framewarks exist to support assistive technology decision-making by IEP teams, including the
SETT framework.

o Within an l1ED, assistive technology supports goals and short-term objectives as a related service
or accommeodation.

Assistive Technology Devices [Learning Objectives 5.4 and 5.5)
*  Multiple low-tech (highlighter strips) and high-tech (text-to-speech) assistive technologies exist to
support students in reading.

®  Challenges with handwriting, spelling, and the writing process can be supported through low-
tech (pencil grips) and high-tech (speech-to-text and word prediction) assistive technology.

s In mathematics, low-tech {concrete manipulatives), mid-tech (calculators), and high-tech (virtual
manipulatives) technologies all can support students with disabilities.
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Chapter 5 ® Assistive Technology

e Assistive technology devices also support students in organization as well as other exccutive
functions, such as attention or memory.

Assistive Technology Issues [Learning Objective 5.6]
s Assistive technology abandonment is a concern for students with disabilities.

» To minimize abandonment, IEP teams need to consider the potential stigmatization associated
with use of devices or tools and ensure that scudents, teachers, other educators, and parents all
receive the training to use the technology.

STUDY QUESTIONS

1. How does educational technology differ from assistive technology?

2. Whatis the difference between assistive technology devices and assistive technology services?

3. Who provides assistive technology services?

4. Describe the different levels of assistive technology and provide an example of each.

5. Identify different purposes of assistive technology and give an example of each type.

6. What can [EP teams use to aid in assistive technology decision-making?

7. What can schools and school personnel do to avoid assistive technology abandonment?

KEY TERMS

educational technology instructional technology
assistive technology device e-text

assistive technology service supported e-text
assistive technology specialist stigmatization

print disabilities abandonment

LEARNING ACTIVITIES

1. Search for your state’s assistive technology program. Determine what assistive technology is
available through the lending library and what other resources or suppotts the program offers.

2. Visitseveral elementary and secondary classrooms in your area. What assistive technology
is being implemented to support students with disabilities in content-area learning? Ask the
teachers about the perceived benefits and challenges of using the assistive technology devices.

3. Visit the college or university office on your campus that provides services ro students with
disabilities. Inquire abour the assistive technology setvices that are offered to students who
qualify for such services. If possible, visit the area that provides assistive technology and
explore the technology that is available to help students with disabilities achieve success in the
classroom.

4. Search online for the free content-area assistive technology mentioned in this chapter. Explore
the assistive technology online or by downloading it to a computer. Critically examine these
assistive technology tools. Evaluate them for ease of use, challenges with implementation in
a classroom, the benefits they may provide to a student with a disability, and if such assistive
technology could be made available to all scudents.

135
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REFLECTING ON STANDARDS

‘The following exercises were designed to help you learn to apply the Council for Exceptional Children
{CEC) standards to your teaching practice. Each of the reflection exercises that follow correlates with
knowledge or a skifl within the CEC standards. For the full text of each of the related CEC standards,
please refer to the standards integration grid located in Appendix B.

Focus on Curricular Content Knowledge ICEC Initial Preparation Standard 3.1)

Reflect on what you learned in this chapter about assistive technology to support content-area learn-
ing for students with disabilities. As a general or special education teacher, what assistive technology
would you recommend considering or discussing at the 1EP team meeting if a student struggles with{
handwriting? Mathematical computation? Decoding words? Or staying organized and on task?

Focus on Instructional Planning and Strategies [CEC Initial Preparation Standard 5.2)

Reflect an how you use technology to support your own learning or daily living activities. How does
using the technology make you feel? Does it allow you to complete your work or activities faster or
easier! What if you were not allowed to use such technology—how would that impact your learning or

daily life activities?

ORGANIZATIONS CONCERNED WITH ASSISTIVE TECHNOLOGY

Assistive Technology Industry Association (ATIA)
info@ATl{A.org

www.atia.org

Center for Applied Special Technology (CAST)
cast@cast.org
WWW,Cast.org

Innovations in Special Education Technology (formally TAM), Council for Exceptional
Children (CEC)

www.isetcec.orgfabout/contact

www.isetcec.org

Rehabilitation Engineering and Assistive Technology Society of North America (RESNA)

WWW.Iesna.org
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Part2 ® A Study of Individuals With Exceptionalities

LEARNING OBJECTIVES

After reading Chapter 11, you should be able to:

11.1  State the prevalence of speech and language impairments.

11.2  Define speech, language, and communication.

11.3  Listdifferent types of speech impairments and various forms of language disorders,
11.4 ldentify functional and organic causes of speech and language impairments,

11.5 Describe procedures used for assessing speech and language impairments.

11.6 Discuss cducational considerations for students with speech and language impairments,
117 Explain the function of augmentative and alternative communication devices,
11.8 Assess the impact of speech and language impairments across the life span.

11.9 Describe current issues with speech and language impairments.

A Parent’s Story

Adam’s life started with my pregnancy. It was a normal pregnancy wicth no complicarions, [ h
a cesarean section when Adam was a week overdue. He weighed 9.5 pounds, a very healthy ba
Adam reached all of his developmental milestones at normal times. He crawled at 6 montk
walked ar 10 months, and said his first word ar 12 menths. His speech and language continued ¢
develop at a normal pace.
When it was time to eat solid foods, we had a problem. Adam had a strong gag reflex and
not seem to want to eat any foods that were not puréed. I came to the conclusion thar he was ne
just picky. In addicion, Adam drooled a great deal until he turned 3. T knew this was a lot long
than normal. [ talked to the pediatrician about the eating and dreoling. He said it was probabl
from teething and told me to keep introducing foods—eventually Adam would ear them.
When Adam was about 2 years old, I noriced that he could not prenounce #, ¢, 4, £, and s co
rectly. | knew that /and 5 were not supposed to be mastered uniil the age of 4. T just thought i
would master these by the rime he was 4.
My husband, Rick, and [ started to notice a great deal of frustration in Adam, who was noe
3, What was the cause of it? We did not know and assumed it was age related. He did not seemt
understand punishment. We would ask him why he was on his “thinking bench,” and he co ]
never answer. He would get more upset and answer something inappropriate. We would go 1o
pool during the summer. Adam would ask at least 10 times, “Where are we going?” I would answ
and could rell he just did not understand. [ would try to rephrase, and sometimes this would hel
Adam did not seem to understand simple directions, question words (why, how), sequencing, el
tense, and common language concepts. All of these things were very subtle, and other people
not notice. He was not acquiring language conceps that children learn withour formal teachi
and his pronunciation was not getting better.
In the fall, Adam started preschool. At this time, [ was starting to put some of the pie@
together and had some concerns. In October, I had a teacher conference and rold the teacher
my concerns and asked her if she noticed anything, She did. I told her I felt like he would he
me but not understand what I said. She noticed that he did not understand yes and no questiof
and when asked simple things that she knew he knew, he would say, “I don’t know.” He was sti
very picky eater but would try a few new things and only ear a very small bite. The teacher recof
mended that we have him screened. by the specch pathologist who was coming to the school if
few weeks.
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Adam went to the speech and language screening, and we waited for the results. The speech
pathologist sent home a brief report that gave his results and called us that night to discuss
them. I remember it vividly, even that it was raining that night. She told me he had scored very
low, in the 1% range for some of the tests, matter-of-factly telling me he needed to be evaluated
fully and would possibly need to go to a special school. I was floored! I wish my husband had
been on the phone with me to hear it for himself; I knew there were going to be many ques-
tions that I did not ask or have an answer for. I wondered how this could be so severe and how
I could be that blind to the severity. [ knew something was wrong, but I did not realize char it
was this bad.

Adam was scheduled at a facility known in town for being on the cutting edge and recommended
on the school list of places for referral. Rick and I both went to the evaluation and mer with the
speech pathologist afterward. She was very kind and supportive, giving us books to read and scheduling
Adam’s therapy. Adam was diagnosed with a mild to moderate language disorder, mild articulation dif-
ficulty, and low factal muscle tone. I felt very overwhelmed. What do we do now? How can I help? Does
this mean he will have to stcruggle his whole life? How can I manage this? Rick was upset as well, but in
a different way. He was defensive. He asked if Adam was stupid, and would he go to college? We were
both dealing with fear and sadness thar something was wrong with our child. After we talked more to
each other and learned more about what was wrong, things settled down. The overall experience with
the first speech pathologist was terrible, and the second time we felt very supported.

Adam is now 4 and has made great progress. He has matured socially, has improved his speech
and language skills, and goes to occupational therapy as well. Both Rick and | incorporate therapy
into everyday happenings. 1 feel like this is just a part of my everyday normal life and nor a big
problem. 1 primarily take Adam to therapy. Rick takes him sometimes as well. It has been impor-
tant for both of us, as parents, to stay involved with his therapy.

I still wonder about the future and how this will affect Adam. I have to pur thar aside and
do the best that I can now, hoping for the best later. Adam likes to go to therapy and is much
less frustrated. Because he was diagnosed and started therapy at such a young age, his future
will be bright.

—Lori Smith

Although Adam’s mother does not mention an individualized education program {IEP), Adam may
have been one of the almost 268,600 preschoolers who received services under the speech or lan-
guage impairment category of the [ndividuals wich
Disabilities Education Improvement Act {IDEA,
2004) during the 2020-2021 school year (U.S.
Department of Education, 2023). Services for
young children like Adam will be described later in
this chaprer.

The main focus of this chaprer is on students
who demonstrate communication difficulties that
are not the result of or directly associated with
another disability. The disability category under
which these children are served is speech or language
impairment. The communication difficulties of
children who have a primary disability other than
speech or language impairment are noted but not
discussed since they are addressed in other chapters.
First, we will introduce the discussion of speech and
language delays and disorders with a review of the  Byage 2 most children are preducing short but intelligible sentences

nature of speech, language, and communication. i5tockPhoto/fizkes
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PREVALENCE AND HISTORY OF SPEECH AND LANGUAGE IMPAIRMENTS

Speech and language impairments are considered a high-incidence disability. According to the Us
Department of Education (2023), less than 20% of students receiving special education serviceg a
receiving services for speech and language impairments, This estimate does not include children wh
receive services for speech and language impairments that are secondary to other conditions such ;
deafness. During the 2020-2021 school year, approximately 1,183,000 individuals ages $ to 21 wer
identified as having speech and language impairments (U.S. Department of Educarion, 2023},

Children with speech and language disorders represent slightly more than one third of a]| pr
schoolers receiving a special education. Approximately 36% of all 3-, 4-, and 5-year-olds with 2 disaly
ity exhibit speech and language impairments. The U.S. Department of Education (2023) reports oye
268,600 preschoolers in this category.

Educarional programming and intervention for students with speech and language impairmen
have been available since the early 20th century. In 1910, the Chicago public schools hired the fi
“speech correction teachers.” In 1925, the American Academy of Speech Correction was established
the forerunner of today’s premiere professional organization, the American Speech-Language-Hearip,
Association (ASHA). Until the 1950s, school-based speech—language pathologists had many rigfe
including speech correctionists, speech specialists, and speech teachers. Van Hatrum (1969) credits a gro
ing understanding of language development and skills in the identification and remediation of la
guage disorders for the change to the term speech therapist. Students typically worked with spee
therapists in large groups, primarily at the elementary school level,

As the profession continued to expand and professionals in the field of speech and language di
orders pracriced in a wider variety of settings, specialists generally adopted a medical/clinical mode
leading to the presently used term speech—language pathologist. Today, speech-language pathologi
work in a wide variety of settings, including rehabilitation centers, nursing care facilities, health depan

< ments, and, of course, public and private schools. General and special education teachers work mo
frequently with school-based speech—language pathologists.

I THE NATURE OF SPEECH, LANGUAGE, AND COMMUNICATION

E

Ofall the singular gifts bestowed on humans, the acquisition and use of language is undoubtedly the mof
miraculous. Most people give little thought to this remarkable achievemenr thar begins in the womb. Eve
before they are out of diapers, most children have a vocabulary of 50 words or more, and by age 2, the
are producing short buc intelligible sentences. Three-year-olds are chatty and engaging as they begin |
acquire the rules for tense and numbser, often overextending them to produce amusing statements like?
seed two mouses in the picture.” At this age, they are also discovering that words have different meanin
depending on how you string them together. By kindergarten, most children have an impressive vocab
lary, typically in excess of 2,000 words. Table 11.1 shows the amazing accomplishmencs of language lear
ing. When attainment of any of the milestones shown in Table 11.1 is delayed or there is a disturbance
one or more of the components necessary for communicarion, the child is at risk for a language disorde

Itis important to begin by differentiating the concepts speech, language, and communication o th
you can be as precise as possible when you talk about speech and language impairments with oth
professionals. You are familiar with the three terms, but you may have used them interchangeably, 4
they have very distinct meanings. Speech is the expression of language with sounds—essentially !
oral modality for language. Compared to other ways of conveying ideas and intentions (c.g., mant
signing, writing, gesturing), speech is probably the most difficult. Humans are not the only species
produce sounds, but we are the only species with a vocal tract that permits production of the variety
complexity of sounds required for speech. Speech production depends on precise physiological and ns
romuscular coordination of (1) respiration {the act of breathing), (2) phonation (production of sounds
the larynx and vocal fold), and (3) articulation (use of the lips, tongue, teeth, and hard and soft pala
to form speech sounds). Speech is considerably more than a moter behavior. It is willed, planned,
programmed by the central nervous system—the brain, spinal cord, and peripheral nervous systen-
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TABLE11.1 M Milestones for Acquiring Language
Age Range Milestones in Language Development

Recagnizes name
Says first words

Imitates familiar words (echolalia)

Understands “ne”

Uses 10to 20 words, including names
Combines two words such as "Daddy bye-bye”
Waves goodbye and plays pat-a-cake

Makes the "sounds” of familkiar animals

Identifies body parts
Carries on "conversation” with self and dolls
Asks "What's that?” and "Where's my?”

Uses two-word negative phrases such as "No
want”

Forms some plurals by adding “s"; "book,” "books”
Has a 450-word vocabulary

Gives first name, holds up fingers to tell age
Combines nouns and verbs: "Mommy go”

Understands simple time cencepts: "last night,”
“tomorrow”

Refers to self as “me” rather than by name

Can tell a story

Has sentence length of four to five words

Has a vocabulary of nearly 1,000 words

Names at least one color

Understands “yesterday,” “summer,” “lunchtime,”
“tonight,” “little/big”

Has sentence length of four to five wards

Uses past tense correctly

Has a vocabulary of nearly 1,500 words

Points to colors red, blue, yellow, and green

|dentifies triangles, circles, and squares

Has a sentence length of five to six words
Has a vocabulary of areund 2,000 words

Defines objects by their use [you eat with a fork)
and can tell what objects are made of

Knows spatial relations like “on top,” “behind,”
“far,” and "near”

Knows their address

Identifies a penny, nickel, and dime

a & & »

-

Understands simple instructions

Recognizes words as symbols for objects: hears
"ball"—points to ball

Gives a toy when asked
Uses words such as "mare” to make wants known
Paints to their toes, eyes, and nose

Brings object from another room when asked

Tries to get adult attentian: "Watch me”
Likes to hear same story repeated

May say “no” when means “yes”

Talks te other children as well as adults

Solves problems by talking instead of hitting or
crying
Answers "where” questions

Names cornmon pictures and things

Uses short sentences like “Me want more” or “Me
want cookie,” matches three to four colors, knows
big and little

Begins to nbey requests like "Put the block under
the chair”

Knows their last name, name of street on which
they live, and several nursery rhymes

Understands “in the morning,” “next,” "noontime”
Can speak of imaginary cenditions such as "I hope”

Asks many questions, including “Who?" and "Why?~

Knows common appasites like "big/little”
Understands “same” and "different”
Counts 10 objects

Asks questions for information
Distinguishes left and right hand

Uses all types of sentences—for example, "Let’s go
to the store after we eat”

Source; Adapted from Speech and Language Development Chart, 3e [p. NA| by P. Kipping, A. 8ard, L. Gilman and £, German, 2012, Austin, TX: PRQ-ED. Copyright 2012

by PRO-ED, Inc. Adapted with permission. This permission is granted in both print and electranic form.

Note: Some variation in reaching developmental milestones is comman
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There is no single, widely accepred definition of language (Kuder, 2018). Many contemporary defi-
nitions of language parallel the one put forth by Bryant et al. (2024): a “rule-based methed of com-
munication relying on the comprehension and use of [arbitrary] signs and symbols by which ideas are
represented” (p. 135). The main purpose of language, according to experts (Hoff, 2014; Owens, 2020),
is communication or sel-expression. Essentially, language is a social tool (Owens, 2020, 2024). In many
ways, language can be thought of asa code. It is a code in the sense that it is nota direct representation of
the world but, rather, something with which to represent ideas and concepts about the world. Itisa very
complex and multidimensional system of symbols and the rules for appropriately using these symbols.

What does it mean to know a language? It means that you are able to apply the basic units and the
complex rules governing relationships among sounds, words, sentences, meaning, and use of the lan-
guage. Language contains five major interrelated yet distinct elements (sce Figure 11.1)—phonalogy,
morphology, syntax, semantics, and pragmatics—that are present at both the receptive and expressive
levels. These components, according to Owens (2020), represent the basic rule systems found in lan-
guage. Form incorparates phonology, morphology, and syntax, or the elements that connect sounds or
symbols with meaning. Content encompasses the meaning of words and sentences {semantics), while
use addresses the social aspects of language, or pragmatics.

FIGURE11.1 ® Basic Components of Language

Language

Phonology

Pragmatics

Source: Adapted from R. Owens, Language Development: An Introduction, 10th ed. [Hobaken, NJ: Pearsan
Education, 2020], p. 18.

Form. The phonology of language includes the sounds that are characteristic of that language, the rules
governing their distribution and sequencing, and the stressand intonation parterns that accompany sounds.
There are approximately 45 different speech sounds in the English language, which we call phonemes.

The morphology of a language includes the rules governing how words are formed from meaning-
ful units called morphemes.

The syntax of language contains rules for how to string words together to form phrases and sen-
tences, what sentences are acceptable, and how ro transform sentences into other sentences. Knowledge
of the synrax of a language allows a speaker ro generate an infinite number of new sentences and recog-
nize sentences that are not grammatically acceprable.

Content. At the most basic level, semantics is the linguistic realization of what the speaker knows
about the world—what people talk about. Semantics is concerned with relationships (1) between
words and meanings, (2} between words, (3) between word meanings and sentence meanings, and (4)
berween linguistic meaning and nonlinguistic reality.

Use. The major concern in pragmatics is the effectiveness of language in achieving desired func-
tions in social situations. Artitudes, personal histary, the setting, the topic of conversation, and the
details of the preceding discourse are among the social and contextual factors that determine how
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speakers cast their sentences (and how listeners interpret them). Table 11.2 summarizes these five com-
ponents of language. You may wish to refer back to this table when you are reading about specific dis-
orders later in this chapter.

TABLE 11.2 B Compeonents of Language

Phenology The sounds characteristic of a Discrimination of Articulation of
language, the rules governing speech sounds speech sounds
their distribution and sequencing,
and the stress and intonation
patterns that accompany sounds

Merphology The rules governing how words Understanding of Use of grammar in
are formed from the basicelement  the grammatical words
of meaning structure of words

Syntax Rules for how to string words Understanding Use of grammar
together to form phrases and of phrases and in phrases and
sentences—the relationships sentences sentences
among the elements of a sentence

Semantics The linguistic realization of what tnderstanding of Use of word
the speaker knows about the word meanings and rmeanings and word
world—the meanings of words and  word relationships relationships
sentences

Pragmatics The social effectiveness of Understanding Use of language to

language in achieving desired
functions—rules related to the use

of social and
contextual cues

affect others

of language in social contexts

Source: Adapted from L. McCarmick, “Introduction to Language Acquisition,” in L. McCarmick, D. Loeb, and R, Schiefelbusch
{Eds |, Supporting Children With Communication Difficulties in Inelusive Settings, 2nd ed. [Bzston, MA: Allyn & Bacon, 2003).

Communication is the exchange of ideas, information, thoughts, and feelings. It does not neces-
sarily involve speech. Examples of nonlinguistic communication behaviors are gestures, posture, eye
contact, facial expression, and head and body movement. Nonlinguistic communication modes may
be used as the only method of communication, or they may be used in conjunction with orai language.
The communication process begins when a person has an idea or intention and wants to share ir. The
idea or intention is formulared into a message and then expressed to another person or persons. The
other person receives the message and reacts to or acknowledges it. In any communication, there is
always a potential for message distortion because of the many possible message modalities and the
many possible connotations and perceptions of the communication partners.

The accompanying Insights feature illustrates one contemporary viewpoint on how young chil-

dren acquire language.

INSIGHTS
THE GENETICS OF SPEECH

How Do We Learn Language?

It is safe to say that most 4-year-clds know nothing about subjects and verbs, direct and indirect
objects, gerunds, participles, and infinitives. Yet they can talk your ear off in complete, complex
sentences. So how do children learn to speak language so easily and with almost no adult instruc-
tion? Do they absorb it, or is it inborn knowledge?
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According to University of Atabama at Birmingham linguist David Basilico, PhD. it's simply
human nature. "Having and acquiring language is a biological property of being human, tike having
opposable thumbs,” he says. Fifty years ago, however, behaviorists theorized that children learn
everything they need to know from their environments. The problem with that conclusion is the
“poverty of stimulus,” Basilico explains. “There’s just not enough informatian in what children hear
in ordinary conversation to generate a full knowledge of English.” Basilico says that most linguists
now agree that humans have some genetic knowledge that makes learning language easy and natu-
ral, much like learning te walk. Babies aren’t born with the complete English lexicon, of course,
but they have an intuitive understanding of the rules and principles that underlie language, a con.
cept known as “universal grammar.” Basilico describes universal grammar as a menu of language
possibilities. It provides a variety of options for the logical construction of a tanguage—but not an
infinite variety.

“Language picks and chooses frem that menu,” Basilico says. The constrained variation means
that children don't have to listen to many sentences before they figure out the grammar for tht..
entire language.

Clock Ticking on Talking

This remarkable ability has a time limit, however. “To acquire a language as a native, you have to be
exposed to it very early,” Basilico explains. Linguists once considered puberty the time when the
language-tearning system would “sort of freeze up,” but now many believe it happens at a younger
age, Basilico says. "Beyond this window, known as the critical peried, you cannot learn a language
as a native.” That is why adults often face difficulties in becoming fluent in a foreign language.

Universal grammar also implies that all of the world's languages share an underlying system
of rules and principles. "All human societies have language, and all languages are of equal com-
plexity,” Basilico says. "The more you study languages, the more you realize they have much in
commen.” He adds that languages seem different due to their unique vocabulary choices and other
superficial differences, "but on a deeper level, there are many similarities.”

Universat grammar also does not apply to written language, which doesn't exist in all societies,
Basilico notes.

Plug and Say

The theory that spoken language springs from a genetic source could have broad ramifications.
Basilico and many other linguists believe that our innate language knowledge is "modularized”—
that is, that the brain has a built-in "language module” in the same way that it has specialized mod-
ules for visual perception and other functions. But others argue that our language abilities are "a
property of an all-purpose, general cognitive mechanism,” he says,

That raises new questions about the relationship between language and thought; for example, does
the language we speak shape the way we think and vice versa? Basilico is skeptical, but he says both the
modular and general hypotheses present intriguing examples of how genes can shape behavior. “If we
can answer questions about language,” he muses, "who knows what that could tead to?”

Source: Adapted from C. Burgess, "The Genetics of Speech,” UAB Magazine, 27(1}, Spring 2010, p. 10. Used by per-
mission of the Board of Trustees of the University of Alabama System far the University of Alabama at Birmingham.

Speech and/or language impairments are problems in communication and refated areas such as ord
motor function. Delays and disorders may range from those so subtle that they have liccle or no impaé
on daily living and socialization to the inability to produce speech or to understand and use language:
Fortunately, only a very small percentage of children are at the most extreme level of severity. Howeven
because of the importance of language and communication skills in a child’s life (or, for that matte i
anyone’s life), even mild to moderate disorders or disturbances can have a profound effect on all aspect
of life, sometimes isolating children from their peers and their educational environments.

Severe communication and language disabilities are most likely to occur secondary to perva
sive cognitive, neurological, or physical disabilities. Table 11.3 provides an overview of langudg



Learning Disabilities

Autism spectrum
disorder

Intellectual disability

Traumatic brain
injury
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Delayed acquisition of sounds

Inferior perception and/or production of
complex sounds

Inefficient use of phonological codes in
short-term memory

Impaired sensitivity to sounds

Difficulties with expressive prosody [e.g.,
fluctuations in vocal intensity, monotonous
pitch, tonal contrasts inconsistent with
meanings)

Delayed development of phonolegical rules

Problems with speech production

Sound substitutions and omissions
Slurred speech

Difficulties with speech prosody [pitch,
loudness, rate, and rhythm]

* & & @
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TABLE 11.3 W Language Difficulties Secondary to Other Disabilities

— Phonalogy Morphology/Syntax

Shorter and less elaborate sentences
Failure to encode all relevant information in sentences

Difficulties with negative and passive constructions, relative
clauses, contractions, and adjectivat forms

Confusion of articles (a, an, the)
Difficulty with verb tense, plurality, possession, and pronouns
Delayed acquisition of morphological rules

Difficulty with rules for auxiliaries, modals, prepositions,
conjunctions, and other grammatical markers

Confusions of pronominat forms fe.g., gender confusion [he
for she or itl, case substitution [him for hel, first- and second-
person singular forms [you for { or me))

Less complex sentences than peers

Production of shorter, less complex sentences with fewer
subject elaborations or relative clauses

Delayed morpheme development

Delayed development of syntax

Deficits in syntactic comprehension
Fragmented, irrelevant, and lengthy utterances

Mutism immediately after the injury, followed by telegraphic
production

__ Pragmatics

Learning disabilities

Autism spectrum
disorder

Intellectual disability

Traumatic brain
injury

Word-finding and definitional problems

Restricted word meanings {too literal and
concrete)

Difficulty with multiple word meanings

Excessive use of nonspecific terms and
indefinite reference

Difficulty comprehending certain
conjunctions but, or, i, then, either)

Word-finding problems

Inappropriate answers to questions

Use of more concrete word meanings

Slower rate of vocabulary acquisition

Small, restricted vocabulary

Word-finding problems

sl e olle . & & B B

Difficulty with guestions and requests for clarification
Difficulty initiating and maintaining conversation

Difficulty with relational terms [comparative, spatial, temporal

Limited range of communicative functions
Difficulty initiating and maintaining conversation
Few gestures

Failure to make eye contact prior to or during communicative
interactions

Preference to follow rather than lead in a conversation

Failure to engage communication partners at 2 level that
requires sharing

Difticulty with speech-act development

Difficulty with referential communication

Difficulty Initiating and maintaining a conversation

Difficulty repairing communication breakdowns

Difficulty with organization and expression of complex ideas
Socially inappropriate and off-topic comments

Less use of the naming function

Source: Adapted from L. McCormick and D. Loeb, "Characteristics of Students With Language and Communication Difficulties,” in L. McCormick, D. Loeb, and R
Schiefelbusch (Eds.], Supporting Children With Communication Difficulties in Inclusive Settings, 2nd ed. [Boston, MA: Allyn & Bacon, 2003
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difficulties that are secondary to learning disabilities, autism spectrum disorder, intellectual dis
ability, and traumatic brain injury. These communicarion difficulties are described in more depth
their respective chaprers.

Formal Definitions

The IDEA 2004 (PL 108--446) tabel for students with communication difficulties is speech or language
impairment. Children are eligible for services in this category if they have “a communication disorder,
such as stuttering, impaired articulation, a language impairment, or a voice impairment, that adversely
affects a child’s educational performance” (34 C.E.R. § 300.8 [c] [11]). IDEA includes speech and lan-
guage disorders under both special education and related services.

The American Speech-Language-Hearing Association (1993) defines a communication disorder ag
“an impairment in the ability to receive, send, process, and comprehend concepts or verbal, nonverbal,
and graphic symbols systems. A communication disorder may be evident in the processes of hearing,
language, and/or speech” (p. 40). Such impairments are typically classified into speech disorders, lan-
guage disorders, and central auditory processing disorders.

Speech Disorders

Specch is the most common and the most complex mode for expression of language. It requires coordi-
nation of the neuromusculature of the breathing and voice-producing mechanisms, as well as integrity
of the mouth or oral cavity. Figure 11.2 shows the organs used in speech production.

FIGURE11.2 H Organs Typically Used in the Production of Speech

Nasal
passages
Adenoids
Palate Alveolar ridge
Upper lip
Uvula Teeth
Tongue Lower lip
' Frenum
Pharyngeal o
Baat, cavity Mandible (jaw)
| Epiglottis
Slbiork Vocal bands
= e Larynx

Simply stated, a speech impairment is present when the individual’s speech deviates to such a degree
that it interferes with communication, attracts unfavorable artention, and adversely affects the listen-
ers, the speaket, or both (Bernthal et al., 2022). There are three basic types of speech impairments:
articulation disorders, fluency disorders, and voice disorders.

One of the most prevalent of all speech problems is articulation disorders (Owens & Farinella,
2024). Articulation disorders are errors in the production of speech sounds. They include omissions
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Voice disorders are problems with the quality or use of one's voice thar result from disorders of
the larynx. They are characterized by “the abnormal production and/or absences of vocal quality,
pitch, loudness, resonance, and/or duration, which is inappropriate for an individual’s age and/or sex”
(American Spcech-Language-Hearing Association, 1993, p. 40). Speech may be excessively hoarse or
lack appropriate inflection. Voice disorders may be caused by temporary conditions, such as colds or
allergies, chemically induced irritation, or vocally demanding activities, or more permanent abnor-
malities such as vocal nodules, Although voice disorders are more commeon in adults than in children,
there are cases in which a child’s voice is difficul ro understand or unpleasant. The rwo types of voice
disorders are phonation disorders and resonance disorders. The characteristics of a phonatien disorder
are breathiness, hoarseness, huskiness, and straining. In severe cases, the individual may not have any
voice atall.

A resonance disorder may be characterized by hypernasality (to0 many sounds coming through
the air passages of the nose} or hyponasality (too little resonance of the nasal passages), Hypernasalicy
is often a result of cleft palace. Too much air passes through the nasal cavities during production
of sounds, giving the speaker a distinctive “twang.” Because the flow of air through the nostrils is
impeded, the speaker with hyponasality sounds as if their nose is clamped or has a cold.

Language Disorders

How well children understand and use language affects not only their ability to learn to read and
write but also the perceptions of peers, family members, teachers, and society at large. When a child
starts school, the perception of their language skills becomes particularly influential. When children’s
communication skills do not match others’ expectations, children are likely o be perceived negatively
and may consequently experience less academic and social success (Owens, 2024), Speech—language
pathologists and teachers have two responsibilities: (1) to address children’s specific language difficul-
ties and (2) to minimize the social impact of parricular speech-language characreristics by promoting
understanding and acceptance of language difficulties in the classroom.

Recall the components of language as reviewed in Tabie 11.2. Each of these five components of
language (phonolagy, morphology, syntax, semantics, and pragmatics) has rules that must be mastered
if the child is to have language comperence. Language disorders occur when there is delay or difficulries
with mastery in one or more of these areas.

A phonological disorder is defined as abnormal organization of the phonologic system or a
significant deficit in speech production or perceprion. A developmental phonological disorder is
the difficulty of organizing speech sounds into patterns. A child with a phenological disorder
may be described as hard to understand or as
hot saying the sounds right—the child is likely
to have difficulty decoding spoken language and
may make substitutions for sounds. A child has a
phonological disorder (as opposed 1o an articula-
tion disorder) if they have the ability to produce a
given sound and do so correctly in some instances
bur fail to produce the sound correctly at other
times. Unlike articulation disarders, a phonolog-
ical disorder reveals a patrern of responses and is
therefore a rule-based phenomenon, Assessment
for these children focuses on determining which
sounds the child can produce, the contexts of
correct and incorrect sound production, and the
child’s use or overuse of phonological processes,
o+ Thefocus of therapy for phonological disorders is
e BT help the child identify the error patrern(s) and

Children learn the rules of language by listening and imitating what they hear. gradually produce more Iinguisrically appropri-

ate sound parterns.
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Apraxia of speech is a neurological phonologic
disorder that results from impairment of the capac-
ity to select, program, or execute the positioning
of the speech muscles to produce speech sounds.
The speech mechanisms are operating, but the
child cannot get them to operate properly—when
the child wants to speak, they have difficuley plan-
ning what to say and which motor movements
to use. The weakened or slowed processes affect
speech prosody, stress intonation, and rhythm. The
speech of these children is characterized by groping
attempts to articulate sounds correctly. There are
frequent speech-sound substitutions and omissions
with sound-sequencing difficulties and distortions

and obvious struggle to retrieve desired sounds and
patterns. Language develops within the context of social relationships.

Disorders involving morphology invelve o o oo
difficulties with  morphological  inflections.

Morphological inflections (also called grammarical

morphemes) are inflections on nouns, verbs, and adjectives thac signal different kinds of meanings, For
example, when you add the morphological inflection -5 to dog, this signals plurality. Children with a
morphological disorder have problems learning and using morphological rules. They use fewer gram-
matical morphemes and produce mote grammatical errors than same-age peers.

Children with syntactical deficits have difficulty acquiring the rules that govern word order and
other aspects of grammar such as subject—verb agreement. They have problems processing sentences, even
relatively simple ones, and they typically produce shorter and less elaborare sentences with fewer cohesive
conjunctions than their peers. Most evident is their inability to organize and express complex ideas.

Semantic disorders are characterized by poor vocabulary development, inappropriate use of word
meanings, and/or inability to comprehend word meanings. Most evident are problems with word find-
ing, the abiliry to generate a specific word that is evoked by a situation, stimulus, sentence, contexr,
or conversation. Children with semantic difficulties also demonstrate restrictions in word meanings,
difficulties with multiple word meanings, excessive use of nonspecific terms (e.g., #hing and stuff) and
indefinite references (e.g., #hat and there), and difficulties with comprehension of conjunctions and
relational terms.

Children with pragmatic difficulties have problems understanding and using language in differ-
ent social contexts. They do not understand how to infer their listeners’ needs, so they do not know
what and how much information they need to provide in an interaction. Other weaknesses include lack
of understanding of the rules for (1) when and how to make eye contact, (2) how close it is permissible
to stand when talking to someone, (3) when to request clarification of informarion, (4} how to interpret
direct and indirect requests, and (5) how to introduce topics.

Table 11.4 presents indicators of a possible language impairment. These behaviors might suggest
the need for an evaluation by a speech-language pathologist.

Central Auditory Processing Disorder

Defining central auditory processing disorder (CAPD) presents some difficuley because it has been
the center of considerable controversy in the field of language disorders. Most authorities agree, how-
evet, that it is a problem in the processing of sound, nort attributed to hearing loss or intellectual capac-
ity. Simply stated, central auditory processing involves how we use and interpret auditory information.
CAPD occurs when the ear and the brain do not woerk together as smoothly as they should. CAPD var-
ies in degree from mild to severe. It may be the primary or secondary disorder, and it involves aspects of
listening skills necessary for language development. In children with CAPD, these deficits are not the
result of a hearing loss; hearing is usually normal. These children demonstrate problems with auditory
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TABLE 11.4 M Behaviors Indicative of a Possible Language Impairment in Children

Child mispronounces sounds and words.

Child omits word endings, such as plural -s and past-tense -ed.

Child omits smail unemphasized words, such as auxiliary verbs or prepositions.

Child uses an immature vocabulary; overuses empty words, such as one and thing; or seems to have difficulty recalling or finding the right ward.
Child has difficulty comprehending new words and concepts.

Child's sentence structure seems immature or overreliant an farms, such as subject-verb-object. It's unoriginal, dulf.

Child's question and/or negative sentence style is immature.

Child has difficulty with one of the fellowing:

¢ \Verb tensing #® |Irregular plurals
¢ Pronouns # Auxiliary verbs
® Word order # Prepositions

¢ Articles # Conjunctions

® |rregularverbs
Child has difficulty relating sequential events.
Child has difficulty following directions.
Child’s questions are often inaccurate or vague.
Child’s questions are often poorly formed.
Chitd has difficulty answering questions.
Child's comments are often off-topic ar inappropriate for the conversation,

There are long pauses between a remark and the child's reply or between successive remarks by the child. It's as if the child is searching for a
response or is confused.

Child appears to be attending to communication but remembers little of what is said.

Child has difficulty using language socially for the following purposes:

® Requestneeds ¢ Shareideas, feelings !
® Greet ¢ Entertain

® Respond/reply ® Protest

#® Relate events ® Gain attention

® Pretend/imagine ® Clarify

® Request information ® Reason

Child has difficulty interpreting the following:
® Figurative language
® Emotions

¢ Humor

Body language

¢ Gestures
Child does not atter production for different audiences and locations.
Child does not seem to consider the effect of language on the listener.
Child often has verbal misunderstandings with others.
Child has difficulty with reading and writing.

Child’s language skills seem to be much lower than other areas, such as mechanical, artistic, or social skills.

Source: Adapted from R. Owens, Language Disorders: 4 Functional Approach to Assessment and Intervention, éth ed. [Bostan, MA: Pearson Education, 20141, p- 331
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figure-ground (difficulty attending to a speaker when there is noise in the background), audirory mem-
ory, auditory discrimination (hearing the difference between similar sounds or words), auditory atten-
tion (maintaining listening focus), and auditory cohesion (e.g., drawing inferences from conversations,
understanding riddles, and comprehending verbal math problems).

Children with CAPD process auditory input in a way that is slow and inaccurate, and they work
harder to interpret what they hear than their classmates do. These children are at risk for noriceable lis-
tening difficulties in many classroom situations. For example, spelling tests and note-taking are activi-
ties often adverscly affected by CAPD. Behavioral characteristics of children exhibiring signs of CAPD
may also mimic those of children with learning disabilities, atrention-deficit/hyperactivity disorder, or
dyslexia.

The causes of CAPD are many and varied and may include head trauma, lead poisoning, and chronic
car infections, as well as unknown etiologies. A neurophysiological basis for this disorder is likely.

ETIOLOGY AND PREVENTION OF SPEECH AND LANGUAGE IMPAIRMENTS

Given the complexity of human communicarion, it is no surprise that there is the broad range of causes
of speech and language impairments. Some may be preventable, in part, while others may lend them-
selves to a range of treatments.

Etiologies

The etiologies, or causes, of speech and language impairments can be broadly subdivided in several
different ways. One way is to classify them into functional versus organic etiologies. Functional etiolo-
gies have no obvious physiological foundarion, and the cause of the impairment is often unknown. An
articulation disorder, for example, without a physical basis would be classified as a functional etiology.
Organic etiologies, such as cleft palate, can be linked to a physiological deficir.

Additionally, impairments may be classified as congeniral, developmental, or acquired. Congenital
disorders are those existing at birth; developmental disorders emerge during the preschool years.
Acquired disorders are usually the result of injury, disease, or environmental insult; they most fre-
quently result in childhood aphasia, which is a loss or impairment of language funcrions. Causative
factors for developmental disorders are largely unknown but may involve brain dysfunction, or they
can be secondary to hearing loss or autism spectrum disorder. Such factors have important implications
for prognosis and service delivery. Speech and language impairments can also be classified by age of
onset, severity, and behavioral characteristics of the disorder (symptoms).

The etiologies of communicative disorders are frequently complex. Alchough most children evalu-
ated by speech—language pathologists in schools exhibit functional disorders, familiarity with organic
factors is also importane for educators, Ericlogies may include congeniral malformarions, prenatal
injury, tumors, and problems with the nervous or muscular systems, the brain, or the speech mechanism

itself. Exposure to teratogens, including X-rays, viruses, drugs, and
environmental toxins, can also cause congenital disorders. During
the first 6 to 12 weeks of embryonic life, many organs are being
formed. Any agent capable of damaging one organ may affect vari-
ous systems developing simultaneously. A prime example of such
an agent is maternal rubella (German measles). When conrracted

during the first rrimester of pregnancy, this teratogen is capable of
causing multiple and concurrent congeniral problems such as car-
diac defects, cataracts, intellectual disability, microcephaly, short
stature, hearing loss, and a variety of concurrent speech and lan-
guage pathologies (Andescavage, 2019; Bell, 2007).
Communication problems that result from disease or trau-
matic insult afeer birth are acquired disorders. Traumatic brain

e
i S THEE ik
injury following a motor vehicle accident is an example of an A cleft palate or cleft lip is one of the most common birth defects in infants.
acquired disorder that frequently has negative implications for  Mechir/alamy Stock Photo
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speech and language abilities. Meningitis, a disease resulting in inflammation of brain tissue, is a
tively common pediatric disorder. Complications of meningitis can result in hearing loss and g
ciated communicarion deficit. Speech and language problems resulting from such an illness woy
represent an acquired communication disorder.

Articulation, voice quality, and fluency can be influenced by abnormalities in respiration (airflq
in and out of the lungs), phonation (sound produced by the larynx), and vocal resonance (vibrarje
within the vocal tract). Such disorders vary in degree and can occur in isolation, in combination wj
each other, or in conjunction with other language pathologies. Normal neurophysiology, as wel|
skeletal and muscular support for respiration and phonation, is necessary for speech skills to develg
properly. The clinical entities presenting structural hazards to articulation include lips, teeth, 5
limited tongue mobility as well as a clefe lip / cleft palate. A cleft lip and cleft palate is a commg
congeniral abnormality occurring about once in every 1,600 births, about 1 in every 2,800 babje
is born with a cleft lip without a cleft palate, and 1 in 1,700 babies is born with a cleft palate (Mare
of Dimes, 2023). Simply stated, a cleft lip/palate, which is recognized as an organic etiology, resul
from the failure of bone and palate tissue to correctly fuse during the early weeks of feral developmeny
Some infants are born with an opening in the roof of their mouth while others have a gap (cleft) j
their upper lip. In some instances, babies have both. The severity of these conditions can greatly va
Unforrunately, the etiology of these birth defects is not well understoed {(American Speech-Language
Hearing Association, 2023; March of Dimes, 2023). Hypernasal speech is fairly commen in childre
with a cleft palate. Surgery and/or the use of a prosthetic, however, can often correct or minimize th
impact of these structural defects. '

Hearing loss, intellectual disability, learning disabilities, and emotional disturbance are also com
monly associated with communicative disorders and have implications for language as well as speech
development,

Prevention

It is difficult to assign differential responsibility to hereditary versus environmental facrors (nature vs
nureure) when language is disordered. Because linguistic skills are so closely linked o academic perfol
mance, determinants of language abilities are of interest to all educarors.

Any risk factor or disability that affects a child’s cognirive, motor, and/or social development
also very likely to affect that child’s language development, yet attempts to determine specific etio
ogy are often not very productive. From the standpoint of prevention, however, it is useful to keep i
mind the factors necessary for normal language acquisition. Four sets of variables seem to have a pro
found influence on language learning: (1) biological preparation, (2) successful nurturance, (3) s
sorimotor experiences, and (4) linguistic experiences (McCormick, 2003a). The strongest evidend
for the contention that language is a biologically determined capability comes from the fact tha
all cultures have language and all humans learn to talk (unless limited by sensory, neuromusculz
or cognitive impairment). As discussed easlier in this chapter, infants arrive in this world prepare
to understand and use language. Their biological preparation includes neuromoror capabilities, 8
impressive supply of attentional and perceptual abilities, and a strong desire to interact wich oth
ers. Successful nurturance requires a nurturing environment in which responsive adults careful
mediate the introduction of new stimuli. The dynamic regulation of stimuli is evident in caregi
ing rituals such as feeding and diapering, joinc action routines (e.g., peek-a-boo), and a variety @
other daily interactions. Adults use these exchanges to help infants learn the rules of turn raking
the meaning of particular gestures, imitation of sounds and gestures, and mutuality. Sensorimoto
experiences are the means through which infants construct their understanding of the world by act
ing on it, both physically and mentally (Piager, 1952). These experiences make it possible for infan
1o progress, in less than 2 short years, from being rortally reflexive and largely immobile to bece
ing planful thinkers who can move about independently and communicate their intentions. Finall
linguistic experiences {called child-directed speech) undoubtedly play an important role in langud
learning, Caregivers facilitate language learning by continuously adjusting the phonologic, semas
tic, syntactic, and pragmatic characteristics of their speech when they address infants. If any onc @
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some combination of these factors is lacking or deficient, the child is at risk for language delay and/
or disorders,

Language is possibly the most complex human behavior. Yer despite significant differences in
child-rearing practices across cultures, almost all children develop normal native language at about the
same chronological age. Most children appear to learn their language system in a matter of a few years
without formal instruction. However, development of mature language skills requires an environ-
ment chat provides substantial communicarive interaction. In virtually every known culture, language
develops within the context of soctal relationships—primarily the parent or carctaker relationship.
Research suggests that variability in such relationships may account for at least some differences in
linguistic skills.

Menths of rich social and communicative exchange precede actual production or expression
of language by the child. During infancy and early childhood, caregivers respond to nonlinguistic
communications, decode linguistic attempts, and provide adequate models for shaping the expres-
sions of language. When these interactions fail to occur, the child is at risk for developmental
language delay. Delayed language means that a child is slow to develop adequate vocabulary and
grammar, or language age does not correspond to the child’s chronological age. Refer to Table 11.1,
which lists some normal developmental milestones in language. Awareness of basic developmental
guidelines is of the utmost importance for professionals involved in the education of the very young
child, as communication disorders linked to developmental delays are less amenable to modifica-

tion with increasing age.

ASSESSING INDIVIDUALS WITH SPEECH AND LANGUAGE IMPAIRMENTS

Language, as well as its associated pathologies, can be broadly categorized inta two basic types: recep-
tive language, or the ability to understand what is meant by spoken communication, and expressive
language, which involves production of language that is undetstood by and meaningful to others
(Friend & Bursuck, 2021). Children with language disorders have difficulty expressing thoughts or
understanding what is said. Expressive language skills and possible areas of deficit include grammar,
syntax, fluency, vocabulary, and repetition. Receptive language deficits address response, abstraction,
retention, and recall issues. A student who is unable to follow directions efficiently in the classroom
may have a receptive language disorder; the child who cannot communicate clearly because of poor
grammayr, insufficient vocabulary, or production problems such as an articulation disorder suffers from
an expressive language disorder.

Children with language impairments often struggle socially as well as emotionally in the class-
room, at home, and in community settings (Zaidman-Zait 8 Most, 2020). (See the accompanying
First Person feature.) Some of the difficulties (Vaughn er al., 2018) you may observe in children with
expressive language disorders include

o difficulty formulating questions,
®  excessive repetition of information,
® incorrect grammar or syntax, and

® limited vocabulary.
Children with receptive language problems typically have difficulty

® comprehending compound and complex sentences,
* following oral directions,
® responding te questions appropriately, and

# understanding humor or figurative language.
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How do young children learn language? The answer to this question still eludes researchers, and
conflicting thearies abound. Beginning before age 2 and largely before age 4, most children acquire
intelligible speech and possess a basis for developing adult grammar (McCormick, 2003a). However,
there is substantial variability in the normal development of speech and language in children. For
example, the age of mastery of various speech sounds may vary by as much as 3 years. Assessment at an
eatly age must take this variability into account. By age 8, howevet, virtually all speech sounds in the
child’s native language should be correctly produced (see Figure 11.3).

Assessment is an important step in the habilitation and management of communication disorders,
The purpose of assessing the child in whom language or speech problems s suspected should be to gain
insight into their functional abilities, limitations, and perceived needs. A wide range of assessment
teols, both formal and informal, is available to assess language and speech. Some of these tools are also

FIGURE 11.3 B Age of Acquisition of Speech Sounds ‘

Speech sounds Age of acquisition (years)
4 5 6 7 8
Vowels and diphthongs
S (Puppy)
m o (my)
h . (hi)
[ I (no)
W (walk)
i‘ b o (baby)
| S {cookie)
" - S (g0)
1| d e (daddy)
[ | S, {two) . : .
ng__..__.. (sing) n
foomnee, (fun) — 7
Y ceeeen (yes) :'::]y:
oo (rabbit) r
R (lion) N
S .. (:5un) : - S
ch_______. (chair) -1 ; I_ch .
sho_.____. (shoe) | : : sh :
Z .. (zoo) - : : z :
ST— (ump) B
V.. (yan) v
8 (thumb) — 5
§ oo (these) 3
zh .. (treasure) ; zh ]

Sources: E. Sanders. “When Are Speech Sounds Learned?” Journal of Speech and Hearing Disorders, 37(1), 1972, p. 62.
D. Sindrey, Listening Games for Litttes if [London, Ontario: Wordplay Publizations, 2002).

Nete: Beginning of bar represents the approximate age at which most children begin to acquire each sound. End of bar repre-
sents age at which most children have mastered each sound,
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available in Spanish. Most of these evaluation procedures are conducted by a speech-language patholo-
gist within the educational system or in private pracrice.

One of the most important tools in the assessment process for speech and language impairments is
the case history. Amassing identifying information such as gender, age, natural or adoptive parents, and
pertinent family status information is helpful. The initial family interview is of paramount importance
to the assessment and rehabilitative effort and sets the tone for future interactions between profession-
als and families. Asking parents of young children questions such as “What issues have prompted you
to have your child evaluated?” or “What would be most helpful for me to know about your child?” can
aid in determining parental concerns. Family-directed assessment focuses on information thar fami-

lies choose to provide regarding needs, concerns, resources, and priorities. This type of assessment is
useful for infants, toddlers, and preschool-age children. In this procedure, families participate in the
assessment process by identifying strengths and needs and are empowered in the process of determin-
ing which support services are most necessary (Gargiulo & Kilgo, 2024).

FIRST PERSON: EMILY
A JOURNEY TOWARD SUCCESS

The day my child became special started out like any ordinary day. She was a toddler and attended a
very prestigious preschool. It was the biannual parent-teacher meeting, which had been the narm
since she was an infant. My husband and | were excited to see her drawings and scribbling that
marked the beginning stages of writing. The normal pleasantries were exchanged, and then we
began looking at Emily's work. At some point during this exchange, | noticed that the teachers were
somewhat hesitant or nervous. The topic was color identification. The teachers stated that Emily
wasn't retaining color identification. She did not associate the word green with the color green.

The suggestion was made that we needed to have her tested. The teachers stated that probably
nothing was wrong, but if there were some issues, then the earlier that intervention began, the
better it would be for Emily. Since Emily was almast 3, the school system provided testing free of
charge. To be honest, | handled this situation like any grown-up mature adult—I cried and cried.

| began flashing back to some early warning signs. Emily walked and talked later than most
other children, and she would get confused when | would say, "Go get your toy in the living rooem.”
She also didn’t understand the concepts of up/down, above/below, behind/in front of, and so farth,
and with that, our journey began.

The test results confirmed a learning disability. Emily was also eligible for speech-language
therapy. Although the school system provided free speech~language therapy, the location to my
employment wasn't convenient. Therefore, the decision was made to hire a private speech-lan-
guage therapist to come to her preschool 2 days per week. Therapy was fairly smooth at first as
i waited for this therapist to “cure™ my child. She would share funny stories with me but always
seemed to focus on Emily’s disability rather than her abilities. She also failed to fully communicate
with Emily's preschool teachers,

This therapist soon relocated to another state, and we started working with a new speech-lan-
guage pathologist. Emily and | immediately clicked with her. She laid out a plan of action and regularly
met with Emily’s teachers and me. She emailed me after each session and would tell me the great
things Emily achieved during the session. She loved Emily, and most important, she saw her abilities.

As | am writing this, it has aoccurred to me that | am writing all about what | went through. |
haven't appropriately introduced you to the special girl that | am writing about. Her name is Emily
Grace, and | am proud and honored that God chose me to be the mother of this special girl. She
is 10 years old and doesn't meet a stranger. She is kind and has always been the caretaker of all
her friends. When she sees a friend, she almost knocks her down with big hugs. Seeing Emily, you
would never know she has a language impairment. She doesn't look a certain way; in fact, sheis a
beauty! Now back to the story.

Emily began kindergarten and a totally new experience. This time, however, she had an instruc-
tional support teacher, a general education teacher, and a speech-language pathologist. | became
increasingly familiar with the individualized education program process. Emily loved school.

Emily entered the first grade and continued to be happy. She is very social but at the same time
well behaved. She would raise her hand and answer any question her teacher asked her. The prab-
lem was that Emily would give an answer that didn’t pertain to the question or the subject being
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discussed. She would give an answer that was related to the last thought in her head. Her teacher
suggested that maybe Emily had attention-deficit/hyperactivity disorder [ADHD). So off we went to
her pediatrician and another battery of tests with a neuropsychologist. The testing indicated that
Emily did indeed have ADHD. We placed her on medicatien but nothing changed, and we switched
medication again and again. Still nothing changed. Emily, however, changed—this fun, social,
laughing girl was quiet. My husband and | made the decision, against the wishes of her teacher and
neuropsychologist, to remove Emily from medication.

Teachers who are not familiar with Emily’s disability think she is not listening. Directions are
hard for her. Something as simple as "Get your books out and write down your homework assign-
ments” is a hard concept for Emily to follow. The teacher doesn’t know that for Emily, she needs to
say, "Emity, open the bock,” and once the book is opened, she has te point to the homework assign-
ment and say, “Write this down in your book.”

Reading comprehension is extremely difficult for Emily. She reads at a level higher than her
comprehension. She can read a paragraph, but when asked what she just read, she would repeat
some words from the last sentence of that paragraph.

Second grade began, and her teacher wasn't one who was “warm and fuzzy.” My sense was that
she felt inconvenienced by having Emily included in her class. During one of cur many conferences,
she remarked that Emily was unorganized; she wasn't able to come in, put her backpack down, and
get her books out. She held the entire class up. The teacher told me that Emily’s peers were pulling
away from her, and she described a child with whom | was not familiar. She also told me that Emily
would embarrass herself by responding to questions with answers that didn't pertain to the subject
being discussed. | wanted to scream, "Don’t you think | know this?” Fortunately, for me, the saving
grace that year was Emily's instructional support teacher and her speech-language pathologist.
Her instructional support teacher made laminated picture cues for Emily that visually showed her
the correct sequence to follow upon arriving in class. | am proud to say that Emily got the hang of
it. She learned! You see, Emily can learn. She just learns a bit slower and differently than most
children, but nonethetess, she learns.

Blessings occurred many times in our lives, and another arrived the day Emily entered third
grade. She had a new teacher. This teacher was new to the school system, and she was young. "Oh
bay, | bet you she deesn't have a clue about language delay” was my initial reaction. In addition,
Emily was assigned a new instructional support teacher. | thought, “"Here we go again.” | didn’t want
to have the typical 3-menth recoupment period that both Emily and | faced each year, so | decided to
tell them how Emily learns. This third-grade teacher got it. She read my notes and focused from the
beginning on Emily’s abilities. She introduced me to a new concept called frontloading. She would
take Emily aside and preteach her a subject while classmates were reading. When the teacher went
over the lesson with the remainder of the class, Emily would be hearing it the second time. It helped
to reinforce the subject. By far, this teacher has been the best teacher to date for Emily.

Her new instructional support teacher was also wonderful. Because she was familiar with
receptive/expressive language delays, she taught concepts to Emily visually. She actually knew
Emily and understood her struggles. She worked closely with the classroom teacher and gave her
ideas to help Emily respond properly to questions. {t was also done in a way that didn't embarrass
Emily in front of her peers.

This instructional support teacher also challenged the school administrators about the Honors
Day program. She asked, "Why can't children in instructional support be included on the AB honor
roll? After all, they learn and do well at their level. Are only A students successful in life?”

Emily entered fourth grade; fortunately, her support team remained intact. Still the old, famil-
iar 3-month lag raised its ugly head. Her grades typically slipped during this time frame as her
teachers tried to understand and respond appropriately to her disability. Emails and constant com-
munication with her teacher and the familiarity of her instructional support teacher helped tre-
mendously. Emily worked extremely hard, and her efforts paid off. She received the Principal's
Leadership Award during the Honor Ceremony that year.

Emily is now in fifth grade. To be honest, this has been an extremely difficult year. Two conferences
with her teacher were required, and things were still difficult. The issue is communication. The teacher
assured the parents during crientation that all homework would be included on his website, and it
was—partially. For instance, he would tell the class, "Do page 2 in your math book.” Emily wouldn't
bring the book home, or each unitin the hook had a page 2. So which unit? While most kids could tell you
which unit, Emily can’t. Another example: She would often bring home books but didn't bother to write
the assignments in her planner. The website would have homework assignments for the class that
didn't pertain to Emily. During one of our gonferences, the teacher remarked, “| told her several times
to make sure that she had all her books to take home.” [He didn't realize that all Emity heard was books.)
Her instructionat support teacher would tactfully remind him that this is a product of her disability.
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A 30-minute reading assignment is brutal for Emily. It takes Emily well over an hour to complete
the assignment. She slowly sounds out the words and then can't tell you one thing she just read.
Once again, her instructional support teacher stepped in. Emily was given a notebook [to keep at
home) that had short steries with questions to answer. Her teacher taught her to number the para-
graphs and then break them down. Last night, we completed four stories in 30 minutes! Success!

It is helpful that the instructional support teacher emails me each Monday with the teacher's
weekly plan. She answers my emails daily. She understands my frustrations. | lean beavily on her
during these tough times. | have left her phone messages as | cried with frustration on trying to
understand what the classroom teacher was expecting of my child

My warries are now with the transition to the middle scheol. In life, the smart kids, the popular
kids, and the enrichment kids are favored. Some teachers are inconvenienced that they have to
teach another way to my child, and | get that. It has to be hard and time-consuming. But isn’t that
what the calling of a teacher is? To teach? Learning to teach students doesn’t mean teaching only
smart students. Emily will have to fight to make her way, to stand out in life. It is regrettable that it
takes some teachers 4 months to get it. Will you be the type of teacher who extends their hand and
pulls Emily to the top? Witl you get it? | hope so. Emity and others like her need you.

-Anonymous

Effective assessment should be holistic, including both formal and informal measures (Owens,
2024). Information relative to the child’s hearing, motor skills, oral and respiratory mechanisms, gen-
eral physical condition, educational records, and social and developmental histories must be amassed
and reviewed. In addition to physical, educarional, and communicative ability, consideration of the
child’s psychological and social status, as well as family dynamics, will affect decisions regarding effec-
tive intervention strategies. IDEA 2004 mandates that information provided by parents be included in
the assessment process. While testing is important, asking questions, gathering information, observ-
ing, and directly interacting with the child also yield critical insights. This type of informal assessment
requires input from the child’s family members, caregivers, and significant others. Open-ended ques-
tions such as “What concerns prompted you to seek evaluation of your child?” allow professionals to
explore various social, cultural, and family issues that need to be considered in designing meaningful
and individualized approaches to remediation. Awareness of these issues and their relationship to the
communication difficulties provides 2 framework for effective treatment.

Observing the child’s general appearance may also identify significant but subtle physical anoma-
lies consistent with some congenital abnormalities that impair the communication process. Such mark-
ers might include low-set ears and peculiarities of the head, jaw, teeth, and tongue and should also be
noted during the initial interview.

A speech assessment evaluates articulation, voice, and fluency abilities of the child. The articula-
tion test is a formal evaluation procedure designed to identify sounds or phonemes that are not pro-
duced correctly in light of the student’s age. The Goldman—TFristoe Test of Articulation 3 (Goldman
& Fristoe, 2015) is a commonly used measure of arriculation. When determining accuracy of produc-
tion, test items evaluate various consonants in initial, middle, and final positions (for the sound /¢/, for
example, position varies in the words two, platter, and cas).

The professional who seeks to assess language pathology faces a formidable task, however, in deter-
mining what constitutes “normalcy” for language. Evaluating children in our culturally diverse society
is particularly difficult. Care must be taken that normative data account for individual and cultural
differences that affect language acquisition. How can we effectively distinguish speech and language
pathology in the midst of cultural diversity? Educational professionals must observe the child’s speech
production and compare its quality and content to that of the child’s own peers, Informal measures,
such as conversational sampling of speech, often provide more useful information than formal assess-
ment tools. Educators are encouraged to use such informal evaluation methods to enhance the evalu-
ation process (Owens, 2024). Obtaining a language sample from a very young child is sometimes
impossible because the child does not have speech that is sufficiently developed to provide such a sam-
ple. In this case, prelinguistic communicarive behaviors can be used; thesc are frequently obtained by
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parent interview as well as by direct observation. A variety of scales and checklists have been designed
for this purpose. The BRIGANCE' Inventory of Early Development 111 (Brigance, 2013) is an excel-

lent example of a criterion-referenced assessment that can be used in this way.

STRATEGIES FOR EFFECTIVE TEACHING AND
LEARNING

TEACHING LANGUAGE SKILLS

The teacher’s use of effective teaching strategies will help students with language difficulties gain

the concepts and content that they need for success in content-area classes. Key strategies that can

be used in teaching language concepts or patterns include the following:

® Gear the activities to the student’s interests and cognitive level,

® Get the student’s attention before engaging in communication activities.

& Bombard the student with the concept or skill frequently throughout the day in a functional
manner.

# When speaking, place stress on the target concept or language pattern.

# Pause between phrases or sentences so that the student has time to process the new concept
or language pattern.

® Decrease the rate of presentation when first introducing the concept or language pattern.

# When introducing a new concept or language pattern, use familiar vocabulary that can be
readily visualized.

® [f possible, present the new concept or language pattern by using more than one input mode
lauditory, visual, kinesthetic]. Gestures and facial expressions that are paired with a specific
language pattern often assist students in understanding the form. For example, giving a ook of
puzzlement or wonder when asking a question can serve as a cue to the students.

® Pair written symbols with orat language. For instance, demonstrating morphological endings
such as -s [plurals] and -ed [past tense] can be done in writing. The students can then be cued
to listen for what they see.

Source: S. Vaughn, C. Bos, and J. Schumm, Teaching Students Who Are Exceptional, Diverse, and at Risk, 8th ed.
[Pearson Education, 20231, p. 23%.

Any comprehensive assessment of linguistic ability will require a variety of assessment measures
that consider developmental level, maturity, gender, ethnicity, and cultural background (Cohen &
Spenciner, 2015). On the basis of such findings, objectives can be designed for the child and their
family. Results of assessment may provide a baseline for pre- and postintervention comparisons, s
well as indicate a need for referral to various other professional disciplines. Well-designed and well-
implemented evaluation techniques help determine whether linguistic competence is outside the range
of normaley, as well as clarify what communication problems are amenable to change, how much
improvement can be expected, the need for a range of professional services, and variables that will
influence rreatment outcomes,

EDUCATIONAL CONSIDERATIONS

i

Educational planning for children with speech and language impairments involves many factors.
Elements that need to be considered in the classroom setting include seating arrangements, reducing
distractions in the physical environment, and instructional techniques that will help students with
speech and language impairments, such as the following:

e  Allowing sufficient time for the student to respond

® Being patient

#  Modeling correct speech
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e Prohibiting ridicule of speech difficulties/errors

& Repeating imporcant phrases

o Slowly giving directions, repeating if necessary

e Using gestures to clarify informarion

o Using graphic organizers and visual aids

¢ Using short sentences

The overwhelming majority of children with speech and language impairments are served in the

regular or general education classroom. Figure 11.4 graphically represents the educational placements
typically used with students who have a speech or language impairment.

FIGURE 11.4 M Educational Placement of School-Age Students With Speech and
Language Impairments

Regular classroom
(87.9%)

Other
environments
(4.3%)

Resource room
{(4.0%)

Separate class
(3.8%)

Source: 1.5, Department of Education. [2023]. Forty-fourth annual report te Congress on the implementation of the individuals
with Disabilities Education Act, 2022, U.S. Gavernment Printing Office.

Note: Figure represents percentage of enrollment of students ages 5 to 21 with speech and language impairments during
the 2020-20121 schoel year. Other enviranments represent placement in a separate school, residential facility, hame-
bound/hospital environment. correctional facilities, or parentally placed in private schools. Infarmation based on data
from 48 states, the District of Calurnbia, Puerto Rico, Bureau of Indian Education schools, and outlying areas. Data for
Louisiana and lowa not included

MAKING INCLUSION WORK
INDIVIDUALS WITH SPEECH AND LANGUAGE IMPAIRMENTS

| realized | wanted to pursue a career as a speech-language pathologist when | was a high school
senior working with a young neighbor. | earned an undergraduate degree in speech-language
pathology as well as a master's degree in elementary education from the University of Mantevalto.

am currently pursuing a second master’'s degree in special education. | have worked in public
schaools for many years teaching speech to preschool children and elementary-grade students.
The children | have worked with had articulation disorders, delayed language development, and
social skill deficits in addition to speech dysfluencies that hindered proper communication. | have
led social groups to help students learn how to appropriately communicate and interact with their
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| peers. | have been greatly blessed to be a part of the lives of these children and their families, and |
will always be grateful that | have been able to watk with them on this journey.

| find that the most important thing | can do to help my students is to develop a good rapport
with their parents. | invite parents to become a part of my class and to observe therapy with their
children. | send frequent progress reports home and respond quickly to any notes, phone calls,
or emails. As much as | am dedicated to being an effective speech-language pathologist, | deeply
care about the daily stresses and struggles these parents encounter in raising their child. it is not
an easy task, but every educator needs to remember that parents are the experts, and they need to
be respected as such. In most instances, they have invested their entire lives in helping their son
or daughter, and they often know what does and does not work with their child, After all, they were
their child's first teacher.

- Strategies for Inclusion and Collaboration

Collaboration begins with the referral process. While the special educator is often the team mem-
3 ber who writes the individuatized education program [IEP], information and ohservations from
other teachers, therapists, and paraprofessionals are gathered to construct an appropriate IEP.

Working and planning collaboratively with all of the teachers and professionals who are a part of the
g student’s day helps the child to work on speech and language goals throughout the day in their natural
settings. | frequently meet with my students” teachers to share IEP goals and the progress each child
has made. When teachers are aware of the success a student has had in learning a particular speech
sound or language skill, they are able to follow up and help the student in their classroom as well.

The general education teacher is not the only person who works with the student who has a
speech and language impairment. | infarm all of the individuals who work with my students of ways
that they can help support the child. Physical education teachers, lunchroom workers, the teacher
in the computer lab, the media specialist, the guidance counselor, the music teacher, and any other
therapists who work with my students are all aware of the strategies and techniques that they can
use to support and encourage my students. In this way, the children are able to practice the skills
that are needed in more than one environment. Furthermore, | betieve it helps others who work
with these children to be mare compassionate and understanding.

Speech-language pathelogists often remove students from their classroom due to the stu-
dents’ need for individualized and specialized therapy; however, a great deal can be accomplished
in the general education classroom. | often teach language skills as a whole-class activity, and all
the children benefit from the experience. In one instance, | had a child working on understanding
figurative language. | went to his classroom and taught the entire class this skill while planning a
lesson around the book Amelia Bedelia. It was a Lot of fun for everyone.

| aften start with students learning and practicing social skills. | then share with other teach-
ers the skills under development, and together we find ways for the chitdren to practice the skills
throughout their schaol day. One of my students, whe had been diagnosed with Asperger syndrome,
was having a difficult time at lunch interacting with his peers and choosing appropriate topics to
discuss and was frequently bothering his teacher with unnecessary comments and requests. His
classroom teacher, his special education teacher, his paraprofessional, and | met to help him with
this problem. | taught him appropriate topics to ask about and discuss with his friends at lunch and
encouraged him to onty talk to his teacher when absolutely necessary. We all took turns having
lunch with him and his classmates so that we could prompt him to ask questions and participate
b in the natural conversation at the table. We were atso able ta help him with deciding what things
did or did not need his teacher’s attention, giving her a much-needed break. More important, this
student was able to maintain and strengthen friendships with his classmates that were previously
deteriorating. His mother also gave permission for the teacher to discuss her son’s condition with
his classmates. This made a tremendous difference. The children responded positively and openly
to his uniqueness. | know that working collaboratively made a tremendous difference in this child’s
daily experiences at school,

| have also seen successful collaboration in eur sensory-motor group. This is a smatl group of
students that meets with the occupational therapist, the special education teacher, and myself. This
is an hourleng group where the children practice proprioceptive, vestibular, and balance activities.
The students also listen to short stories that encourage proper questiening and responses in addi-
tion to learning vocabulary, recalling of events, and sequencing skitls. We finish with a craft activity
that addresses their individual sensory and tactile issues.

Participating in grade-level planning meetings is important as well. This has been very helpful
n planning my own lessons for the children. | am able to plan lessons dealing with the same sci-
ence and social studies topics that they are learning in the classroem, making the time they spend
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in therapy a more meaningful experience. Meeting with teachers regularly keeps me informed of
how my students are performing in their classroom.

A Concluding Thought

while | sometimes find a need for a few of my students to practice articulation, language, and social
skills in my classroom, | alse find a very real benefit in providing therapy in inclusive settings.

Doing sa provides appropriate peer models for the student with a speech and language impair-
ment, and it allows me the opportunity to work with all the students while being a consultant to the
other teachers and paraprofessionals on my team. Children are able to learn in their least restric-
tive environment and have more opportunities to practice skills while being full-fledged members
of their classrooms. Their peers also learn to be understanding of individual differences, and all
of the children benefit from the extra adult suppert in the classroom. | believe that | have learned
as much as my students have from my inclusive education experience. | have developed so much
professionally by watching my colleagues in action. Inclusion has helped me to become a better
speech-language pathologist.

—Brooke T. Bunn
Former Speech-Language Pathologist

Jetferson County [Alabamal Schools

TECHNOLOGY AND INDIVIDUALS WITH SPEECH
AND LANGUAGE IMPAIRMENTS

Children with speech and language impairments represent a very heterogeneous group of individu-
als. When one considers technology for students with speech and language impairments, it is typi-
cally for students who have complex communication needs such as individuals with severe speech and
language impairments, autism spectrum disorder, or intellectual disabilicy. Technology use for these
students is referred to as augmentative and alternative communication (AAC). AAC “includes all forms
of communication (other than oral speech) that are used to express thoughrs, needs, wants, and ideas”
(American Speech-Language-Hearing Assoctation, n.d.). AAC devices enhance (i.e., augment) or serve
as an alternative to a student’s communication. Researchers suggest that AAC has significant benefits
for individuals with speech and language impairments (Clarke eral., 2012; Owens, 2024).

AAC is actually a diverse range of rechnology.
AAC not only includes low-tech, mid-tech, and
high-tech options, as discussed in Chapter 5, but
also is typically categorized into aided and unaided
technology. Aided technology refers to tools exter-
nal ro a person {e.g., picture symbols, Proloquo2Go
on an iPad), whereas unaided technology consists of
nonverbal means of communication such as facial
expressions or gestures as well as American Sign
Language (ASL) (American Speech-Language-
Hearing Association, n.d.; Owens, 2024).

Low-tech AAC includes the use of picture sym-
bols, such as Picrure Communication Symbols
(PCS) by Mayer-Johnson or Blissymbolics. With
picture symbols, students often use a commu-
nication board or book to select symbols to com-

municate (American Speech-Language-Hearing
Association, n.d.; Bondy, 2012). Mid-tech and

Electronic commurication boards are an example of an alternative or augmentative commu-
high-tech AAC involves the selection of symbols  nication device.

or words to generate speech, using devices referred  AbleNet Reproduced with permission
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to as speech-generating devices (SGDs). With mid-tech AAC, typically another individual records
a finite set of words or phrases that a student can then select to communicate (e.g., various models of
GoTalk by Attainment Company). With high-tech AAC, a student selects symbols or words to produce
synthesized {digital) speech (e.g., the Accent family by PRC or the TD 1-Series by Tobii Dynavox).
Increasingly, AAC is using mobile technologies, such as tablets and smartphones. See the accompany-
ing Spotlight on Technology feature for examples of AAC apps.

SPOTLIGHT ON TECHNOLOGY

Augmentative and alternative communication [AAC) options are increasingly occurring as apps.
As with dedicated AAC devices, AAC apps present a wide variety of options, including digital er
i synthesized speech, premade symbols or pictures or uploading one's own, grid display image, and
symbols or typing (AAC TechConnect, 2014) [see Table 11.5)

TABLE11.5 W AAC Apps

Prologuo2Go® ® Natural-sounding voice output symbol-based app

® Custom|zable, including creating own buttons

SoundingBoard™ ® Create own boards—including with own photos or preloaded symbols—and
record messages
" Flip Writer AAC ® Type message on a two-way keyboard that sender and receiver can both see;

typed selection can alse be presented via speech

Sone Flex ® Voice output symbol-based app
# Uses SymbolStix® symbols

GoTalk Now # Modeled after Attainment’s dedicated GoTalk devices

® Appis customizable [choose a layout], and users can use symbols or insert
their own images

Source: Adapted from E_ Bouck, Assistive Technology {Thousand Oaks, CA: Sage, 2017).

SPEECH AND LANGUAGE IMPAIRMENTS ACROSS A LIFE SPAN

From early childhood to adulthood, individuals with speech and language impairments face unique
challenges. In this section, we discuss these as well as some of the resources available.

I Services for Young Children With Speech and Language Impairments

\ The very young child wich a linguistic disorder represents a unique population, As knowledge
regarding pediatric speech and language pathologies continues to expand, it has been noted repeat-
edly that there are time-locked “critical periods” for the acquisition of communication skills. These

windows of opportunicy for language learning have historically been the subject of much study and
debate. Is there an optimal time frame for providing intervention for communication disorders?
Is there a point at which such intervention is really too late to be effective? Research suggests thar
for virtually all communication deficiencies, the younger the child at the time of intervenrion, the
more positive the outcome (Cohen-Mimran et al., 2016; Guralnick, 2011).

To provide effective intervention for. the young child, we must first be able to identify those with
speech and language impairments. Those at risk for having a delay in speech or language need to be
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screened early and at regular intervals. Children iden-
tified as high risk include, for example, children from
neonatal intensive care unirs, children with chronic ear
infections, those with known genetic defects, and chil-
dren with feral alcohol syndrome, neurological defects,
or delayed language.

Public Law 99-457 mandates that speech-lan-
guage pathologists evaluate and treat children berween
the ages of 3 and 5. When providing services to infants,
toddlers, and preschoolers, assessment of the family—
its strengths, needs, and interaction patterns—is as
important as the evaluation of the child. Because the
structure of the American family is changing, caregiv-
ers other than parents may be involved in treatment
stratcgics. Many of the newly developed rating scales,  1hq sooner early intervention begins for a child with communication disorders, the more
which specifically analyze communication-promoting  promising the outcomes.
behaviors between a child and their caregiver, reflect  StockPhoto/leksandarGeargiev
the importance of this relationship. This type of obser-

vation is a valuable ool in quantifying strengths and weaknesses in daily communicative interac-
tions—for example, the level of vocabulary used with the child, the number of attempts to engage the
child in communication, the quality of voice animation and body language, responses to the child’s
attempts to communicate, and imitarion of the child’s efforts—and planning appropriate remediation
strategies,

Evaluation of language skills in the preschool child should always include such measures as adap-
tive behavior scales, parent interviews, and informal language sampling. More formal assessment tools
for examining language in very young children are increasing in number. Many of these tests are devel-
opmental scales that look at language as part of the assessment process.

Preschoolers with speech and language impairments (whether as a primary or secondary disabiliry)
generally thrive in general education classrooms. These settings provide daily interactions with peer
models and exposure to a rich variety of experiences. Children have the opportunity to observe, learn,
and practice age-appropriate social, communication, and cognitive skills. The single most essential
element of language intervention in these settings is arranging the environment (McCormick, 2003b).
Environmental arrangement entails setection and use of materials, arrangement of the physical space,
and the provision of structure o acriviries.

Adolescents and Adults With Speech and Language Impairments

Transitioning from high school to the adule wotld presents a special challenge for professionals
involved with adolescents with speech and language impairments. Many of these individuals encoun-
ter situations and issues that are similar to those faced by other young adults with and without dis-
abilities, such as employment decisions, living arrangements, and postsecondary educational choices,
to mention only a few. This is a period of rapid change that is compounded by a host of social, emo-
tional, and psychological factors. Searching for one’s own identity, coping with emerging sexuality,
and seriving for independence are just some of the complex issues thart are exacerbated by communica-
tion difficulties. Working effectively with adolescents who exhibic speech and language impairments
requires tremendous understanding and empachy from the speech-language pathologist. The intense
desire of the adolescent to be like others can often hinder well-intentioned diagnostic and rehabilita-
tive effores,

Family Issues

Families with children who have speech and language impairments, like all families, exhibic compli-
cated dynamics. When 2 problem affects one member of the family, other members are likely affected
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(Gargiulo & Kilgo, 2024). Itis important for professionals to understand and appreciate the emotional
issues and stress that some families of children with communication disorders confront. Luterman
{2017}, for instance, describes the medical model of assessment as “diagnosis by committee.” In this
model, parents are confronted by an array of professional “experts” delivering reports filled with tech-
nical jargon, much of which is neither understood nor retained. Indeed, many parents of children
with speech and language impairments describe the initial assessment of ctheir son or daughrer as very
unpleasant or upsetting. Unforiunately, contemporary medical and educational models for assessment
and treatment of speech and language impairments are largely child centered in their approach. By
ignoring the needs of the family, they often fail to address the concerns of those who are most signifi-
cantly affected by the impairment.

Appropriately designed family-centered intervention is based only in part on formal assessment,
The value of any assessment procedure is only as good as the intervention that accompanies ir. Allowing
parents to “tell their story,” share concerns, and “be the expert” regarding their child is essential to
empower them as partners in the habilitation process. Including parents and family members as active
participants in both assessment and habilitation encourages involvement from those most intimately
involved with the child, increasing effectiveness in treating communication disorders. Ideally, parents
then emerge as actual partners in the rehabilirative process (Owens, 2024).

The hour or two a week that a child with a speech or language impairment might spend with a
speech—language pathologist is infinitesimal compared to the time spent with other adults (parent,
teachers) and peers. The speech—language pathologist aitempts to learn as much as possible about
the child’s activities in various environments so thar all of the child’s communication partners can be
involved in the intervention process. For instance, the speech—language pathologist works with family
members to develop a better understanding of the child’s needs and how best to facilitate interacrion
and communication. Specifically, the speech-language pathologist collaborates with family members
ta help them learn how to keep conversations with the child focused on the present, reduce distractions
during conversarions, slow the rate and decrease the complexicy of language directed to the child, and
maximize nonlinguistic cues.

ISSUES OF DIVERSITY

The United States is currently experiencing record immigration. The number of foreign-born resi-
dents living in the United States is at its highest level in history, reaching almost 48 million citizens
{Camarora & Zeigler, 2022). One result of chis influx of new citizens is that one in four children,
or 18.4 million children, live in immigrant families (Annie E. Casey Foundation, 2023). This most
likely means thar vast numbers of children who do not speak standard American English as their
first language will probably need help with some aspect of language. Recent estimates suggest that
approximately 5.1 million or 10.4% of public school students are considered English learners (National
Center for Education Statistics, 2022). Unfortunately, research {(Morgan et al., 2017} suggests thac
young children fram culturally and linguistically diverse backgrounds, in comparison to children from
English-speaking houschalds, are less likely to be identified and receive appropriate speech—language
interventions, thereby heightening cheir risk for later academic and behavioral difficulries in school.

Over the past few years, the descriptor for individuals who are second-language learners has
changed. Previous terms included limited English proficient (LEP), English Language Learners (ELLs),
ar English Learners (ELs). Contemporary educational practice is to use the term emergent bilingual
students. Given its age, IDEA 2004 uses the term LEP.

How families interact with their children and the prelinguistic skills that develop from these inter-
actions vary considerably across cultures (Owens, 2020). Observations of non-Western cultural groups
make it clear thar the large literature on child-directed ralk primarily describes Western parent—child
interaction parterns. When working with children from culturally and linguistically diverse popula-
tions, the speech~language pathologist may draw teaching materials directly from the children’s homes
and communities, capitalizing on whatever communication skills they have, regardless of whether they
are verbal or nonverbal, in English or another language.
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Thelack of reliable and valid assessments often makes it extremely difficult to accurately and fairly
identify speech and language impairments in children from culturally and linguistically diverse popu-
lations (Guiberson & Atkins, 2012; Owens, 2024; Owens & Farinella, 2024). There is always the
issue of whether speech and language variations are due to a disability or to the child’s competency in
the second language. Historically, but even today, too often emergent bilingual children are placed in
special education classes based on test scores that are normed for English-speaking students. Many of
these students are misdiagnosed and incorrectly labeled as having an intellectual disability or a learning
disability.

Intervention for emergent bilingual children who have language impairments depends on their
age, the severity of the disability, the goals of the family, and available social interactions along with
vocational expectations (Bunce, 2003), Most intervention programs incorporate a variety of tech-
niques similar to those used with monolingual children with language impairments, combined with
techniques for second-language learners. These programs focus on the different components of lan-
guage—phonology, motphology, syntax, semantics, and pragmatics. Additional techniques for sec-
ond-language learnets include (1) teaching vocabulary and syntax in the context of ongoing activities,
(2) allowing time for comprehension to develop before insisting on production, (3) using predictable
books, (4) using peer buddies, and (5) incorporating parents and other family members as teaching
parcners.

Cultural diversity and nonstandard English have come to the forefront of the educational arena
because of their implications for linguistic performance. Common toals for assessing speech and lan-
guage skills will continue to be reviewed for their adequacy in measuring linguistic abilities of children
who are increasingly recognized for their intersectionalities.

CHAPTER IN REVIEW

The Prevalence of Speech and Language Impairments (Learning Objective 11.1]
8 Speech and language impairments are consideted a high-incidence disability; less than 20%
of students receiving special education services are receiving services for speech and language

impairments.

The Nature of Speech, Language, and Communication [Learning Objective 11.2)
®  Speech is the expression of language with scunds—essentially, the oral modalicy for
language.

#  Language is a code whereby ideas about the world are represented through a conventional system
of arbitrary signals for communication.

* Language has five components—phonology, morphology, syntax, semantics, and pragmarics—
that are present at both the receptive and expressive levels.

* Communication is the exchange of ideas, informarion, thoughts, and feelings. It does not
necessarily requite speech or language.

Understanding Speech and Language impairments (Learning Objective 11.3)
® The most common speech problem is an articulation disorder, which includes substitutions,
omissions, distortions, and additions.

*  Sturtering and cluttering are examples of fluency disorders.

*  Voice disorders are associated with the larynx. Phonation and resonance are illustrations of chis
disorder.

*  Apraxia of speech involves both speech and language disorders. It results from the inability to
position speech muscles necessary to produce speech sounds.

®  Central auditory processing disorder (CAPD) is a problem in the processing of sound not
attributed to hearing loss or intellectual abilicy.
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