i, Differentiate between interindividual and intraindividual differences.

Outline the referral and assessment process utilized in special education.

| Describe the required components of an individualized education program {IEP).

Provide examples of related services for students with special needs.

| Summarize the purpose of Section 504 and accommeodation plans.

ng.at the Standards
e The content of this chapter most closely Standard 2: Learning Differences
dl

" aligns itself with the following standards: The teacher uses understanding of individual

differences and diverse cultures and communicates
to ensure inclusive learning environments that enable
each learner to meet high standards.

Standard 6: Assessment

The teacher understands and uses multiple methods
of assessment to engage learners in their own growth,
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to monitor learner progress, and to guide the teacher's
and learner's decision-making.

Standard 7: Planning for Instruction

The teacher plans instruction that supports every student in
meeting rigorous goals by drawing on knowledge of content
areas, curriculum, cross-disciplinary skills, and pedagogy, as
well as knowledge of learers and the community context.

Special educators are to have knowledge
of the following:

Standard 3: Curricular Content Knowledge

Beginning special education professionals use knowledge

of general and specialized curricula to individualize learning
for individuals with exceptionalities.

Chapter Qutline

3-1 Identification and Assessment of Individua!

Differences

3-2 Referral and Assessment for a Special

Education
Pre-referral
Referral
Assegsment

Instructional Programming and Appropriate
Placement

Standard 4: Assessment

Beginning special education professionals use multiple

methods of assessment data sources in making educational
decisions.

Standard 5: Instructional Planning and Strategies

Beginning special education professionals select, adapt,
end use a repertoire of evidence-based instructional
strategies to advance learning of individuals with
exceptionalities.

3-3 The Individualized Education Program
3-4 Related Services
3-5 Section 504 Accommodation Plan

Who Is Protected by Section 5047

Providing a Free Appropriate Public Education
Section 504 Eligibility Determination
Accommodation Plans

he purpose of this chapter is to describe and discuss the roles and responsibilities of gen-

eral education teachers and special educators as they work together to meet the needs of a

diverse learning community. As youwill soon see, teachers,

by necessity, work with a varjety of

professionals as well as parents in their attempt to pravide an appropriate education for all stu-
dents. Sometirmes, however, despite teachers’ best efforts, some children seem to continuously
struggle in the classroom. What should a teacher do? How can you help these students? Isa spe-

cial education always necessary? This chapter will answer

these questions and others, Much of

what teachers do in their endeavors to meet the unique needs of their students is driven byleg-
islative mandates and legal requirements. We examine the various provisions that often dictate
hov teachers respond to the learning requirements of their pupils. We begin with a discussion
of recognizing the importance of individual differences.

Identification and Assessment
of Individual Differences

One of the distinguishing characteristics of the field of education is the individuality and
uniqueness of the students we serve. There is considerable wisdom in the maxim that
“no two children are alike” Experienced educators will quickly tell you that even though

' Content adapted from R, Gargiute, Special Education in Contemporary Society, 5th ed. (Thousand Oals, CA: Sage, 2015),




dents ray share a common label, such as gifted and talented, culturally diverse, or hear-
od; that is where the similarity ends. Any two such pupils are likely to be as differ-
and night. Of course, the individuality of our students, both typical and atypical,
ential for ereating significant instructional and/or management concerns for the
eacher. Recall from Chapter 1 that today’s schools are serving an increasingly
dent population. At the same time, there is greater cooperation and more shared
oility between general and special educators as well as service providers as they col-
plan appropriate educational experiences for all learners. We also find that class-
at incorporate principles of universal design for learning are often able to facilitate
educational practices that benefit all students,
hen teachers talk about the individuality of their students, they often refer to
nterindividual differences or the heterogeneity of their pupils. These differences are
at distinguish each student from his or her classmates. Interindjvidual differences are
ferences between pupils. Bxamples might include distinctions based on height, reading
lity; athletic prowess, or intellectual competency. Some interindividual differences are
obvious and of greater educational significance than others.
Interindividual differences are sometimes one of the reasons for a referral for special educa-
ices. One child might be significantly above (or below) average in intellectual ability,
other might exhibit a significant degree of vision loss, and still another pupil may demonstrate
ioral issues, The types of services a student needs and where these services are provided
ently based on the individual’s interindividual differences. Stated another way, teachers,
ith other education professionals, often identify; label, and subsequently recommend a
ran instructional program on the basis of the learner’s interindividual differences.
tall pupils, however, in a given program are alike. Children also exhibit intraindividual
ces——a unique pattern of strengths and needs. Intraindividual differences are differences
the child. Instead of looking at how students compare with their peers, teachers focus on
viduals abilities and limitations {Photo 3. 1). We should point cut that this is a character-
pupils, not just those being considered for special education or other services. Roberto,
etample, who s the best artist in his eighth grade class, is equally well-known for his inability
sing: One of his classmates, Melinda, has a learning disability. Her reading ability is almost
ears below grade level; however, she consistently earns very high grades in math.

© Rekin Nelson/Photofdit
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interindividual differences
Differences between children.

intraindividual differences
Differences within children.
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] Intraindividual differences are obviously of importance to teachers. A student’s individ-
ualized education program (1EP) or Section 504 accommodation plan reflects this concern.
Assessment data, derived from a variety of sources, typically profile a pupil’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 a Special Education

Legislative 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 dis-
abilities. This journey from referral to assessment to the development of an IEP and eventual
placement in the most appropriate environment is a comprehensive process incorporating many
different phases. Figure 3.1 illustrates this process. Tn the following sections, we examine several
of the key elements involved in developing an individualized program plan.

S-2m Proreferral

A great deal of activity occurs prior to a student ever being assessed. Careful scrutiny of our
pre-referral intervention mode] reveals an intervention strategy known as pre-veferral intervention, which occurs
Intervention strategy that occurs prior to initiating a referral for possible special education services. The purpose of this strat-
prior to initiation of referral for . ; T T . :
special ecucation services. egy is to reduce unwarranted referrals while providing individualized assistance to the student

in an inclusive environment without the benefit of a special education, Although not man-

dated by IDEA, pre-referral interventions have become increasingly common. In fact, IDEA.

2004 permits the use of federal dolfars to support these activities. Today, many states either

require or recommend the use of this tactic with individuals suspected of having a disability.

Pre-referral interventions ave preemptive by design. They call for collaboration between
general educators and other professionals for the express purpose of developing creative,

raegies suctesshul
formal refersal not
completed

vartons;
th documentation of
sffectivenass

evaluate sent t
parent/guardian’

addition to input from
parents

lacemment; schoel may:
..Jeguest a due prooess |
" hearing |

j FIGURE 3.1 A Procedural Decision-Making Model for the Delivery of Special

i Education Services

! " IDEA does not mandate parental consent for referral but does require consent for evaluation.

] 2 Eliglbility determination must occur within 60 days of referral

; 7 1f parents refuse consent for a special education, schoo| districts are not responsible for providing a special education.
I *1EF must be developed within 30 days of eligibility determination,

"Mandatory reselution session required pricr to a clue process hearing.
: Source: R. Gargiulo, Special Education in Contemporary Society, 5th ed. (Thousand Qaks, CA: Sage, 2015), pp. 58-59.




ernative, evidence-based instructional and/or management strategies designed to accom-
odate the specific needs of an individual learner. This process results in shared responsibil-
gr_;djoint decision-making among general and special educators, related service providers,
dministrators, and other school personnel, all of whom possess specific expertise. Interest-
gly; in many instances, the pupil’s parents are not actively involved in this early phase; how-
er, their input could be invaluable. We believe their participation should be encouraged.
<The child’s success or failure in school no longer depends exclusively on the pedagogical
ills of the general educator; instead, it is now the combined responsibility of a scheol-based
rvention assistance team (also commonly known as teacher assistance teams, problem-
lvmg teams, instructional support teams, or child/student study teams). This multidisciplinary
group of professionals is charged with constructing academic accommodations or behavioral
erventions for pupils believed to be at risk for failure in school. Once the learning/behavioral
mmodations are injtiated, the student’s progress is monitored for a prescribed period of
+—often one grading period. If the strategies are successful and the desired oufcomes were
ved, then no further action is required. However, as beneficial as pre-referral interventions
en are, in some cases the goals are not accomplished. Detailed documentation of the ineffec-
tiveness of either the instructional adaptations or behavioral supports provides strong justifica-
i for the inftiation of 2 formal referral for special education services. Figure 3.2 is one example
ofthe type of planning document typically used by intervention assistance teams.

ponse to Intervention  Inrecentyears, educators have added a new tool to their
essessment arsenal. This procedure is known as response to intervention, commonly iden-
ifed as RTL RTI originally came to the forefront of educators’ thinking as 2 result of the
eauthorization of IDEA in 2004. It was initially offered as an alternative way of identifying
fudents who might have alearning disability. Although schools have the option of using this

edure for determining the existence of a learning disability, RT1 is now increasingly
ing used as an early intervention systern for assessing all pupils who may have been
sed to inadequate or ineffective instruction and thus may be at risk for academic diffi-
es and potential school failure. As a school-wide initiative, RT'T is typically used with

ergarteners and students in the elementary grades; however, it is effectively being used
e middle and high schools.

gy (Fuchs, Fuchs, & Stecker, 2010, Gargiulo, 20135). Essentially, RTT involves providing alf
nts with scientifically validated instruction (also known evidence-based practices) and
systematically assessing their academic progress through ongoing monitoring frequently

Pafents disagres with

placement recornmencdation or |

" school may ot agres with

parents’ suggestion; dus

] process available to efther

|EP; due processis an party”, student remalns 1n
option present sefling

1 1

omimittes construc . Comrriittee deterraines t ;
individualized educatiot |,.| least restrictive and most’
program with active parent appropriate placement for
involvement* delivery of needed! services

f  If conditions warrant, -
Annual review of triennial reevaluation
{EP revised as -
nesded eonducted, parental
notification required

** Parants disagree with - |

ipll mests, eligibility fo 3
* particular disabiliy; 55
educational nesds cannot
" be fulfiled in genaral
educalion classroom?

¥

Services iniiated

URE 2.1 {Continued)
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i
ki)

intervention assistance team
A greup charged with
constructing academic
accommodations or behavioral
interventions for children
believed to be at risk for succass
in school; alse commonly called
teacher assistance teams,
instructicnal support teams, or
child/ student study teams,

rasponse to

intervention {RTD

A process used to determing f
the pupil responds to empirically
validated, scientificafly based
interventions. Designed to target
early, effective instruction to
students who are having difficulty
learning as well as to serve as a
data-based tool for diagnosing
learning disabilities,

e e

i T e
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: Student: Teacher:
! ' Grade: Date:

ntervention Plan
AREA(S) OF CONCERN/DIFFICULTY

PUPIL'S STRENGTHS AND NEEDS

ACADEMIC MODIFICATIONS
What strategy/method is to be used?

How is it to be done?

Where will it be done?

When will it be done?

How long will it be done?

Who is responsible?

emasnANNSANEsTeER R a iR RN SANGA N RN SN RS T TR T TR RSSO LS - webaann -

BEHAVIORAL STRATEGIES

ssemsesenseTrRaTrvavddBe s

PARENT/HOME ACTIVITIES

LTI T cesmmens P L L L LTI R PR RV TR e L 2

WRAEESEsRRSeaN

MOTIVATIONALANCENTIVE SYSTEM

T cvensssssRNARN RN

DATA COLLECTION ACTIVITIES
i How will effectivenass be agsessed?

Who will collact tha data?

How ofter will the data be collected?

FOLLOW-UP PLANS
How often will the team meet to monitor the plan?

What is our criteria for success?

Who will help the teacher implement the plan?

GENERAL COMMENTS

FIGURE 3.2 Sample Pre-referral Intervention Planning Form

Source: Adapted from C, Ormsbhee, "Effective Preassessment Team Procedures: Making the Process Work for Teachers and Students,” Intervention in
Schoof and Clinic, 36, 2001, p. 151,
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FIGURE 3.3
A Representative
Response to Intervention

Model
Souree! R, Gargiulo, Speciat
- Education in Contemporary Society,
Tier 3 L : 4th ed. (Thousand Oaks, CA: Sage,
Greater than : 2012), p.212.

8 weeks rliary Pravention . -
i Most

Tier 2

Tier 1
5-16 weaks Primary Intervention

. Preveritive instruction in general education classroom,
85% —~75% of students

Note: Percentage of stugents participating at each level is approxirmate.
Duraticn of intarvention is also approximate,
Students may move batween tiers as individual needs dictale.

erted to as curriculum-based measurement (CBM). (For additional information about
M see Chapter 9.) Pupils are exposed to several levels or tiers of increasingly intensive
tructional intervention as needed {see Figure 3.3) (Fuchs, Fuchs, & Compton, 2012;
nghn & Bos, 2015). Designed originally to assess reading performance, this model has been
anded to include mathematics (Gersten, 201 1) and social/emotional issues (Saeki et al,,
11). Table 3.1 illustrates one example of an RTT model fo cusing on reading instruction.

Frequently used as a pre-referral strate ) RTT typically includes several common com-

ents despite the absence of any one model viewed as the “gold standard” Key elements
en include:

niversal screening—school-wide or district-wide assessment of all students;
the use of high-quality researched-based instruction matched to the individual needs

ered Instraction—increasingly intensive instructional interventions that are
ustomized to meet the students’ needs;

equent and ongoing detajled monitoring of student progress; and

ata-based decision-making (Friend & Bursuck, 2015; Vaughn & Bos, 2015).

RTI framework represents a significant conceptual shift i thinking from a “wait to
pproach to one that emphasizes early identification and possible prevention, thereby

hancing the value of RTT as a pre-referral strategy (Fuchs et al,, 2012; Vaughn, Bos, &
chumim, 2014). Additionally, we see classrooms built

around UDL principles as naturally
supporting RTT due to the use of universal intervention

s, strategies, and tools.
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A Representative Response to Intervention Madel: Tiers of Instruction

Tier 1 (Primary)

Tier 2 (Sacondary)

Tier 3 {Tertiary)

Reading instruction and

programs, including ongoing
professional development and

benchmark assessments

(3 times per year)

Scientifically based reading
instruction and curriculum

emphasizing the critical

Definition
Focus All students
Program

o .eiements
Instruction

Sufficient oppartunities to
practice throughout the school

day

Instructional intervention used to
supplement, enhance, and support
Tier 1; takes place in small groups

' Students identified with reading

difficulties wheo have not responded
to Tier T efforts

Specialized, scientifically based
reading instruction and curricuium
emphasizing the critical elements

Additional att-e"n-tion,-fc-acus, support‘
Additional opportunities to practice
embedded throughout the day

Individualized reading instruction
extended beyond the time
allocated for Tier 1; groups of 1-3
students

Students with marked difficulties in
reading or reading disabilities who
have not responded adequately to
Tier 1 and Tier 2 efforts

Sustained, intensive, scientifically
based reading instruction and
curricuium highly responsive to
students’ needs

Carefully designed and
implemented, expliclt, systematic
instruction

Interventionist

| Group'n'ném o

Se’t‘h:ng

Time
day

Assessment

General education teacher

General education classroom
Flexible grouping
Minimum of 20 minutes per
Benchmark assessments at

begirning, middle, and end
of academic year

Pre-teach, review skills; frequent
opportunities to practice skills

Personnel determined by the school
(classroom teacher, specialized
reading teacher, other trained
personnel)

Personnel determined by the
school {for example, specialized
reading teacher, special education
teacher)

' Appropriate setting designated by
the school

Appropriate set*ting designéted by
~the school 7 ‘
Homogeneous small-group
_ instruction {for example, 1:4, 1:5)

Homogeneous small-group

. ingtruction (1:2, 1:3)
50-minute sessions (or longer) per
day depending on
appropriateness of Tier 1

20-30 minutes per day in addition to
Tier 1

Progress monitoring twice per month
on target skill to ensure adaguate
progress and learning

Progress monitoring at least twice
per month on target skili to ensure
adequate progress and learning

k!

Web Resources
Access the following web
sites for more information
about RT! and related
issues:

2 National Center on
Response to
Intervention

@ [RIS Center at Vander
bilt University

@ RT| Resources

@ Wrights Law

@ National Coundil for
Learning Disabilities

Source: Adapted from “Secondary Interventions in Reading,” by S. Vaughn and G. Roberts, Teaching Exceptional Chiildren, 3%(8), 2007, p. 41.
Copyright @ 2007 by The Council for Exceptiona! Children.

Heward’s (2013) recent synthesis of the research literature suggests the following ben-

efits of RTT as a pre-referral tactic:

0

Provide immediate instructional and/or behavior management assistance to the child
and teacher.

Reduce the frequency of identifying children for special education whose learning or
behavioral problems are the result of not receiving appropriate instruction rather than
a disability.

Prevent relatively minor problems from worsening to a degree that would eventually
require special education.

Strengthen teachers’ capacity to effectively intervene with a greater diversity of
problems, thereby reducing the number of future referrals for special education.
Prevent the costly and time-consuming process of assessment for special education
eligibility by solving the problems that originally caused teachers or parents to be
concerned about the child.

Provide IEP teams with valuable baseline data for planning and evaluating special
education and related services for students who are referred and found eligible for
special education (pp. 48-49).
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-2b Referral

eferral is the first step in 2 long joumey toward receiving a special education. As we have
seen, a referral may begin as a result of unsuccessful pre-referral interventions, it may be
utcome of child-find efforts (IDEA-mandated screening and identification of individu-
suspected of needing a special education), or it might originate due to a request from
arent. Simply stated, a referral is 2 written request to evaluate a student to determine
ther the pupil has a disability and is eligible for special education. Typically, a referral
gins with a general educator; it may also be initiated by & school administrator, related ser-
3 provider, or other concerned individual. Referrals typically arise from a concern about
child’s academic achievement and/or social and behavioral problems. In a few instances,
ferral may be initiated because of a pupil’s cultural or linguistic background, it may also
tiated due to difficulties resulting from ineffective instruction. IDEA. clearly stipulates,
ever, that these are ntof permissible reasons for a referral, This is another example of why
referral intervention strategies, like RTY, are so vitally important—to rule out possible
planations for a learner’s difficulties. '
Referral forms vary in their format. Generally, in addition to student demographic
ormation, a referral must contain detailed reasons as to why the request is being
e. Teachers must clearly describe the pupil’s academic and/or social performance.
Documentation typically accompanies the referral and may include test scores, checkists,
havieral observation date, and actual samples of the student’s work. Teachers need to
int as complete a picture as possible of their concern(s), and of the efforts they made to
ctify the situation.
In most schools, the information that has been gathered is then reviewed by a corn-
ittee, often known as the child study committee, special services team, or other such
ame. The composition of this group of professionals varies, but it typically includes an
administrator, school psychologist, and experienced teachers. Qther personnel may also
beinvolved, depending on the nature of the referral. It is the job of this committee to
view the available information and decide whether further assessment is warranted.
fthe team decides to proceed, then a written request for permission to evaluate is sent to
the child's parent(s). School authorities must obtain permission from the parent/guardian
efore proceeding with a formal evaluation. Interestingly, IDEA. does not require parental
tonsent for referrals. We believe, however, that it is wise to notify parents that a referral is
eing initiated, explain the reasons for the referral, and solicit their input and cooperation
the referral process.

o6 Assessmment

The first step in determining whether a student has a disability and is in need of special
ducation is securing the consent of the child’s parent(s),/ guardian(s) for the evaluation.
Asnoted previously, this step is mandated by IDEA as part of the procedural safeguards pro-  assessment
ecting the legal rights of parents/guardians. Under the provisions of IDEA, school officials A" information-gathering and
st notify the pupil’s parent(s)/guardian(s), in their native language, of the schools intent ~ S5c 5o making process to
ust no pupil’s par guardian(s), ia their native language, of the school'sintent o "7 -0 orofile of
evaluate (or refuse to evaluate) the student and the rationale for this decision; they must  strengths and needs.
gxplain the assessment process and alternatives available to the parent/guardian, such as the Hidiscindi
ight to an independent evaluation of their son or daughter. Many school districts automati- o nosciplinary team

! : ) The group responsible for
ally send parents/guardians a statement of their legal rights when permission to initially  developing an individualized ard
evaluate is sought. .

comprehensive assessment

Assessment, according to McLean, Wolery, and Bailey (2004), “is a generic term that SZiE?og: thf:c:ivj;ur::zsbmad
+ M - a - » el

efers to the process of gathering information for the purpose of making decisions” (p. 13). {cognitive, academic,

ducaticnal assessment can rightly be thought of as an information-gathering and decision- ~ achievement) as well as the

making process. specific areas of concern noted

: . . . onthe referral, such as social/
One of the goals of the assessment process is to obtain 2 complete profile of the students ool problems or

rengths and needs. By law (IDEA), this requires the use of a multidisciplinary team  suspected visual impairments.
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of professionals, of which one member must be a teacher. The team is responsible for
developing an individualized and comprehensive assessment package that evaluates broad
developmental domains (cognitive, academic, achievement) as well as the specific areas
of concern noted on the referral, such as social/emotional problems or suspected visual
irnpairments.

Successful accomplishment of this task dictates the use of both formal and informal
assessment tools (Photo 3.2). Once again, IDEA is very clear about this issue. No one pro-
cedure may be used as the sole basis of evaluation; a multitude of tests are required. IDEA
regulations further require that the evaluations be presented in the pupil’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 administration of the
assessment battery must accurately reflect the child’s aptitude and achievement and not
penalize the student because of his or her impairment in sensory, manual, or speaking skills.
The accompanying Teaching All Learners feature describes some accommodations that may
be needed 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.
Eveluators attempt to gauge both interindivicdual and intraindividual differences by using both

Assessment Accommeodations

To accurately portray a pupil's abilities and neads, assessment
accommedations are sometimes necessary. Accommodations
are changes in how students access and demanstrate learning
without changing the standards they are working toward.
Accommodations must be individualized; not all pupils require
them, nor do students with the same disability require the same
type of saccommodations, The need for accommodations may
change over time; some individuals may require fewer accom-
modations, whereas in other situations additional support is
required. Histed below are examples of accommeodations that
IEP teamns may find beneficial.

Presentation accommodations let students zccess assign-
mans, tests, and activities in ways other than reading standard
print. Students with print disabilities (inability to visually decode
standard print because of a physical, sensory, or cognitive dis-
ability} may reciuire a combination of these accommodations:

¥ Visual: large print, magnification devices, sign language,
visual cues
% Tactile: Braille, Nemeth code, tactile graphics

% Auditery: human reader, audiotape or CD, audio amplifi-
cation device

sign language, pointing, or assistive communication
device; typing on or speaking to a word processor,
Brailter, or tape recorder; writing in a test booklet instead
of on an answer sheat

®  Materials or devices to solve or organize responses: cal-

culation devices; speiling and grammar assistive devices;
visual or graphic organizers

Timing and schedufing 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
2 Multiple or frequent breaks
#®  Changing the testing schedule or order of subtests

# Dividing long-term assignments

Setting accommodations change the location in which 2
student receives instruction or the conditions of the setting,
Students may be allowed o sit in a different location than the
majority of students te:

Hp

Visual and suditory: screen reader, videotape, descriptive
video, talking materials

®

)

i@

Reduce distractions
Receive distracting accommodations

Increase physical access

Response accommodations allow students to complete
assighments, tests, and activities In different ways or solve or
organize problems using an assistive device or organizer,
Response accommodations include:

®  Different ways to complete assignments, tests, and activi-
ties: expressing responses to a seribe through speech,

#*  Use special equipment

Sotirce: Adapted from 5. Thompson, "Choosing and Using
Accommodations on Assessments,” CEC Today, 10(6), 2004,
pp. 12, 18. Reprinted with permission by Councl for Exceptional
Children.
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rm and criterion-referenced assessments. Simply stated, norm-referenced assessments  norm-referenced
standardized tests and are linked to interindividual differences. Norm-referenced tests Z‘f::g:ﬁ‘::ﬁem thot compare
mpare a pupil's performance with that of 2 representative sample of children, providing oupil's performance with that
valuator with an indication of the pupil’s performance relative to other individuals of  of a representative sample of
chronological age. Data are typically presented in terms of percentile ranlks, stan- d_‘;‘:"eng !f: oviding ?‘:; e"a[“?l’fc"'
' . : as with an indication of the pupil's
or grade equivalent scores. Data gleaned from norm-referenced tests provide Imfnted cerformance relative 0 o chr
ctional information. In contrast, criterion-referenced assessments are associated  individuals of similar
intraindividual differences and can provide data that are useful for instructional plan-  chronological age.

n this type of assessment procedure, a student’s performance task is compared to  critericn-referenced
articular level of mastery. The criterion level is typically established by the classroom  @ssessments

% e ially helpful for identifving t i Tests that provide data useful for
er, Criterion-referenced assessments are especially helpful for i ent:ft‘ymgl 1e Specific ot etional planning; student
e pupil has already mastered as well as the skills that require additional instruction. performance on a task is
ers are concerned with the individual’s pattern of strengths and needs, rather than how romlp affed to a particular
dent cornpares with his or her classmates. . evel of mastery.
mentioned, evaluators must put together & cornplete educational portrait of the stu-
bilities. This frequently requires multiple sources of information, which typically
> standardized tests, work samples, and observational data, among other forms of input.

ble 3.2 summarizes some of the types of assessments increasingly being used by eval-

specialists to complement data derived from norm-referenced tests.

nstructional Programming and Appropriate Placament

properly conducted, educational assessments lead to the development of meaningful
feasurable annual goals (and short-term objectives/benchmarks for pupils evaluated
rnate assessments) are crafted based on data gleaned from these evaluations. But first,
ultidisciplinary team must determine whether the student is eligible to receive special
itjon services according to specific state criteria. Eligibility standards differ from state

; but most are framed around IDEA criteria.

“team members, working in concert with the child’s parent(s), determine that the
nt fails to qualify for a special education, then we suggest developing intervention
gies and recommendations for accommodations that address the referral concerns.

Description
tic Observation Documentation of qualitative as well as quantitative aspacts of a youngster’s behavior in natural
environment. Information may be recorded formally {rating scales, observaticnal recording
systems) or informally (anecdota! records, audio recordings). Data can be used to support or
refute information gathered from other sources.

Information obtained from significant individuals in a student’s life—parents, teachers, older
siblings, or the pupil himself or herself. 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 problems. Format may be formal (interviewer
follows a predetermined set of questions} ar informal {interview proceeds according to the
individual's responses). Data may be gathered orally or in writing.

Evidence of a pupil’s actual classroom performance, typically focused on particular skil!
development. Sometimes referred to 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 intervertion and modification. Requires teacher
to think diagnostically and to look, for example, at error patterns or clarity of directions.

As a type of authentic assessment, portfolios are an cutgrowth of the familiar work folder
concept. They include a wide range of examples of a student’s emerging abilities and
accomplishments over time, Oualitative and quantitative indicators of performance might
include writing samples, audio/video recordings, worksheets, drawings, photographs, or other
forms of evidence. Useful for student self-assessment.

érgiulo, Special Education in Contemporary Seciety, {5th ed.}. (Thousand Caks, CA: Sage, 2015}, p. 62
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We believe this is necessary because the pupil will remain in his or her present placement—
the general education classroom. Additionally, the team might also wish to consider the pupil
for a Section 504 accommodation plan if the student is eligible for such services. (We address
this topic in greater detail later in this chapter.) Parent(s)/ guardian(s) must be sent written
notification summarizing the evaluation and stating why their son or daughter is ineligible to
receive a special education. If, however, it is determined that the pupil is eligible for a special
education, the multidisciplinary team is then confronted with two monurnental tasks: con-
structing the IEP and determining the most appropriate placement for the student.

The Individualized Education Program

Each student identified by a multidisciplinary child study team as having a disability and
in need of a special education must have an individualized program of specially designed
instruction that addresses his or her unique needs. An individualized education program
(IEP) is the guide to the design and delivery of customized services and instruction. Tt also
serves as the vehicle for collaboration and cooperation between parents and professionals as
they jointly devise appropriate educational experiences.

An1EP is part of an overall strategy designed to deliver services appropriate to the individ-
ual needs of pupils ages 3 and older. By the time we reach the IEP stage, the appropriate permis-
sions have been gathered, assessments have been conducted, and a disability determination has
been made. We are now at the point where the IEP is to be developed, followed by placement
in the most appropriate and least restrictive setting, Bateman and Linden (2012) make a very
important point about when the IEP is to be developed. They believe that [EPsare often written
at the wrong time, Legally, the IEP is to be developed within 30 days after the evaluation and
determination of the student’s disability but before a placement recommendation is formulated.
Placement in the least restrictive and most normalized setting is based on a completed IEP, not
the other way around. An JEP should not be limited by placement options or the availability of
services, We believe it is best to see the IEP as a management tool or planning vehicle that pro-
vides instructional direction and ensures that individuals with Jisabilities receive an individual-
jzed education appropriate to their unique needs. This focus is in concert with both the intent
and spirit of IDEA. IEPs are written by a team. At a minimum, participation must include the
following: a parent/ guardian; the child’s teachers, including a general education teacher and a
special educator; a representative from the school district who is knowledgeable about special
education, the general education curiculum, and the availability of resources in the local school
district; and an individual able to interpret the instructional implications of the evaluation.
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 alegal right to participate meaningfully in this planning and decision-making process; they
serve as the pupil’s advocate (Photo 3.3). Although IDEA mandates a collaborative role for par-
ents, it does not stipulate the degree or extent of their participation.

1EPs will vary greatly in their format and degree of specificity. Government regulations
do not specify the level of detail considered appropriate, nor do they stipulate how the IEP
is to be constructed—only that it be a written document. What is specified are the compo-
pents (see the accompanying Teaching All Learners feature).

As stated previously, an IEP is, in essence, a management tool that stipulates who will
be involved in providing a special education, what services will be offered, where they will
be delivered, and for how long. In addition, an IEP gauges how successfully goals have been
met. Although the IEP does contain 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 not provide the services stipulated in the IEP. IEPs are to be reviewed annually, although
parents may request an eatlier review. A complete reevaluation of the pupil’s eligibility for
special education st occur every 3 years. PL 105-17 waived this requirement, however, if
both the parents and school officials agree that such a review is not necessary.
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zgenda, nor is it intended to dictate what the individual is taught. They do have to be indi-
vidualized, however, and address the unique learning and/or behavioral requirements of the
stindent. In some situations, IEP teams rely on computer-managed [EPs. These can be a valu-
able resource and a useful lo gistical tool. We caution educators, however, to use this technol-
ronly as a support for designing customized and individually tailored plans. The IEP team
always responsible for developing individual goals that meet the learner’s needs. An over-
ance on generic computer-generated goals and objectives may diminish the educational
elevancy of this procedure and its legality may be questioned (Bateman, & Linden, 2012).
ne of the challenges confronting the IEP team is ensuring that students have access
10 the general education curriculum as stipulated in the 1997 reauthorization of IDEA. But
tis the general education curriculum? In most instances , it is the cuericulum that typical
ers are exposed. to, which is often established by individual state boards of education.
IEP must address how the pupil’s disability affects his or her involvement in and abil-
progress in the general education curriculum. The underlying assamption seems to
ateven if a child is receiving a special education, he or she should engage the general
education curriculum. Documentation is required if the team believes that this curriculumn
inappropriate for a particular student.
DEA 2004 requires the IEP team to develop measurable annual goals while also
hasizing exposure to the general education curriculum. Goal statements are purposely
Their intent is to provide long-range direction to a student’s educational program,
). define exact instructional tasks. Based on the pupil’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 curriculum” {Yell, 2012, p- 253). They represent
asonable projections or estimates of what the pupil should be able to accornplish within
academic year. They also answer the question, “What should the students be doing?”
u'al: goals can reflect academic functioning, social behavior, adaptive behavior, or life
lls. Regardless of their emphasis, goal statements should be positive, student-oriented,
levant (Polloway, Patton, Serna, & Bailey, 2013).

Rokin Nefson/PhotoEdit
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Wekb Resources

Far additional information
about |IEPs access the
following web sites:

@ LD Online

@ Wrightslaw

@ Natlonal Center for
Children with
Disabilities

@ Council for Exceptional
Children
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Elements of a Meaningful IEP
® Current Performance. A statement of the student's pres- %  Participztion in State-wide and District-wide Assessments. :
ent levels of educational and functional performance, A statement of any individual medifications needed for 4
including how a pupil’s disability affects his or her the student to participate in state-wide or district-wide
involvernent in the genera! education curriculum or, for assessment; if student will not participate, then a state-
preschasclers, how the disability affects participation in ment of why the assessment is inappropriate and how the
age-appropriate activities pupil will be assessed i
© Goals. A statement of measurable annual goals that © Dates and Places. Projected date for initiation of services;
addresses the student’s involvemnent and progress In the expected location, duration, and frequency of such
general education curriculum as well as the student’s services ;
other educatior_w needs; shcirt-term objectives or bepch- @ Transition Services. Beginning at age 16, a statement of i
marks are required for pupils wzho take alternate assess- reeded transition sarvices identifying measurable &
ments aligned to alternate achievernent standards post-school goals (training, education, employment,
® Special Education and Related Services. A statement of and, if spprapriate, Independent living skills), including
special education, relzted services, and supplementary a statement of interagency linkages and/or
aids and services (based on peer-reviewed research) to be responsibilities :
provided, including program modifications or supports © Measuring Progress. A statement of how progress
necessary for the student to advance toward attainment of toward annual gaals will be measured and how student’s
annual gaals, to ke involved and to progress in the general parents (guardians) will be regularly informed of such
education curriculum, extracurricular, and nenacademic progress
activities, and to be educated and to participate in activi- . .
®  Age of Majority. At least 1 year before reaching age of

@

fies with other children both with and without disabilities

Participation with Typical Students. An expianation of the
extent, if any, to which the student will not participate Tn
the general education classroom

maicrity, information regarding transfer of rights to the
student on reaching age of majority

Measurable annual goals should include the following five components:

» The student. .. (the who)
» Willdowhat ... (the behavior)

s To what level or degree . ... (the criterion)
 Under what conditions . . . (the conditions}
o In what length of time . .. (the time frame)

“By the end of the school year Jessica will be able to complete 20 long-division problems in
U 10 minutes with 90 percent accuracy” is an example of a measurable annual goal.

. Short-term objectives or benchmarks, typically 1 to 3 months in duration, are only
i Short-term objectives, written by required in the IEPs of students with significant cognitive deficits— typically those Jearn-
: teachers, that are only required ) i 1 ¢ ts aligned to alternate achi t standards. These -
i the IEPs of students with ers who complete alternate assessments aligned to alternate achievement standar s. Thes :
significant cognitive deficits. statements, written after goals have been crafted, describe the sequential steps the pupil will
; take to meet the intent of each goal statement. Benchmarks are usually written by teachers

; and describe anticipated student accomplishment. Additionally, the IEP team is re quired to

: consider the unique needs of the student. In some instances, the IEP may need to address:

benchraarks

o behavior intervention strategies and positive behavior supports for pupils whose
behavior impedes their learning or that of their classmates

s instruction in and the use of Braille for learners with visual impairments

o the need for assistive technology devices and services

o thelanguage and communication needs for students with hearing impairments

the need for services that extend beyond the typical school year

s for pupils whose language is other than English, the need for ESL (English as a second
language) services

o
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Quality IEPs largely depend on having well-written and appropriate
goals (and objectives) that address the unique needs of the individual. IEPs
are the primary means of ensuring thata specially designed educational pro-
gram is provided. The accompanying Teaching All Learners feature provides
ample agenda for an IEP team meeting.

Related Services

Teachers today no longer work in isolation. In fact, because of tremendous
tudent diversity, it is increasingly common for teachers to work in part-
nership with professionals from other disciplines. An IEP team is a good
example of this partnership. Successfully meeting the needs of students with
speciel needs in inclusive classrooms requires collaboration and cooperation
tween and among a wide variety of service providers.

For those puplls with a disability, IDEA requires that their IEPs pro-
vide related services if the students are to receive benefit from their spe-
cial education. For example, a girl with an orthopedic impairment might
require physical therapy to aid in maintaining muscle tone and flexibility,
and 2 school bus equipped with a lift may also be necessary if she uses a
wheelchair. Another student with autism might require services from a
speech-language pathologist because of significant langrage delays. In other
instances, school social workers might be involved if a teacher suspects one
the students is a victim of child abuse or neglect.

Related services, which essentially are norunstmctmnal services, are obviously a key com-
gnent of an individual’s educational program (Photo 3.4). Examples of related services include:

iStorkpheto.com/Catherine Yaulet

related servicas

Services that children with
disabilities require to benefi
from their special education (for
example, physical therapy, school
bus lift, speech pathologist).

Audiology
School nurse services
Transportation

Related sarvices

Welcome and introduction of participants and their
respective roles & Assistive technology needs
Statement of purpose

& Transition goals
@ Review of previcus year's 1EP {except for inltial place- & Behavior intervention plan

ment) and accomplishments . .
& language needs for students with limited English

o Discussion of student’s present leve! of performance language skills

and progress: I . .
® Braille instruction for students who are visually

®  Assessment information impaired

® Strengths and emerging areas © Recommandations and justification for placement in least
& Development of annual goals (and benchmarks if appropriate) restrictive environment
® Consideration of specific heeds: & Closing comments, securing of signatures

@ Instructional modifications and accommodatlions @ Copies of IEP provided to all team members

& Participation in state-wide and district-wide assessments Content Adapted from R. Gargiule, Special Education in Con-

¢ Participation in general education curriculum and temporary Society, 5th ed. (Thousand Ozks, CA: Sage, 2015).

extracurricular activities
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Section 504

A civil rights law designed to
prohibit discrimination against
individuals with disabilities.

» Speech and language
+ Psychology

« Recreational therapy
» Orientation mobility
> Interprefive services
¢ QOccupational therapy
= Nutrition

o School social work

+ Vocational education
= Rehabilitation counseling
» Parent counseling

o Health services

The preceding list is neither complete nor exhaustive. QOther services may be provided
if deemed necessary by the IEP team.

Fortunately, there is a growing recognition among educators today of the importance
of professionals working together regardless of the different disciplines they may represent.
Because no one discipline or profession possesses all of the resources or skills needed to
develop the educational experiences called for by learners with special needs in inclusive set-
tings, it is imperative that service providers work in a cooperative and collaborative fashion.

Section 504 Accommodation Plan

Recall from Chapter 1 that Section 504 of the Rehabilitation Act of 1973 (PL 93-112) is
a civil rights law designed to prohibit discrimnination against individuals with disabilities
(Photo 3.5). The intent of this legislation, according to Smith (2002), is to create equal
opportunities for persons with disabilities. Likewise, Miller and Newbill (2006) view this
act as an attempt “to level the playing field for students facing life challenges” (p. 13). Far-
reaching in its intent and coverage, this law holds great significance for educators. Section
504 provides, among other things, that eligible stundents with disabilities have equal access to
programs, activities, and services that are available to pupils without disabilities. This provi-
sion includes, for example, field trips, extracurricular activities, and academic courses (with
appropriate accommodations), in addition to physical accessibility. Interestingly; because this
law is an antidiscrimination statute, federal funds are not available to help schools meet the
various requirements of Section 504. As this law pertains to education, PL 93-112 requires
schools to adhere to the following provisions:

o Annually identify and locate all children with
disabilities who are unserved.

¢ Provide a “free, appropriate public education” to each
student with a disability, regardless of the nature or
severity of the disability. This means providing
general or special education and related aids and
services designed to meet the individual educational
needs of persons with disabilities as adequately as the
needs of nondisabled persons are met.

o Ensure that each student with disabilities is
educated with nondisabled students to
the maximem extent appropriate.

o Establish nondiscriminatory evaluation and
placement procedures to avoid the inappropriate
education that may result from the
misclassification or misplacement of students.

vigwshreokmedie/Shutterstack.com
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Establish procedural safeguards to enable parents and gnardians to participate
meaningfully in decisions regarding the evaluation and placement of their children.
Afford children with disabilities an equal opportunity to participate in nonacademic
and extracurricular services and activities. (Office for Civil Rights, 1989, p. 8)

3-8a Who Is Protected hy Section 5047

ough 504 protections are afforded to persons with disabilities across their lifespan, our
s here is on school-age individuals. As we noted in Chapter 1, all students eligible for
ices under IDEA are also protected by Section 504. The converse of this statement is
rue, however. Some examples of pupils eligible for services under Section 504 include:

student referred for special education services but who does not qualify under IDEA;
ndividuals who are no longer eligible for services under IDEA or who transition out
of a special education program; ‘
students with a history of substance abuse;
victims of abuse and neglect;

upils with health needs, such as diabetes, asthma, severe allergies, hemophilia, or
ommunicable diseases; or

omeone with a low IQ but not viewed as having an intellectual disability.

Obviously, due to the broader scope of the definition of a disability incorporated in

o0 504, significantly greater numbers of students are eligible to receive a free appropri-
public education via Section 504 than would be afforded services under IDEA.

b Providing & Free Appropriate Public Bducation

e

imilar to the requirements found in IDEA 2004, schools are required to provide a free,
ppropriate public education (FAPE) to pupils found eligible for Section 504 services
nd protections. This process involves the five areas of referral, evaluation, program

lanning, placement, and re-evaluation. The specific requirements of the 504 FAPE
cess include:

. ferral—Schools are required to refer students who they think would be eligible
or Section 504 services. A committee of knowledgeable individuals will make that
etermination. Parents or school personnel may male referrals.

valation-—If the cormittee believes that the child would probably be eligible for
ection 504 services, then an evaluation of the area of suspected need must be
ompleted. This evaluation must use nondiscriminatory procedures.

ligibility Determination— After the evalnation, the committee must determine
the student has a physical or mental impairment that substantially limits a major

e activity.

ccommodation Plan Development—If the committee determines that the student
eligible under Section 504, an accommodation plan must be developed.

eriodic Reevaluation—The school must peciodically re-evaluate the student to
etermine continuing eligibility under Section 504. (Smith, 2002, p-263)

The reqaired steps for providing a free, appropriate public education are illustrated
ignre 3.4

Section 504 Eligibility Determination
yone can refer a pupil for Section 504 services, with general educators and parents being
theitwo most likely individuals. As found in IDEA, just because a pupil is referred does

mean, that he or she will be eligible for services. A committee of school personnel with
wledge of the student males the eligibility determination (Smith, 2001).

71
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FIGURE 3.4

Secticn 504
Decisicn-Making

Source: Section 504 and the ADA
Promoting Student Access: A
Rescurce Guide for Educators

(2nd ed.) (Albuquerque, NM:
Councll of Administrators of Special
Education, 1992}, p. 5. (http:/fwvew
-eric.ed.gov/PDFS/ED436899.pdf),

accemmedztion plan
Simple, inexpensive, and zasy-
to-use plan required by Section
504 that includes information
necessary to enable the student
te have equal sccess to
education and extracurricular
activities while also providing
an equal opportunity to be
successful.
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As we saw earlier, eligibility determination under Section 504 is not based on whether
a student has a particular disability warranting a special education, but rather whether
there is a substantial limitation to a rojor life activity resulting from a physical or mental
impairment. In many instances, thisis a subjective process involving professional judgment.
Observations, anecdotal information, and opinions are considered legitimate sources of
assessment information. Norm-referenced assessments may be used but are nof required ag
part of the evaluation process (Smith, 2001, 2002).

Making a determination regarding whether a pupil is eligible for Section 504 services
in the absence of test scores and other quantitative information may make some educators
uncomfortable. Smith and Patton {2007) recommend that school personnel consider the
duration and intensity of the student’s impairment. They have developed a process for assist-
ing teachers and other school personnel in their decision-making process. This procedure
involves using a rating form incorporating a Likert-type scale for assessing the duration and
Intensity of various functional limitations {see Figare 3.5). The use of this instrument offers
school personnel a defensible position for their eligibility decision. Once a student has been
found eligible for Section 504 services, an accommodation plan must be developed.

3-8¢ Accommodation Plang

Section 504 accommodation plans should be simple, inexpensive, and easy to use. The
majority of accommodations will occur in the general education classroom. It is important
to note that special educators are not Hable for Section 504 accommodations; this respon-
sibility belongs to general education teachers. Designed for an individual pupil, these plans
should include the information necessary to enable the individual to have equal access to
educational and extracurricular activities while also providing an equal opportunity to be




ature of Mental or Physical Impairmerdt:

Substantial
Severity Duration Limitation??
' School-Related
Major Life Description of Saurce of Mild Severe {Short-term l.ong-term
Activity [mpairment’ Information? 12 3 4 5 12 3 45 Yes No
aring for
oneself 1t 2 3 45 123 4 5 Yers No
Performing 12345 123456 Yes Mo
manual tasks
Walking 123 465 12 3 4 5 Yes No
aifg 12 23 45 1 2 3 4 8 Yes Neo
Hearing 12 3 45 123 48 Yes No
Speaking 12 3 4 5 1t 23 45 Yes  No
eathing 12345 125345 Yes No
Learning 12345 12345 Yes No
Working 12545 123 45 Yes  No
Other? 12 3 45 12 3 485 Yes No

Note: 1Description of education-related behaviors associated with major life activities affected by mental or physical sondition.
2| isting of persons andfor evaluation techniques used for identifying behaviors with impairment.

*Based on consideration of the nature, severity, and duration of Impairment,

40ther majer life activities might include bending, stocping, reaching.

GURE 2.5 Sample 504 Eligibility Determination Form

Adapted from Section 504 Eligibility Determination Form: Evaluation Data. Note. From Section 504 and Public Schools: A Practical Gulde for
mining Eligibility, Developing Accommadation Flans, and Documenting Compliance, 2nd Ed. {p. 36), by T. E. C. Smith and J. R, Paiten, 2007,
TX: PRO-ED,

sful (Smith, 2002). Many of the accommodations are common sense and will vary
ding on the needs of the learner. Examples include:

preferential seating

extended test time

rest pericds during the school day
tape-recorded lessons

modified attendance policies

oral testing options

peer note-taker

outlines and study guides
textbooks kept at home

‘Accommodation plans do not have mandated components like LEPs do. The format of
these plans; therefore, will greatly vary. At a minimum, this document should identify the
pil's strengths and needs, the type of accommodation required, the individual(s) respon-
le for implementation, and team members. We believe that it is important that these plans
focus on the capabilities and strengths of the pupils—what they bring to the instructional
ocess rather than emphasizing their needs or limitations. A focus on what the learners can
do leads to a “glass half full” philosophy in which students are viewed as competent learners
and interventions or accommodations are purposely constructed to move the students from
Lere they are to where they need to be (Miller & Newbill, 2006). A basic accommodation
an is fllustrated in Figure 3.6.
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Name: _Jason Wentworth Birthdafe: _Februapy 23 2007
School: _&reystone Elementary Grade: _ord
Teacher: __Mary Russell Date: __November 13 2015

Review Date: _At the end of the 6-week arading periad

General Strengths: Jason has above average intellectual ability. He is papular with his classmates. Discipline is generafly nat
a problem. Supportive and invalved parents.

General Weaknesses: Jason exhibits ADMD. He has difficulty concentrating {except for brief periods of time) and he is
easily disiracted. Classreom assignments and homework are frequently not completed. Recent evidence of growing frustra-
tion and loss of self-esteem,

Specific Accommodations
Accommodation #1
Class: __All classes
Accommodation(s): . Morksheets will be modified 5o legs material is presented on each page. Allew extra time for completion
if necessary,

Person Responsible for Implementation: _Mrs. Russel

Accommodation #2
Class: Al classes

Accommodation(s): _Jason will be given access to a study carrel when working on classroom agsjonments or taking tests.

Person Respensible for Implementation: _Mrs. Russell
Accommodation #3
Class: _All claszes

Accommodation(s):
Jason will record daily homework activities in assignment notepad. Teacher will check for accuracy and

parents will sign notepad and return it to school,

Person Responsibie for Implementation: _Mrs. Russell

Accormmodation #4
Ciass: ...All classes

Accommodation(s): _Jasen will receive praise and rgcognition for task completion and appropriate behavior. Teacher to
provide immediate feedback whenever possible,

Person Responsible for Implementation: .. Mrs. Russeli
General Comments: __Weekly progress reporis to parents via Teiephone ar email.

Aczcommodation Plan Team Members:

Name Team Member’s Signature Position/Title
Ms. Claire Wentworth Clacre Wentwanth Parent/Guardian
Mr. Ralph Mastings Ealph Fastieas Assistant Principal/504 Coordinator
Ms. Mildred Smith Fitdred Specth, Sehool Counselor
Ms. Jennifer Jenkins Senncfen Jonkiine Resource Teacher
Ms. Mary Russell Hlarg Basaeli General Educator

Copies: Parent
Classroom Teacher(s)
Cumulative File
Other:

FIEURE 3.6 Section 504 Accommodation Plan

Swurce: Adapted from the Sample Accammodation Plan. Note. From Section 504 and Public Schools: A Practical Guide for Determining Eligibility,
Developing Aceommodation Flans, and Docurnenting Cornpliance, 2nd Ed. (p. 46), by T- E. €. $mith and J. R. Patten, 2007, Austin, TX: PRO-ED.
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1ematic Summary

Eﬂ‘gctive instructional planning for learners with special
eéds requires that educators consider the pupil’s
t?éﬁ.udividual differences.

relz-:ll:eferral interventions are typically used to reduce
werranted referrals for special education services while
s0 offering assistance to the student in an inclusive
ting.

esponse to intervention (RTT), which incorporates the
uslél of scientifically validated instruction, is often used as 3
pre-refersal strategy:

RT1is often supported by using universal design for
learning principles.

ow might pre-referral interventions benefit pupil sus-

ected of requiring special education?

How can the application of response to intervention strat-
gies (RTT) assist teachers in identifying students who

ay require academic assistance?

ow might a classroom built around UDL principles sup-
ort a response to intervention framework?

escribe some of the alternatives to norm-referenced

sessments. Why should teachers consider information
orm these sources?

earning Activities

btain examples of blank IEP forms and Section 504
ccommodation plans from different school districts in
your vicinity. In what ways do these forms differ? How are
they the same? Do they fulfill the requirements of the law
25 outlined in your textbook?

‘Visit an elementary school and a middle or high school in
your community. Talk to several general education

ey Concepts and Terms

erindividual differences, p. 57
traindividual differences, p. 57
eferral intervention, p-58
ervention assistance

e team, P59

(RT1), p. 59
Assessment, p. 63
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aking Connections for Inclusive Teaching

5. “Asageneral educator, I don’t have the time or the

response to intervention

mnitidisciplinary team, p. 63
norm-referenced assessments, P 65

Bducational assessments, incorpo rating both norm-
referenced and criterion-referenced tests, lead to the
development of meaningfu] IEPs.

AnIEP js foundational to providing students with disabilities
with an education appropriate to their unique needs.

It is becoming increasingly coramon for teachers ta work
in partnership with professionals from other disciplines.
Section 504 affords protections and services to students
who have a physical or mental impairment that
substantially limits a major life activity such as learning,
Eligible pupils receive accommodations in the general
education classroom via “504 plans.”

expertise to comply with the IEP accommodations of
all my students; besides, this document is simply some
paperwork to be placed in the students’ file” Refute
this statement. Why might some teachers express this
beliaf?

How might an IEP and a Section 504 accommodation

plan improve the quality of instruction for all students in
an inclusive setting?

teachers at each site who serve students with Section 504
accommodation plans. What types of accommodations do
they typically provide their pupils? Are these teachers
working with related service providers? If so, what is their
role? What do they see as the advantages and disadvan-

tages of including students with special needs in their
classrooms?

criterion-referenced assessments, p. 65
benchmarks, p. 68

related services, p. 69

Section 504, p.70

accommodation plans, p. 72




