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				The book is designed to accompany an introductory level general special education course: The Dynamic Role of the Special Educator.
 This book is evolving into a book by and for teacher candidates pursuing licensing in Elementary, General Special Education, and Early Childhood Special Education in New Hampshire and surrounding New England states. These teacher candidates share their knowledge about teaching PreK-12 learners with disabilities and the many roles and responsibilities of the case manager/special educator.
 Many of the chapters in this book have core content that has been adapted from the The Parent Information and Resources comprehensive web pages.
 This Parent Information and Resources website was produced under U.S. Department of Education, Office of Special Education Programs No. H328R180005. The views expressed herein do not necessarily represent the positions or policies of the Department of Education. No official endorsement by the U.S. Department of Education of any product, commodity, service or enterprise mentioned on this website is intended or should be inferred. This product is public domain. Authorization to reproduce it in whole or in part is granted. While permission to reprint material from this website is not necessary, the citation should be: Center for Parent Information and Resources (retrieval date). Title of the document, Newark, NJ, Author.
 
 In the original text the words “you” were used to speak directly to parents. The details of the material throughout the website and now this book, are relevant to most education professionals who are working with children with disabilities and their families. The text has been modified to focus on the role of the special educator. Additional text may be added throughout the eBook, by the author and collaborating educators, to clarify and expand on the content and tie it to course topics and assignments.
 As you read through this eBook you will see many references to the Individuals with Disabilities Education Act “IDEA”.  In the U.S., the Individuals with Disabilities Education Act (IDEA) is a special education law that mandates regulation for students with disabilities in order to protect their rights as students and the rights of their parents. Sections of the law are coded and searchable.
 Throughout the book you will see this special sybmol related to IDEA  ( § ) which means “section”, These referecnces to IDEA will help you locate the precise sections in the Federal regulations that address the issue being discussed.
 For example, many of IDEA’s requirements for parental participation are found in §300.300. This reference tells you that, if you wanted to read the exact words the regulations use, you would look under Section 300.300 of the Code of Federal Regulations (CFR) for Title 34 (sometimes referred to as 34 CFR). While the CFR is available in many libraries, the most current (and searchable) version of IDEA’s regulations is available online at the eCRF.
  
 Paula Lombardi, M.Ed.- editor/author- Granite State College Instructor
 Collaborators
 Christine Tate, M.Ed.- Granite State College Instructor
 Kari Grimes, J.D., M.S. Special Education, Granite State College Instructor
 Teacher candidates in the EDU 606 and 701 courses. You will see their contributions in the “Voices from the field” section, at the end of select chapters
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				 This chapter is a concise overview of Special Education. Specific IDEA citations are included to reinforce the importance of each aspect of “Special Education” entitlement for school age students with a disability.  Throughout your program of studies towards special education teacher certification, you will explore these subtopics in depth.
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 	Where “special education” is defined in IDEA
 	Key points about “special education”
 	IDEA’s Exact Words
 	Adaptations and Modifications
 	Where is special education provided?
 	The Long Story on Special Education
 	What does “specially designed Instruction” mean?
 	What’s peer-reviewed research?
 	The role of states
 
 
 Key Takeaway
  Special education is not a place, however. It’s a set of services, which includes adapting instruction (what’s presented, how it’s presented) to address the unique needs of the child that result from the disability.
 
 
 Excerpts from the Center for Parent Information and Resources (6.27.2020). Key Definitions in IDEA| Defining and Understanding Special Education, Newark, NJ, Author (2017)
 Special Education
 Importance of This Key Term | As the OSEP Dear Colleague Letter on FAPE indicates, special education is at the core of how schools address the needs of students with disabilities and support them in achieving the annual goals stated in their IEPs as aligned with the state’s academic content standards. Accordingly, how this term is defined in law and implemented in the real world is extremely important to students, families, schools, and Parent Centers.
 Where “special education” is defined in IDEA | IDEA defines “special education” at 34 CFR §300.39, as follows:
 §300.39 Special education.
 (a) General. (1) Special education means specially designed instruction, at no cost to the parents, to meet the unique needs of a child with a disability, including—
 (i) Instruction conducted in the classroom, in the home, in hospitals and institutions, and in other settings; and
 (ii) Instruction in physical education.
 (2) Special education includes each of the following, if the services otherwise meet the requirements of paragraph (a)(1) of this section—
 (i) Speech-language pathology services, or any other related service, if the service is considered special education rather than a related service under State standards;
 (ii) Travel training; and
 (iii) Vocational education.
 (b) Individual special education terms defined. The terms in this definition are defined as follows:
 (1) At no cost means that all specially-designed instruction is provided without charge, but does not preclude incidental fees that are normally charged to nondisabled students or their parents as a part of the regular education program.
 (2) Physical education means—
 (i) The development of—
 (A) Physical and motor fitness;
 (B) Fundamental motor skills and patterns; and
 (C) Skills in aquatics, dance, and individual and group games and sports (including intramural and lifetime sports); and
 (ii) Includes special physical education, adapted physical education, movement education, and motor development.
 (3) Specially designed instruction means adapting, as appropriate to the needs of an eligible child under this part, the content, methodology, or delivery of instruction—
 (i) To address the unique needs of the child that result from the child’s disability; and
 (ii) To ensure access of the child to the general curriculum, so that the child can meet the educational standards within the jurisdiction of the public agency that apply to all children.
 (4) Travel training means providing instruction, as appropriate, to children with significant cognitive disabilities, and any other children with disabilities who require this instruction, to enable them to—
 (i) Develop an awareness of the environment in which they live; and
 (ii) Learn the skills necessary to move effectively and safely from place to place within that environment (e.g., in school, in the home, at work, and in the community).
 (5) Vocational education means organized educational programs that are directly related to the preparation of individuals for paid or unpaid employment, or for additional preparation for a career not requiring a baccalaureate or advanced degree.
 
 Key points about “special education” | When you read the Dear Colleague Letter on FAPE, you’ll notice that there are several points made about the nature of “special education.” These include that:
 Special education is instruction that is specially designed to meet the unique needs of a child with a disability. The hallmark of special education is that it is individualized for student needs.
 Special education is provided at no cost to parents or students.
 Special education can be provided in different locations, depending on student needs. IDEA strongly prefers that students receive their special education services in the general education classroom with their nondisabled peers, as you can see by its LRE provisions.
 Special education is not a place, however. It’s a set of services, which includes adapting instruction (what’s presented, how it’s presented) to address the unique needs of the child that result from the disability.
 Special education isn’t separated from the academic content that students are supposed to learn for their grade. It’s meant to support the learning of that academic content. That’s why IDEA emphasizes that special education needs to ensure that students with disabilities have access to the general curriculum that all students are expected to learn. And that’s why the Dear Colleague Letter on FAPE stresses the importance of aligning a student’s goals in the IEP to the academic content for that student’s enrolled grade.
 
 Excerpts from the Center for Parent Information and Resources (6.27.2020).  Special Education, Newark, NJ, Author (2017)
 IDEA’s Exact Words
 .
 
 It’s helpful to see IDEA’s full requirement for specifying a child’s special education in his or her IEP. This appears at §300.320(a)
 (4) and stipulates that each child’s IEP must contain:
 (4) A statement of the special education and related services and supplementary aids and services, based on peer-reviewed research to the extent practicable, to be provided to the child, or on behalf of the child, and a statement of the program modifications or supports for school personnel that will be provided to enable the child—
 (i) To advance appropriately toward attaining the annual goals;
 (ii) To be involved in and make progress in the general education curriculum in accordance with paragraph (a)(1) of this section, and to participate in extracurricular and other nonacademic activities; and
 (iii) To be educated and participate with other children with disabilities and nondisabled children in the activities described in this section… [§300.320(a)(4)] In its entirety, this provision is the heart and soul, meat and potatoes, bricks and mortar (choose your analogy!) of the IEP. When taken off paper and operationalized in school, it becomes the education that a child with a disability receives. The part we’ve put in bold is the focus of this article, but you’ll want to read the next two articles as well, so you can integrate the information here about special education with what’s presented separately about related services and supplementary aids and services.
 
 Special Education, in Brief
 Special education is instruction that is specially designed to meet the unique needs of a child with a disability. This means education that is individually developed to address a specific child’s needs that result from his or her disability. Since each child is unique, it is difficult to give an overall example of special education. It is individualized for each child.
 Some students may be working at the pre-kindergarten grade level, others at the first, second, or third grade level. There may be students whose special education focuses primarily on speech and language development, cognitive development, or needs related to a physical or learning disability. Special education for any student can consist of:
 	an individualized curriculum that is different from that of same-age, nondisabled peers (for example, teaching a blind student to read and write using Braille);
 	the same (general) curriculum as that for nondisabled peers, with adaptations or modifications made for the student (for example, teaching 3rd grade math but including the use of counting tools and assistive technology for the student); and
 	a combination of these elements.
 
 It is also important to remember that the education, services, and supports outlined in a child’s IEP do not necessarily cover that child’s entire education. The IEP only addresses those educational needs resulting from the child’s disability. If a child needs special education support throughout the school day, for all activities, the IEP will cover all these needs. If the child doesn’t need special education support in one or more areas (for example, physical education, music, or science), then the IEP will not include these subjects. The child accesses them through the general curriculum/ class, with no additional special education services.
 
 Adaptations and Modifications
 The individualization of instruction is an important part of special education. Instruction and schoolwork are tailored to the needs of the child. Sometimes a student may need to have changes made in class work or routines because of his or her disability. Modifications can be made to:
 	what a child is taught, and/or
 	how a child works at school.
 
 Sometimes people get confused about what it means to have a modification and what it means to have an accommodation. Usually a modification means a change in what is being taught to or expected from the student. Making an assignment easier so the student is not doing the same level of work as other students is an example of a modification. An accommodation is a change that helps a student overcome or work around the disability. Allowing a student who has trouble writing to give his answers orally is an example of an accommodation. This student is still expected to know the same material and answer the same questions as fully as the other students, but he doesn’t have to write his answers to show that he knows the information.
 What is most important to know about modifications and accommodations is that both are meant to help a child to learn. For example:
 Jack is an 8th grade student who has learning disabilities in reading and writing. He is in a regular 8th grade class that is team-taught by a general education teacher and a special education teacher. Modifications and accommodations provided for Jack’s daily school routine (and when he takes state or district-wide tests) include the following:
 		Jack will have shorter reading and writing assignments.
 	Jack’s textbooks will be based upon the 8th grade curriculum but at his independent reading level (4th grade).
 	Jack will have test questions read/explained to him, when he asks.
 
 
 
 Modifications or accommodations are most often made in the following areas:
 Scheduling. For example:
 	giving the student extra time to complete assignments or tests
 	breaking up testing over several days
 
 Setting. For example:
 	working in a small group
 	working one-on-one with the teacher
 
 Materials. For example:
 	providing audiotaped lectures or books
 	giving copies of teacher’s lecture notes
 	using large print books, Braille, or books on CD (digital text)
 
 Instruction. For example:
 	reducing the difficulty of assignments
 	reducing the reading level
 	using a student/peer tutor
 
 Student Response. For example:
 	allowing answers to be given orally or dictated
 	using a word processor for written work
 	using sign language, a communication device, Braille, or native language if it is not English.
 
 
 Where is special education provided?
 Special education instruction can be provided in a number of settings, such as: in the classroom, in the home, in hospitals and institutions, and in other settings (§300.26). Schools must ensure that a continuum of alternative placements is available to meet the needs of children with disabilities. This continuum must include the placements just mentioned (instruction in regular classes, special classes, special schools, home instruction, and instruction in hospitals and institutions). Unless a child’s IEP requires some other arrangement, the child must be educated in the school he or she would attend if he or she did not have a disability [§300.116(c)].
 Special education instruction must be provided to students with disabilities in what is known as the least restrictive environment, or LRE. IDEA includes provisions that ensure that children with disabilities are educated with nondisabled children, to the maximum extent appropriate. Each state must also ensure that special classes, separate schooling, or other removal of children with disabilities from the regular educational environment occurs only if the nature or severity of the disability is such that education in regular classes with the use of supplementary aids and services cannot be achieved satisfactorily [§300.114(a)(2)(ii)].
 
 The Long Story on Special Education
 Of course, there’s much more to special education than the short summary above. For those of you that want the nitty-gritty, detailed, full picture of special education, here it comes. Keep reading.
 Defining special education
 Special education. Sometimes, when the term is used, it means “special education” as defined by IDEA at §300.39, and other times it’s a reference to the field at large—teachers, offices, knowledge base, professional practice, the system.
 However, when IDEA uses the term, its meaning is never mixed or ambiguous. Every single time “special education” is used in the law and the final Part B regulations, its meaning is the same—the definition below.
 §300.39  Special education.
 (a) General. (1) Special education means specially designed instruction, at no cost to the parents, to meet the unique needs of a child with a disability, including—
 (i) Instruction conducted in the classroom, in the home, in hospitals and institutions, and in other settings; and
 (ii) Instruction in physical education.
 (2) Special education includes each of the following, if the services otherwise meet the requirements of paragraph (a)(1) of this section—
 (i) Speech-language pathology services, or any other related service, if the service is considered special education rather than a related service under State standards;
 (ii) Travel training; and
 (iii) Vocational education.
 And that’s just the “general” part of the definition! The next part is called “individual special education terms defined,” where the definition goes on to define:
 	at no cost;
 	physical education;
 	specially designed instruction;
 	travel training; and
 	vocational education.
 
 Happily, the 20 opening words of special education’s definition—specially designed instruction, at no cost to the parents, to meet the unique needs of a child with a disability—contain the core of the term’s meaning. You’ll see we’ve used those 20 words in the short story of special education. The 362 other words in the definition (which includes the definitions of the individual terms), while still very critical, add detail to that core and further clarify it.
 When an abbreviated definition of the term special education is called for, you’re most likely to hear its core: “Special education is specially designed instruction, at no cost to the parents, to meet the unique needs of a child with a disability.”
 In the definition’s full form, examples roll out and take away gray areas about the some of the scope and substance of special education. Special education can be, for example:
 	travel training (which has its own definition);
 	vocational education (also defined on its own); and
 	services that may be listed in IDEA as a related service but that a state may consider as special education—which makes them “special education” in that state.
 
 As you can see from IDEA’s definition of special education, it can also occur in a variety of settings: in the classroom, in a home, in a hospital or institution, and in other settings. This is why you might also hear that “special education is not a place.” It’s not. Where it is provided for a specific child with a disability will depend on that child’s unique needs as determined by the group of individuals (which includes the parents) that makes the placement decision.
 
 So what does “specially designed instruction” mean?
 Given the importance of “specially designed instruction” in the core of special education’s definition, it’s useful to take a closer look at how that term is defined:
 (3) Specially designed instruction means adapting, as appropriate to the needs of an eligible child under this part, the content, methodology, or delivery of instruction—
 (i) To address the unique needs of the child that result from the child’s disability; and
 (ii) To ensure access of the child to the general curriculum, so that the child can meet the educational standards within the jurisdiction of the public agency that apply to all children. [§300.39(b)(3)]
 Thus, as part of designing the instruction to fit the needs of a specific child, adaptations may be made in the content, methodology, or delivery of instruction. This is a strong point of pride within the special education field and a considerable accomplishment that’s come from 30 years of practice: the individualization of instruction.
 As the provisions above show, adaptations can take many forms in response to the child’s needs; the field is replete with guidance on this critical part of special education.
 
 What’s peer-reviewed research?
 Time for another definition–not more from “special education” but, rather, from where this article began–the statement of special education that’s required in the IEP. If you look back up, you’ll see that the special education a child receives must be “based on peer-reviewed research to the extent practicable” [§300.320(a)(4)].  What might that mean?
 With the passage of the 2004 Amendments to IDEA, some new terms and concepts became part of the IEP process. One such is peer-reviewed research. The term is not formally defined in the IDEA, but the Department of Education’s discussion in the Analysis of Comments and Changes may be helpful in understanding the term’s general meaning and why no formal definition was included in the regulations:
 “Peer-reviewed research” generally refers to research that is reviewed by qualified and independent reviewers to ensure that the quality of the information meets the standards of the field before the research is published. However, there is no single definition of “peer reviewed research”’ because the review process varies depending on the type of information to be reviewed. (71 Fed. Reg. at 46664)
 The term is used in conjunction with the phrase “to the extent practicable.” To better understand what this means and how IEP teams are to apply peer-reviewed research in their selection of services to be provided to a child with a disability, you may find the Department of Education’s comments helpful.
 States, school districts, and school personnel must…select and use methods that research has shown to be effective, to the extent that methods based on peer-reviewed research are available. This does not mean that the service with the greatest body of research is the service necessarily required for a child to receive FAPE. Likewise, there is nothing in the Act to suggest that the failure of a public agency to provide services based on peer-reviewed research would automatically result in a denial of FAPE. The final decision about the special education and related services, and supplementary aids and services that are to be provided to a child must be made by the child’s IEP Team based on the child’s individual needs. (71 Fed. Reg. at 46665)
 
 The role of states in determining what special education is
 This discussion of special education as a term brings to mind how it is also a process, a system. IDEA may define the term and establish rigorous standards for its implementation, but how special education unfolds in schools is very much a state and local matter. Education is traditionally a state responsibility, with each state vested with the authority to determine its own policies within the parameters of federal requirements. This is one reason why it’s so critical to know your state’s specific special education policies and requirements.
 So—–where to look for that information?
 The best place is to connect with the agency responsible in your state for overseeing special education in the state. That is most likely your state’s Department of Education—or Department of Special Education. Names will vary from state to state, of course.
 
 Reference
 Center for Parent Information and Resources (6.27.2020). Key Definitions in IDEA| Defining and Understanding Special Education, Newark, NJ, Author (2017)
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 We will begin the course with a review of ethics and practice standards for special educators and paraeducators as developed by the Council for Exceptional Children (CEC).
 Table of Contents
 	Professional Special Educator Standards
 	Voices from the Field
 
 
 Excerpt from: Rhode Island College, Academic Integrity and Ethics Across the Discipline, https://library.ric.edu/c.php?g=62216&p=400365
 This work is licensed under a Creative Commons Attribution-ShareAlike 4.0 International License unless otherwise noted.
 Key Takeaways
  	The Profession
 (1) Special education professionals assume responsibility for participating in professional organizations and adherence to the standards and codes of ethics of those organizations.
 ……
 (5) Special education professionals initiate, support, and/or participate in research related to the education of persons with exceptionalities with the aim of improving the quality of educational services, increasing the accountability of programs, and generally benefiting persons with exceptionalities.
 
 
 
 Go to and download the Special Educators Code of Ethics
 Professional special educators are guided by the Council for Exceptional Children (CEC) professional, ethical principles (see below) and practice standards (see below) in ways that respect the diverse characteristics and needs of individuals with exceptionalities and their families. They are committed to upholding and advancing the following principles:
 	Maintaining challenging expectations for individuals with exceptionalities to develop the highest possible learning outcomes and quality of life potential in ways that respect their dignity, culture, language, and background.
 	Maintaining a high level of professional competence and integrity and exercising professional judgment to benefit individuals with exceptionalities and their families.
 	Promoting meaningful and inclusive participation of individuals with exceptionalities in their schools and communities.
 	Practicing collegially with others who are providing services to individuals with exceptionalities.
 	Developing relationships with families based on mutual respect and actively involving families and individuals with exceptionalities in educational decision making.
 	Using evidence, instructional data, research and professional knowledge to inform practice.
 	Protecting and supporting the physical and psychological safety of individuals with exceptionalities.
 	Neither engaging in nor tolerating any practice that harms individuals with exceptionalities.
 	Practicing within the professional ethics, standards, and policies of CEC; upholding laws, regulations, and policies that influence professional practice; and advocating improvements in laws, regulations, and policies.
 	Advocating for professional conditions and resources that will improve learning outcomes of individuals with exceptionalities.
 	Engaging in the improvement of the profession through active participation in professional organizations.
 	Participating in the growth and dissemination of professional knowledge and skills.
 
 Adopted by the CEC Board of Directors, January 2010
 [image: arrow]Go to and read special educator standards from the Council for Exceptional Children (CEC) that apply to your program area.
   Special Education Standards for Professional Practice Standards 
 Early Childhood Special Education/ Early Intervention Initial Preparation Standards
 
 
 Later in the course we will read and discuss the new guiding principles that have been recently adopted by the NH State Board of Education. New Hampshire Department of Education, (2018,  June 13) Guiding Principles: The Code of Ethics for New Hampshire Teachers.  This Code of Ethics focuses on the teacher as a professional who has a highly regarded impact on students. With this responsibility comes expectations above and beyond other professions. The Code of Ethics has been drafted to address intellectual property, personal relationships and  the impact of social media.
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 Voices from the field
 Teacher candidates were asked to choose one of the special education teacher standards and discuss how that “looks” in the daily life a special educator. Additionally the standards from Early Childhood Special Education/ Early Intervention Initial Preparation Standards may be addressed by Early Childhood Education/General Special Education teacher candidates.
 
 Standard 1.1 Systematically individualize instructional variables to maximize the learning outcomes of individuals with exceptionalities. 
 I see this every day in the school where I work.  The special educators are constantly meeting with their students, or teachers to  supply supports for those that require it, whatever they may be. It all seems seamless, but there are hours of work planning and strategizing that take place behind the scenes. Judith Moore
 ————————
 Tailoring education programs to meet the specific needs of each individual student is at the heart of the IEP. It is incumbent upon us as educators to understand that a one-size-fits-all approach doesn’t suffice in our field. What works really well for one student may not work at all for another student, even if those students have the same diagnosis on paper. anonymous
 ————————
 Standard 1.3 “Use periodic assessments to accurately measure the learning progress of individuals with exceptionalities, and individualize instruction variables in response to assessment results.”
 In the IEP’s for my caseload, each goal that is written comes with assessment direction as well. As an example, I work with multiple students who have their academic goals assessed weekly and monthly and I am in charge of assessing them and noting the data. Depending on the students and their grade levels, these assessments aren’t always the same. Apart from state tests, we operate with formative and summative assessments. My assessment models for my kindergarten students will not look the same as for my 5th grade students as this would be unjust to them. Some students test better verbally and some with written work. This medium of testing can also vary based on the subject. With the information in the IEP and my own notes I determine the best way to assess each student that will be most comfortable for them. During my assessment, evaluation one may use the notes to determine whether or not the method of teaching is appropriate or if the content is applicable to the student’s knowledge-base. Not every student learns the same and it is important for the special educator to understand this, as well as the methods available to teach varying students in order to provide them with the best education possible.  (Jacobo Muniz)
 ————————
 Standard 1.4 “Create safe, effective, and culturally responsive learning environments which contribute to fulfillment of needs, stimulation of learning, and realization of positive self-concepts.”
 The look of this in everyday life is a classroom where students feel safe and nurtured in their learning environment. It is a classroom where students feel confident enough to participate in classroom activities, a classroom where mistakes or wrong answers are not feared, and a classroom where every student feels as though they are an integral part of the group. anonymous
 ————————
 It is important for special educators to be able to form a positive relationship with their students to give them a safe space and show that they are cared for and supported. This is a huge factor in a child’s ability to grow and learn. When this happens, students are able to gain more self-confidence which allows for more participation in school and even extra-curriculars. Tate Van Valkenburg
 ————————
 Standard 1.6 Use culturally and linguistically appropriate assessment procedures that accurately measure what is intended to be measured, and do not discriminate against individuals with exceptional or culturally diverse learning needs.
 There are many ways this can look in the daily life of a special educator.  I have watched special educators give assessments orally instead of the child having to write down his/her answers, I have seen them give them more time, or questions rewritten to be at their reading level.  I have also seen entire assessments be completely modified to enable a nonverbal child to use his PECS board or communication device to answer.  They come up with creative ways for their students to be successful and be able to prove their success and show their knowledge in their own ways. anonymous
 ————————
 When we think about assessing, its usually following a standardized test.  However, to fully measure what a student knows the assessment should be relatable to their everyday lives.  Therefore, it is important to get to know your students as individuals. This allows you the opportunity to learn and understand their cultural background and beliefs. It is just as important that assessments be provided in the student’s primary language. The same goes for information that is sent home (parents may not be able to read important IEP information if it is not in their native language). Nicole Coonrod
 ————————
 Standard 1.8: Support the use of positive behavior supports and conform to local policies relating to the application of disciplinary methods and behavior change procedures, except when the policies require their participation in corporal punishment.
 We use a  Collaborative Problem Solving (CPS) model of behavior engagement at our school.  We believe a behavior is a form of communication.  I.E. a student calling his para educator ‘a dummy’ may be his/her way of saying “I don’t know the words to express that I don’t understand the lesson that was just presented.”  At my school, our case managers look at behaviors as a form of communication and that is how we work with them.  I think this is true with a lot of special educators. Jacqueline Godin
 I have worked with positive behavior programs as my role as a paraprofessional.  In my role I use a lot of ABA  as well as, behavior charts to help students change their behavior.  I have found that it is easier to help shape a students behavior through positive reinforcement instead of negative reinforcement.  With one student I worked with I was able to ignore the negative (as long as it was not hurting the student or others) then when the appropriate behavior manifested, I would reward that positive behavior.  In my school we try to provide a lot of proactive support versus reactive support.  Being proactive helps to eliminate some behaviors.  It also shows the student that the people around them care so they are more apt to want to engage in positive behaviors instead of the negative behaviors they were exhibiting. anonymous
 ————————
 It’s hard to imagine that any teacher would inflict corporal punishment on any child, yet students with disabilities face corporal punishment in public schools at disproportionately high rates according to a report by the ACLU and Human Rights Watch.  Paula Lombardi
 Read more at: American Civil Liberties Union, (2009). Impairing Education, Corporal Punishment of Students with Disabilities in US Public School. Retrieve from https://www.aclu.org/report/impairing-education-corporal-punishment-students-disabilities-us-public-schools
 ————————
 Standard 1.12. “Recommend special education services necessary for an individual with an exceptional learning need to receive an appropriate education” (Council for Exceptional Children, 2015).
 In the daily life of a special educator, an example of how this could look is, after a student is in the classroom for a few months of school, the Special Education Teacher voices a concern about a preschool students ability to effectively complete tasks that require a lot of fine motor strength to the occupational therapist. Together they decide that the student would benefit from OT sessions and takes the next steps to getting this put into the students IEP to help the student be more successful. Julia Lewis
 ————————
 Standard 2.6 – “Advocate for appropriate and supportive teaching and learning conditions”
 Even though the special educator/case manager will ideally advocate proactively, I believe much of the upholding for this specific standard (2.6), is generated subsequently to a specific matter. This could happen during a conversation with a student’s general education teacher, when there is a need to address performance in their class. Within this conversation, the special educator needs to support working methods within the IEP; ensuring the student’s general education teacher is effectively implementing the outlined accommodations and modifications. While this is truly a collaborative effort between educators, it is the professional responsibility of the special educator to be an advocate for those who hold a diverse set of learning needs.
 There are times when teachers rely too heavily on the educational assistant or paraprofessional, by specifically placing much of the modification work on them. Since this is outside of their scope, the case manager has been required to advocate for the student and ensure the IEP is being followed. Ideally, the general education teacher focuses on building out the lesson plan to incorporate scaffolded instruction, so there are “appropriate and supportive teaching and learning conditions” (Anonymous)
 ————————
 Standard 2.7. Advocate for sufficient personnel resources so that unavailability of substitute teachers or support personnel, including paraeducators, does not result in the denial of special education services. 
 In simple terms, A professional Special Educator must ensure that there are people in place who can deliver the support/services that the child is entitled to.  For instance, if the child’s condition requires intermittent catheterization in order to relieve themselves and the child is unable to do this independently (thus requiring support), the duty of the Special Educator is to ensure that there is a staff who is trained and available to assist with this at any time when the student is in school.  Anonymous
 ————————
 Standard 4.1 states:   Recognize and respect the skill and expertise of professional colleagues from other disciplines as well as colleagues from their own disciplines (Council for Exceptional Children, 2015).
 I meet twice a week with general education teachers in my “team.”  The team teaches the same cohort of students.  I also meet weekly with the Literature Professional Learning Community.  In addition, I meet weekly with the Special Education Team.  Every group has a different set of priorities to consider.  Because I feel like I am brand new again, it is extremely important and helpful for me to consider the expertise of the other team members.  I walk away from every meeting having learned something.  It is a humbling experience at times, but being open to learning and appreciating the skill of others has been one of the most helpful and accessible tools for me this year. Jessica Warning
 ————————
 Standard 4.4 Collaborate with both general and special education professional colleagues as well as other personnel serving individuals with exceptionalities to improve outcomes for individuals with exceptionalities. 
 I currently work within a preschool where “collaboration” excels and the students and their families benefit greatly.  Our teams are in constant communication with families, providers and with each other.  We often sit and have brain storming/problem solving sessions to work on issues we are facing with students. We have teachers and support teams that are open to trying new ideas and changing strategy until we find what works.  The best part is, these ideas come from varying places (sometimes paras, specialists, parents or admins).  We truly have an open-door collaborative approach. It’s an amazing and supportive environment for the teachers and the children.  This is a daily focus and without frequent reminders that we are a team, that collaboration could easily get lost in the daily shuffle. Without collaboration our special educators and case managers would likely feel overwhelmed and potentially lose sight of their responsibilities. Having a team to rely on to deliver individualized instruction and support, or lean on for advice and strategy is key to delivering on our student goals.  I am very lucky to have my placement at this school! Deanna Hanley
 ————————
 Standard 4.4, “Collaborate with both general and special education professional colleagues as well as other personnel serving individuals with exceptionalities to improve outcomes for individuals with exceptionalities”
 During my time in special education I have come to realize how important collaboration is to best help your students. In special education, collaboration can look many different ways. It could be with general education teachers, occupational therapists, paraprofessionals, speech and language pathologists, psychologists, parents, and the list goes on. The IEP team is a great example of the importance of collaboration. The IEP team is purposefully built to bring people of different specialties to the table so they can help one another build the best plan for the individual student and to identify any specialized help that may be needed.   Anonymous
 One thing I’ve noticed from watching different case managers is the importance of patience. Another very important characteristic is being able to handle confrontation. Emotions can run high among different staff, and a special education teacher must remain calm and understanding, regulating their emotions. I used to watch my supervisor listen understandingly to teachers who were very upset by some students in the program. He had a way of making everyone feel like he was on their side and looking out for their interests–others in special education, general education teachers, and students. Rachel Stoudt
 Collaboration with other teachers, education professionals, and families is essential to a student’s chances at success. Maintaining discussions between these groups of people is essential to a student’s education. Scheduling meetings with parents and having constant discussions with other teachers about a student’s progress, and where they are struggling, help move that student in the right direction. “To improve outcomes” is a part of this standard. This deviates away from just how well the student is doing in the class based off of their grade. How well are they obtaining the information provided? Are they being challenged or are the modifications/adaptations provided making the class too easy or visa-versa? Collaboration is best when a special education is constantly updated on a student’s progress and proper adjustments are made. (Ryan Bernier)
 ————————
  Standard  5.3 Provide ongoing information to paraeducators regarding their performance of assigned tasks (CEC, 2015).
 I want constructive feedback from the special education and classroom teachers I work with for my professional development and to have a better understanding of how best to meet the learning goals of the students with whom I work. The special educator is responsible for a lot of “moving parts” and making sure that the paraeducator understands their own role and responsibilities is so important to this process. I have always felt comfortable asking my supervisor questions and for follow-up feedback with how I am applying any interventions, accommodations, and modifications. Having this open communication has been so important because we interact with the students differently, during different times during the day, and in different settings and contexts. Rebecca Foss
 ————————
 Standard 5.1 Ensure that special education paraeducators have appropriate training for the tasks they are assigned. 
 I believe the paras at my school are fortunate.  We do receive professional development trainings during the year on half days and days off from school.  I have benefited from each of the trainings.  Personally, I would love to be more involved in meetings and trainings with the general education teachers.  I believe it would be helpful to sit in on the weekly prep meetings.  It would help us to know what the teachers are planning, what issues there might be, and what solutions can be found. Allison Gibson
 ————————
 I could not agree more on the importance of training for paraeducators!  I also started my first para position with very little training.  I was working one to one with a student and was left to my own to devices.  The situation improved greatly when I was pulled into a team that very much included me as a para.  The Preschool Teacher/SPED Case Manager was amazing.  I was given trainings, worked closely with related service providers and was included in the IEP team meetings.  I learned so much and it made all the difference in how I was able deliver services to my students. As paras, we spend more time with the students than anyone else and often have the least amount of training and access to information. Erin Ames
 ————————
  Standard 5.2 Assign only tasks for which para educators have been appropriately prepared. 
 That one sticks out to me because I know how things happen. For example… John is a para who works with Joey. Joey has a severe medical diagnosis and needs someone with him all day. Let’s say that John is out sick. Jack comes in and has never met Joey before. That can be a struggle for all parties involved: Jack, Joey, the case manager, and the classroom teacher. It would be a struggle because Jack would needed to be given a quick rundown of Joey. Essentially, this standard may not always be the case because life happens sometimes. Not every para is trained or prepared for every student and their needs. TJ Lillis
 ————————
  Standard “5.4. Provide timely, supportive, and collegial communications to paraeducators regarding tasks and expectations” (2015).
 Among all of the other responsibilities that come with being a special educator, supervising and supporting paraeducators who work with the special education students is also a priority. In the daily life of a special educator, this standard may ‘look’ like checking in with the paraeducator via email or in person, answering any questions they have about their tasks/responsibilities, and clarifying aspects of the student’s IEP or behavior plan for the paraeducator. They also may be following up on data that the paraeducator has been collecting, and letting the para know if they should be doing anything differently. Caitlin Dubisz
 ————————
 This standard resonated with me because I worked as a paraprofessional for two years and now this is my first year as a case manager, so I have experienced both sides of this professional relationship. I have worked as a paraprofessional under a case manager who did not provide clear explanations of what I was expected to do. On the other hand, I have worked as a paraprofessional under yet a different case manager who always gave me clear explanations, valued my thoughts, and always supported me and helped me follow through with expectations. Now that I am a case manager, I model myself after the latter. I always try to communicate frequently with my paraprofessionals, give them clear expectations, and value their input. anonymous
 ————————
 Standard 6.1 Recognize signs of emotional distress, neglect, and abuse, and follow reporting procedures.
 This standard is of particular interest to me as even before I came into my current role in public education, I have always worked with children – in various capacities – and I value the responsibility of being a safe and reliable person in their lives. I take the responsibility of being a mandated reporter very seriously, it is of second nature for me to consider the safety of the students that I work with.
 I believe that is easy for children to be mistreated and neglected – more now than maybe ever before. What may be passed off as disciplinary problems – may be a strong indicator for neglect or abuse. It is important that special educators – really any educator – be aware of indicators of abuse in the behavior or misbehavior of students.
 It is important that we go to our administration with our concerns so that an investigation is carried out to protect our students. Colleen Mehalko
 ————————
 Standard 6.2, “Actively seek and use the knowledge of parents and individuals with exceptionalities when planning, conducting, and evaluating special education services and empower them as partners in the educational process”,
 This is extremely important for Special Educators to execute daily. There are a few ways that families are utilized in their child’s special education. One is simply by using a school-to-home communication book, which is used at my school. It is a method of communication that allows the family to inform the paraeducator and the special educator of any useful information that pertains to the previous night. For example, there is a place where the family can write about anything the child did after school the day before, such as riding bikes with friends, watching movies, playing certain games. This gives the paraeducator a subject to talk to the student about and create a connection. This book also has a section where the parent can state if the student slept well or not the night before (which could explain some behaviors). And it also includes a section on whether the student has breakfast or not. This is all information that’ll help the teachers during the school day. Another way families can be involved is by having them involved in meetings. The families know the children better than anyone and can give great insight on what may work at home and strategies that can be used at school. Chelsea Hoadly
 ————————
 This standard helps to foster positive working relationships and rapport between special educators, students, and parents/guardians. Inviting parents/guardians to meetings and encouraging them to contribute in these meetings is one way to get them involved in their student’s educational process. Encouraging parents/guardians to inform the special educator of any pertinent information, out of the ordinary or typical, via verbal or written communication is also vital to supporting the student. This allows the special educator to inform others (general education teachers, paraprofessionals, specialists, etc) and can help them to better support that student or understand their behavior. Sarah Carroll
 ————————
 This standard in practice is a special educator viewing the parents of a child with a disability, as the expert on the that child. By having conversations with the families or asking them to fill out skill checklists or questionnaires about their child, prior to evaluation is the special educator tapping into the wealth of knowledge that those parents have about their child. This will not only provide useful information, but also help empower families throughout the special education process. Listening to the parents hopes and concerns for their child and using those to help shape their goals and the strategies used in school and at home, will help with collaboration, carryover of skills and overall success. Jillian Mercer
 ————————
 Standard 8.1 “Maintain accurate records and ensure that confidentiality standards are in place and enforced” .
 On a day to day basis this would be a teacher keeping track of goals and progress towards goals as well as medical documentation of a diagnosis. This becomes especially important during IEP review time where these records are used and often out on a desk in order to work on the update. The storage of these files is important and where they are placed while in use for IEP updates is also important. Rebecca Cunningham
 ————————
 This starts at the beginning of the school year as I’m reviewing IEPs and student schedules. I make copies of these IEPs and distribute them to all teachers that work with the students on my caseload. Having reviewed these IEPs, I am able to have conversations to prepare classroom teachers to best accommodate the students on my caseload. It is imperative that I also document that the classroom teachers have received and reviewed the IEPs for these students. This is documented on a form signed by the teachers indicating that they have done so and serves as proof of their awareness to each of the student’s needs.
 The IEP, as well as general knowledge that a student is on an IEP, is confidential information and should not be openly discussed with anyone that does not directly work with the student. That means that the IEP itself should be kept safe and out of sight from any students that may enter my space to receive services from me or staff that may be collaborating or meeting with me. To ensure that this confidentiality is maintained, educators need to be careful where they have conversations about special education students and need to be careful in using students’ names not only in conversations in classrooms, but also in emails etc.
 As a high school educator, many students with IEPs are especially self conscious and sometimes ashamed of needing extra help. Although it can be very obvious to many students and staff who is on an IEP or 504 and who isn’t, we must still do our best to protect the privacy of our students as best as we can to reduce any negative social side effects and stigmas that students may encounter from being on an IEP from students and/or staff. Arthur Rafus
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 Why is the child struggling in school?
 When a child is struggling in school, it is important to find out why. It may be that a disability is affecting the child’s educational performance. If so, the child may be eligible for special education and related services that can help.
 As a first step, the school may need to try sufficient interventions in the regular education classroom and modify instructional practices before referring the child for special education evaluation.
 What is special education?
 Special education is instruction that is specially designed to meet the unique needs of children who have disabilities. Special education and related services are provided in public schools at no cost to the parents and can include special instruction in the classroom, at home, in hospitals or institutions, or in other settings. This definition of special education comes from IDEA, the Individuals with Disabilities Education Act. This law gives eligible children with disabilities the right to receive special services and assistance in school.
 More than 6.8 million children ages 3 through 21 receive special education and related services each year in the United States. Each of these children receives instruction that is specially designed:
 	To meet the child’s unique needs (that result from having a disability); and
 	To help the child learn the information and skills that other children are learning in the general education curriculum.
 
 Who is eligible for special education?
 Children with disabilities are eligible for special education and related services when they meet IDEA’s definition of a “child with a disability” in combination with state and local policies. IDEA’s definition of a “child with a disability” lists 13 different disability categories under which a child may be found eligible for special education and related services. These categories are listed below. IDEA describes what each of these disability categories means. You’ll find those descriptions online at:
 https://www.parentcenterhub.org/categories/
 Services to Very Young Children
 Infants and toddlers can have disabilities, too. Services to children under three years of age are also part of IDEA. These services are called early intervention services and can be very important in helping young children develop and learn. For information about early intervention, visit this overview:
 https://www.parentcenterhub.org/ei-overview/ 
 How do I find out if a child is eligible?
 A parent can ask the school to evaluate their child. They can call or write the director of special education or the principal of their child’s school and request an evaluation under IDEA, to see if a disability is involved.
 The public school may also be concerned about how the child is learning and developing. If the school thinks that the child may have a disability, then it must evaluate the child at no cost to the parent. The school must ask for parental permission and receive written consent before it may evaluate the child. Once consent is provided, the evaluation must be conducted within 60 days (or within the timeframe the state has established).
 However, the school does not have to evaluate your child just because of a parent request. The school may not think the child has a disability or needs special education. In this case, the school may refuse to evaluate the child. It must let the parent know this decision in writing, as well as why it has refused. This is called giving the parent prior written notice.
 Prior written notice refers to messages that the parent/guardian receives from the school system at specific times. At its heart, prior written notice is meant to inform the parents, as fully as possible about any actions the school system is proposing to take (or refusing to take) with respect to:
 ·         The child’s identification as a “child with a disability” as defined by IDEA and State policy;
 ·         The child’s evaluation;
 ·         His or her educational placement; and
 ·         The school system’s provision of FAPE to your child.
 Prior written notice includes notifying the parent/guardian of upcoming meetings far enough in advance to ensure that you have the opportunity to attend and scheduling those meetings at a mutually agreed-on time and place.
 Read more about Prior Written Notice 
 
 Disposition of Referral Meeting
  If anyone besides the parent makes a referral, the parent must immediately be notified in writing (Prior Written Notice) that a referral has been made.
 Once a referral is received by the school district, the IEP Team, which includes the parents, must meet within 15 BUSINESS days to determine whether the child should be evaluated. The team could determine that they would like to provide interventions and progress monitor rather than test the child. On the other hand, the team could decide that they need to evaluate to determine if the child meets the criteria for having an educational disability.
 If the team decides that an evaluation is necessary, the team will decide which possible disabilities may be present (For example, Specific Learning Disability or a Speech or Language Impairment, or one of the other disabilities recognized by the State of New Hampshire). The team will complete a permission to test form which lists which assessments they propose and who will be administering them. The types of tests administered are determined by the type of educational disability the team suspects may be present. (See page 79 -84 of the NH Rules for Special Education for a table of assessments and qualified examiners) The parents have the right to agree or disagree to the testing. They have 14 days to decide.
 	Business days are Monday through Friday only.
 	Calendar days are all 7 days of the week.
 
 Christine Tate
 
 
 If the school refuses to evaluate the child, there are two things the parent can do immediately:
 Ask the school system for information about its special education policies, as well as parental rights to disagree with decisions made by the school system. These materials should describe the steps parents can take to appeal a school system’s decision.
 Direct parents with their state’s Parent Training and Information (PTI) center. The PTI is an excellent resource for parents to learn more about special education, their rights and responsibilities, and the law. The PTI can tell parents know what steps to take next to find help for their child. New Hampshire’s Parent Information Centers website: https://picnh.org/
 The special education process begins when a child is referred to special education. Initial Evaluation
  The special education process begins when a child is referred to special education. A parent, or anyone who knows the child well, may refer the child to the special education process. Once the school receives the referral, they must hold a meeting to decide if they feel the child should be evaluated or if interventions should be implemented. If the team decides to conduct an assessment for a possible educational disability and the parent agrees, the evaluation will need to be finished within 60 CALENDAR DAYS. Once the testing is done, the team meets to review the results and determine eligibility. The special educator/case manager must send evaluation results home to parents at least 5 days prior to the evaluation results meeting. 
 If the team decides that the child does meet the criteria for being identified as having an educational disability and the parent agrees, the team now has 30 days to develop an Individualized Education Program (IEP).
 Christine Tate
 
 
 
 Part 1: The Evaluation Process
 This is a brief overview of the Evaluation Process. *Teacher Candidates will gain an awareness of the legal and ethical issues and the procedures involved in the evaluation and determination of educational disabilities in the “Assessment of Students with Disabilities” course.
 
 What happens during an evaluation?
 Evaluating a child means more than the school just giving the child a test. The school must evaluate the child in all the areas where the child may be affected by the possible disability. This may include looking at the child’s health, vision, hearing, social and emotional well-being, general intelligence, performance in school, and how well the child communicates with others and uses his or her body. The evaluation must be individualized (just the child) and full and comprehensive enough to determine if the child has a disability and to identify all of the child’s needs for special education and related services if it is determined that the child has a disability.
 
 Understanding the IEP Process: THe Basics of an Evaluation Team Report
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=27#oembed-1 
 
 [Broadcast Educational Media], (2016, Sep. 6). Understanding the IEP Process: THe Basics of an Evaluation Team Report, [Video Files], from https://youtu.be/rFqymtziAYk
 
 The evaluation process involves several steps. These are listed below.
 A | Reviewing existing information
 A team of people, including the parent begins by looking at the information the school already has about the child. The parent may have information about the child they wish to share as well. The team will look at information such as:
 	The child’s scores on tests given in the classroom or to all students in the child’s grade;
 	The opinions and observations of the child’s teachers and other school staff who know the child; and
 	The parent’s feelings, concerns, and ideas about how the child is doing in school.
 
 B | Deciding if more information is still needed
 The information collected above will help the group decide:
 	If the child has a disability.
 	How the child is currently doing in school;
 	Whether the child needs special education and related services; and
 	What the child’s educational needs are.
 
 If the information the team collects does not answer these questions, then the school must collect more information about the child.
 C | Collecting more information about the child
 Parent informed written permission is required before the school may collect additional information about the child. The school must also describe how it will collect the information. This includes describing the tests that will be used and the other ways the school will gather information about the child. After parental consent is given, the school will go ahead as described. The information it gathers will give the evaluation team the information it needs to make the types of decisions listed above.
  How does the school collect this information?
 The school collects information about the child from many different people and in many ways. Tests are an important part of an evaluation, but they are only a part. The evaluation should also include:
 	The observations and opinions of professionals who have worked with the child;
 	The child’s medical history, when it relates to his or her performance in school; and
 	Parent ideas about the child’s school experiences, abilities, needs, and behavior outside of school, and his or her feelings about school.
 
 The following people will be part of the evaluation team:
 	Parent
 	At least one regular education teacher, if the child is or may be participating in the regular educational environment.
 	At least one of the child’s special education teachers or service providers;
 	A school administrator who knows about policies for special education, about children with disabilities, about the general education curriculum (the curriculum used by students who do not have disabilities), and about available resources;
 	Someone who can interpret the evaluation results and talk about what instruction may be necessary for the child;
 	Individuals (invited by the parent or the school) who have knowledge or special expertise about the child;
 	The child, if appropriate;
 	Representatives from any other agencies that may be responsible for paying for or providing transition services (if the child is age 16 or, if appropriate, younger and will be planning for life after high school); and
 	Other qualified professionals.
 
 These other qualified professionals may be responsible for collecting specific kinds of information about your child. They may include:
 	A school psychologist and/or an occupational therapist;
 	A speech and language pathologist (sometimes called a speech therapist);
 	a physical therapist and/or adaptive physical education therapist or teacher;
 	A medical specialist; and
 	Others.
 
 Professionals will observe the child. They may give the child written tests or talk personally with the child. They are trying to get a picture of the “whole child.” For example, they want to understand such aspects as:
 	How well the child speaks and understands language;
 	How the child thinks and behaves;
 	How well the child adapts to changes in his or her environment;
 	How well the child has done academically;
 	How well your the functions in a number of areas, such as moving, thinking, learning, seeing, and hearing; and
 	Your child’s job-related and other post-school interests and abilities.
 
 IDEA gives clear directions about how schools must conduct evaluations. For example, tests and interviews must be given in the language (for example, Spanish, sign language) or communication mode (for example, Braille, using a picture board or an alternative augmentative communication device) that is most likely to yield accurate information about what the child knows or can do developmentally, functionally, and academically. The tests must also be given in a way that does not discriminate against the child because he or she has a disability or is from a different racial or cultural background.
 IDEA states that schools may not decide a child’s eligibility for special education based on the results of only one procedure such as a test or an observation. More than one procedure is needed to see where the child may be having difficulty and to identify his or her strengths and needs.
 In some cases, schools will be able to conduct a child’s entire evaluation within the school. In other cases, schools may not have the staff to do all of the evaluations needed. These schools will have to hire outside people or agencies to do some or all of the evaluation. If the child is evaluated outside of the school, the school must make the arrangements. The school will say in writing exactly what type of testing is to be done. All of these evaluation procedures are done at no cost to parents.
 
 Part II: Deciding Eligibility
 What does the school do with these evaluation results?
 The information gathered from the evaluation will be used to make important decisions about the child’s education. All of the information about the child will be used:
 	To decide if the child is eligible for special education and related services; and
 	To help the parent and the school decide what the child needs educationally.
 
  How is the child’s eligibility for special education decided?
 The decision about the child’s eligibility for services is based on whether the child has a disability that fits into one of the IDEA’s 13 disability categories and meets any additional state or local criteria for eligibility. This decision will be made when the evaluation has been completed, and the results are available.
 Parents are part of the team that decides a child’s eligibility for special education. This team will look at all of the information gathered during the evaluation and decide if the child meets the definition of a “child with a disability.” If so, the child will be eligible for special education and related services.
 Under IDEA, a child may not be found eligible for services if the determining reason for thinking the child is eligible is that:
 	The child has limited English proficiency, or
 	The child has not had appropriate instruction in math or reading.
 
 If the child is found eligible, the parent and the school will work together to design an individualized education program for the child. This process is described in detail in Part III.
 The school will give the parent a copy of the evaluation report on the child and the paperwork about the child’s eligibility for special education and related services. This documentation is provided to the parent/guardian at no cost.
 What happens if the child is not eligible for special education?
 If the eligibility team decides that the child is not eligible for special education, the school system must tell the parent this in writing and explain why the child has been found “not eligible.” Under IDEA, the parent must also be given information about what the parent can do if they disagree with this decision.
 IDEA includes many different mechanisms for resolving disagreements, including mediation. The school is required to tell the parent what those mechanisms are and how to use them.
 What happens if the child is found eligible for special education, but the parent does not agree?
 If the child is found eligible for special education and related services and parent disagrees with that decision, or if they do not want the child to receive special education and related services, they have the right to decline these services for their child. The school may provide the child with special education and related services only if the parent agrees. Also, the parent may cancel special education and related services for their child at any time.
 It is important to note, however, that if the parent declines or cancels special education for their child and later changes their mind, the evaluation process must be repeated.
  Determination of Eligibility Meeting  Once all the evaluations are complete, the IEP Team, including the parents, meets to consider all available information and determine if the child has a disability for which they require special education, or special education and related services. They will review the results of all the evaluations. Each evaluator will present their report at this meeting. The classroom teacher will discuss classroom performance and grades. The special educator will share their report as well as the student’s performance on State and district testing (such as the Statewide Assessment System NH SAS, AIMSweb, Dibels, etc.)
 Once everyone has shared their reports, the team will go through an eligibility form for each suspected disability to determine if the child meets the criteria. The forms are typically in a checklist format and the team goes through the form together answering each question. For example, if the suspected disabilities discussed at the disposition of referral meeting were Speech or Language Impairment or Specific Learning Disability, the team would go through each of those forms together.
 Once a child is found eligible for special education, they are identified as meeting the definition for one or more of the following disability categories. Again, the parents have the right to agree or disagree with the team’s decision. They have 14 days to do so.
 Christine Tate
 
 
 
 Part III: Writing and Implementing an IEP
 This section is a brief summary of writing and implementing an IEP. Teacher candidates will take a close examination of the IEP components and develop an IEP and transition plan that conforms to IDEA 2004 standards in the IEP and Transition Planning course.
 
 The child has been found eligible for special education, and the parent agrees. What is next?
 The next step is to write and implement what is known as an Individualized Education Program—usually called an IEP. After a child is found eligible, a meeting must be held within 30 days to develop to the IEP.
 The acronym IEP stands for Individualized Education Program. This is a written document that describes the educational program designed to meet a child’s individual needs. Every child who receives special education must have an IEP.
 The IEP has two general purposes: (1) to set learning goals for the child; and (2) to state the supports and services that the school district will provide for the child.
 What type of information is included in an IEP?
 According to IDEA, the child’s IEP must include specific statements. These are listed below between the lines. This is a brief introduction the IEP.
 Present levels of academic achievement and functional performance. This statement describes how the child is currently achieving in school. This includes how the child’s disability affects his or her participation and progress in the general education curriculum.
 Annual goals. The IEP must state annual goals for the child, what the parent and the school team think he or she can reasonably accomplish in a year. The goals must relate to meeting the needs that result from the child’s disability. They must also help the child participate in and progress in the general education curriculum.
 Special education and related services to be provided. The IEP must list the special education and related services to be provided to the child. This includes supplementary aids and services (e.g., preferential seating, a communication device, one-on-one tutor) that can increase the child’s access to learning and his or her participation in school activities. It also includes changes to the program or supports for school personnel that will be provided for the child.
 Participation with children without disabilities. The IEP must include an explanation that answers this question: How much of the school day will the child be educated separately from children without disabilities or not participate in extracurricular or other nonacademic activities such as lunch or clubs?
 Dates and location. The IEP must state (a) when special education and related and supplementary aids and services will begin; (b) how often they will be provided; (c) where they will be provided; and (d) how long they will last.
 Participation in state and district-wide assessments. Your state and district probably gives tests of student achievement to children in certain grades or age groups. To participate in these tests, the child may need individual accommodations or changes in how the tests are administered. The IEP team must decide what accommodations the child needs and list them in the IEP. If the child will not be taking these tests, the IEP must include a statement as to why the tests are not appropriate for the child, how the child will be tested instead, and why the alternate assessment selected is appropriate for the child.
 Transition services. By the time the child is 16 (or younger, if the IEP team finds it appropriate for the child), the IEP must include measurable postsecondary goals related to the child’s training, education, employment, and (when appropriate) independent living skills. The IEP must also include the transition services needed to help the child reach those goals, including what the child should study.
 Measuring progress. The IEP must state how school personnel will measure your child’s progress toward the annual goals. It must also state when it will give you periodic reports on your child’s progress.
 It is very important that children who receive special education participate in the general education curriculum as much as possible. That is, they should learn the same curriculum as children without disabilities—for example, reading, math, science, social studies, and physical education. In some cases, this curriculum may need to be adapted for the child to learn, but it should not be omitted. Participation in extracurricular activities and other nonacademic activities is also important. The child’s IEP needs to be written with this in mind.
 For example, what special education and related services will help the child participate in the general education curriculum—in other words, to study what other students are studying? What special education, related services, or supports will help the child take part in extracurricular activities such as school clubs or sports? When the child’s IEP is developed, an important part of the discussion will be how to support the child in regular education classes and activities in the school.
 Who develops the child’s IEP?
 Many people come together to develop the child’s IEP. This group is called the IEP team and includes most of the same types of individuals who were involved in the child’s evaluation. Team members will include:
 	The parents
 	At least one regular education teacher, if the child is (or may be) participating in the regular education environment
 	At least one of the child’s special education teachers or special education providers
 	A representative of the school system who (a) is qualified to provide or supervise the provision of special education, (b) knows about the general education curriculum; and (c) knows about the resources the school system has available
 	An individual who can interpret the evaluation results and talk about what instruction may be necessary for the child
 	The child, when appropriate
 
 Other individuals (invited by the parent or the school) who have knowledge or special expertise about the child. For example, the parent may wish to invite a relative who is close to the child or a childcare provider. The school may wish to invite a related service provider, such as a speech therapist or a physical therapist.
 With your consent, the school must also invite representatives from any other agencies that are likely to be responsible for paying for or providing transition services (if your child is 16 years old or, if appropriate, younger).
 How can the parent help develop their child’s IEP?
 The law is very clear that parents have the right to participate in developing their child’s IEP. Parent input is invaluable. They know their child so very well, and the school needs to know their insights and concerns. That is why IDEA makes parents equal members of the IEP team.
 The school staff will try to schedule the IEP meeting at a time that is convenient for all team members to attend. If the school suggests a time that is impossible for the parent, explain your schedule and needs. It is important that the parent(s) attend this meeting and share their ideas about their child’s needs and strengths.
  Can the meeting be held without the parents participating?
 Yes. IDEA’s regulations state that the school may hold the IEP meeting without the parents if it is unable convince the parents, they should attend. If no parent can attend the IEP meeting, the school must use other methods to ensure their participation, including video conferences and individual or conference telephone calls.
 If, however, the parent(s) still can’t attend or participate in the IEP meeting, the school may hold the IEP meeting without them—as long as it keeps a record of its efforts to arrange a mutually agreed-on time and place and the results of those efforts. This can be accomplished by keeping detailed records:
 	Telephone calls made or attempted and the results of those calls;
 	Copies of correspondence sent to you and any responses received; and
 	Detailed records of visits made to your home or work and the results of those visits.
 
 If the school does hold the meeting without the parents, it must keep them informed about the meeting and any decisions made there. The school must also ask for (and receive) parental written permission before special education and related services may be provided to their child for the first time.
 What can the parent do before the IEP meeting?
 The purpose of the IEP meeting is to develop the child’s Individualized Education Program. Encourage the parent to prepare for this meeting by:
 	Making a list of the child’s strengths and needs;
 	Talking to teachers and/or therapists and getting their thoughts about the child;
 	Visiting the child’s class and perhaps other classes that may be helpful to him or her; and
 	Talk to the child about his or her feelings toward school.
 
 What happens during an IEP meeting?
 During the IEP meeting, the different members of the IEP team share their thoughts and suggestions. If this is the first IEP meeting after the child’s evaluation, the team may go over the evaluation results, so the child’s strengths and needs will be clear. These results will help the team decide what special help the child needs in school.
 After the various team members (including the parent) have shared their thoughts and concerns, the group will have a better idea of the child’s strengths and needs. This will allow the team to discuss and decide:
 	The educational and other goals that are appropriate for the child; and
 	The type of special education services the child needs.
 
 The IEP team will also talk about the related services the child may need to benefit from his or her special education. The IDEA lists many related services that schools must provide if eligible children need them. Examples of related services include:
 	Occupational therapy, which can help a child develop or regain movement that he or she may have lost due to injury or illness; and
 	Speech and language services, which can help children who have trouble speaking.
 
 IDEA’s List of Related Services 
 Supplementary aids and services can also play a pivotal role in supporting the education of children with disabilities in the general education classroom and their participation in a range of other school activities. That is also the intent of supplementary aids and services. Not surprisingly, these supports may be an important topic to discuss in the IEP meeting. Examples include, but are not limited to:
 	Supports to address the child’s environmental needs (e.g., preferential seating; altered physical room arrangement);
 	Levels of staff support needed (e.g., type of personnel support needed, such as a behavior specialist, health care assistant, or instructional support assistant);
 	Specialized equipment needs that the child may have (e.g., wheelchair, computer, augmentative communication device);
 	Pacing of instruction needed (e.g., breaks, more time, home set of materials);
 	Presentation of subject matter needed (e.g., taped lectures, sign language, primary language); and
 	Assignment modification needed (e.g., shorter assignments, taped lessons, instructions broken down into steps).
 
 Deciding which supplementary aids and services (if any) will support the child’s access to the general education curriculum and participation in school activities will very much depend upon the child’s disability and his or her needs. None may be needed. Or many. All are intended to enable the child to be educated with children without disabilities to the maximum extent appropriate.
 Special factors. Depending on the needs of the child, the IEP team must also discuss these special factors:
 	If the child’s behavior interferes with his or her learning or the learning of others: The IEP team will talk about strategies and supports to address the child’s behavior.
 	If the child has limited proficiency in English: The IEP team will talk about the child’s language needs as these needs relate to his or her IEP.
 	If the child is blind or visually impaired: The IEP team must provide for instruction in Braille or the use of Braille, unless it determines, after an appropriate evaluation that the child does not need this instruction.
 	If the child has communication needs: The IEP team must consider those needs.
 	If the child is deaf or hard of hearing: The IEP team will consider the child’s language and communication needs. This includes the child’s opportunities to communicate directly with classmates and school staff in his or her usual method of communication (for example, sign language).
 
 Assistive technology. The IEP team will also talk about whether the child needs any assistive technology devices or services. Assistive technology devices can help many children do certain activities. Examples include:
 	Adapted furniture, tools, utensils, and other typically nonelectronic devices—which can help children with physical challenges; and
 	Digital books, or devices that enlarge words on a computer screen or read them aloud—which can help children who do not see or read well.
 
 Assistive technology services include evaluating the child to see if he or she could benefit from using an assistive device. These services also include providing the device and training the child to use it. If appropriate, the family and/or the professionals who work with the child may also receive training in using the device.
 Transition services.  Beginning when the child is age 16 (or younger, if appropriate), the IEP team will help the child plan ahead to life after high school and include statements in the IEP with respect to:
 	Postsecondary annual goals for the child;
 	The transition services (including courses of study) needed to help the child reach those goals; and
 	The rights (if any) that will transfer from parent to the child when he or she reaches the age of majority, and that the child and parent have been notified of these.
 
 IDEA defines transition services as a coordinated set of activities for a student with a disability that is designed within a results-oriented process focused on improving the student’s academic and functional achievement and promoting the student’s movement from school to post-school activities. These activities can include postsecondary education, vocational education, integrated employment (including supported employment), continuing and adult education, adult services, independent living, or community participation. With respect to the child, this coordinated set of activities:
 	Is based on the child’s individual needs, taking into account his or her strengths, preferences, and interests; and
 	Includes instruction; related services; community experiences; the development of employment and other post-school adult living objectives; and, if appropriate, the acquisition of daily living skills and functional vocational evaluation.
 
 Transition services can be provided as special education if they are specially designed instruction or as a related service, if they are required for the child to benefit from special education.
 The parent may feel very emotional during the meeting, as everyone talks about their child’s needs. Remind the parent that the other team members are all there to help their child. To design a good program for their child, it is important for the parents to work closely with the team members and share their feelings about their child’s educational needs.
 Based on the above discussions, the IEP team will then write the child’s IEP. This includes the services and supports the school will provide for the child. It will also include the particular location where services will be provided. The child’s placement (where the IEP will be carried out) will be determined every year, must be based on the child’s IEP, and must be as close as possible to the child’s home. The placement decision is made by a group of persons, including the parent, and others knowledgeable about the child, the meaning of the evaluation data, and the placement options. In some states, the IEP team makes the placement decision. In other states, the placement decision is made by another group of people. In all cases, the parents have the right to be members of the group that makes decisions on the educational placement of their child.
 Depending on the needs of the child and the services to be provided, the child’s IEP could be carried out:
 	In regular education classes;
 	In special classes (where all the students are receiving special education services);
 	In special schools;
 	At home;
 	In hospitals and institutions; and
 	In other settings.
 
 IDEA strongly prefers that children with disabilities be educated in the general education classroom, working and learning alongside their peers without disabilities. In fact, placement in the regular education classroom is the first option the IEP team should consider. With the support of supplementary aids and services, can the child be educated satisfactorily in that setting? If so, then the regular education classroom is the child’s appropriate placement. If not, then the group deciding placement will look at other placements for the child.
 Does the school need parental consent to implement the IEP?
 Yes, the school must obtain parental informed written consent before the initial provision of special education and related services to their child and must make reasonable efforts to obtain that consent.
 If the parent does respond to the request for consent for the initial provision of special education and related services, refuses to give consent, the school system may not override their lack of consent and implement the IEP. The school system is not considered in violation of its requirement to make a free appropriate public education available to the child. The parents’ lack of consent, however, means that the child will not receive special education and related services in school.
 Can the parent revoke consent for special education and related services after initially giving it?
 Yes. At any time after providing initial consent, the parent may revoke consent, in writing, for the continued provision of special education and related services. Once the parent revokes consent, the school system may no longer provide special education and related services to the child, and they may not use mediation or due process procedures to try to override the parent’s revocation of consent.
 Once the parent revokes consent, the child will be no longer receive the services and supports that were included in his or her IEP. It is important for the parent to ask questions about how their child’s education will be affected before revoking consent.
 Can the IEP be changed?
 Yes. At least once a year a meeting must be scheduled to review the child’s progress and develop the child’s new annual IEP. The parent (or any other team member) may ask to have the child’s IEP reviewed or revised at any time, if a need or concern arises.
 The meeting to revise the IEP will be similar to the IEP meeting described above. The team will talk about:
 	The child’s progress toward the goals in the current IEP;
 	What new goals should be added; and
 	Whether any changes need to be made to the special education and related services the child receives.
 
 Can the IEP be changed without holding an IEP meeting?
 Yes. If the parent and the school want to change the child’s IEP after the annual IEP meeting, parents and the school may agree not to convene an IEP meeting. Instead, parents and the school will develop a written document that will amend the child’s IEP. If the child’s IEP is changed, all IEP team members will be informed of the changes, and if the parent request it, the school must give the parent a copy of the revised IEP.
 Does the IEP meeting have to be in person?
 No. When holding an IEP meeting, parents and the school may agree to use other means of participation. For example, some members may participate by video conference or conference calls.
 May a team member be excused from attending an IEP meeting?
 Yes, under certain circumstances and only with the consent of both the school system and the parent. If the member’s area of the curriculum or related service is not going to be discussed or modified at the meeting, then he or she may be excused if the parent, and the school system agree in writing. A member whose area of expertise is going to discussed or changed at the meeting may be excused—under two conditions:
 	Parent (in writing) and the school agree to excuse the member; and
 	The member gives written input about developing the IEP to you and the team before the meeting.
 
 IEP Meeting
  If a child is identified as having an educational disability and requires a special education and possibly related services, the IEP Team must develop an IEP within 30 days of the eligibility determination meeting. Again, parents have 14 days to agree or disagree with the IEP.  Once a child has an IEP, it must be reviewed and revised at least annually, and must be in place by the beginning of each school year.
 Placement Meeting: Once the IEP has been approved (signed), the IEP Team determines the least restrictive environment (LRE) in which the child’s IEP can be implemented. If the parent agrees to the IEP at the IEP meeting, the team typically holds the Placement meeting right after the IEP is signed (at the same meeting).
 Christine Tate
 
 
 
 Part IV: Re-Evaluation
 When will the child be re-evaluated?
 After the initial evaluation, evaluations must be conducted at least every three years (generally called a triennial evaluation) after the child has been placed in special education, unless the parent and the school agree that a reevaluation is not necessary . Reevaluations can also occur more frequently if conditions warrant, or if the parent or the child’s teacher request a reevaluation. Informed parental consent is also necessary for reevaluations.
 The purpose of this reevaluation is to find out:
 	If the child continues to be a “child with a disability,” as defined within the law; and
 	The child’s educational needs.
 
 The reevaluation is similar to the initial evaluation. It begins by looking at the information already available about the child. More information is collected only if the IEP team determines that more information is needed or if the requests it. If the group decides that additional assessments are needed, the parent must give their informed written permission before the school system may collect that information. The school system may only go ahead without parent informed written permission if they have tried to get parental permission and the parent repeatedly did not respond.
 Although the law requires that children with disabilities be re-evaluated at least every three years, the child may be re-evaluated more often if the parent or your child’s teacher(s) request it. However, reevaluations may not occur more than once a year, unless the parent and the school system agree that a reevaluation is needed.
 
 Part V: Resolving Disputes
  What if a parent disagrees with the school about what is right for their child?
 The parent has the right to disagree with the school’s decisions concerning their child. This includes decisions about:
 	The child’s identification as a “child with a disability;”
 	His or her evaluation;
 	His or her educational placement; and
 	The special education and related services that the school provides to the child.
 
 In all cases where the family and school disagree, it is important for both sides to first discuss their concerns and try to reach consensus. Decisions can be temporary. For example, the parent might agree to try out a particular plan of instruction or classroom placement for a certain period of time. At the end of that period, the school can check the child’s progress. The parent and other members of the child’s IEP team can then meet again, talk about how the child is doing, and decide what to do next. The trial period may help the parent and the school come to a comfortable agreement on how to help the child.
 If the still cannot agree with the school, it’s useful to know more about IDEA’s protections for parents and children. The law and its regulations include ways for parents and schools to resolve disagreements. These include mediation, due process, and filing a complaint with the state educational agency. Parents also have the right to refuse consent for initial provision of special education and related services, or to cancel all special education and related services for their child without using mediation, due process, or filing a complaint.
 Always remember that the parent and the school will be making decisions together about the child’s education for as long as the child goes to that school and continues to be eligible for special education and related services. A good working relationship with school staff is important now and in the future. Both parents and the school want success for the child and working together can make this happen.
 There is a lot to know about each of these vehicles for resolving disputes. If you would like to learn more:
 Visit the CADRE, the National Center for Dispute Resolution
 www.directionservice.org/cadre
 
 Early Childhood Education
  Individualized Family Service Plan, or IFSP.
 [image: preschool]In the Early Childhood Education program teacher candidates will learn about the process of early identification and intervention for infants and young children. Similar to K-12 ( age 21 students) there is a referral process in place.
 When the early intervention system receives a referral about a child with a suspected disability or developmental delay, a time clock starts running. Within 45 days, the early intervention system must complete the critical steps discussed thus far:
 				screening (if used in the state),
 	initial evaluation of the child,
 	initial assessments of the child and family, and
 	writing the IFSP (if the child has been found eligible).
 
 
 
 
 
 
 
 That’s a tall order, but important, given how quickly children grow and change. When a baby or toddler has developmental issues, they need to be addressed as soon as possible. So—45 days, that’s the timeframe from referral to completion of the IFSP for an eligible child.
 Having collected a great deal of information about the child and family, it’s now possible for the team (including parents) to sit down and write an individualized plan of action for the child and family. This plan is called the Individualized Family Service Plan, or IFSP. It is a very important document, and parents, are important members of the team that develops it. Each state has specific guidelines for the IFSP.
 Center for Parent Information and Resources, (2017). Overview of Early Intervention
 Resource from the Parent Information Center of New Hampshire:  An Overview of the Early Childhood Transition Process– this is flow chart, similar to the special education identification process, for young children, beginning prior to 3 years of age when they will no longer be eligible for Early Supports and Services ESS.  Read more about this transition process from the New Hampshire Department of Education and Department of Health and Human Services document, Transition From Family-Centered Early Supports and Services.
 
 Resource to share with parents
 Parent Information Center on Special Education, (2017). Steps in the Special Education Process. Retrieved from  https://picnh.org/wp-content/uploads/2021/02/Step-In-the-Special-Education-Process-2021.pdf 
 
 updated 12.1.2022
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 Child with a Disability
 Importance of This Key Term | The definition of “child with a disability” explains how and why children are found to be eligible – or ineligible – for special education and related services under IDEA. A “child with a disability,” as defined by IDEA, is entitled to a free appropriate public education that emphasizes special education and related services designed to meet the child’s unique needs.
 IDEA’s definition and beyond | IDEA’s definition of “child with a disability” includes definitions of specific disabilities such as intellectual disability, learning disabilities, and other health impairment. IDEA’s definitions guide how states define disability and who is eligible for FAPE. So it’s important to know both how IDEA and their state or territory define individual disabilities.
 Note that, in order to fully meet the definition (and eligibility for special education and related services) as a “child with a disability,” a child’s educational performance must be adversely affected due to the disability. Note also that “educational performance” is not limited to academic performance.
 Where “child with a disability” is defined in IDEA | 34 CFR §300.8. The complete definition of “child with a disability” is quite long, so we have not included the verbatim definition in this reference list, only the first paragraph of the definition, which reads:
 §300.8 Child with a disability
 (a) General. (1) Child with a disability means a child evaluated in accordance with §§300.304 through 300.311 as having an intellectual disability, a hearing impairment (including deafness), a speech or language impairment, a visual impairment (including blindness), a serious emotional disturbance (referred to in this part as ‘‘emotional disturbance’’), an orthopedic impairment, autism, traumatic brain injury, an other health impairment, a specific learning disability, deaf-blindness, or multiple disabilities, and who, by reason thereof, needs special education and related services
 
 Adapted from: Center for Parent Information and Resources (6.26.2020). Categories of Disability Under IDEA , Newark, NJ, Author.  (2017)
 The nation’s special education law is called the Individuals with Disabilities Education Act, or IDEA. As part of making special education and related services available to children with disabilities in the public schools, IDEA defines the term “child with a disability.” That definition includes specific disability terms, which are also defined by IDEA, as this chapter describes.
 The IDEA’s disability terms and definitions guide how States in their own turn define disability and who is eligible for a free appropriate public education under special education law. The definitions of these specific disability terms from the IDEA regulations are shown beneath each term listed below. Note, in order to fully meet the definition (and eligibility for special education and related services) as a “child with a disability,” a child’s educational performance must be adversely affected due to the disability.
 *The disability categories below are linked to the eBook chapters used in the “Students with Disabilities” course, Understanding and Supporting Learners with Disabilities. You can click on those links for a comprehenisve overview of each disability.
 IDEA’s disability terms and definitions:
 	Autism…
 
 …means a developmental disability significantly affecting verbal and nonverbal communication and social interaction, generally evident before age three, that adversely affects a child’s educational performance. Other characteristics often associated with autism are engaging in repetitive activities and stereotyped movements, resistance to environmental change or change in daily routines, and unusual responses to sensory experiences. The term autism does not apply if the child’s educational performance is adversely affected primarily because the child has an emotional disturbance, as defined in #5 below.
 A child who shows the characteristics of autism after age 3 could be diagnosed as having autism if the criteria above are satisfied.
 
 	Deaf-Blindness…
 
 …means concomitant [simultaneous] hearing and visual impairments, the combination of which causes such severe communication and other developmental and educational needs that they cannot be accommodated in special education programs solely for children with deafness or children with blindness.
 
 	Deafness…
 
 …means a hearing impairment so severe that a child is impaired in processing linguistic information through hearing, with or without amplification, that adversely affects a child’s educational performance.
 
 	Developmental Delay…
 
 …for children from birth to age three (under IDEA Part C) and children from ages three through nine (under IDEA Part B), the term developmental delay, as defined by each State, means a delay in one or more of the following areas: physical development; cognitive development; communication; social or emotional development; or adaptive [behavioral] development.
 
 	Emotional Disturbance…
 
 …means a condition exhibiting one or more of the following characteristics over a long period of time and to a marked degree that adversely affects a child’s educational performance:
 (a) An inability to learn that cannot be explained by intellectual, sensory, or health factors.
 (b) An inability to build or maintain satisfactory interpersonal relationships with peers and teachers.
 (c) Inappropriate types of behavior or feelings under normal circumstances.
 (d) A general pervasive mood of unhappiness or depression.
 (e) A tendency to develop physical symptoms or fears associated with personal or school problems.
 The term includes schizophrenia. The term does not apply to children who are socially maladjusted, unless it is determined that they have an emotional disturbance.
 
 	Hearing Impairment…
 
 …means an impairment in hearing, whether permanent or fluctuating, that adversely affects a child’s educational performance but is not included under the definition of “deafness.”
 
 	Intellectual Disability…
 
 …means significantly subaverage general intellectual functioning, existing concurrently [at the same time] with deficits in adaptive behavior and manifested during the developmental period, that adversely affects a child’s educational performance.
 (Editor’s Note, February 2011: “Intellectual Disability” is a new term in IDEA. Until October 2010, the law used the term “mental retardation.”  In October 2010, Rosa’s Law was signed into law by President Obama.  Rosa’s Law changed the term to be used in future to “intellectual disability.” The definition of the term itself did not change and is what has just been shown above.
 
 	Multiple Disabilities…
 
 …means concomitant [simultaneous] impairments (such as intellectual disability-blindness, intellectual disability-orthopedic impairment, etc.), the combination of which causes such severe educational needs that they cannot be accommodated in a special education program solely for one of the impairments. The term does not include deaf blindness.
 
 	Orthopedic Impairment…
 
 …means a severe orthopedic impairment that adversely affects a child’s educational performance. The term includes impairments caused by a congenital anomaly, impairments caused by disease (e.g., poliomyelitis, bone tuberculosis), and impairments from other causes (e.g., cerebral palsy, amputations, and fractures or burns that cause contractures).
 
 	Other Health Impairment…
 
 …means having limited strength, vitality, or alertness, including a heightened alertness to environmental stimuli, that results in limited alertness with respect to the educational environment, that—
 (a) is due to chronic or acute health problems such as asthma, attention deficit disorder or attention deficit hyperactivity disorder, diabetes, epilepsy, a heart condition, hemophilia, lead poisoning, leukemia, nephritis, rheumatic fever, sickle cell anemia, and Tourette syndrome; and (b) adversely affects a child’s educational performance.
 
 	Specific Learning Disability…
 
 …means a disorder in one or more of the basic psychological processes involved in understanding or in using language, spoken or written, that may manifest itself in the imperfect ability to listen, think, speak, read, write, spell, or to do mathematical calculations. The term includes such conditions as perceptual disabilities, brain injury, minimal brain dysfunction, dyslexia, and developmental aphasia. The term does not include learning problems that are primarily the result of visual, hearing, or motor disabilities; of intellectual disability; of emotional disturbance; or of environmental, cultural, or economic disadvantage.
 
 	Speech or Language Impairment…
 
 …means a communication disorder such as stuttering, impaired articulation, a language impairment, or a voice impairment that adversely affects a child’s educational performance.
 
 	Traumatic Brain Injury…
 
 …means an acquired injury to the brain caused by an external physical force, resulting in total or partial functional disability or psychosocial impairment, or both, that adversely affects a child’s educational performance. The term applies to open or closed head injuries resulting in impairments in one or more areas, such as cognition; language; memory; attention; reasoning; abstract thinking; judgment; problem-solving; sensory, perceptual, and motor abilities; psychosocial behavior; physical functions; information processing; and speech.
 The term does not apply to brain injuries that are congenital or degenerative, or to brain injuries induced by birth trauma.
 
 	Visual Impairment Including Blindness…
 
 …means an impairment in vision that, even with correction, adversely affects a child’s educational performance. The term includes both partial sight and blindness.
 
 Considering the Meaning of “Adversely Affects”
 You may have noticed that the phrase “adversely affects educational performance” appears in most of the disability definitions. This does not mean, however, that a child must be failing in school to receive special education and related services. According to IDEA, states must make a free appropriate public education available to “any individual child with a disability who needs special education and related services, even if the child has not failed or been retained in a course or grade, and is advancing from grade to grade.” [§300.101(c)(1)]
  
 *Teacher candidates will study in-depth the 13 IDEA disabilities categories in the “Students with Disabilities” course.
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
  
 
	

			
			


		
	
		
			
	
		

		

								

	
				Center for Parent Information and Resources (6.25.2020). Right to Receive Written Prior Notice, Newark, NJ, Author. (2017)
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 Parental rights under IDEA include the right to receive prior written notice from the school each time that the school proposes to take (or refuses to take) certain actions with respect to a child. Specifically, the school must provide parents with prior written notice each time that it:
  	Proposes to initiate or change the identification, evaluation, or educational placement of a child;
 	Proposes to initiate or change the provision of FAPE to the child (that’s a free appropriate public education);
 	Refuses to initiate or change the identification, evaluation, or educational placement of the child;
 	Refuses to initiate or change the provision of FAPE to the child.
 
 Parents are to be given 10 days prior written notice before a meeting (parents may waive this advance notice when warranted). (NH)
 
 
 Purpose of Prior Written Notice (aka Written Prior Notice)
 Prior written notice serves as a vehicle of communication between schools and families. It is very important that parents are always well informed about whatever action the school intends to take (or intends not to take) about their child. Through prior written notice, the school can ensure that parents are up to date on what it’s proposing or refusing to do, as early as possible so that parents can participate in the school’s proposed actions or respond to its refusals.
 Content of the Prior Written Notice
 Prior written notice must contain a comprehensive description of the action proposed (or refused) by the school system. According to IDEA, the notice must include:
 1 | a description of the action proposed or refused by the school;
 2 | an explanation of why the school proposes or refuses to take the action;
 3 | a description of each evaluation procedure, assessment, record, or report the school used as a basis for their decision;
 4 | a statement that the parents of a child with a disability have protection under the procedural safeguards and, how the parents can obtain a copy of them;
 5 | sources for parents to contact to obtain assistance in understanding these provisions;
 6 | a description of other options that the IEP Team considered and the reasons why those options were rejected; and
 7 | a description of other factors relevant to the school’s proposal or refusal. [§300.503(b)]
 When Parents Should Receive Prior Written Notice
 Parents must receive prior written notice from the school a reasonable time before the school plans to take (or refuses to take) actions related to the identification, evaluation, or educational placement of your child. Parents should also receive prior written notice, a reasonable time before the school plans to take (or refuses to take) actions related to the provision of FAPE to your child.
 For example, the parents must receive this notice:
 —When the school would like to conduct an initial evaluation of their child;
 —When parents asked for their child to be evaluated and the school denies their request;
 —When the school wants to begin or change a child’s identification as the “child with a disability”;
 —When the school proposes or refuses a particular educational placement for the child;
 —When the school wants to change the child’s educational placement;
 —When the school wants to change aspects of the special education or related services that the child is receiving; and
 —When the school refuses a request from parents, with respect to the educational services their child is receiving.
  If there is an occasion when the school must give the parents prior written notice, and it fails to do so, parents can ask the school to provide prior written notice. Parents can also ask for prior written notice to be provided to them if the school has informed them of actions it plans or refuses to take in a phone call, in a meeting, or as part of a conversation. These last have not been written, you see. The advantage of asking for the school to provide a prior written notice is that the parents will receive a detailed explanation in writing of the decision the school has made (or refuses to make) in relation to their child. This includes the reasons by which the school reached its decision.
 Prior Written Notice Via Email
 IDEA states that a parent of a child with a disability may elect to receive prior written notice via email, if the school makes this option available.
 How Prior Written Notice Is to Be Written
 All written correspondence from the school must be in a form that the general public can understand. For example, it must be written in the native language of the parent, if the parent does not read English, or in the mode of communication that the parent normally uses, such as Braille or large-print, unless it is clearly not feasible to do so.
 If the parents’ native language or other mode of communication is not a written language, the school must take steps to ensure:
 	That the prior written notice is translated orally (or by other means) to the parent in his or her native language or other mode of communication; and
 	That the parent understands the content of the notice. [§300.503(c)(2)]
 
 Example of Prior Written Notice
 For those who would love to see an example of prior written notice, you’ll be pleased to hear there’s a Model Form available that was prepared by the U.S. Department of Education. The Model Form is designed to guide states and schools in developing their own prior written notices. Find the Department’s Model Form at:  https://sites.ed.gov/idea/files/modelform2_Prior_Written_Notice.pdf
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 In this chapter the focus will be on response to intervention (or instruction) RTI, which now falls under the umbrella of the more encompassing Multi-tiered System of Supports MTSS.In addition to the RTI academic focus, MTSS includes a focus on the behavioral needs of students under the title of Positive Behavioral Supports and Interventions (PBIS)
 
 
 WikiDaily, (2020). Response to Intervention, Content is available under CC BY-SA 3.0
 In education, response to intervention (commonly abbreviated RTI or RtI) is an approach to academic intervention used in the United States to provide early, systematic, and appropriately intensive assistance to children who are at risk for or already underperforming as compared to appropriate grade- or age-level standards. RTI seeks to promote academic success through universal screening, early intervention, frequent progress monitoring, and increasingly intensive research-based instruction or interventions for children who continue to have difficulty. RTI is a multilevel approach for aiding students that is adjusted and modified as needed if they are failing.
 In terms of identifying students with specific learning disabilities (SLD), RTI was proposed as an alternative to the ability–achievement discrepancy model, which requires children to exhibit a significant discrepancy between their ability (often measured by IQ testing) and academic achievement (as measured by their grades and standardized testing). Methods to identify students with SLD have been controversial for decades and proponents of RTI claim that the process brings more clarity to the Specific Learning Disability (SLD) category of the Individuals with Disabilities Education Improvement Act (IDEA 2004), while opponents claim that RTI simply identifies low achieving students rather than students with learning disabilities.
 RTI is originally a special education term that has broadened into a general education framework that involves research-based instruction and interventions, regular monitoring of student progress, and the subsequent use of these data over time to make a variety of educational decisions, including, but not limited to SLD eligibility. To facilitate this broadened conception of RTI, there was a shift to labeling this as one of the approaches of a Multi-Tier System of Supports (MTSS) occurring in schools and the professional literature.The key to the RTI process is the application of scientifically based interventions that have been demonstrated to work in randomized controlled trials. A goal of the RTI process is to apply accountability to the educational program by focusing on programs that work rather than programs that simply look, sound, or feel good.
 RTI follows a number of core assumptions:[5]
  	The educational system can effectively teach all children.
 	Early intervention is critical to preventing problems from getting out of control.
 	The implementation of a multi-tiered service delivery model is necessary.
 	A problem solving model should be used to make decisions between tiers.
 	Research based interventions should be implemented to the extent possible.
 	Progress monitoring must be implemented to inform instruction.
 	Data should drive decision making.
 
 
 
 School-wide screening
 The first level of data collected in the Multi tired system of support/ RTI process, comes from universal school-wide screenings. These screening assessments are typically given to all students within targeted grade levels, and cover basic academic subjects such as reading and mathematics. Most screening measures aim to be practical and efficient to administer, with the goal of identifying students who may require further assessments and interventions.
 To evaluate student performance on the screening measures, scores are compared to specific criteria (criterion referenced) or to broad norms (norm referenced). When specific criteria are used, cut scores are established to evaluate students against a specific level of proficiency (e.g., achieving a score of 15 or above); in a normative comparison, students’ scores are compared against those of a larger group (e.g., scoring above the 25th percentile compared to a national sample of 3rd grade students).
 Screenings usually occur three times per year (fall, winter, and spring), and the data from these assessments help to guide instruction through the three tiers of the RTI process. This is important not only for identifying students who are having difficulties, but also for identifying possible areas of improvement in the general classroom instruction in the cases where too many students fall below expectations.[15] Because a single universal screening at the beginning of the year can over-identify students who require preventive intervention, the National Research Center on Learning Disabilities recommends that schools also integrate at least five weeks of weekly progress monitoring to identify students who require preventive intervention.
 Teaching
 Core curriculum in the classroom should be research-based and field tested. This means, based on evidence from congregating research, that the core curriculum contains all the fundamentals found necessary to efficiently teach reading and has a recognized record of achievement. Such curriculum is to be delivered by “highly qualified” teachers adequately trained to deliver the selected instruction as intended, that is, with fidelity to design.
 Progress monitoring and a multi tiered service delivery
 Progress monitoring is a set of assessment procedures for determining the extent to which students are benefiting from classroom instruction and for monitoring effectiveness of curriculum.
 Curriculum-based measurement (CBM) is often used to collect data on interventions and their effectiveness to determine what works best for an individual student. Additional methods are attempted until students “respond” to the intervention and improve their skills. Students that do not respond, or respond at significantly low rates, may be deemed to have learning disabilities, rather than simply learning difficulties.
 Progress monitoring is the scientifically based practice of assessing students’ academic performance on a regular basis for three purposes:
 	To determine whether children are profiting appropriately from the instructional program, including the curriculum.
 	To build more effective programs for the children who do not benefit.
 	To estimate rates of student improvement
 
 Three tiers of Scientifically Research-Based Interventions (SRBIs) of increasing intensity incorporate the key components of Multi tiered system of support/ RTI and help ensure the academic growth and achievement of students.
 Tier 1
 The first tier states that all students receive core classroom instruction that is differentiated and utilizes strategies and materials that are scientifically research-based. Assessment in the classroom should be ongoing and effective in that it clearly identifies the strengths and weaknesses for each learner. Any necessary interventions at this level are within the framework of the general education classroom and can be in the form of differentiated instruction, small group review, or one-on-one remediation of a concept.
 Progress monitoring in Tier 1 uses universal screening assessments to show individual student growth over time and to determine whether students are progressing as expected. In this process, data are collected, students are identified using benchmark scores, and measurable goals are set for the next data collection point for those who display difficulties. The team then follows a problem-solving process to determine interventions for at-risk students that will work within whole-class instructions. The classroom teacher implements the interventions, observations are conducted to ensure the fidelity of the classroom instruction, and the problem-solving team periodically reviews the progress of students.
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=34#oembed-1 
 
 [The Swift Center]. (2017, Jul. 27). MTSS: Universal Support [Video File]. Retrieved from https://youtu.be/G7dEPyMgF44  (3:31 minutes)
 
 Tier 2
 In the second tier, supplemental interventions may occur within or outside of the general education classroom, and progress monitoring occurs at more frequent intervals. Core instruction is still delivered by the classroom teacher, but small groups of similar instructional levels may work together under a teacher’s instruction and/or guidance. This type of targeted instruction is typically for 30 minutes per day, two to four days per week, for a minimum of nine weeks. This targeted instruction may occur in the general education setting or outside in a smaller group setting with a specialized teacher (such as a Literacy Support teacher for struggling readers).
 In Tier 2, the main purpose of progress monitoring is to determine whether interventions are successful in helping students learn at an appropriate rate. Decision rules are created to determine when a student might no longer require extra interventions, when the interventions need to be changed, or when a student might be identified for special education.
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=34#oembed-2 
 
 [The Swift Center]. (2017, Jul. 27). MTSS:Additional Support [Video File]. Retrieved from https://youtu.be/NlC6vYU-IyU  (2.40 minutes)
 
 Tier 3
 Tier three is for students who require more intense, explicit and individualized instruction and have not shown sufficient response to Tier 1 and Tier 2 interventions. This type of targeted instruction is delivered for a minimum of two 30-minute sessions every week for nine to twelve weeks. The interventions in this tier may be similar to those in Tier 2 except that they are intensified in focus, frequency, and duration. The instruction in Tier 3 is typically delivered outside of the general education classroom. Programs, strategies, and procedures are designed and employed to supplement, enhance, and support Tier 1 and Tier 2 instruction by remediation of the relevant area and development of compensatory strategies. If Tier 3 is not successful, a child is considered for the first time as potentially having a learning disability.
 In some cases, Tier 3 is considered to be special education, with instruction being provided to individual students or small groups by special education teachers in place of general education instruction (rather than as a supplement). Initial goals are established through an individualized education program (IEP), which is guided by the results of a comprehensive evaluation, and ongoing progress monitoring helps to direct the teaching process. Special education instruction likely will be considerably longer than the 10 to 12 weeks of supplemental instruction delivered in Tier 2 and beyond. The frequency of special education instruction depends upon student need, and the criteria to exit special education are specified and monitored so that placement can be flexible.
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=34#oembed-3 
 
 [The Swift Center], (2017, July 27). MTSS:Intensified Support. [Video File]. Retrieved from https://youtu.be/cyj4xeNsvv8  (2:29 min.)
 
 Multi tiered system of support/RTI implementation
 The number of schools implementing RTI continues to grow and 61% of schools surveyed in 2010 indicated that they had fully implemented or were in the process of implementing RTI.  RTI is primarily implemented by grade-level teams or professional learning communities as part of a school-wide problem-solving plan. Previous research found that implementing RTI resulted in several positive outcomes such as reductions in students referred to and placed into special education, more students passing state accountability tests, and increased academic skills among students at-risk for reading failure.
 Fidelity of implementation
 In a Multi tiered system of support/ RTI model, fidelity is important at both the school level (e.g., implementation of the process) and the teacher level (e.g., implementation of instruction). Although the concept of fidelity of implementation is supported by research and is generally viewed as common sense, there are practical challenges associated with achieving high levels of fidelity. Factors that can reduce fidelity when implementing instruction include:
 	Complexity of the interventions and the time required to implement them.
 	Inaccessibility of required materials and resources.
 	Low perceptions/expectations of effectiveness (teachers may not fully commit to an intervention if they believe that it will not be effective, or if it is inconsistent with their teaching style)
 	Low numbers, expertise, and motivation of those who deliver the interventions.
 
 Factors that can increase fidelity when implementing a Multi tiered system of support/ RTI model include:
 	Well-functioning professional learning communities
 	Using a universal screener that is brief, aligned with the curriculum, result in reliable data, and is validated for screening decisions.
 	Using a data-management system that is easily accessible by classroom teachers
 	Implementing interventions that address the skill deficit of students.
 	Identifying and addressing class-wide needs.
 	Establishing well-defined decision rules.
 	Clear leadership from the building principal.
 	Ongoing training and professional development.
 	Key stakeholders working together in a flexible manner to improve student learning.
 	Use of standard-protocol interventions for tier 2.
 	Not making entitlement (i.e., special education disability identification) decisions until the RTI system is in place and well established.
 
 Relationship between IDEA and RTI
 The 1997 Individuals with Disabilities Education Act (IDEA) was revised as the Individual Disabilities Education Improvement Act (IDEIA) and signed into law in 2004, and it became effective in July 2006. According to the law, a specific learning disability is a disorder of one or more of the basic psychological processes that adversely affects academic achievement in one or more domains (e.g., reading, writing, math, language). There are three methods of SLD identification under IDEA, as defined in §300.8(c)(10) (OSERS Final Regulations-8/06): 	A discrepancy between “ability” and “achievement”
 	Failure to respond to scientific, research-based intervention
 	Alternative research-based procedures for determining whether a child has a specific learning disability
 
 (The “third method” is often considered a “processing strengths and weaknesses” model.)
 The 2004 reauthorization of IDEA makes mention of RTI as a method of part of the process of identifying SLD:
 	In diagnosing learning disabilities, schools are no longer required to use the discrepancy model. The act states that, “a local educational agency shall not be required to take into consideration whether a child has a severe discrepancy between achievement and intellectual ability[…]”
 	Response to intervention is specifically mentioned in the regulations in conjunction with the identification of a specific learning disability. IDEA 2004 states, “a local educational agency may use a process that determines if the child responds to scientific, research-based intervention as a part of the evaluation procedures.”
 	Early Intervening Services (EIS) are prominently mentioned in IDEA for the first time. These services are directed at interventions for students prior to referral in an attempt to avoid inappropriate classification, which proponents claim an RTI model does. IDEA now authorizes the use of up to 15% of IDEA allocated funds for EIS.
 
 RTI was included in the regulations due to considerable concerns raised by both the House and Senate Committees regarding proponents of RTI claims about the use of IQ tests to identify learning disabled students. There was also recognition in these committees of a growing body of scientific research supporting methods of pre-referral interventions that resolved learning difficulties short of classification. However, the final regulations also allow a third method of SLD identification, often considered a processing strengths and weaknesses model.
 The IDEA Committee Conference Report (CCR) discusses the use of scientifically based early intervention programs, describes a model response-to-intervention program, and recommends the development of the most effective implementation of responsiveness to intervention models. The report describes such a model as an essential service for reducing the need to label children as disabled.
 Through the establishment of the RTI process in IDEIA, schools could shift from a model that required teachers to wait for students to fail, to a model of prevention, offering extra support to students during the learning process..
  
 Concerns and criticisms of RTI for SLD classification
 Criticisms of the RTI model first surfaced in 2004 when IDEA identified it as a viable method for use in SLD eligibility determination. Some feel that RTI is valuable for prevention, but see little empirical support for using RTI to determine learning disabilities, and have concerns that it could be used to delay or deny services to children with learning disabilities.  
  Why is it important to ensure students with disabilities are part of multi-tier frameworks?
  In this video, Maryl Randle, a doctoral candidate in Special Education at Michigan State University & NCII Coach for the Swartz Creek School District, addresses the importance of ensuring that students with disabilities have access to supports across the tiers of a tiered framework, especially intensive intervention.  [National Center on Intensive Interventions] (2014, Oct. 2014).Why is it important to ensure students with disabilities are part of multi-tiered frameworks? [Video File]. Retrieved from https://youtu.be/lacxcsgEIGA   (2:07 min)   One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=34#oembed-4 
 
  
 The IRIS Center. (2006). RTI (part 1): An overview. Retrieved from https://iris.peabody.vanderbilt.edu/module/rti01-overview/
 The IRIS Center. (2006). RTI (part 2): Assessment. Retrieved from https://iris.peabody.vanderbilt.edu/module/rti02-assessment/
 Harlacher, J. E. , and Sanford, A.  (n.d.) Distinguishing Between Tier 2 and 3 Instruction in Order to Support Implementation of RTI. Retrieved from http://www.rtinetwork.org/essential/tieredinstruction/tier3/distinguishing-between-tier-2-and-tier-3-instruction-in-order-to-support-implementation-of-rti
 *See Table 1: A Summary of Research-Based Factors that illustrate the Differences Between Tier 2 and Tier 3
 Reading Rockets has Best Practices to RTI:
 	Reading for All Students (Tier 1)
 	Best Practice for RTI: Intensive, Systematic Instruction for Some Students (Tier 2)
 	Best Practice for RTI: Monitor Progress of Tier 2 Students
 	Best Practice for RTI: Small Group Instruction For Students Making Minimal Progress (Tier 3)
 
 
 
 [image: voices from the field]
 Voices from the Field
 Teacher candidates reflection on how is MTSS/RtI implemented in their schools and on progress monitoring.
 RTI
 K-8 
 Progress monitoring is ongoing in our school, from bi-annual iReady assessments to informal, daily observation and formative assessments. In Tiers 2 and 3, we also utilize DIBELS and AIMSweb as well as more frequent assessments like PAST by Kilpatrick and PAST by Zgonc. Students in Tier 2 are often pulled in small groups for direct instruction by a special education teacher in the areas of reading or math. These groups tend to meet two times per week and the students who participate can change as needed (though it typically runs for whole term to a year or more if the need continues). Tier 3 tends to be 1:1 in our building and those students meet each day for 45 minutes with their Special Education teacher. Both scenarios utilize the same assessments to measure progress. (Kate D’Appolonia)
 In our school, every classroom actually has a time period in the day (30 minutes long) that is called RTI. It is also sometimes just called Intervention. During this time, students’ needs are met with whatever they may need depending on what tier they are in. The Tier one students use this time to do either ST Math (a computer-based supplemental math program that uses games to reinforce the lessons being taught at math time) or on other days they do Typing Agent (a computer-based program that teaches typing skills. Sometimes they also read books of their choice. The students who are in Tier 2, (as identified by reading benchmarks/level, math assessment results, and other assessments), receive targeted support during this RTI time. Some students receive a push in, which is when a title 1 teacher like me goes into the classroom and sits with a student or small group of students (4 or less) to do a guided reading lesson, phonics lesson, or Leveled Literacy Intervention lesson. Some push ins are also just to give the student extra support during the whole class lesson. Other students may be pulled out of the classroom for these same types of lessons. Students who are in Tier 3 go to their special ed teacher’s room or to another work area to work directly with their special ed teacher on their own specific IEP goals and modified curriculum during this time. Caitlin Dubisz
 ————————–
 My school recently adopted the Response to Intervention Model. Under this model, they adhere to school-wide reading and math screenings and follow the three tiers of instruction outlined in RTI (Lombardi, n.d.). Tier 1 students are served solely through classroom instruction, and teachers are expected to differentiate their instruction according to students’ needs and interests.  Teachers are also responsible to monitor students and see which ones might need reading or math remediation.  Unfortunately, math remediation is not easily accessible and is only being provided for students who are in the TIER 3 group and consequently have been referred for or are already on an IEP. Students who are in Tier 2 do have access however to reading specialists and a speech therapist.  As aforementioned, Tier 3 students are normally on an IEP and have access to math and reading specialists who provide support and accommodations as spelled out in the student’s IEP. Mallory Wilson
 ————————–
 Every student takes a STAR test in the Fall, Winter and Spring each year. The test includes both math and reading. The reading benchmark and observations are also something that is used when determining additional support. There are specific reading intervention teachers who work with Tier 2 and 3 students. Students are pulled during a WIN (What I Need) block for a reading group that focuses on the students’ needs. No new content is taught in the class during this time that way the students are getting support without missing something in the classroom.
 Reading benchmarks are a tool that is used. These are completed at certain times throughout the school year for all students to make sure they are making appropriate progress. If the students are not making progress, then they are brought to the reading interventionists and evaluated to become a part of a Tier 2 or 3 reading group. Tools specific to my SP are fluency reading probes, word reading lists, reading passages with comprehension questions, math probes with specific problems that are based off the student IEP goals. The tools vary depending on student needs.
  Another thing to know about that, although students may have Tier 2 or 3 support, if they are still struggling and not making progress in the classroom, a classroom teacher can bring the student to the school PAT team. This team helps with additional support for the student. Sometimes this can lead to a special education referral. Other times this can lead to support or ideas from the team to help find solutions for the student. All of these help the student in a multitude of ways! Anonymous
 ————————–
 The school that I work at does have an RTI program in place. Students that are referred to Intervention will have their classroom teacher collect specific data to better assess the needs of the student.  That data gets analyzed by a team that meets regularly as a target team. RTI is a way to move along a student to get focused attention on the specific skills that need attention. I have seen the first and second grade classes regularly do DIBELS reading testing. Since last spring*, our school has increased the use of diagnostics and assessments of me-ready for grades 1-5, especially over remote learning. (schools closed due to COVID) Tracey O’Brien
 ————————–
 I work in an elementary school with K-4th grade students.  We use an RTI model.  All kindergarten students are screened prior to the beginning of the year and divided into classrooms to create diverse groups of students.  The classroom teachers monitor progress and if they see an area of concern they submit the student’s name to our TSST (Teacher Student Support Team) team.  A meeting is scheduled to discuss the students’ areas of need with the appropriate staff. This may include any or all of the following:  LEA representative, school psychologist, school counselor, classroom teacher, reading specialist, math specialist, special education teacher, speech pathologist, occupational therapist, behavioral specialist, paraeducator, vision and hearing specialists or any other specialist needed.  The team presents the data and decides how to best help the student. This process elevates the student to level two or RTI.  During the meeting strategies, accommodations, behavior plans, and interventions are agreed upon and implemented for a set period of time.  This time varies depending on the student, however, the team agrees upon a follow up meeting scheduled to decide if the interventions are successful  or if more assistance is needed.
 Tier 3 occurs when the TSST agrees that the level 2 interventions are not sufficient and additional targeted interventions are needed for the success of the student. They may then be recommended for further testing to determine if there is a qualification for special education placement. Sheri Gauvin
 ————————–
 The school I work at does have a formal MTSS/RTI system implemented to provide support to students that require tier 2 and 3 interventions.  In the area of language arts/reading students are “benchmarked” at the beginning of every school year.  If the student is reading at the expected grade level they do not require intervention outside the classroom and receive their instruction in the classroom via the tier one format.  Students that are not reading at the expected grade level are designated as needing tier two or tier three interventions based on their benchmark results.  These tier two and three students still receive the core curriculum in the classroom with their general education teacher.  For reading support my school has a reading intervention room with three reading specialists that support the students in tier two and three.  Students go to the reading room for 30 minutes one to five times a weeks based on the amount of intervention needed. Tim Fahey
 ————————–
 Tier 2 academic interventions include math groups that meet twice a week with the math coaching team. After six weeks, these groups are assessed based on attendance and performance data in order to see if the students should be discharged from the group (the goal was completed, such as mastering multiplication tables), continue or change direction. Usually, around 15% of the student population of a school accesses these services. Anonymous
 ——————-
 Each classroom is an inclusive setting, giving all students access to the general education curriculum. The students that receive tier 2 interventions have their work differentiated and modified, either by the classroom teacher or by a special education teacher/educational assistant. This allows all students to be able to complete the classroom curriculum. Tier 2 students also are included in small groups within the classroom, working with the teachers on math and literacy skills. The students are grouped together by skill level, which allows them to all practice the same material. Students with IEPs complete discrete trials, given by their paraeducators, which tracks their progress one their individual IEP goals. Chelsea Hoadley
 ——————-
 High School 
 At  XY High School, there is significant support and progress monitoring of students who require tier 2 and 3 interventions. For students who are not currently part of the special education program, the support begins in the general education classroom. If a student is struggling, the core subject teacher will submit a referral on behalf of the student to their commons (XY High has 3 individual commons, segmented by the student’s last name, and each consists of administration staff separate from the main office). From here, the referral will be reviewed by the S.I.R.T. team (Student Intervention Referral Team) where they will analyze data/observations taken by the general education teacher and recommend the proper intervention. Typical placement for a student happens within one of the tier 2 seminar groups, but the student may also be referred to an alternative off-site setting such as “Second Start”. A few of the tier 2 seminar groups at the high school include: Academic, Check In/Check Out, and Social Emotional Learning, to name only a few. Should the student continue to display no sign of progress, another referral would be made, and a S.I.R.T. meeting would take place to reevaluate support.
 When the S.I.R.T. team recommends tier 3 interventions, there are significant supports put in place. These come in the form of individualized evaluations and involvement from professionals such as the behavior analyst, school psychologist, or special education counselor. Within these supports, the student is typically evaluated to verify eligibility for special education services where they are assigned the proper support and accommodations to aid their progress and return to tier 2. This is the level of intervention I spend the most time supporting in my daily role, and each student with an IEP is assigned to a case manager’s “Prep” or “Study” room. In addition to these support rooms, there is a variety of small groups for core subjects, and shared in-class paraprofessional support.
 Progress monitoring in tier 2 and 3 at the high school, is not always responsibility of one individual, but rather constant communication and tracking between the support team’s members. While the data tracking looks different for every student, I can only speak on behalf of the math students I work with. Primarily, this consists of traditional academic tracking in the form of assignment completion, but the Woodcock Johnson assessment is also used when a formal evaluation is needed. There have also been multiple occasions when tier 2 behavioral support is being re-evaluated and time-driven data collection was necessary. Within each of these, the special education teacher is responsible for managing the effective support that meets the requirements outlined on a student’s IEP. (Anonymous)
 ——————-
 Prek/K 
 The school I am in uses an RtI model for providing supports for students, who are behind age expected norms, but have not gone through an evaluation or do not qualify for special education, in the areas of reading, mathematics, speech and language, and occupational therapy. Under this model students in tier 2 are typically pulled into groups to focus on skills they are missing or improve the skills they have. For example, a group of students who fall under tier 2 supports from different kindergarten classes get together to form a reading group of students on similar levels. For tier 3, or those on an IEP, they typically receive pull out instruction with a special educator, math or reading interventionist, or an SLP or OT. This may be individual or in small groups.  Our school sends report cards home quarterly, and with that a progress note for all students, in all areas they are receiving intervention. For students under tier 3 with an IEP, each goal and objectives are graded with a summary of progress. In order to provide progress notes progress monitoring occurs in many different ways. For reading we use Fountas and Pinnell benchmark assessments and DIBELS. Typically their scores are not reported to parents, but areas that they need to continue to work on, or areas they have mastered. For speech and language, they re-probe all skills with an informal screening tool they have created. For kindergarteners who were picked up for speech or OT under tier 2 they re-administer those areas of the kindergarten screening.  Speaking with my SP, she knows of very few preschool progress monitoring tools, so she found something through teachers-pay-teachers, that covers letter, number, shape and color identification, writing their name, rote counting, counting cubes and continuance of patterns. She also has the students draw a picture of themselves every month and keeps this for their file to monitor progress. Jill Mercer
 
 References can be found at the bottom of the article at: http://m.wikidaily.org/wiki/Response_to_intervention 
 Image source
 Reading- Image by Peggy und Marco Lachmann-Anke from Pixabay
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 Related services help children with disabilities benefit from their special education by providing extra help and support in needed areas, such as speaking or moving.
 IDEA’s Exact Words
 Let’s start with IDEA’s full requirement for specifying a child’s related services in his or her IEP. This appears at §300.320(a)(4) and stipulates that each child’s IEP must contain:
 (4) A statement of the special education and related services and supplementary aids and services, based on peer-reviewed research to the extent practicable, to be provided to the child, or on behalf of the child, and a statement of the program modifications or supports for school personnel that will be provided to enable the child—
 (i) To advance appropriately toward attaining the annual goals;
 (ii) To be involved in and make progress in the general education curriculum in accordance with paragraph (a)(1) of this section, and to participate in extracurricular and other nonacademic activities; and
 (iii) To be educated and participate with other children with disabilities and nondisabled children in the activities described in this section… [§300.320(a)(4)]
 We’ve bolded the part of IDEA’s regulation that specifically mentions related services, because it’s important to see the context in which this term is used. It is that context, and IDEA’s own definition of related services, that will guide how a child’s IEP team considers what related services the child needs and the detail with which the team specifies them in the IEP.
 Beginning with Evaluation
 IDEA requires that a child be assessed in all areas related to his or her suspected disability. This evaluation must be sufficiently comprehensive so as to identify all of the child’s special education and related services needs, whether or not those needs are commonly linked to the disability category in which he or she has been classified.
 Determining What Related Services a Student Needs
 It is the IEP team’s responsibility to review all of the evaluation information, to identify any related services the child needs, and to include them in the IEP. Goals can be written for a related service just as they are for other special education services.
 The IEP must also specify with respect to each service:
  	When the service will begin;
 	How often it will be provided and for what amount of time; and (will it be a direct or indirect service)
 	Where it will be provided. [§300.320(a)(7)]
 
 
 
 Each child with a disability may not require all of the related services listed above. Furthermore, the list of related services is not exhaustive and may include other developmental, corrective, or supportive services if they are required to assist a child with a disability to benefit from special education. Examples include artistic and cultural programs, art, music, and dance therapy.
 The IEP is a written commitment for the delivery of services to meet a student’s educational needs. A school district must ensure that all of the related services specified in the IEP, including the amount, are provided to a student.
 Changes in the amount of services listed in the IEP cannot be made without holding another IEP meeting. However, if there is no change in the overall amount of service, some adjustments in the scheduling of services may be possible without the necessity of another IEP meeting.
 Related Services Personnel on the IEP Team
 IDEA does not expressly require that the IEP team include related services personnel. However, if a particular related service is going to be discussed in an IEP meeting, it would be appropriate for such personnel to be included or otherwise involved in developing the IEP. IDEA states that, at the discretion of the parent or the public agency, “other individuals who have knowledge or special expertise regarding the child, including related services personnel as appropriate” may be part of a child’s IEP team.
 Do Parents Have to Pay for the Related Services Their Child Receives?
 No. School districts may not charge parents of eligible students with disabilities for the costs of related services that have been included on the child’s IEP. Just as special and regular education must be provided to an eligible student with a disability at no cost to the parent or guardian, so, too, must related services when the IEP team has determined that such services are required in order for the child to benefit from his or her education.
 Related Services, in Detail
 To add detail to the “short story” above, let’s begin with the very first part of IDEA’s definition of related services at §300.34.
 §300.34  Related services.
 (a) General. Related services means transportation and such developmental, corrective, and other supportive services as are required to assist a child with a disability to benefit from special education, and includes…
 This beginning represents the core of how IDEA defines related services. The term related services is typically spoken in the same breath as special education (similar to how “peas and carrots” and “ham and eggs” go together) and, when used in IDEA, will always have the same meaning, including the part of the definition we haven’t shown  you yet, which picks up where the beginning leaves off…
 …and includes speech-language pathology and audiology services, interpreting services, psychological services, physical and occupational therapy, recreation, including therapeutic recreation, early identification and assessment of disabilities in children, counseling services, including rehabilitation counseling, orientation and mobility services, and medical services for diagnostic or evaluation purposes. Related services also include school health services and school nurse services, social work services in schools, and parent counseling and training.
 Clearly, the list of related services is long–and, as already mentioned, the list is not exhaustive. These are just the services that IDEA specifically mentions. As states respond to the requirements of federal law, many have legislated their own related service requirements, which may include services beyond those specified in IDEA.
 What’s Excluded as a Related Service?
 IDEA makes a specific exception to the list of related services: surgically implanted devices, including cochlear implants.
 This exception is new with IDEA 2004 and shows the advance of time and technology. A relatively new technological development, the cochlear implant is a “small, complex electronic device that can help to provide a sense of sound to a person who is profoundly deaf or severely hard-of-hearing.” (National Institute on Deafness and Other Communication Disorders, 2017). While an implant does not restore normal hearing, it can give the recipient “a useful representation of sounds in the environment and help him or her to understand speech” (Id.).
 Cochlear implants are not the only surgically implanted devices. Others include: insulin pump, baclofen pump, pacemaker, G-tube, and vagus nerve stimulator device.
 The exception. If a child has a surgically implanted device, the scope of the public agency’s responsibility to provide supportive related services in relation to that device is covered in IDEA’s provisions at §300.34(b), its exception. Public agencies are not responsible for optimizing these devices, maintaining them, or replacing them. Public agencies are responsible for “routine checking to determine if the external component of a surgically implanted device is turned on and working” (71 Fed. Reg. 46570) and for providing other types of services the child needs, as determined by the IEP team, including:
 	Assistive technology (e.g., FM system);
 	Proper classroom acoustical modifications;
 	Educational support services (e.g., educational interpreters); and
 	Receiving the related services (e.g., speech and language services) that are necessary for the child to benefit from special education services. (Id.)
 
 While public agencies are not responsible for mapping a cochlear implant, they do have  a role to play in providing services and supports to help children with cochlear implants. As the Department observes:
 Particularly with younger children or children who have recently obtained implants, teachers and related services personnel frequently are the first to notice changes in the child’s perception of sounds that the child may be missing. This may manifest as a lack of attention or understanding on the part of the child or frustration in communicating. The changes may indicate a need for remapping, and we would expect that school personnel would communicate with the child’s parents about these issues. To the extent that adjustments to the  devices are required, a specially trained professional would provide the remapping, which is not considered the responsibility of the public agency. (71 Fed. Reg. at 46570-1)
 In many ways, the Department points out, there is no substantive difference between serving a child with a cochlear implant in a school setting and serving a child with a hearing aid. A “public agency is responsible for the routine checking of the external components of a surgically implanted device in much the same manner as a public agency is responsible for the proper functioning of hearing aids” (71 Fed. Reg. at 46571). What distinguishes a service covered under the Act and one that is excluded is, in large measure, “the level of expertise required” (Id.). Maintaining and monitoring a surgically implanted device require the expertise of a licensed physician or an individual with specialized technical expertise beyond that typically available from school personnel. On the other hand:
 Teachers and related service providers can be taught to first check the externally worn speech processor to make sure it is turned on, the volume and sensitivity settings are correct, and the cable is connected, in much the same manner as they are taught to make sure a hearing aid is properly functioning. To allow a child to sit in a classroom when the child’s hearing aid or cochlear implant is not functioning is to effectively exclude the child from receiving an appropriate education.  (Id.)
 You’ll note that the exception in IDEA is carefully crafted to ensure that public agencies remain aware of, and responsible for, monitoring and maintaining “medical devices that are needed to maintain the health and safety of the child, including breathing, nutrition, or operation of other bodily functions, while the child is transported to and from school or is at school” (§300.34(b)(2)(ii)]. This clearly aligns with a public agency’s responsibility for the health-related services (see discussion of Medical Services and School Health Services and School Nurse Services further below).
 
 Audiology
 The definition of audiology as a related service appears at §300.34(c)(1) and reads:
 (1) Audiology includes—
 (i) Identification of children with hearing loss;
 (ii) Determination of the range, nature, and degree of hearing loss, including referral for medical or other professional attention for the habilitation of hearing;
 (iii) Provision of habilitative activities, such as language habilitation, auditory training, speech reading (lip-reading), hearing evaluation, and speech conservation;
 (iv) Creation and administration of programs for prevention of hearing loss;
 (v) Counseling and guidance of children, parents, and teachers regarding hearing loss; and
 (vi) Determination of children’s needs for group and individual amplification, selecting and fitting an appropriate aid, and evaluating the effectiveness of amplification. [§300.34(c)(1)]
 Audiology is primarily provided to support the needs of children with hearing loss and includes (but is not limited to) key services such as determining the range, nature, and degree of a child’s hearing loss and both group and individual needs for amplification. More than 77,000 children, ages 3-21, were served in the U.S. in 2013-2014 under IDEA’s category of hearing impairments (U.S. Department of Education, 2016).
  The National Institute on Deafness and Other Communication Disorders (2016) estimates that about 2 to 3 out of every 1,000 children in the United States are born with a detectable level of hearing loss in one or both ears. Because it’s so important to identify and address childhood hearing loss as early as possible, universal newborn hearing screening programs currently operate in all U.S. states and most U.S. territories (National Institute on Deafness and Other Communication Disorders, 2017). With help from the federal government, every state has established an Early Hearing Detection and Intervention program. Find your state’s contact for this program at: http://infanthearing.org/status/cnhs.php
 Some schools have hearing screening programs and staff trained to conduct audiology screenings of children. Others may participate in regional cooperatives or other arrangements that provide audiology services. Those school districts that do not have diagnostic facilities to evaluate children for hearing loss and related communication problems or central auditory processing disorders may refer children to a clinical setting, such as a hospital or audiology clinic, or make other contractual arrangements.
 
 Counseling Services
 IDEA defines counseling services as follows:
 (2) Counseling services means services provided by qualified social workers, psychologists, guidance counselors, or other qualified personnel. [§300.34(c)(2)]
  According to the American School Counselor Association (n.d.), counseling services are intended to help all children in the areas of academic achievement, personal/social development and career development. This can include helping children with personal and social concerns such as developing self-knowledge, making effective decisions, learning health choices, and improving responsibility. Counselors may also help children with future planning related to setting and reaching academic goals, developing a positive attitude toward learning, and recognizing and utilizing academic strengths.
 Note that IDEA’s list of related services includes other counseling services—parent counseling and training; and rehabilitation counseling (that is, counseling specific to career development and employment preparation). These are defined separately in IDEA and are clearly different from counseling services (which are also not to be confused with psychological services).
 
 Early Identification and Assessment of Disabilities in Children
 This related service is defined at §300.34(c)(3) as follows:
 (3) Early identification and assessment of disabilities in children means the implementation of a formal plan for identifying a disability as early as possible in a child’s life.
 The disability and medical fields are full of information about early identification of disabilities in children as well as assessing the scope and impact of a child’s disability. This literature is focused on system-level issues such as setting up screening programs for specific disabilities (e.g., autism, speech-language impairment, visual and hearing impairments) and establishing mechanisms within the educational system by which children at risk of learning problems are quickly identified and their learning issues addressed.
  As a related service, however, early identification and assessment of disability in children represents an individual service for one child. If a child’s IEP team determines that identifying and assessing the nature of a child’s disability is necessary in order for the child to benefit from his or her special education, then this related service must be listed in the child’s IEP and provided to the child by the public agency at no cost to the parents. A formal plan would be written to establish the process and procedures by which the child’s disability will be identified.
 This may seem strange—identifying the disability? Isn’t that one of the purposes of evaluation? True. But disability can elude diagnosis, even as it adversely affects academic and functional performance in clear and measurable ways. Permitting states to adopt the term “developmental delay” acknowledges that it’s not always possible to say what’s causing a learning or other problem, but that intervention is still necessary. Early identification and assessment of disability in children, as a related service, acknowledges that continuing to search for and identify the disability as early as possible in a child’s life  may be necessary if the child is going to derive benefit from special education.
 
 Interpreting Services
 Interpreting services were added to IDEA’s list of related services in the 2004 reauthorization and are defined at §300.34(c)(4) as follows:
 (4) Interpreting services includes—
 (i) The following, when used with respect to children who are deaf or hard of hearing: Oral transliteration services, cued language transliteration services, sign language transliteration and interpreting services, and transcription services, such as communication access real-time translation (CART), C-Print, and TypeWell; and
 (ii) Special interpreting services for children who are deaf-blind. [§300.34(c)(4)]
 Interpreting services may be new to IDEA’s definition of related services, but they are been provided over the years to many  children who are deaf or hard of hearing, as part of providing them with access to instruction.  The definition of interpreting services indicates a range of possible such services (e.g., oral transliteration, cued language), all of which refer to specific communication systems used within the deaf and hard-of-hearing community.
 
 Medical Services
 Medical services are considered a related service only under specific conditions: when they are provided (a) by a licensed physician, and (b) for diagnostic or evaluation purposes only. This is clear from the definition at §300.34(c)(5):
 (5) Medical services means services provided by a licensed physician to determine a child’s medically related disability that results in the child’s need for special education and related services.
 This related service has a long and interesting history that has only gotten more interesting as medical science has advanced and children with diverse medical conditions are being educated in increasing numbers in general education classrooms. The support that many such children need in order to attend school, school districts have argued, is medical in nature, complex and continual, and is not  the responsibility of public agencies because IDEA clearly states that medical services are allowable related services only when provided for diagnostic or evaluation purposes.
  The case of Cedar Rapids Community School District v. Garret F., which took place in 1999, turned the gray line about the provision of related services to children with complex medical needs into a “bright line” (“Supreme Court adopts,” 1999). The U.S. Supreme Court found that, if a related service is required to enable a qualified child with a disability to remain in school, it must be provided as long as it is not a purely “medical” service. What is considered “medical,” as IDEA’s definition amply indicates, are those services that can only be provided by a licensed physician (and only for the purposes of diagnosis or evaluation). If a non-physician can deliver the services, then the service must be provided by public agencies, regardless of the staffing or fiscal burdens they may impose. Health care services that can be provided by a non-physician are not provided under the category of medical services, however. Today they would be as considered school health services and school nurse services. Examples of such services include bladder catheterization, tracheostomy tube suctioning, positioning, and monitoring of ventilator settings, to name a few.
 
 Occupational Therapy
 The term occupational therapy (OT) is defined in IDEA at §300.34(c)(6) as follows:
 (6) Occupational therapy—
 (i) Means services provided by a qualified occupational therapist; and
 (ii) Includes—
 (A) Improving, developing, or restoring functions impaired or lost through illness, injury, or deprivation;
 (B) Improving ability to perform tasks for independent functioning if functions are impaired or lost; and
 (C) Preventing, through early intervention, initial or further impairment or loss of function.
 OT services can enhance a child’s ability to function in an educational program and may include such services as:
 			self-help skills or adaptive living (e.g., eating, dressing);
 	functional mobility (e.g., moving safely through school);
 	positioning (e.g., sitting appropriately in class);
 	sensory-motor processing (e.g., using the senses and muscles);
 	fine motor (e.g., writing, cutting) and gross motor performance (e.g., walking, athletic skills);
 	life skills training/vocational skills; and
 	psychosocial adaptation.
 
 
 
 
 
 
 Orientation and Mobility Services
 We’re getting there! Almost through with the O’s!
 Orientation and mobility services (O&M) became part of IDEA’s list of related services with IDEA ’97. They are defined at §300.34(c)(7) and even a brief read makes it clear that O&M services are intended for children who are blind or visually impaired, with the purpose of teaching them how to orient themselves in a range of environments (school, home, community) and to move safely within those environments.
 (7) Orientation and mobility services—
 (i) Means services provided to blind or visually impaired children by qualified personnel to enable those students to attain systematic orientation to and safe movement within their environments in school, home, and community; and
 (ii) Includes teaching children the following, as appropriate:
 (A) Spatial and environmental concepts and use of information received by the senses (such as sound, temperature and vibrations) to establish, maintain, or regain orientation and line of travel (e.g., using sound at a traffic light to cross the street);
 (B) To use the long cane or a service animal to supplement visual travel skills or as a tool for safely negotiating the environment for children with no available travel vision;
 (C) To understand and use remaining vision and distance low vision aids; and
 (D) Other concepts, techniques, and tools. [§300.34(c)(7)]
 O&M services are not intended for children with disabilities other than visual impairments. If such a child needs to learn how to safely navigate a variety of settings, that child would generally not receive O&M services but, rather, travel training. Travel training is included in the definition of special education and means providing instruction to children with significant cognitive disabilities, and any other children with disabilities who require this instruction, to enable them to develop an awareness of the environment in which they live and learn the skills necessary to move effectively and safely from place to place [§300.39(b)(4)].
 
 Parent Counseling and Training
 Parent counseling and training is an important related service that can help parents enhance the vital role they play in the lives of their children. Its definition is found at §300.34(c)(8) and reads:
 (8)(i) Parent counseling and training means assisting parents in understanding the special needs of their child;
 (ii) Providing parents with information about child development; and
 (iii) Helping parents to acquire the necessary skills that will allow them to support the implementation of their child’s IEP or IFSP.
 The first two parts of this definition are longstanding in IDEA. The last part—regarding helping parents acquire the necessary skills that will allow them to support the implementation of their child’s IEP or IFSP—was added in IDEA ’97 “to recognize the more active role of parents as participants in the education of their children” (71 Fed. Reg. at 46573) and is retained in IDEA 2004. As with all related services, parent counseling and training would only be provided to parents “if  a child’s IEP team determines that it is necessary for the child to receive FAPE” (Id.).
 
 Physical Therapy
 IDEA defines physical therapy as “services provided by a qualified physical therapist” [§300.34(c)(9)]. These services generally address a child’s posture, muscle strength, mobility, and organization of movement in educational environments. Physical therapy may be provided to prevent the onset or progression of impairment, functional limitation, disability, or changes in physical function or health resulting from injury, disease, or other causes.
 
 Psychological Services
 Now here comes a longish definition! IDEA defines psychological services at §300.34(c)(10) as follows:
 (10) Psychological services includes—
 (i) Administering psychological and educational tests, and other assessment procedures;
 (ii) Interpreting assessment results;
 (iii) Obtaining, integrating, and interpreting information about child behavior and conditions relating to learning;
 (iv) Consulting with other staff members in planning school programs to meet the special educational needs of children as indicated by psychological tests, interviews, direct observation, and behavioral evaluations;
 (v) Planning and managing a program of psychological services, including psychological counseling for children and parents; and
 (vi) Assisting in developing positive behavioral intervention strategies.
 Psychological services are delivered as a related service when necessary to help eligible children with disabilities benefit from their special education. In some schools, these services are provided by a school psychologist, but some services are also appropriately provided by other trained personnel, including school social workers and counselors.
 You may notice that counseling is mentioned in the definition of this related service, and is also mentioned in IDEA’s definition of social work services (specifically, group and individual counseling with the child and family). In response to public comments questioning this, the Department clarified:
 Including counseling in the definition of social work services in schools in §300.34(c)(14) is intended to indicate the types of personnel who assist in this activity and is not intended either to imply that school social workers are automatically qualified to perform counseling or to prohibit other qualified personnel from providing counseling, consistent with State requirements. (71 Fed. Reg. at 46573-4]
 Further, the definition of psychological services uses the phrase “planning and managing a program of psychological services”—which includes “psychological counseling for children and parents.” The more administrative nature of “planning and managing” is a telling difference in how counseling is included in the definitions of these two related services.
 IDEA’s definition of psychological services also specifically mentions positive behavioral intervention strategies, often referred to as PBS or PBIS. Behavior is an area of great concern these days, and it’s useful to know that many of IDEA’s provisions support taking a proactive approach to addressing behavior that interferes with a child’s learning or the learning of others. For such a child, the IEP team must consider, if appropriate, strategies (including positive behavioral interventions, strategies, and supports) to address that behavior [§300.324(2)(i)].
  The fact that psychological services can include “assisting in developing positive behavioral intervention strategies” does not mean that only the professionals who provide psychological services may provide such assistance or that they are even necessarily qualified to do so. As the Department states:
 There are many professionals who might also play a role in developing and  delivering positive behavioral intervention strategies. The standards for personnel who assist in developing and delivering positive behavioral intervention strategies will vary depending on the requirements of the State. Including the development and delivery of positive behavioral intervention strategies in the definition of psychological services is not intended to imply that school psychologists are automatically qualified to perform these duties or to prohibit other qualified personnel from providing these services, consistent with State requirements.  (71 Fed. Reg. at 46574)
 
 Recreation
 We’re to the R’s, making slow but sure progress through IDEA’s list of related services. Recreation as a related service is defined at §300.34(c)(11) and reads:
 (11) Recreation includes—
 (i) Assessment of leisure function;
 (ii) Therapeutic recreation services;
 (iii) Recreation programs in schools and community agencies; and
 (iv) Leisure education.
 Recreation services generally are intended to help children with disabilities learn how to use their leisure and recreation time constructively. Through these services, children can learn appropriate and functional recreation and leisure skills. Recreational activities may be provided during the school day or in after-school programs in a school or a community environment. Some school districts have made collaborative arrangements with the local parks and recreation programs or local youth development programs to provide recreational services.
  As part of providing this related service, persons qualified to provide recreation carry out activities such as:
 	Assessing a child’s leisure interests and preferences, capacities, functions, skills, and needs;
 	Improving physical functioning, including using activities to develop locomotor skills, balance, coordination, motor planning, strength and endurance, object control skills, and eye/hand coordination;
 	Improving cognitive functioning with therapeutic activities that improve attention span, problem solving, decision making skills, and creative expression;
 	Improving behavioral functioning with therapeutic activities that improve anger/frustration control, respect for others and self, trust issues, stress management, relaxation training, and team building skills; and
 	Providing instruction in leisure education to develop the skills necessary for independence in recreational participation. (American Therapeutic Recreation Association, n.d.)
 
 
 Rehabilitation Counseling
 And here is another related service that specifically mentions counseling. Rehabilitation counseling, however, uses such key terms as employment, career, and independence, which narrows the focus of the counseling and the purpose for which it is provided. The definition reads:
 (12) Rehabilitation counseling services means services provided by qualified personnel in individual or group sessions that focus specifically on career development, employment preparation, achieving independence, and integration in the workplace and community of a student with a disability. The term also includes vocational rehabilitation services provided to a student with a disability by vocational rehabilitation programs funded under the Rehabilitation Act of 1973, as amended, 29 U.S.C. 701 et seq.  [§300.34(c)(12)]
  Wondering about the reference to vocational rehabilitation (VR)? VR is a nationwide federal-state program for assisting eligible people with disabilities to define a suitable employment goal and become employed. Each state has a central VR agency, and there are local offices in most states. VR provides medical, therapeutic, counseling, education, training, and other services needed to prepare people with disabilities for work. VR is an excellent place for a youth or adult with a disability to begin exploring available training and support service options. For more information on VR programs funded under the Rehabilitation Act of 1973, and where the central VR office is located in your state, visit the Job Accommodation Network, at: https://askjan.org/
 
 School Health Services and School Nurse Services
 School health services have long been a part of IDEA’s related services definition. In IDEA 2004, the term has been changed to school health services and school nurse services, with the following definition at §300.34(c)(13):
 (13) School health services and school nurse services means health services that are designed to enable a child with a disability to receive FAPE as described in the child’s IEP. School nurse services are services provided by a qualified school nurse. School health services are services that may be provided by either a qualified school nurse or other qualified person.
 Returning to an issue that was raised under Medical Services, many children with disabilities, especially those who are medically fragile, could not attend school without the supportive services of school nurses and other qualified people. Over the years, the extent of the health-related services that are provided in schools has grown, as might be expected when you consider medical advances in the last decade alone. In Cedar Rapids Community School District v. Garret F., the question of whether or not public agencies are responsible for providing health-related supports that are complex or continuous was settled. They are, “only to the extent that the services allow a child to benefit from special education and enable a child with a disability to receive FAPE” (71 Fed. Reg. at 46574-5). What was previously called “school health services” in IDEA has been expanded to distinguish between services that are provided by a qualified nurse and those that may be provided by other qualified individuals.
  States and local school districts often have guidelines that address school health services and school nurse services. These may include providing such health-related support as:
 		Special feedings;
 	Clean intermittent catheterization;
 	Suctioning;
 	The management of a tracheostomy;
 	Administering and/or dispensing medications;
 	Planning for the safety of a child in school;
 	Ensuring that care is given while at school and at school functions to prevent injury (e.g., changing a child’s position frequently to prevent pressure sores);
 	Chronic disease management; and
 	Conducting and/or promoting education and skills training for all (including the child) who serve as caregivers in the school setting.
 
 
 
 
 Social Work Services in Schools
  Issues or problems at home or in the community can adversely affect a child’s performance at school, as can a child’s attitude or behavior in school. Social work services in schools may become necessary in order to help a child benefit from his or her educational program. They are also a familiar related service, included in IDEA from its early days, and are currently defined at §300.34(c)(14) as follows:
 (14) Social work services in schools includes—
 (i) Preparing a social or developmental history on a child with a disability;
 (ii) Group and individual counseling with the child and family;
 (iii) Working in partnership with parents and others on those problems in a child’s living situation (home, school, and community) that affect the child’s adjustment in school;
 (iv) Mobilizing school and community resources to enable the child to learn as effectively as possible in his or her educational program; and
 (v) Assisting in developing positive behavioral intervention strategies. [§300.34(c)(14)]
 
 Speech-Language Pathology
 Speech-language pathology services are provided by speech-language professionals and speech-language assistants, in accordance with state regulations, to address the needs of children and youth with disabilities affecting either speech or language. IDEA defines this related service at §300.34(c)(15) as:
 (15) Speech-language pathology services includes—
 (i) Identification of children with speech or language impairments;
 (ii) Diagnosis and appraisal of specific speech or language impairments;
 (iii) Referral for medical or other professional attention necessary for the habilitation of speech or language impairments;
 (iv) Provision of speech and language services for the habilitation or prevention of communicative impairments; and
 (v) Counseling and guidance of parents, children, and teachers regarding speech and language impairments. 
 Speech-language pathology services are longstanding related services in IDEA. They are also crucial in the education of many children with disabilities. More than 1.3 million children were served under the disability category of “speech or language impairments” in the school year 2013-14 (U.S. Department of Education, 2016).
 
 Transportation
 Transportation is included in an eligible child’s IEP if the IEP team determines that such a service is needed in order for the child to benefit from his or her special education. The term has a specific meaning. IDEA defines transportation as:
 	Travel to and from school and between schools;
 	Travel in and around school buildings; and
 	Specialized equipment (such as special or adapted buses, lifts, and ramps), if required to provide special transportation for a child with a disability. [§300.34(c)(17)]
 
 The last bullet isn’t just talking about a separate bus that only children with disabilities ride to school. The Department of Education states, “It is assumed that most children with disabilities will receive the same transportation provided to nondisabled children” (Id.), in keeping with LRE requirements. Thus, transportation as a related services may also mean providing modifications and supports so that a child may ride the regular school bus transporting children without disabilities. (71 Fed. Reg. at 46576).
 As part of longstanding OSEP policy and numerous written policy letters, memos, and summaries, public school districts must provide transportation to children with disabilities in two situations. These are:
 	If a district provides transportation to and from school for the general student population, then it must provide transportation for a child with a disability; and
 	If a school district does not provide transportation for the general student population, then the issue of transportation for children with disabilities must be decided on a case-by-case basis if the IEP Team has determined that transportation is needed by the child and has included it on his or her IEP.
 
 Not all children with disabilities are eligible to receive transportation as a related service. A child’s need for transportation as a related service and the type of transportation to be provided must be discussed and decided by the IEP team. If the team determines that the child needs this related service to benefit from her or her special education, a statement to that effect must be included in the IEP, along with relevant details and arrangements.
 
 Learn more about Related Services at the IRIS Center, (2011) Related Services: Common Supports for students with disabilities. Retrieved from: https://iris.peabody.vanderbilt.edu/module/rs/
  Reflect on how can the special educator develop a collaborative relationship with related service providers that will help ensure that the related services are integrated into the students’ educational program.
 
 
 
 [image: voices from the field]
 Voices from the Field
 Audiologist
 When a child is deaf or hard of hearing, the IEP team needs to consider the child’s language and communication needs, and whether the child needs assistive technology devices and services [34 C.F.R.§300.324(a)(2)(iv-v)]. We may find this very challenging if hearing is not one of our areas of expertise. That is why we need to collaborate with the related services – educational audiologist – in order to ensure that our student is able to access the curriculum.
      Some ideas for special educators working in collaboration with audiologists for students are for the whole team to meet and share their observations and questions and ideas to work together toward solutions that are helpful to the student, and for the educational audiologist to train the child’s whole team on the best utilization of the assistive technology being used for the child. The educational audiologist has in-depth specialized knowledge that classroom teachers may not even be aware of, so it can be very helpful to collaborate fully. For example, the educational audiologist will be aware of current auditory and visual classroom technologies and remote instructional accommodations that are not known to regular classroom teachers.  Michaela Donati
 ——-
 An audiologist is a professional that diagnoses and treats individuals who have hearing impairments and balance difficulties. A school audiologist helps individuals who have hearing loss or an auditory processing disorder to help them access the curriculum. They are trained in an assortment of tasks like fitting and maintaining technology (FM systems), teaching/ guiding families, supporting staff and teachers, as well as consultation. They also attend IEP meetings and can diagnose or assess hearing loss or auditory processing disorders as well as looking into children’s functional performance within the classroom. School audiologists can also help with troubleshooting or fixing minor hearing aid repairs, give hearing screenings and test the classroom for acoustics for individuals who have hearing disorders.  Asheigh Stone
 ——-
 When working with a student who needs the services of an audiologist, the special education teacher, general education teacher, and any other specialists must be in a constant and open communication with the audiologist.  As the audiologist works with a student, it is possible the skills learned may change and adapt thus altering the student’s needs.  It may be the audiologist begins by fitting a piece of assistive technology to help amplify sounds, and then quickly move on to helping educate the student on how to read lips to help supplement the sounds she can pick up with her new device.  The other teacher may then have to adapt how they are reaching her to ensure she can use and grow the skill of lip reading.  In the current pandemic-world, masks are a constant force and a major hindrance to the world of deaf and hard of hearing.  The mask removes not only a certain amount of sound and therefore a certain degree of enunciation, but also the visual of the lips to aid in understanding.  If the audiologist speaks with the gen-ed and special-ed teachers about the importance of lip reading, the teachers may then realize the need to purchase a mask with a clear panel so the student can better access the information.  The classroom environment can be just as important as the fit of an amplification device, and the audiologist is the one who would best know what changes need to occur to help the student in question.  It maybe they need to be moved away from the door to reduce hallway sounds, or the class pet needs to be taken home by the teacher to ensure ambient noise is reduced, or even something as small as changing the light bulbs (or removing some) to remove any buzzing that may come from fluorescent light bulbs.  An audiologist is a wealth of knowledge on a specific area of a child’s developmental and educational needs and should therefore be used as an important resource to create and implement plans for teaching a student with hearing needs.  Along with the day-to-day strengths that an audiologist can bring, in planning meetings, such as IEP meetings, the audiologist provides key information on a hearing plan and how it will be implemented throughout their day.  An audiologist can serve as the key to unlocking the world of education to a student who struggled everyday to simply hear the words of their teacher.  These service providers are vital to the development and learning for student who are deaf or hard of hearing, without whom the children would simply continue to push themselves to exhaustion or to check-out from the world around them designed for those of the hearing world. Annie Lewis
 
 Early Interventions and Assessment of Disabilities
 I worked in an inclusive preschool in our public school before moving to full time at the k-5 level.  I was always amazed by the amount of progress preschool aged kids can make in a short period of time.  Early interventions can do so much good.  Our school does “child finds” a few times a year where parents can bring their preschool aged kiddo in to be screened by our preschool teachers, SLP and OT to see if they could benefit from early interventions, if there’s any concerns etc.  anonymous
 ——-
 
 Occupational therapy
 Our OT at school is one of my favorite people!  Her suggestions are always so helpful and I have learned so much from her.  She helps us with everything from toilet training and self-dressing strategies to teaching the kids how to tie shoes.  She also started a school store that she runs with our students, they all have jobs and it helps with so many things from math to social skills.  Anonymous
 ——-
 Last year, I had a student who was working with an occupational therapist at school with typing. At the beginning of the year, they really struggled with this. Going into remote learning, I was nervous, but the skills he was learning and practicing really showed! The consistent practice and the occupational therapist’s guidance really helped this student grow immensely with their typing.  Anonymous
 ——-
 One student I work with now, for example, really struggles with fine motor skills. The OT, case manager, and I have met, and the OT suggested strategies to use – for writing, propping up his notebook on a slanted binder and utilizing paper with much larger width between lines, among other things. Plus incorporating practice tying his shoes into his regular routine. Because we are all working together, the student will realize the most benefits and success. Anonymous.
 ——-
 The OT might ask you the teacher or paraeducator to perform a daily task that will help a student learn a basic skill. My 1:1 student (and many other students at the school) have to use a thinking putty once a day. This is about a 5 minute or less activity that forces the student to use the muscles in their hands to increase their fine motor skills. The student has a laminated worksheet that tells them the shapes to make in the putty in a numbered sequence. Such as roll putty into a ball, roll putty into a snake, punch putty snake 10 times. These exercises help strengthen the muscles in their hands while also giving the student a mental break to focus on a calming activity. I’ve also seen students practice tying shoes with a simulated board with shoe laces attached to it. This helps with motor skills as well as teaching them a life skill. I also keep data on my students.This data goes directly to my occupational therapist. It keeps track of how the student self manages their “heightened states” if they ask for breaks, or if I prompt “do you need a break”.  It also tracks If they’re using the self regulation skills that they are taught in OT, or the tools they are given; putty, fidgets, asking for breaks and walks. This keeps open communication between myself (who works with the student all day) and the occupational therapist who sees them once a week. Jazmine Perkins
 ——-
 We have an amazing occupational therapist in our school.I have witnessed most of her work done in the OT room within our school. She is in constant contact with the classroom teachers making sure suggestions are being followed through on and asking how effective they are and if they need to be modified. I have sat through numerous discrete trials done with numerous students, which has helped me tremendously with timing and effectiveness when it’s my time to work with that particular time. She has an endless supply of stress balls, pencil grips, and rubber band ribbons to fit around the chairs for those students who tend to be “too fidgety” to focus. She seems to have a solution for every issue presented. With the ever changing curriculum and the needs of students, increasing year after year the value and need of an occupational therapist continues to increase right along with it.  Rhonda Cameron
 ——-
 Depending on the specific needs of a child, they can be supported by an OT within the general classroom or pulled to work in a more accommodating environment. Some task examples that an OT may work on with a student include: holding a spoon to feed oneself, turning pages in a book, visual tracking when reading, social participation such as turn-taking abilities, and tolerating sensory input (Page 6: Occupational Therapy Services).
 Throughout the OT process, a significant measure of collaboration is required between the general classroom teacher, special education teacher, and Occupational Therapist. Specifically, this is required in order to assure the proper integration of services into the student’s educational programming. Through a consistent dialogue of monitoring progress and tracking data, educators maintain appropriate support that’s relevant to the student’s limitations in daily tasks. This is often accomplished when utilizing closed loop communication, and could be displayed by the effectiveness of OT services in relation to a student’s short/long term development goals within their IEP. Beyond this, the special education or general classroom teacher could also note observable evidence displayed in other areas of the students routine that drives future OT services, and helps to improve the result-driven outcomes of Occupational Therapy.
 At XY School, we have one full-time OT, who is supported by an OT assistant. In order to ensure services are being efficiently implemented, there is a weekly collaborative meeting with the Special Education Teacher and if possible, the Educational Assistant. After discussing her process, she emphasized the importance of including the Educational Assistant in these meetings, since they have vital observations from daily performance. Additionally, she talked about the formalized system of evaluations that takes place once a student is referred for OT services. Within it, there’s an assessment of visual perception as well as situational awareness, among other executive functioning skills. This determines whether the student is eligible to receive services, and a similar evaluation is conducted whenever a student is considered for discharge. Anonymous
  
 
 Orientation and Mobility (O&M) Specialist
 It wasn’t until about 15 years into working in the field of special ed that I made my first encounter with an Orientation and Mobility (O&M) Specialist.  We had a student who was blind and reading braille come through our public school!  Working with her was great and she really helped in training us on how to better help and work with someone visually impaired.  Simple things like introducing yourself every time you approach the person, keeping furniture stable, and how to promote independence were valuable snippets of information that seems so reasonably apparent in hindsight but was great to spell out to us. Kari Grimes
 ——-
 I have seen a vision specialist work with a student with autism and a visual impairment. I saw her have familiar staff members located at various distances around the hallway to see how close he needs to be in order to recognize them. He also has custom signs throughout the hallway to help him navigate between 3 rooms (4th grade class, special ed room, and OT) more independently. The student can follow the big blue circles to class, the big red squares to his special education resource room, and the big orange triangles to get to OT. Anonymous
 
 Parent Counseling and Training
 As an in home behavior therapist one of my jobs is parent teaching. It is also something that my BCBA meets with the family twice a month for.  We work on helping them learn and practice structured routines that help make the kiddos day go more smoothly (i.e. morning and night routines, chores and haircutting).  We also work on community outings to help them predict and regulate behaviors that could occur while they are out in the community. Parents play a key role in students lives and when a child is diagnosed with a disability they are easily overwhelmed.  Having someone help them through the process and reassure them that they are doing the right thing can reduce the stress that they face. Nicole Coonrod
 ——-
 I have recently referred a family to a local agency called Children Unlimited for counseling and parenting support as they have been experiencing some behavioral issues with their child at home and requested help for him.  This agency will work with both the child and the family to create and implement strategies for the family to use in the home and community to manage disruptive behaviors.
 I also work with a student with ASD who receives support from a BCBA and ABA (Applied Behavior Analysis) Therapist.  In addition to providing support for the child, the Therapist also works with the family to model and teach techniques to better support their child. As a former ABA Therapist, I can attest that working with the parents is just as important as working with their child.
 As the Family Support Liaison for my school, I have many of the parents calling me just to “vent”.  I tell them all of the time just how hard their job as a parent really  is and that it is not only OK, but expected for them to be overwhelmed and frustrated.  Something new that I am working on this year is getting parents together to support each other.  Soon, I will be hosting a monthly “circle of parents” virtual support group which will have targeted talks about current parenting stressors/issues and then give time for parents to connect, share stories, and help provide each other with support and strategies to get through it.  I am really excited for this as it is so very much needed right now. Anonymous
 
 Physical Therapy
 I’d like to share something that we do in my classroom that shows great collaboration between Physical Therapy and the general education classroom.  I have a student that attends PT outside the classroom twice a week but to sort of sneak in extra PT for the student our PT provided us with specific exercises or movements that the student is working on in an ongoing basis.  We were then able to incorporate these exercises or movements into dances or movements that we then do with the whole class for “get the wiggles” out breaks.  It is great because the student in need of PT gets about 2-3 mini sessions a day disguised as fun movement breaks that he is able to participate in with all his classmates.  These breaks are beneficial for all the students.  They look forward to them, enjoy them, and are refocused on the school work once they are completed.   Best of all… it’s fun! Tim Fahey
 ——-
 I talked to a special education teacher who teaches in a high school life skills program. The PT used to come in her room and do whole-class activities. She said sometimes they would go outside or to the gym, depending on weather and the nature of the activities. He led the students in yoga, interval training, and dance parties (on holidays). During this time, he was able to target goals for specific students, while the entire class benefited from the activity. Rachel Stoudt
 ——-
 Our PT was so helpful for me last year, she gave me lots of great tips, especially when we were going on a field trip and I didn’t even think about how my student would get fatigued by the end- since she’s normally very peppy!  Her advice to bring a wagon just in case saved our day. Anonymous
 ——-
 The special educator can develop a collaborative relationship with the physical therapist by using the same terminology and activities that the physical therapist implements in the classroom. If the student’s posture is a problem due to an injury or a disease, giving the student alternative seating may be a good option in the classroom. We have a student in our classroom, with core strength needs. We have used a yoga ball to help with core strength at the student’s desk. When the yoga ball was not an option, we remind the student to sit up or offer to let them stand to reset. It is imperative to implement the physical therapist’s tips in everyday classroom activities and to keep in communication with what works and what doesn’t. We are the eyes for the physical therapist in the classroom. Katitlin Fauteux
 
 Recreation including therapeutic recreation
 Recreation services can be provided throughout the school day or in after school programs. Recreation services can also set up arrangements with parks and community recreation departments. Therapeutic recreation can be used as a means to provide opportunities to help students improve hand and eye coordination, help reduce anxiety and behavioral issues, relaxation, trust, stress management, team building, and physical functioning. Tim Weatherford
 ——-
 Not all schools have the luxury of a person in charge of therapeutic recreation.  This is more commonly seen in private special education schools. Often this role falls on the special education department in general, especially in smaller schools where the special educator wears many hats and the school district does not have a Therapeutic Recreation person on the payroll. The special educator should be aware of recreational options in the school and local community and advocate for their students to be part of recreational activities if they are not already doing so on their own initiative with their families. Recreation is a part of life that adds to the quality of one’s life, which is something we want for everyone. This is especially important for people with disabilities who face many challenges in their daily lives.
 Therapeutic horseback riding and Special  Olympics are a two examples of recreation for students with disabilities that are commonly seen in public schools. Paula Lombardi
 
 School Nurse and Health Services
 A school nurse does so much for a school to keep students safe. They have such a huge responsibility in these times of Covid to keep the school safe while also doing their duties they were doing before Covid as well. They have to constantly be near students with Covid symptoms as well, putting themselves at risk every day. I know the nurse at my school waits with the kids if they need to be sent home due to covid symptoms. The school nurse at our school also deals with angry parents who don’t understand why their child was sent home.  I think a school nurse is truly one of the most important people at a school.  Travis Rockett
 ——-
 Interview with a school nurse
 I took the opportunity to meet with a friend, Nicole, who has served in this role, in several districts and buildings (K through 12) over the course of the last 18 years. According to Nicole, the number one thing needed for successful collaboration is consistent and open communication between the general education teacher, the special education teacher, and herself. With the general education teachers, communication typically happens through email, though she attends team meetings when needed. However, attending those requires additional coordination as it is not a part of her set weekly schedule. Her current general education teachers are quick to respond to emails and keep communication open which makes meeting student needs easier.
 Nicole attends IEP meetings when asked for both initial and 3-year reviews and attends every 504 meeting. At her current school, she is responsible for creating the individual health plans (e.g. seizure actions plans; diabetes monitoring plans; etc.). She shares and reviews these plans with all content area teachers and any additional teacher or staff that will be responsible for the student.
 Nicole will sometimes work as liaison between medical providers and the school. With parent permission, she is able to communicate with the student’s health care providers to review care/concerns or to inform of changes in student.
 She also conducts all the hearing and vision screenings for special education (which are repeated at the 3-year evaluation). When a general education teacher asks for a student to be screened, parent permission is needed and then she conducts those screenings as well.
 Much of her day revolves around distributing students’ medications (asthma, EpiPen, ADHD, and allergy are the most commonly prescribed) and maintaining that log on PowerSchool. While she is responsible for cleaning/feeding tube care and creates care plan and daily medicine log for student with feeding tubes, some students with certain medical conditions will have a 1:1 RN who oversees much of their care while in school. Although not typically the responsibility of the school nurse, there have been occasions with certain students that she has also had to be responsible changing the feeding port.
 Other students who are unable to care for themselves, will require her to provide full diaper change which is scheduled every two hours of their day. She frequently has IEP children use the nurse’s bathroom in lieu of the shared bathrooms.
 According to Nicole, communication is vital because the case managers and teachers see the student all day. For her frequent flyers (students without an IEP/504 or identification, but who visit her office regularly), without that communication she may not be assessing or providing the correct care for students. She related a story of middle school general education student who visited her office at the same time each day complaining of a headache. After multiple days of this she reached out to the teacher to ask if something was going on with the student. After the teacher shared the student’s current situation, Nicole was able to determine the student just needed this five-minute break each day with a little extra love and support. The student did not require ibuprofen.  If she had not reached out and inquired, she may have continued to treat the student for the headache and issued ibuprofen unnecessarily.
 Establishing a consistent time to meet with or talk to the related service providers is fundamental to establishing the collaboration needed to support learners. I had no idea how extensive the role of the school nurse was. Grateful for the opportunity to learn and appreciate more how much they do to support learners. Kate A’ppolonia
 
 School Psychologists (Psychological Services)
 School psychologists do a lot of testing, that is for sure!  These evaluations are so important though!  They really can be the basis for eligibility, and if the student is found eligible for special education services, they will be a big piece in the development of the IEP.  Also, the last evaluation a student has before the student graduates or turns 21 can be the document that will determine 504 eligibility, and will help determine other decisions such as guardianship.  Some schools have their school psychologists do only testing, some schools will have them provide testing as well as counseling.  The roles are really varied per school and district policies. Kari Grimes
 ——-
 I see our school psychologist always meeting with children as well as testing students with and for disabilities.  They are never not busy.  We have a high trauma population with so many of the students have some type of counseling services in their IEPs.  This service is very important.  I see how this gives these students a safe place to talk and express their concerns, which is what many of these students need. Anonymous
 ——-
 I elected to interview my school psychologist as I have spent the last eight or nine years working in the field. Sam was great to have a discussion with as she has been in education for almost 20 years now.
 As the school psychologist, she does perform assessments for students and relays the gathered data to families and other members of the team. Sam runs what we call adaptive testing, which is designed to become more difficult or easy based on the user’s answers. Should the user answer a question corrects, then the next question is harder and vice-versa. This is designed to gather an understanding of the user’s true ability. Sam finds herself doing this often for those with an ASD diagnosis as to best capture their ability level so that we can be sure to support them properly in an IEP.
 Sam also facilitates meetings when necessary, depending on the nature of them or if someone else from the meeting or team is absent. The school psychologist runs study groups and lunch groups to understand students on a more personal level. These groups are formed when students who are struggling (academically or behaviorally) are identified by teachers that are looking for more observation outside of academics, to get a more complete picture of the student. Sam and I work together on some IEP cases, depending on the designation of the student. She also serves as a consultant for parents with students displaying maladaptive behaviors within the school. One element of her job that she emphasized was that she also counsels school staff when necessary as working with students with trauma can cause trauma for the staff depending on the situation.
 My school also works in conjunction with Amoskaeg Mental Health. This counseling company has contracted two professionals to work within our building with students displaying maladaptive behaviors. The counselors meet with the designated students up to twice a week for sessions where they try to teach self-help skills, but also encourage the students to discuss anything negative that may be impacting them or has impacted them in the past.
 I work with the counselor’s to aid in developing behavior plans/strategies for designated students on my caseload. The counselors are also invited to any meeting in which the IEP team would, they are now a part of the team. Together we all present data from observations to assist us in creating a supportive IEP or 504 plan for the student.  Jake Muniz
 
 School Counselor (Counseling Services)
  At my school, our  school counselor introduces herself to students as the “feelings teacher”, and goes out of her way to get to know each student. I worked closely with her my first year at my school because she had a bond with the 1:1 I was assisting, and at that point I did not have a lot of experience working with students with high behavioral needs and different levels of trauma. She gave me tools and resources to learn from.  Throughout Covid, she has invited students into a zoom room for lunch sessions with her, where students can just talk to her and a couple friends and hang out, eating lunch and bonding for 20-30 minutes. Anonymous
 Guidance Counselor– Although not listed as a related service provider, the guidance counselor is an important support personnel in schools.
 When speaking with the Guidance Counselor at my school, the most important takeaway regarding developing a collaborative relationship with SPED as well as every other service within the school was constant communication. Though the Guidance Counselor does not always go to IEP meetings, she knows each and every student in the school and tries to form a positive relationship with all of them. Through touching base daily with Special Educators, she is able to inform what she knows and learn from what they know about each student to give the best services possible. Another example of this is through team meetings involving both special education and counseling services. Twice a year, the Special Ed. and Counseling teachers have a WIN meeting (What I Need) for each classroom teacher where the whole team can be together to discuss what is needed, what is going well, and what they may need help with regarding each student. This creates a helpful, supportive, and positive collaboration between all services and is a great time to communicate anything that may not be able to be discussed in a more casual manner during the regular school day. Our school is a very small elementary school which definitely helps for the communication piece, but the educators here take full advantage of that through co-teaching within the classroom as well as keeping everyone on the same page.
 In my school, Guidance is now a Special that each classroom has once a week where the Guidance Counselor comes into the classrooms for different whole group activities and discussions regarding mental health and social emotional learning. This has been a huge step to ensure that counseling services are integrated into the students’ educational programs.  Tate Valkenburg
 ——-
 Counseling services is one of the services that can be implemented in a student’s IEP. Counseling services can help a student with social and emotional components of living, academic goals/success, suggesting healthy living choices, and many other components of everyday life that a student may need help with. Counseling services are not psychological services. There are also different forms of counseling services, some of which, like career preparation, are defined separately from counseling services. “Counseling services are intended to help all children in the areas of academic achievement, personal/social development and career development. This can include helping children with personal and social concerns such as developing self-knowledge, making effective decisions, learning health choices, and improving responsibility.” (IDEA) Counseling services are a tool that students can use to help better their academic performance, and work on social and emotional skills related to education. Ryan Bernier
 
 Social Worker
 The social worker is the hub of community networking and support systems. Their knowledge of up to date resources can guide families to appropriate sources to help students. For example, a local social worker works with my church to help families in need during the Christmas season. Many of these families have children with disabilities. The church gathers wish lists from the social worker, and the congregation gets the items. The social worker and the church set up a wrapping and gift station on the top floor and child care with games, crafts, and snacks on the bottom. The parents load their trunks with the wrapped gifts and then gather their kids to take home (the children are not supposed to know where the gifts came from). I enjoyed meeting the social worker who worked on this last year and hearing how it has helped the families. Of course, gift-giving differs from connecting counseling or medical services – but I think it is important because it supports and encourages families with difficult challenges. Heather Roberson
 ——-
 When thinking about school social workers many people intertwine them with the guidance department and the school psychologist, when they actually have a very different role.  A school social worker generally has their MSW or LCSW so they are skilled in helping individuals manage their mental health through different therapeutic tools.  School psychologists generally do testing of students for special education and can be utilized as a resource for students and teachers to help students achieve academic success.  While the school social worker wants students to be successful academically they often work with parents, outside therapists and school staff to create plans for students.  While guidance counselors and school psychologists can both implement risk assessments for students if needed, guidance counselors primarily focus on career planning and class schedules. Jennifer Wylie
 ——-
 More and more school districts employ a wrap-a-round model of services, particularly for students and families who have multiple special needs, socio-economic, family dynamic and economic needs that can negatively impact a child’s ability to be successful in the school setting.  Having the school social worker be part of the special education team for children with IEPs helps smooth transitions from school to home, focuses on the whole child and benefits the family…Sometimes just being able to consult with the social worker helps the educational staff be able to focus on the whole child.  Resource: School Social Work Associate of America  Jacqueline Godin
 ——-
 Social workers in our area have worked at ensure each student has internet access, food service drop offs, Chromebook pick up/drop off for students, and helping families to get financial support during school closures due to the pandemic. Alicia Jobson,   Fall 2020.
 
 Speech and Language Pathologist (SLP)
 Speech-Language Pathologists responsibilities include evaluation, treatment planning and implementation, consultation, and material preparation to help students improve articulation, language, stuttering, voice deviation, and social language that would affect social/emotional regulation (Lombardi, 2020, Related Services section). As I spent a few hours reading articles about speech and language pathologists and related disabilities, I found that this is a very complex topic.
  Classroom teachers, special education teachers, and SLPs share common goals for their students. The skills and knowledge of the SLP are complementary to those of classroom teachers, para-educators, and special education teachers who have students with speech and language impairments / communication impairments – creating a foundation for partnerships to benefit the students (Archibald, 2017). With collaboration, SLPs and teachers can support students more effectively in the classroom. Michaela Donati
 Archibald, L. MD. (2017). SLP-educator, classroom collaboration: a review to inform reason-based practice. Sage Journals.  https://doi.org/10.1177%2F2396941516680369
 ——-
 I recently sat in on a session with one of my second-graders and the speech and language pathologist (SLP) and was amazed at the amount of work she was able to get done in such a short session.  She reviewed the plot of a book they had read the session before, worked on rhyming words from that story, and tapped out syllables in words from that story.  She kept the student engaged the entire time, which also amazed me as this student often tends to daydream and zone out of the lesson.  Plus, he comes across as very shy, but he loved chatting with her.  She was also able to read his mood, and when she sensed that he was becoming fatigued, she introduced a game that would still work on his speech but would not come across as learning.  She was truly incredible, and I can see why Professor Lombardi would consider her to be a teacher’s best friend. Mallory Wilson
 ——-
 I spoke with the Speech-language Pathologist at the school where I work and asked her to describe her role within our district.  She is the speech-language pathologist at the elementary level, and is the preschool evaluator for our town as well.  Her duties include: evaluation, treatment planning and implementation, consultation, and material preparation.  The areas she specializes in include: articulation, language, stuttering, voice deviation, and social language that would affect social/emotional regulation.  She also supports nonverbal students with Alternative Augmentative Communication. Judith Moore
 ——-
 The Speech Pathologist told me that one way that she currently develops a collaborative relationship with special educators is through weekly consultation meetings. At these informal meetings, the child’s educational team (i.e., classroom teacher, special education teacher, and other service providers) gather to discuss educational needs, such as  curriculum content, social emotional issues, and/or therapeutic strategies. During the meeting, she shares communication strategies that would benefit the student in the classroom setting or during other service times. She will bring a copy of the visual she uses for specific strategies, as well as model how that strategy can be utilized. For example, “If a student is working on a particular speech sound, I’ve had the special educator use a highlighter tape to mark words in their weekly readers with the targeted speech sound.” Colleen Mehalko
 ——-
 Email correspondence with an SLP: As an SLP for CMS, I screen, assess, and treat students in grades K-5 with speech (speech sound disorders) and language delays and differences (related to receptive and expressive language skills, including those pertaining to understanding and use of vocabulary, morphology, syntax, story-comprehension/story-retell, and pragmatics/social communication skills.) Sometimes I also address eating and swallowing impairments in students, during Snack and Lunch.
 Some students already identified with a Speech and Language Impairment, Developmental Delay, or Other Health Impairment, and they already have an IEP in place, prescribing speech or language therapy.  Other times, kids are referred by either their classroom teacher, or their parents, by writing a referral.  Then we meet with the parents and the rest of the child’s educational team, within 10 days.  Then we talk about whether the team recommends formal testing, a screening, or some informal support, using a Response to Intervention approach, which is a tiered system of support available to all students.
 If formal testing is recommended, I conduct a formal evaluation within 60 days, and write a formal report.  That report goes home at least five days before our Determination for Eligibility meeting, with the team.  If the child meets our eligibility criteria, either to be formally identified with a Speech and Language Impairment (or some other identification), we complete formal paperwork to identify the child, then meet within 30 days, to draft an IEP, with specific IEP goals, objectives, accommodations, and number of therapy sessions, per week (and sometimes consultation time Chelsea Hoadley 
 ——-
 We have a full time SLP in each classroom at my preschool (4 total).  Before working here, I did not realize how important and common these services are in education.  Our SLP and Special Educator/Teacher co-teach during the week.  I absolutely love this approach!  Many of the lessons touch on both general education and the specialized services either need to deliver.  I love watching how the SLP works her services into the lessons.  We are constantly talking about what sounds each student is currently on and how I can help support her efforts throughout the day.  Deanna Hanley
 
 Transportation Services
 I chose to look into transportation services for students with disabilities because the quality of transportation services can influence a day before the student even walks through the front doors of the school. After all, the bus driver is often the first person from the school staff who interacts with students. Those early moments in the morning can really have an impact on students’ day starting off on the right foot.
 An interesting part of providing transportation services under IDEA is travel training. Travel training is “instruction that enables children with disabilities to develop an awareness of the environment in which they live, and to learn the skills necessary to move effectively and safely from place to place within that environment (Questions and Answers on Serving Children with Disabilities Eligible for Transportation, 2009).” Travel training should be considered and included in a students’ IEP. Alicia Jobson
 ——-
  I never realized how important transportation services  were until I worked in Intensive Needs and then Behavior Support.   Our transportation department works closely with the Special Educators and Behavior Specialist on developing plans for children that struggle with the bus ride.  We have identified a bus with one particular driver that only picks up certain children. It’s our “special  ed” bus. The route covers the entire city and only picks up specific children.  Having “Mr. Mike” pick them up is a big treat and each child looks forward to seeing him.  I never thought about how important this was until I saw it in action. Sheri Gauvin
 ——-
 We have a wonderful group of bus drivers in my district who is in constant communication with us about students who may be having a tough morning and why.  It is very helpful to know what is going on with the students before we get them into the classroom.  We can often deescalate problems on the way in, with a joke and a smile to turn the day around.  In return, we report back to the bus drivers before the bus ride home so they can be prepared as well.  They are truly under appreciated! Deanna Hanley
 ——-
 Transportation is considered a related service when it comes to IEP students.  A related service is something that benefits a students access to special education. “Transportation includes travel to and from school and between schools (or another location where services are delivered) and travel in and around school buildings. Additionally, supports a student needs, such as an aide, positive behavior support plan, and/or bus stop monitors, must be provided.” (car autism roadmap, n.d.)  Transportation doesn’t just end when school ends either, if the student requires an ESY, then transportation must be provided for the student then too. Travis Rockett
 CAR. (2020). TRANSPORTATION TO SCHOOL AND SPECIAL EDUCATION SERVICES. Car Autism Roadmap.  From https://www.carautismroadmap.org/transportation-to-school-and-special-education-services/  
 ——-
 Recently I have been mentoring a 1:1 aide who is new to working with a student who has a physical disability.  The student she works with uses a wheelchair and, since his Mom brings him to and from school each day, had not ever ridden a bus since transferring to our school.  In anticipation of an upcoming field trip, I set up training time for the 1:1 to see and learn how to load the student on and off the bus using the ramp as well as how to secure the student’s wheelchair using the tie downs and seatbelt on the bus.  We also practiced bus evacuation in the case where the lift might not be working as well as what to do if the student has a seizure or needs any type of medical attention while the bus is in motion.  I think it is VERY important for this to be done so that the child will be safe and so that all emergency situations will be well prepared for. Anonymous
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 	In this course we will focus on the special education paraprofessional through the lens of the special educator/case manager, who will hire, train and supervise the paraeducator. The terms paraprofessional and paraeducator as used interchangeably throughout this chapter.
 
 
 Introduction
 Paraprofessionals are widely employed in schools in the United States and Canada, and in some European countries.
 In the United States these educators have over 30 titles, but a recent national trend has encouraged states to title these positions as “paraeducators” under their various job positions (example: Support Staff>Paraeducator>Special Education).
 Paraprofessional educators are frequently used to help support student/s in special education settings. Paraprofessional educators in these roles work with students with a variety of disabilities, including learning disabilities, emotional disturbance, autism spectrum disorders, ADHD, schizophrenia, developmental disabilities, and communication disorders. Paraprofessional educators may work in special classrooms, resource rooms or serve as inclusion assistants who accompany individual students throughout their day. Paraprofessional educators in these roles may require specialized training in behavior management, de-escalation, personal-professional boundaries, and sometimes physical restraint.[6]
 (Wikipedia, n.d.)
 
 Roles and Responsibilities of the Paraeducator (paraprofessional)
 Some paraprofessionals provide services for special needs pre-schoolers, which include toddlers and infants and their families. When they provide this type of service in family centered practices, paraprofessionals are required to know and possess necessary cultural competencies, which include social, ethnic, as well as economic aspects of the family and community. Knowing this, the paraprofessional can best understand the particular needs of both the child and the family (Stiffler, 1993). When teachers utilized paraprofessionals in the inclusion model, paraprofessionals modify materials and lessons as directed by their general and special education teachers, taking and recording data and monitoring student behavior. They also correspond with the teachers to discuss behavior strategies for all or individual students, and communicate information to the students about class assignments (Carroll, 2001; Broer, Doyle, & Giangreco, 2005).
 (Archibald, D.L. 2008)
 
 Reading on the Roles and Responsibilities of the Paraeducator:
 Parker, D, (n.d.) Supporting Paraprofessionals to Support Students with IEPs. Retrieved from https://awsa.memberclicks.net/update-article–supporting-paraprofessionals-to-support-students-with-individualized-education-programs–iep-s
 
 
 Requirements
 Requirements to become a paraprofessional vary widely, normally ranging from a high school diploma, G.E.D., two years of college education, or an associate degree. Some positions may require experience, particularly as an aide in an instructional role like in special education and in English as a Second Language instruction.
 In the United States, the No Child Left Behind federal legislation requires that educational paraprofessionals be “highly qualified”.[3] The definition of highly qualified is left to the individual states, as are the means for measuring qualification. The United States Department of Education has issued guidelines regarding paraprofessionals whose positions are funded under Title I of the federal legislation. 
 In 2015, The Every Student Succeeds Act was passed replacing No Child Left Behind. This gave more autonomy to the individual states and local school districts to make guidelines/standards that fit the needs of their particular demographics. It also created guidelines to provide greater voice and support to paraeducators citing the need to adequately train, support, evaluate and include in decision making forums.
 
 Certification
 Some jurisdictions offer or require certification for some paraprofessionals. Others may require a contracted paraprofessional to pass an examination. Some require none of the above.
 A paraprofessional certificate is typically a certificate that an educator has obtained by passing an exam, enabling them to perform a task requiring extensive knowledge, but not requiring a college degree and a teaching license. Subject areas could include any areas of education such as a GED Teacher, Alternate School Teacher, ISS Teacher, After School Tutor, Home School Teacher, Credit Recovery Teacher, Continuing Education Teacher, and any Special Education area which could be but is not limited to CML, tutoring, and providing any needs to an individual student.
 The training of paraprofessional educators varies widely by state and district. (Research your state standards to find out more about individual requirements) The Council for Exceptional Children (CEC) in collaboration with the National  Resource Center for Paraeducator has validated some guidelines for use in training paraeducators to serve “individuals with exceptionalities” A link to these can be found here [link]. Professional development companies, such as 321insight.com and PD360 provide targeted training to enhance paraeducator competency.
 Wikipedia, (n.d.) Paraprofessional educator. Retrieved from https://en.wikipedia.org/wiki/Paraprofessional_educator 
 Training
 Merriam Webster Dictionary list several definitions for “Training,” such as (1) to form by instruction, (2) discipline, or drill, to teach so as to make fit, qualified, or proficient: to make prepared (as by exercise) for a test of skill. Training can also be defined as preparation and/or activity leading to skilled behavior. Training serves a very important function within any organization, even if those people to be trained have prior education or prior work experience (Smith, 1995). With increased pressure from legislation, and mandates such as the reauthorization of IDEA 97, ESEA, and the NCLB Act, which defined further job responsibilities and job duties as well as noted the increased and wide use of paraprofessionals, much focus was directed on paraprofessional training provided by and putting much pressure on states and school districts.
 Pre-NCLB paraprofessional qualifications and training specified that in order to be hired as a paraprofessional, individuals applying for the position only needed only a high school diploma, and the desire to work with and around children. Once the individual was hired, the paraprofessional received a series of training. These training sessions could be delivered in three ways: pre-service training, on the job training, in-service training which was provided by the county the paraprofessionals worked (Trautman, 2004). In the piece entitled “Managing and Preparing Paraprofessionals” (2004), Trautman defines pre-service training as a prearranged amount of time used for instruction and observations. In the case of paraprofessionals, Trautman states that this pre-service time should occur prior to the paraprofessional’s start of the job, usually during the summer months. In addition, preservice training is defined as an experience that will communicate job expectations and provide a level of knowledge appropriate for further training During this time such information as the roles and responsibilities of the position, the school orientation, opening and closing times of the school, a description of the types of children with who the paraprofessional will be working, and instructional methods used by both the teacher and the paraprofessional would be discussed.
 Of the three forms of training, pre-service was the least recommended of the forms (Riggs & Mueller, 2001). The trouble with pre-service training was: problems arise from scheduling paraprofessionals to come in early or stay late for such training. In most cases, these paraprofessionals are usually not paid to attend this pre-service training. In addition, Firth & Mim (1985) stated that inadequate pre-service training was one of the major reasons that paraprofessionals in special education did not stay on the job.
 On –the- job training is defined as training provided by an employer on the job site. The United States Department of the Interiors defines On-The-Job Training as one of the best training methods because it is planned, organized, and performed on the employee’s worksite (US Department of Interior ). The Vermont Paraeducator Survey conducted by Mueller, discloses that paraeducators in that state who completed the survey reported receiving 40% of their training on the job. The U. S. Department of Interior also concurs that by employee’s conducting an effective on-the-job training program at their jobsite, moral, productivity, and professionalism will normally be high (US Department of Interior).
 The third type of training; in-service training is defined as training and professional development offered by the employer and given during the regular work hours. In a survey conducted by Causton-Theoharis and Malmgren (2005), which tried to increase the interaction rate between paraprofessionals and students with severe disabilities, by the use of in-service training of paraprofessionals. The training was held at two elementary schools and consisted of a four hours training session. held one-to-one with instructor and paraprofessional. This study consisted of four paraprofessionals who had not received any prior training prior to employment in the schools. Presented as an in-service, the purpose of this study was to increase purposeful behavior by paraprofessionals that would increase students with disabilities interaction with students without disabilities. Results indicted that by paraprofessionals applying interventions the interaction between students with and without disabilities increased. In the survey completed by Mueller (The 62 Vermont Paraeducator Survey) paraeducators (57%) were presented with in-service training and completed it, however of that 57%, 48% questioned its relevance. In one survey taken by Ashbaker and Morgan in 2001 when paraprofessionals were asked what type of training they received, 90% stated they had received training ranging from short workshops to college classes; however, the majority of the training came from the school district or colleges.  (Archibald, D.L. 2008)
 
 Performance and Evaluation
 Another way to fulfill the requirements of NCLB lies in passing an assessment that is approved by the district and state in which the paraprofessional works. These written formal assessments determine whether a paraprofessional, has the skills to assist teachers in the areas of reading, writing, and mathematics. These types of assessment used can be classified as “Competency-Based Assessments.” Such assessments measure an individual’s performance against a standard of acceptable performance, or score, and are not compared against other individuals taking such assessment.   (Archibald, D.L. 2008)
 Evaluation tools and methods like checklists and rubrics can be used to evaluate and provide performance feedback to paraeducators. Paraeducators should be formally evaluated at least once a year (Douglas & Bowles, 2018). However, it is important for a paraeducator to receive more frequent feedback from their supervisor and ideally be informally evaluated quarterly, giving them a chance to improve their practice. In many schools, administrators evaluate paraeducators, whether that’s an assistant principal or coordinator of special education. (Rachel Stoudt).
 
 Council for Exceptional Children Resources
 Special Education Paraeducator Preparation Guidelines
 Specialty Set: Special Education Paraeducator Preparation Standards
 
 Related Readings
 Iona County ISD-ASD Team, (2007). Effectively Utilizing and Supporting Paraprofessionals. (working with students on the autism spectrum).
 Parker, D. (n.d.) Supporting Paraprofessionals to Support Students with IEPs. , Association of Wisconsin School Administrators
 
 Paraeducator Standards
 Voices from the FIeld
 [image: voices from the field]
 Teacher candidates talk about the CEC  Special Education Paraeducator standards in relation to the support they see paraeducators receiving in their school. They address areas of needed professional development to support paraeductors.
 
 PCCG.1.K11- Effect of speech and language development on academic and nonacademic learning of individuals with exceptionalities
 Speech and language deficits in students can truly be debilitating not only for academics, but social aspects of the students’ lives as well. My school has two SLPs, one who started a few months ago and one who is about to retire, and together they form an incredible team. They are highly effective in communicating how important it is for students with speech and language deficits, to not only receive speech services, but also supplementary services and practice such as working in the classroom with the Paraeducator. My school has weekly team meetings for the special education department and we invite the paraeducators when possible. Our SLPs do an fantastic job on keeping the entire team informed on the students who receive speech services. During IEP meetings they take the necessary time to discuss the student’s deficits, how it is impacting them currently and how it may impact them later in life, and offer great support and guidance to those who work directly with the students and the parents as well. They are truly passionate about their work and understand that clear communication, practice, and consistency are key ingredients in assisting any student. Jake Muniz
 —————
 PCCG.1.S1- Demonstrate respect and appreciation for differences in values, languages, and customs among home, school, and community
 Given the cultural diversity of my current school and schools throughout the country and coming from a Hispanic household, I believe it to be imperative for not only the paraeducator but ever staff within the building to acknowledge, respect, and celebrate the differences that our population has. I was not entirely briefed on exactly how diverse our student population is (60 dialects are spoken within the 425 student population) upon beginning my time at the school. I would like for the school to place a larger emphasis on this when someone new starts, maybe provide some resources on the varying cultures as well. Different cultures require different approaches as the social rules vary. Students with limited or no English proficiency should feel just as comfortable as the English speaking students. Having an understanding of cultures and joining in celebrating with the students would do nothing but improve the educational experience for all students and staff.  Jake Muniz
 —————
 PCCG.2.K4 Rules and procedural safeguards regarding behavioral support of individuals with exceptionalities.
 Though we have a crisis prevention intervention team, the paras themselves are not all CPI trained. I feel like this would be so helpful for all paraprofessionals. Though not all paras work with students with behavior problems, you never know what student you will have in the future. Having this knowledge would be beneficial for the safety of the students and staff members. I just started working with a new student, though she doesn’t act out physically  towards me, she destroys the classroom and spits. The first time she did this I had no idea what to do. Yes, I knew what to do for the average student tantrum, and I de-escalated the situation. Yet, had she started going overboard, I would not know how to go about it in a trained CPI way. Which also goes with PCCG.7.S7 Participate actively in conferences and team meetings, I should have had at least a quick meeting before taking on a more difficult student. It is important to meet the team members, develop a relationship, understand the game plan, and just overall figure out your student. I am a very quick learner and go with the flow, but I felt a little thrown to the wolves at the beginning of this year.  Jazmine Perkins
 —————
 PCCG.3.K2 Purpose of individual plans relative to general education curriculum
 My school does a really nice job emphasizing collaboration and communication between members of the multidisciplinary team. I have always felt comfortable and encouraged to ask questions; get feedback from the special education and general education teachers; and familiarize myself with the students’ IEPs, goals, and appropriate learning supports. I am 1:1 with a student for half of the day. He is high needs and I work with him on his IEP goals, provide behavioral support during class specials and OT/ST services, etc. The general education teacher is great about providing me and the student’s other para with school work relative to the general education curriculum. I was not expecting, however, to feel like his classroom teacher is primarily communicating with me and his other para more than with his special education teacher. It makes sense as she sees us with him every day, but it is a reminder of how vital communication between all members of the instructional team is and the central role that paras play in that. Both of these examples are meant to emphasize the importance of training classroom teachers to provide clear expectations and responsibilities to paras in their classrooms (Sauberan, 2015). This is valuable because of how differently classrooms are “run” and what the teacher expects from the para. Rebecca Foss
 —————
 PCCG.1.S3 Access credible resources to extend and expand understanding of exceptionalities
 Last year a newer 1st grade student with ASD was struggling with transitions and following expected behaviors in the halls. While accessing 3rd and 4th grades wings, he would move things, run, play with water stations, open display cases, etc. Not everyone was aware of how to assist. While some teachers would try to redirect, others would ignore, and few seemed to be on the same page. After concerns for safety were vocalized by the upper grade teachers, a meeting was held on protocol for students so that the whole building could be on the same page (students, because privacy laws do not permit access to the specifics of those not directly working with the individual). Unbeknownst to many staff members for some students, greeting them in the hallway could trigger off-task or unsafe behavior. We are a community that greets each other in the hallways so we had to learn that for some students, doing so was not the community kindness we practice and was in fact unhelpful. The BCBA was able to provide resources to the staff to further our understanding of variations of appropriate and supportive responses in the hall and during transitions. Kate D’Appolonia
 PCCG.2.S4 Provide least intrusive level of support based on the demands of the learning environment as determined by the instructional team. 
 I believe this is a standard that paraeducators need support in. While they all have access to students’ IEPs, they’re not always sure of the exact support that they should provide to each student. I see paras where I work do a lot of the student’s work for them. And it’s with the best intentions, they want to help these students and see them succeed. But it is a constant conversation between special educators and paraeducators as to what the student is actually capable of doing on their own. Sometimes it seems that the para may know what works best for each student as they tend to spend the most amount of time with them compared to the special educator. I do hope special educators view paras as an invaluable piece of each student’s program. However, I feel that paraeducators need professional development in this area as a way to help them to promote a little more independence amongst the students they work with and to create constructive conversation amongst themselves and the special educator. The para needs to communicate with the special educator things like, this is what I see the student struggling with so this is the way I provide support. Sarah Caroll
 —————
 PCCG.2.S5 Use routines and procedures to facilitate transitions as determined by the instructional team
 This standard sticks out to me as one where I believe paras are receiving adequate support at my school. There are behavioral specialists and special educators that work closely with the paras on ways to support students through transitions and taking breaks during the day. This is something that the team wants to continue to challenge students with to not feel too comfortable in their routine, in order to adapt to the changes of life. Tate Vanlkenburg
 —————
 PCCG.2.S11 Promote self-advocacy and independence as determined by the instructional team
 I believe that this standard is one where working as a para can be difficult. When working to support a child throughout the day, every day, it can be hard for them to gain independence as they feel they have someone to constantly lean on. Especially when it comes to simple things like writing and recording their ideas, it can feel so much easier to just write it for them if their writing is illegible or if they constantly get distracted. This is something I find myself challenged with, and I notice that sometimes even the special educators even do. We know that ultimately this does not help the students become independent and figure things out on their own, so I think it should be talked about more regarding what is expected of the student and how much support should be given before it turns to doing the work for them. Tate Vanlkenburg
 —————
 PCCG.2.S13 Protect the health and safety of individuals with exceptionalities
 This standard is one that paras are receiving adequate support through at my school. The paras I work with always have the best interest of the student. If there is a health concern regarding a student, the para is the first one to bring that student to the nurse to be evaluated. We have a handful of medically fragile students so for paras to be on top of health issues is huge for this crew. I see paras often looking out for the safety of students by walking next to them in the hallways, having the student stop and look both ways before crossing on the crosswalk, etc. I have also witnessed a para, who was concerned about a student’s mental health and potential harm to himself, remove that student from class and bring him to the nurse for evaluation. That para then called the student’s case manager to fill them in on what was going on. That para did not show fear or judgment toward that student, instead she acted as an advocate for this student. The paras at my school really do show compassion toward the health and safety of each student they support!  Sarah Caroll
 —————
  PCCG.2.S14 Support individuals with exceptionalities by modeling and facilitating the use of collaborative problem solving and conflict management .
 When I was a para I was never invited to come to any  intervention meetings. I was always told information from the classroom teacher after a meeting. This would be hard since I was the one who was mainly working with the students, but I was not there to be a part of the intervention plan. Sometimes the classroom teacher would be so busy I wouldn’t hear about what they came up with till days later. I also had very limited interaction with the family of the student I was working with. I think finding ways for paras to be part of intervention meetings in some way so that they could feel more part of the team and be in the loop would be helpful for everyone involved.  I know it may not always be appropriate for the para to  communicate directly with families, but if there was even some form of PD to help paras be better prepared for if/ when they need to communicate with families,I think that would make paras have more confidence and professionalism when it comes to collaboration. Jenna Hershman
 —————
 PCCG.7.S5 Communicate effectively with stakeholders as determined by the instructional team
 Paras are not invited to attend meetings with the Special Education Team or grade level teams. Many feel this is an unfortunate practice, and their participation would be helpful to both learners and educators. However, it is not uncommon that the case managers or special education teachers will ask paras their opinions or experiences with students prior to meetings or when new ideas are considered. Kate D’Appolonia
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 This chapter will focus on the High Leverage Practices (HLPs) in Special Education (1-3), related to Collaboration and communication.
 	HLP 1: Collaborate with professionals to increase student success.
 	HLP 2: Organize and facilitate effective meetings with professionals and families.
 	HLP 3: Collaborate with families to support student learning and secure needed services
 
 Voices from the Field Communicating and Collaborating with Families
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 Adapted from McLeskey, J., Barringer, M-D., Billingsley, B., Brownell, M., Jackson, D., Kennedy, M., Lewis, T., Maheady, L., Rodriguez, J., Scheeler, M. C., Winn, J., & Ziegler, D. (2017, January). High-leverage practices in special education. Arlington, VA: Council for Exceptional Children & CEEDAR Center.  (Permission is granted to reproduce and adapt any portion of this publication with acknowledgement)
 Key Takeaway
  Effective special education teachers collaborate with a wide range of professionals, families and caregivers to assure that educational programs and related services are effectively designed and implemented to meet the needs of each student with a disability.
 
 
  Collaboration allows for varied expertise and perspectives about a student to be shared among those responsible for the student’s learning and well-being. This collective expertise provides collaborators with a more comprehensive understanding of each student’s needs, which can be used to more effectively plan and implement instruction and services. Teachers use respectful and effective communication skills as they collaborate with others, considering the background, socioeconomic status, culture, and language of the families and the professionals with whom they work.
 Collaborative activities should be focused on (a) designing each student’s instructional program to meet clearly specified outcomes and (b) collecting data and monitoring progress toward
 these outcomes. Effective and purposeful collaboration should enlist support from district and school leaders, who can foster a collective commitment to collaboration, provide professional learning experiences to increase team members’ collaborative skills, and create schedules that support different forms of ongoing collaboration (e.g., individualized education program [IEP] teams, co-teachers, teachers–families, teachers–paraprofessionals).
 HLP 1: Collaborate with professionals to increase student success.
  Collaboration with general education teachers, paraprofessionals, and support staff is necessary to support students’ learning toward measurable outcomes and to facilitate students’ social and emotional well-being across all school environments and instructional settings (e.g., co-taught). Collaboration with individuals or teams requires the use of effective collaboration behaviors (e.g., sharing ideas, active listening, questioning, planning, problem solving, negotiating) to develop and adjust instructional or behavioral plans based on student data, and the coordination of expectations, responsibilities, and resources to maximize student learning.
 
 
 Collaboration is broadly recommended in special education for accomplishing a wide range of goals, including determining eligibility for services, delivering instruction, ensuring support through paraprofessionals, and resolving student and programmatic issues (see Burns, Vanderwood, & Ruby, 2005). However, collaboration is ethereal in that it is never an end in itself, instead operating as a culture or a means through which any goal can be reached. Collaboration often is indirectly fostered among members of a school work group by arranging time for participants to meet face-to-face, guiding them through the development of positive professional relationships, establishing explicit and implicit procedures for working together, and teaching them about school programs that rely on collaborative interactions (e.g., teams, co-teaching). Collaboration is not explicitly mandated in the Individuals With Disabilities Education Act IDEA), nor is it generally part of formal policies related to educating students with disabilities, but the requirements of the law and established school practices strongly infer that it is through collaboration that the effective education of students with disabilities is achieved.
 The two most common school structures presumed to rely on collaboration are co-teaching and teams. Co-teaching, research generally has found strong support among teachers, but mixed results for students (Murawski & Swanson, 2001; Scruggs, Mastropieri, & McDuffie, 2007). The most recent examination of the co-teaching research literature, an analysis of six co-teaching and inclusion research syntheses, concluded that when general educators and special educators work closely to coordinate the delivery of curriculum and have resources such as time to plan, small positive effects on student academic outcomes are achieved (Solis, Vaughn, Swanson, & McCulley, 2012). A related study supported this conclusion, finding that elementary-age students with disabilities in co-taught classes made significant educational progress while those in separate special education classroom settings did not, the gap between the two groups widening across time (Tremblay, 2013).
 HLP 2: Organize and facilitate effective meetings with professionals and families.“>HLP 2: Organize and facilitate effective meetings with professionals and families.
  Teachers lead and participate in a range of meetings (e.g., meetings with families, individualized education program [IEP] teams, individualized family services plan [IFSP] teams, instructional planning) with the purpose of identifying clear, measurable student outcomes and developing instructional and behavioral plans that support these outcomes. They develop a meeting agenda, allocate time to meet the goals of the agenda, and lead in ways that encourage consensus building through positive verbal and nonverbal communication, encouraging the sharing of multiple perspectives, demonstrating active listening, and soliciting feedback.
 
 
 Special education teachers typically organize, schedule, and lead a variety of meetings, including annual IEP meetings as well as ongoing collaborative meetings essential to instructional planning and progress monitoring. IEP meetings involve both parents and professionals (e.g., general education teachers, fellow special education teachers, reading specialists, curriculum specialists, principals, other administrators, outside consultants), as well as students with disabilities. IDEA requires that parents be given opportunities for full participation in the development of the IEP. The way in which the IEP meeting is organized and facilitated should ensure that the family is an equal partner in the development of an appropriate education for the child.
 Special education teachers need to facilitate meetings so they run smoothly, involve others as equal participants, and accomplish the goals of the meeting. These tasks require communicating effectively with others, being able discuss aspects of the individual child’s program (e.g., explain the rationale behind behavior intervention plans, describe effective practices), and facilitating consensus among all involved. The partnership principles of equality, choice, voice, reciprocity, praxis, and reflection aid in the development of effective communication skills (Knight, 2007). Using these principles requires specific skills, which may be developed with diligent practice. It may be helpful to solicit feedback from a mentor or colleague as well as team members to improve one’s communication and facilitation skills.
 The Council for Exceptional Children’s special education Code of Ethics (2015) includes the following principles relating to organizing and facilitating effective meetings:
 	Practicing collegially with others who are providing services to individuals with exceptionalities.
 	Developing relationships with families based on mutual respect and actively involving families and individuals with exceptionalities in educational decision making. (p. 7)
 
 Collaboration—when teachers work together to diagnose what they need to do, plan and teach interventions, and evaluate their effectiveness—has shown a strong effect size of 0.93 on student achievement (DuFour, 2007; Hattie, 2008).
 Meeting agendas should be planned in a way that invites the sharing of multiple perspectives, involves active listening, and encourages consensus building, while maintaining efficiency. Agendas for formal meetings should be developed and shared in advance; the meeting should be scheduled for an appropriate amount of time given meeting goals and participants invited with sufficient advance notice.
 Meetings will be more productive if there is trust among participants. Teachers should consider taking steps before meetings to build relationships with professionals and families on an ongoing basis (Billingsley, Brownell, Israel, & Kamman, 2013). At the start of the school year, effective special educators communicate with families via phone, e-mail, or notes home with positive messages about individual children and their accomplishments.
 As special educators are primary communicators in the school regarding students with disabilities, they also should serve as models of respectful communication by using person-first language.
 
 In order to promote collaboration between special education teachers and general education teachers and service providers there should be a plan put into place about how often they are communicating with one another about the identified students. If no plan is put into place it can be easy for communication and collaboration to get swept underneath the rug and the student can easily fall behind. During this planned communication time, the team can discuss what has worked and what hasn’t worked for the student and what their goals and vision for that student and whether or not they are being met. Christina Shaughnessy
 
 HLP 3: Collaborate with families to support student learning and secure needed services.
  Teachers collaborate with families about individual children’s needs, goals, programs, and progress over time and ensure families are informed about their rights as well as about special education processes (e.g., IEPs, IFSPs). Teachers should respectfully and effectively communicate considering the background, socioeconomic status, language, culture, and priorities of the family. Teachers advocate for resources to help students meet instructional, behavioral, social, and transition goals. In building positive relationships with students, teachers encourage students to self-advocate, with the goal of fostering self-determination over time. Teachers also work with families to self-advocate and support their children’s learning.
 
 
 The importance of collaborating with families to promote participation in educational decision making has been identified as one of the key principles of IDEA (H. R. Turnbull, Stowe, & Huerta, 2007). IDEA provides for specific rights that enable parents to participate as equal members of the IEP team and to be involved in evaluation, placement, and special education and related service decisions. For families to take on such roles and responsibilities, collaboration between professionals and families is necessary. Using effective partnership strategies has been identified as a necessary element of building collaborative relationships.
 Family–professional partnerships have been defined as a relationship in which families (not just parents) and professionals agree to build on each other’s expertise and resources, as appropriate, for the purpose of making and implementing decisions that will directly benefit students and indirectly benefit other family members and professionals. (A. P. Turnbull, Turnbill, Erwin, Soodak, & Shogren, 2015, p. 161)
 Seven principles of effective partnerships have been identified in the literature (see A. P. Turnbull et al., 2015):
 	Communication: Teachers and families communicate openly and honestly in a medium that is comfortable for the family.
 	Professional competence: Teachers are highly qualified in the area in which they work, continue to learn and grow, and have and communicate high expectations for students and families.
 	Respect. Teachers treat families with dignity, honor cultural diversity, and affirm strengths.
 	Commitment: Teachers are available, consistent, and go above and beyond what is expected of them.
 	Equality; Teachers recognize the strengths of every member of a team, share power with families, and focus on working together with families.
 	Advocacy: Teachers focus on getting to the best solution for the student in partnership with the family.
 	Trust: Teachers are reliable and act in the best interest of the student, sharing their vision and actions with the family.
 
 In implementing these principles, it is essential to honor and respect cultural diversity and differing communication styles and preferences.
 [image: voices from the field]
 Voices from the Field
 What are some of the key points the special educator needs to be aware of when building positive relationships with the families of children with disabilities? What can you do to create a “family friendly relationships” with your students with IEPs and their families?
 Collaborating and Communicating with Families
 In part, special educators need to be aware of how their own culture may limit their understanding of another culture. Similarly, should our goal be to work collaboratively in the interest of their learner, our interactions with families also need to be mindful of different perceptions and perspectives. Communicating and presenting information in a manner that reflects their culture is an important component of fostering collaborative and favorable relationships with parents. Of note in the Rossetti article was the importance of not solely learning about our student, their family, and their culture but of also seeking out other community members who can act as a “cultural broker” to better understand the cultural and linguistic practices of our families (Rossetti, et al, p. 176). Of critical importance for the special educator would be understanding the impact of culture on acceptable or preferred modes of communication. Kate Appolonia
 ——————-
 One’s awareness of themselves and their culture is a fantastic point to address when discussing this particular topic. Given the demographic of NH being over 92% white (world population review, 2022) it is easy to assume that the large majority of teachers in the state are the same. There are certainly barriers that come with not knowing about other cultures that I have experienced even throughout my life. Growing up in a Hispanic household, we were raised with many traditions that my peers simply did not understand. We were taught to not look authority in the eyes as a sign of respect which is common in other cultures, but I can recall a few moments throughout elementary and middle school where teachers would question why I was not looking directly at them, they seemed insulted when I was actually paying them respect the way that I was taught. This led me to be a very shy student, often never asking questions and figuring out lesson concepts on my own at home. It was not until high school where I regained my confidence as a student.
 I do not believe the teacher’s were intending to make me feel uncomfortable, as they had no clue about my culture due to the demographic of my school. Understanding that you do not understand other cultures is ok and should make want to go and learn more to make the students and the parents more comfortable.  Jake Muniz
 ——————-
 Even from the perspective of being a parent of a child with a disability, I’d say being the liaison between student and family in the special education process is one of the hardest parts of my current role. Having been on the other side, I know what those parents are going through emotionally. We all have dreams and aspirations for our own children from birth. When one of our children requires special education, we worry that they may not ever be great or successful in life. We worry they may struggle throughout life or be unhappy or unsatisfied in themselves. Some parents of children with disabilities might be dealing with the loss of their original hopes and dreams for their child (IRIS Center, 2008). It’s a sobering moment. So when dealing with families I always take these feelings into consideration. I didn’t just read about them, I experienced them. I don’t use this as a catch line when I introduce myself as a case manager, but there are times I’ve pulled it out of my back pocket when working with some families who seem particularly frustrated or unsatisfied with our school or my performance as case manager. Families often come to us very stressed out about their children. For one, families of students on IEPs have to attend a lot more meetings than your general education students. They not only attend all of the General education meetings such as parent/teacher conferences, but there are IEP meetings, progress meetings, Evaluation meetings, and often a lot of meetings in between to address various issues and crises that pop up. A lot of these families attend counseling or private psychiatric sessions and hear from school administrators on a weekly basis. In short, most families come to us and our meetings burnt out. There’s a special kind of fatigue that I’ve noticed working as a case manager in high school. You need to realize you are working with families that have likely been involved with special education for a long time. Arthur Rafus  High School Special Educator
 ——————-
 Remember to occasionally say something sincere and positive about what you enjoy about their child or something awesome you noticed. “We enjoy having Jason in our class because he is so kind to his classmates. Just yesterday, a classmate was upset at drop-off and Jason comforted him and asked him if he would like to play.” Say something to show parents that their child is valued for who they are as a person, not just how their disability with be addressed.
 We can build trust by being trustworthy. This means truly doing our best for their child, truly welcoming the parents as collaborators, and listening to their input, and protecting confidentiality. Mia Donati
 ——————-
 Of the ideas within this week’s reading, there is one that resonated more than others to me. That is, to create meaningful involvement a special educator may encourage parents to participate in PTO meetings, school clubs, or school leadership committees. At XY High School, there is a parent whose son has recently become involved with the mountain bike club I assist. Since the student has an IEP along with significant behavior, his family was initially concerned about his participation. However, the advisor for the club ensured the correct support would be present, and he also invited the parent to become more involved with each club meeting. Since then I’ve witnessed a change not only in the student’s demeanor during the club activities, but also a significant decrease in the parent’s tentativeness. Anonymous
 ——————-
 Another crucial aspect to forming an effective relationship with families is trust. Trust is vital in maintaining a positive relationship with special educators and teachers. Being available upon request and making the family feel heard when they are reaching out and being strict about confidentiality to ensure trust in not sharing sensitive information are both very important parts of trust but I think the most important is understanding different perspectives. Special educators should be aware of differences in the way families perceive their child with a disability. Families learning about their child having a disability can react in many different ways and struggle with the news and being aware that the family may have a different perspective about it is important for educators. Families have different backgrounds, cultures, educational levels, and beliefs and all of these can affect their perspective on situations involving their children. Understanding that some families may want more involvement than others is normal and not forcing them into ideas or expectations they are not comfortable with. Madelyn Grierson
 ——————-
 Approaches on how to develop family engagement may vary, however all are important in building the bond and developing the trust that is needed for everybody to be successful. Recognizing a parent’s emotions is important. A parent can feel many emotions regarding their child. They could feel angry, sad, fearful, anxiety, depressed, guilty or in denial. Each emotion could prompt a different kind of approach, so being aware of how they feel  is very valuable and helpful it also allows for building positive relationships.
 Another important key factor to remember is the time constraints that having a child with a disability can put on a family. Families with a child who has a disability may assume different roles. They become the child’s case manager, medical/insurance expert, advocate, inclusion specialist, transition specialist, as well as personal future planner. These are all the potential roles a parent can hold aside from being a parent, friend, confidant and liaison. Rhonda Cameron
 ——————-
 In the article “IEP: Students Benefit When We Collaborate”, Katherine Koch suggests teachers can improve collaboration with parents by:
 	“Being mindful of the curse of knowledge.” As special educators, we must try our best to use terms in which the parents understand and be able to explain any terms that may be confusing.
 	“Being cautious with giving advice.” Instead of giving advice, provide the family with information on resources in which they can access, and empower their decision making for their child.
 
 Sarah Caroll
 ——————-
 There are many things about a student’s family a special educator should be aware of in order to build a strong family friendly relationship.  First, the cultural background is important to getting to know the basics of the family dynamics.  Understanding culture can help the special educator better connect with the family.  Culture can determine not just the languages spoken in the home, but most importantly how the family may view and deal with the disability. Second, understanding the family home and financial situation is very important.  This is key to understanding basic stressors the family may be facing and allow the special educator and IEP team can prepare for meetings and important conversations. They may have a hard time having meetings at “normal” times due to work.  They may sound on edge due to stress.  If the special educator is aware of the family struggle, he or she can better prepare themselves to give the family resources and help by lending a sympathetic ear.  Special educators need to build trust, and being sympathetic and understanding, providing resources to help while focusing on the child’s goals, will go a long way with the family.  This can be as simple as providing the family with resources or even giving them meeting times outside of the normal “business hours” if they are working multiple or odd jobs.  Simply caring can go a long way with a family who is already under stress.  Finally, once you have got to know the family, earned their trust and showed them you care, a special educator should encourage them to “meaningfully participate” in their child’s education and IEP process. More often them not, families are lost and often believe the specialist is right and may not express concerns or ideas.  Giving encouragement may mean helping them understand jargon or simply giving them extra time to ask questions.  When someone feels included, they are more likely to be engaged.   Deanna Hanley
 ——————-
 Part of having a respectful and trusting relationship with the family involves being able to communicate in their native language. It might not always be possible to speak their language, and having access to translators in the area might be difficult. In those instances, utilizing online or digital resources might be necessary to improve the communication. Translating documents into the native or the preferred language of the family will go a long way in building the trust and respect needed to be successful. In my experience, I have only dealt with English speaking families, but I was raised in a bilingual family. Because of that, I am very conscious of the challenges that can arise when trying to speak with others who do not speak your native language. It has allowed me to learn to be patient and think outside of the box to overcome some language barriers. Amy Welch
 ——————-
 When working with parents of students with disabilities, special educators need to be aware of many different factors.  One factor is the cultural background of the family.  The cultural background includes things such as what language is used, how the family views disabilities, and how the culture prioritizes the student’s education.  If the family of the student speaks a different language, then the special educator will need to make sure that all paperwork has been translated properly into the family’s preferred language.  A skilled interpreter also needs to attend all IEP meetings.  According to Rossetti et al (2018), “The interpreter should be a professional who is trained in the role of interpreter and translator, knowledgeable of special education policy and process, and independent of both the school and the family”.  The special educator and the school need to ensure that there are no communication problems or errors.  Communication errors can negatively impact the student’s learning and the relationship between the school and the family. Allison Gibson
 ——————-
 Collaborating effectively with families is vital to student success. Many first-year teachers report not feeling prepared to work with families and feel like they don’t have the time or resources to do so (Sears et al., 2021, p. 201). Teaching Exceptional Children recommends starting the school year with a fresh perspective and building positive relationships with families that lead to trust and respect. Several of the readings this week have included the extreme importance of the parent/family’s role in education and showed how the special educator can provide resources to parents, helping them advocate for their child and be empowered. One of my favorite pieces of advice from this week was: “Instead of advice, offer information from several different sources (e.g., one or two books and a couple of verified websites) and empower the parent to be confident in making their own decisions about their child, while still providing them with needed support” (Koch, 2017). It’s important to help parents/families learn to advocate for the child because they are going to be the ones there pre K-12 and beyond, while a teacher may only work with them one school year. Rachel Stoudt
 ——————-
 For some of my students, I send home a daily homeschool communication log, which tells the parents what services the student had, what specials the student had, what they ate for lunch, what the best part of the day was, and what the hardest part of the day was. It tells the parents, whether the student had a “not great”, “OK”, “great”, or “excellent” day. Some of my families reinforce great and excellent days at home by providing praise or a special reward.  Anonymous
 ——————-
 When I write in my student’s home-school communication book, her case manager advised me to keep it positive. If there’s a serious issue at school, then she will call the family, but I try to write something good and happy on a daily basis – even if it’s just about socializing with other kids or a game we played. While these activities are mundane for “neuro typical” kids, they are special and exciting for this student. If she was my child, I’d want to hear about these successfully inclusive experiences at school. Anonymous
 ——————-
 I found that every family has a different communication style and need in the level of frequency of communication. Some want to know everything that happens in a given week or even want day to day progress reports. Some parents want only to be engaged when their children are failing or cannot be managed. One thing I’ve learned to do that helps promote positive relationships between families is to report ALL of the good a student does. It helps soften when I have to communicate more negative information. I also try to not just isolate the negative but also add in positive information as well. For example, telling a parent about all the good choices a student made before he needed to be removed from class, rather than just highlighting and isolating the fact he was removed from class. It’s little things like this that promote better relationships between families and special educators. Arthur Rafus
 ——————-
 One of the first things I can do as a special educator is start building the relationship early in the year.  Before school starts, reaching out to parents and letting them know that I am the case manager and that I am looking forward to working with them would be helpful in setting the stage for open communication.  I also like the idea of talking to parents about their child outside of school, his/her likes and dislikes, interests, and any other information they think is important.  It’s good to let families know that we are interested in getting to know their student as a whole person.  I think families feel more comfortable when they feel we really know their child.
 Part of knowing a student is being able to identify his/her strengths and to not dwell only on the disability or gaps in achievement.  In addition, reaching out to parents early in the year lets parents know that the educator is available to talk to if questions arise.  In addition, if a parent does reach out with questions, replying promptly lets them know that you take their concerns seriously.  Maintaining confidentiality is also important in building and maintaining trust.  Jessica Warning
 ——————-
 Communication is integral to student success. Special educators (wearing their many hats) need to keep communication open, respectful, and timely with the IEP team. Parents, especially need to know that we have their backs. Through our reading and some of our classmates’ posts, we know that parents can feel exceptionally vulnerable throughout the special education process. Consistent, patient and kind communication is key. Heather Roberson
 ——————-
 When I worked at a daycare, there was a lot of communication with parents. One of the teachers had an app where she could update the parents with a picture of their child and how their day has been. The parents loved it. I think meetings should always be in person, but a quick email/message is beneficial.  Morgan Chase
 ——————-
 Teachers should be willing to meet parents remotely and work on building relationships that way in the current environment (during COVID pandemic). But inviting parents for face to face meetings when it is safe to do so is much better than a phone call. Face to face meetings help parents put names to faces and allow parents to see inside of their child’s school. Teachers and parents need to work together because they both have the same shared interest, they want to see the child succeed in school. Travis Rockett
 ——————-
 Something our school does that I really like is a back to school BBQ, where everyone in the school is invited and serves as a sort of informal meet and greet a few days before school starts (we didn’t have it this year because of covid [image: sad] but normally when we do, each grade level of teachers and staff wear a certain color shirt and have a table with balloons or something eye catching. Parents and students are told ahead of time what color to look for, and students and their families can go over and meet the teacher in a nice informal way, eat some food, chat, etc. Special ed and support staff are there too to meet families. Its such a great way to begin that relationship!  Caitlin Dubisz
 ——————-
 There are many key points that special educators need to be aware of when they interact with the parents of their students with disabilities. “First and foremost, remember to be kind, listen to (not just hear) what parents have to say, and don’t judge them or their decisions” (Koch 2017). Parents trust us with their children and their child’s education, and we need to respect the decisions that they make in regards to their child. Making parents feel welcome and valued is important to building a positive relationship with them. Pointing out their child’s strengths and accomplishments versus only focusing on the things their child needs to improve upon is an important aspect of building that positive relationship. Another key point to be aware of is the fact that parents may not always know all of the things that educators do about the special education process. They may need clarification of definitions and laws and we need to convey those things in a way that is easy for them to understand. Making sure that parents understand the processes involved with their child’s education, will ensure that parents can make informed decisions pertaining to their child. Michelle Shaw
 ——————-
 When I was a classroom teacher the first week of school, I called all my parents and let them know how glad I was to have their child in my class. I always seemed to have a lot of involved parents when it came to class activities, etc., since I started doing that! I am always recommending articles and books and webinars to parents and try to follow up as the behavior interventionist when a student is having a rough patch so we can talk about it.  Being able to call parents and help them advocate for their child’s needs is so important to their success. Jacquelin Godin
 ——————-
 Emotions can play a big factor for families when dealing with their child’s disability, especially if the diagnosis is new.  Everything feels like it has changed, and they may feel that what they had planned for their child is no longer an option, they may feel they missed something in their child, or that for some reason may feel as if they were to blame.  They may also be struggling with the new demands that come with their child’s diagnosis.  Many families may already have full schedules just trying to keep their daily lives running.  In some instances parent(s) may be working long hours or multiple jobs to  make ends meet, already feeling stretched thin.  It is our job as special educators to ensure that we help families deal with these stressors as much as we can.  Shannon Hubner
 ——————-
 Educators should also consider the fact that these families are forced to take on multiple roles because of their child’s disability. They have to be a parent to that child and possibly other children, a medical expert for their child, an ethical and legal advocate for their child, and know all the laws about inclusion and disability rights that relate to their child, in order to meet their child’s needs. To help build the positive relationship with families, educators can “accommodate their schedules, listen and respond to their concerns, help them learn to navigate the education and social service systems, and assist them with finding support networks” (IRIS Center). Caitlin Dubisz
 ——————-
 I feel communication logs are an important tool to help educators and families have an open communication pathway where they can communicate daily with each other on how the child is at home and school. This not only informs the educator of anything that might have happened at home but it also allows the family to feel more connected and involved in their child’s daily school life. We need to remember that we only see these children for 7 hours out of a day, for the rest of the day they are at home or out in the community so we rely on open communication to inform us of anything that happens during that time that could impede their learning. Nicole Coonrod
 ——————-
 When I work with students in the special education program and they have a home/school communication book, I ALWAYS write down at least one thing that the student excelled at or enjoyed doing that day. I think its extremely important that parents see what their child is achieving/enjoying at school and that it’s being celebrated by the people who work with their child. Chelsea Hoadley
 ——————-
 One of the most challenging and important steps to encourage parent involvement is to educate families on how they can help their child with learning when they are not at school. This might look like sharing homework strategies and giving suggestions for setting up a productive study space. Along this same line, it might be helpful to have a communication plan, which is meant to help families and special educators more effectively communicate with each other. The plan gives structure to communication and might include scheduled times to talk that are convenient for the family’s schedule, assigned activities, and goals. While this is a suggestion for remote learning, it might be useful to do all of the time. Rebecca Foss
 ——————-
 When speaking with my supervising practitioner (SP) this week, she mentioned a lot of things that special educators need to be aware of when interacting with families. Some of her points were knowing what the primary language is at home, if the parents are together (married or in a relationship), if they are divorced/ separated, or if there is different guardianship. This will help form a relationship with the right individuals as well as making sure that you can communicate with them appropriately. She also said that it is important to always keep the line open for communication to allow for the parent to reach out whenever they need to as well as keeping the team in the loop for things that may be happening at home that could impact the child’s day. The one thing that she stressed the most is to embrace the family as well as nurture it. Many families can have many different emotions when it comes to having a child with disabilities. Some parents will struggle and will need a lot of support to help support their child, where other families may embrace the child’s needs and do as much as they can to help support them while in school and out of school. It is important for the special educator to schedule time to meet with and give suggestions or support for the child as well as asking the parents if they would like suggestions for work, they can do at home with their child. She did stress to make sure that the parent’s did not feel pressured to do additional schoolwork at home. (elementary level advice) Anonymous
 ——————-
 Supporting and meeting basic needs
 Financial support for families with disabilities is also super important. I often wonder about my student’s parents and how they are able to work a regular schedule while also being available for her. I know that many students get free breakfast and lunch at school, which I think is wonderful. If anything, it saves the parents time from having to make those meals at home. My student also uses a device that was purchased through insurance. A colleague told me that she completed all of the paperwork for that device, because it would’ve been otherwise extremely expensive for the family. Just having someone who knows how to navigate the system is huge. Anonymous
 ——————-
 My district has a position in each of our schools called a Family Support Liaison (that’s my job for my school).  All Liaison’s have a background in Social Services as well as are required to be certified Special Educators (hence why I am here).  I love my job… In addition to supporting students’ special education needs, I  get to do so many things to help parents/families to support their child in the best way possible.  I help them sign up for free/reduced lunch, fuel assistance, Medicare/Medicaid, housing, grants for adaptive equipment, I coordinate the End 68 Hours of Hunger program, run food drives, provide gift cards for groceries and gas if families need it… you name it and it’s my job.  I wish every school had a FSL. Anonymous
 ——————-
 We actually have a fully stocked and licensed food pantry at our school that is equipped to feed a minimum of 20 families each weekend, plus have on hand extras for long weekends, vacations, and emergency days. It is hard to imagine such wide-spread need, yet I see it every day. Too many people still think that school is just for educating, when in reality, education often takes a back seat to providing basic life necessities to allow for learning. I know many of the teachers that I work with bring “extra” food in their lunches or keep a stash of snacks and juices in their room for students who need it. The two teachers who I share an office space with and myself have kept a small cabinet stocked for all three middle school grades. Some parents even donate to the cause. The students really appreciate knowing that they can come to us when they need to and they also know how to place requests through the food bank. We have staff that delivers food boxes each Friday when it is too much to send home in a backpack. It is so important that the school community be aware of the fact that not every student can be ready to learn when they arrive each morning and that we do our part to help get them to a place where they can. Amy Welch
 
 References
 The IRIS Center. (2008, 2020). Family Engagement: Collaborating with Families of Students with Disabilities. Retrieved from https://iris.peabody.vanderbilt.edu/module/fam/
 Koch, K. (2017, Apr 4). IEP: Students benefit when we collaborate. Edutopia. Retrieved from https://www.edutopia.org/blog/improving-collaboration-iep-table-katherine-koch 
 Sears, J. A., Peters, B. L., Beidler, A. M. S., & Murawski, W. W. (2021). Using relationships to advocate with, for, and to families. Teaching Exceptional Children, 53(3), 194–204
 
 updateed 3/25/2022 PL
  
  
  
  
  
  
 
	

			
			


		
	
		
			
	
		

		

								

	
				 
 Table of Contents
 	Overview of IEP Service Delivery
 	Related Service Providers
 	Extended School Year
 	Voices from the Field
 
 
 This short article addresses the component of the IEP we’ll call “service delivery.” The language at §300.320(a)(7) states the IEP must include:
 (7) The projected date for the beginning of the services and modifications described in paragraph (a)(4) of this section, and the anticipated frequency, location, and duration of those services and modifications.
 This is where the details are specified about the services that a child with a disability will receive—the when, where, how often, how long of service delivery. The service delivery statement in the IEP should include:
 	how often the child will receive the service(s) (number of times per day or week);
 	how long each “session” will last (number of minutes)
 	where services will be provided (in the general education classroom or another setting such as a special education resource room); and
 	when services will begin and end (starting and ending dates).
 
 The model IEP form developed by the Office of Special Education Programs (OSEP) at the U.S. Department of Education (2006) suggests the format shown below as a means of recording this information.
 [image: IEP service delivery]
 [image: related services]
 [image: ESY]
 Considering Extended School Year (ESY) Services
 The IEP team should also consider whether or not a child needs to receive services beyond the typical school year. This is called Extended School Year or ESY services. Some children receiving special education services may be eligible for ESY services. States and LEAs typically have guidelines for determining eligibility for ESY. Whether or not a child needs ESY in order to receive a free appropriate public education (FAPE) is a decision that is made by the IEP team.
 Want to know more about ESY? Here is an online resource to get you started:
 Extended School Year Services
 http://www.wrightslaw.com/info/esy.index.htm
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 Voices from the Field
 *Teacher candidates interview their supervising practitioners (SPs) or share personal experience if they are currently in a teaching position while pursuing special education licensing.
 The focus is on how the special educator/case manager monitors their student’s IEP Service Delivery and all aspects of IEP Compliance.
 
 When looking at service delivery and thinking about what the child’s needs are with the certain provider and special educator, you have to consider how often the child will need intervention/ services, how long each session is, as well as where this intervention will be provided (i.e., within the classroom or in a separate room like a resource room/ special educator’s classroom) and the dates that the IEP will begin and end. After speaking with my SP as well as my SLP, the more involved the child is typically will mean that they will receive more services and an increase of how often the service will be provided. For example, my SLP and SP share a child who has Down Syndrome. Based on testing and what the child needs, he is seen every day for a half hour for math and reading with the special educator as well as the paraeducator, OT twice a week for a half hour as an individual sessions, Speech for a half hour 4 times a week (2 sessions as a group and 2 as individual), PT once a week for a half hour, as well as a 1:1 paraeducator all day. This child has significant needs to get through his day, therefore needs the extra support as well as extra intervention. Where there are other children that just may need a half hour of math every day and nothing else. The service delivery looks very different for all children depending on their disability and how impacted their day is to access the grade level curriculum. Anonymous
 High School 
 My supervising practitioner related to me that in the past, she has kept a log sheet, or a journal, for related services. She related to me that different case managers in the district keep track differently. I also spoke with another special education teacher who stated that the service providers keep a record and that the 1:1 paraeducators document the times and relate them to the case manager. The case manager has a schedule from all service providers and helps enforce the schedule. She also stated that if the provider is unable to deliver services, then the district needs to provide services by finding a qualified substitute or bringing someone in from another district. That highlights the importance of the case manager keeping track as well as providers, because missed sessions have to be made up somehow and a case manager can’t follow up if they’re not keeping track. I would think a digital table or log would be the most effective way to keep track of the information. That way it can be accessed from multiple locations and is stored securely with whatever programs the school uses. Rachel Stoudt
 ——————
 Most times the a missed service involves a student refusing services, especially at the high school level. And especially when it requires being pulled out of a general education classroom. We try to just keep parents informed that this is happening and let them know the ways in which we tried to accommodate the student. Whether that means changing the time we pull them out for the services or changing the way we deliver those services. The key is communicating to the parents that way it doesn’t catch them off guard and allows them to address the skipped services with their child. Some parents will demand we punish their student for skipping those services, but we try to avoid that if at all possible as it is usually more harmful than helpful and only rarely brings the student to the table (or desk). Aside from documenting the missed services to the parents, documenting them in general is good practice, as many students have services that are billed to Medicaid, and you’ll need to fill out those logs so that your SPED department can bill for those services monthly. Medicaid is money your school doesn’t want to miss out on. Arthur Rafus
 ——————
 We have what we call “block 5” at our school. This time used to be a free period for students to socialize and participate in fun activities. Since this pandemic, and since our students have fallen behind, we have turned this hour long block into a time to schedule help, whether it be academically or emotionally or, if neither of those are needed, scheduled and structured socialization. It is during this block that we special educators try to deliver our 1:1 services so as not to be too disruptive to our student’s schedules. It really works out in our favor as well, as many high school students hate being pulled from classrooms. We can drop into a Math classroom or English classroom during a help session and give the student not only the support of a special educator, but also the guidance of their general education teacher as well. And we can do so with much less students in the room so it is not as awkward for them. Arthur Rufus
 ——————
  In my short time of being a special education case manager, I have not experienced a lot of students refusing their services. However, I have experienced a lot of students miss services because they are absent, often and just do not come to school on a regular basis. I have observed that students do extremely well when they have consistency in their lives and come to school on a regular basis. Once they start missing school, everything is off. Their grades take a hit and drop, and their behavior is not as good as it used to be. Lucas Fisher
 ——————
  Our school is fortunate enough to schedule a lot of their services during their study hall periods which allows the student to go to their service providers during a “free” block where they can do their homework or get ahead on assignments. The study hall is designed to help students stay on top of their work and for identified students it can be a block where they can go fulfill their services. However, I do not know if you face this issue, but students here can come in late or leave early from school during their study hall if they have good grades and 1’s (excellent) in effort and conduct. We had one student who took advantage of it a lot. That led to the student falling behind, however, we had a meeting and created a plan for the best of both worlds. “The services and hours should be directly connected to the IEP goals and the supports that the student requires to access improved outcomes.” This step is crucial because everything in the IEP is connected and must be logged in order to provide the students with the best educational experience possible. Once the service is planned it could help the school implement the services into the students’ busy schedules.  Lucas Fisher
 ——————
 Middle School 
 My SP also has a master calendar in her (locked) office that outlines when IEP drafts and evaluations are due and when meetings are scheduled.  She’s come up with a color-coded system, so you can get a sense by just glancing at the calendar what is ahead, which has been helpful for me.  I know providers have information about when IEPs end, but my SP reaches out to everyone before due dates and meetings to make sure everyone is on the same page.   We also meet as a special education team regularly to check in.  We talk about how services are going, trouble-shoot any issues, and take a look at the weeks ahead to make sure we are on track.
 I know there is a lot to keep track of, and I find it overwhelming at times.  I had a teacher that helped give me a different perspective by saying that I should consider all of the paperwork and compliance as advocacy work.  She said that for so long students with disabilities did not get services, and this is just how we make sure they are getting what they need.  Even though I understood that concept intellectually, the way she framed it helped me see it in a different light.  Jessica Warning
 ——————
 In my school, the staff work together closely to review each other’s IEP for accuracy and compliance. We meet monthly and discuss issues that we might have with anything, but even before that, since the middle school special ed staff all share one office, we are easily able to communicate with each other several times each day. We talk about the students that we are providing services to, who was in attendance at intervention sessions, who is participating, who is struggling, what other methods we could try, and other things that might come up. Anonymous
 ——————
 I spoke with the 7th/8th grade case manager at my school about IEP service delivery and compliance.  During our conversation, I asked Mrs. K how she keeps attendance of the students that she provides services to.  Mrs. K explained that she has an attendance log where she keeps track of students that are absent, tardy, or have been dismissed early.  She also has a smaller notebook that she carries with her through the day.  In the notebook, she keeps track of conversations she has with teachers, paras, and anyone else in the building.  Along with the conversations, she keeps track of the services each day and whether or not the student comes to the services or not.  At the beginning of the year, Mrs. K writes down the students’ schedules on a neon colored index card and gives it to them.  She asks the students to keep it with them, somewhere visible, and refer to it each day to know when to go to her room.  When I asked her why she doesn’t come get the students from the room for their scheduled services she told me that there are a few reasons.  One reason is to help them become more responsible for knowing the schedule and going to the service on time.  The other reason is that students in middle school are not happy when an adult comes to get them.  The students feel as though they are being called out in front of the whole class and it’s embarrassing.  She does often call the room and ask for the students to be sent to her room.  Each time a student refuses services, doesn’t show up, or misses services due to the class work, she writes it down in her book.  She then uses both of her attendance logs as a reference if/when a question is asked about why the student missed service or is not making progress on the goals. Allison Gison
 ——————
 It is important to communicate with the students para educators. This will cut back on misunderstanding schedules. Paras need to know when and where services are so the students do not miss these special service times. I have personally found it is best to have cell phone numbers with case managers and specialist such as your OT and Speech coworkers, to quickly communicate throughout the school. There have been multiple times that services have been changed and I haven’t been informed and have gotten a text that informs me of the schedule change. Had I not had that established relationship and communication method, my student might have suffered. It is the responsibility of the case manager to inform the student’s teachers and para educators if these services change, but when direct communication is lacking, this is a good back up plan. Jazmine Perkins
 ——————
 My SP is usually aware of the students who may have missed services. He said what is most important to him should a student miss a service, is for him to inform the parents about the student not receiving those services. Communication with parents as well as with the related service providers regarding delivery of services is something my SP is very focused on. He also keeps an Excel spreadsheet to track each student’s services, IEP and evaluation dates, as well as scheduled meetings. Due to Covid, we have gone without related service providers as well as students for weeks at a time. Last month, our OT missed a week of services due to Covid. She made up the time for each student she missed the week upon her return. Thankfully, we have a great group of related service providers who always show up for our students. Sarah Caroll
 HERE is a link to some Q and As regarding service delivery during COVID.  Kari Grimes
 ——————
 Private School Perspective
 The school I work at is a private school, so the rules regarding special education services are different than public school. Private schools do not have IEPs, instead they have ISPs (Individual Service Plan). The main difference is students with an ISP are only provided equitable services. They are not entitled to FAPE or the same level of service as in public school. Because of this my school has limited special education services available. SAU XX decides which children will be served, what services will be provided, how and where the services will be provided, and how the services will be evaluated. This can lead to students who do not qualify for services.  So, a meeting of teachers and school administration will meet to see if in house services may be applicable. The classroom teachers will accommodate and modify lessons to the best of their ability. But if parents, teachers, or school admin think more help is necessary than can be provided, then the decision is made for the student to leave and enroll in a public school.  Because of this there are only a small number of students with ISPs in the school.  My SP is a classroom Kindergarten teacher and due to the limited resources most kindergarten students are not tested and very few have services. Anonymous
 ——————
 Private Special Education School 
 Working in a treatment based facility, our IEP caseloads and how we handle them are a bit different than the typical school. My SP has helped me with IEPs since day one when I was just a sub, when we get new student intakes there are different reports we receive; behaviors, case information and the current IEP (if the student has one). Once she gets a student with an IEP, she makes a copy of it, since legally there can only be one official, and puts it into her IEP binder. She goes through the IEP highlighting and numbers the goals she’s responsible for. From there she records the student’s information (name, birthday, district, IEP start + end date and their goals), and creates a progress sheet for tracking. This tracking sheet is helpful because as each quarter ends she has her information easily accessible and tangible for reporting back to the districts. After recording all this information, she incorporates the goals into her daily lesson plans if necessary and will write the student’s initials with the goal #1 under it so she can go back and report easily on the tracking sheet. She has helped me immensely with IEPs, treatment reports and my job as a whole, I’d be so lost without her. Sarah Harkness
 ——————
 Elementary 
 Our K-2 special educator told me that she has a chart that lists each student, the related service (or multiple services) they receive, the provider of that service, and when/where it occurs. The special educator and service providers work together to schedule services for each child. Typically, they begin to create a schedule in the beginning of the year once the students start school, but the schedules may change if more students receive IEP’s and need to receive services.  She keeps a checklist of her student’s goals and each week she assesses each student to measure their progress towards their specific goal. The service providers and case manager hold a weekly meeting to discuss the progress of the students and identify any concerns they have about specific students. These weekly meetings are helpful in keeping everyone in the loop about progress and concerns. If a new student is added to the caseload, they will discuss scheduling, the specific goals for the child, and the data as well.
 The K-2 special educator told me that in a typical year, if the service provider is out for any reason, they will usually work with the classroom teacher to schedule a make-up time. For example, if our occupational therapist is out, she will talk with the classroom teacher and reschedule an extra session during the week (or following week). Now, if a service provider or a child is out for an extended amount of time, the sessions can be rescheduled or held virtually. If a child or service provider has to quarantine because of Covid, they have the ability to complete their sessions over Zoom. Usually, the child will go into the special educator’s classroom, and the teacher will project the service provider on the screen and that’s how they complete their sessions. While that may not be an ideal way to have a session, it allows the student to still be seen and have some consistency.  Isabella Desimone
 ——————
 My SP maintains a “big picture” that includes the daily schedules for other services providers, the reading specialist, the two other Special Ed teachers, the paras, and herself. This way she can make sure everyone’s time is being used effectively and to see what may need to change and/or be accommodated for any staff absences. Using this she can also rearrange para services. For example, this week the Speech Therapist is absent so all of her sessions are via Google Meet. Fridays are for data tracking, which gives some flexibility in case any make-up services are needed.
 My SP also keeps an IEP service page for each special ed student that shows the why, when, and to whom they are going for any of their services; pull-outs, transportation details, and para support; when their classroom specials are, and Medicaid logs. I think one of the most valuable documents is the IEP goal tracking sheet. This is a template, which helps makes maintenance more streamlined, consistent, and straight-forward for users. In addition, this document is shared with regular ed teachers so that they can also document any relevant information. One thing she really stressed was that the progress narratives were very detailed and included student attendance, which was documented on the IEP goal data sheets. Rebecca Foss
 ——————
 At the beginning of the year, my SP creates two case load charts. One lists each student, their date of birth, IEP dates, 3 year evaluation date, and when their IEP draft needs to be submitted. The second chart lists each student, the classroom teacher they are assigned to, room number, transportation information, and all related service days and times.
 In her teacher planner, each week, she lists out what services the students have each day under their name as well as any academic plans she has for them, meetings for them, teacher/service provider consults, etc. In that plan book, she marks if the student is absent, dismissed early, tardy, or if a specific service is delivered. Each service provider also keeps service logs of when they see each student. If the service provider is absent or has a meeting, then they find make up sessions for the student. However, if a student is absent, or does not log on for a scheduled remote session, then the service providers usually do not make up the session unless there are extenuating circumstances.
 While our district uses our own formatting for IEPs, we still enter the information into the NH Special Education Information System (NHSEIS) which keeps track of IEP and Eligibility dates. The system provides warnings and flags when IEPS are about to go out of compliance. My school has about 90 students with IEPs so we are lucky enough to have a special education administrative assistant. She spends much of her job organizing physical files, electronic files,  making sure everything remains in compliance, and making sure IEP and Eligibility meetings are scheduled on time. She does so much; I know not every school is lucky enough to have someone dedicated to this. Anonymous
 ——————
  I communicated with a Case Manager who works with students in the classroom I work in. She has worked at my school for 14 years in special education. She has a sizeable and challenging caseload. She tracks how the students she is assigned to receive their related services by meeting with the service providers regularly and keeping open communication between each colleague.
 To make sure that she is successfully managing her case load’s services and “air traffic controlling” each student properly – she has found success using a digital caseload workbook. Teachers Pay Teachers has some helpful resources for templates similar to what she has adapted for herself. She reports that she keeps a record of each student’s pertinent information on a Caseload tab in a table. She keeps tabs on deadlines related to each student within a compliance section. There is a tab to help her keep track of recommended accommodations and each student’s schedule. Her information is all organized in a Google doc spreadsheet. Colleen Mehalko
 ——————
 After speaking with my SP, she makes sure that all of her T’s are crossed and I’s are dotted when it comes to compliance. At the beginning of every school year, as well as throughout the school year as things change, she makes a schedule for each one of the children on her caseload. By doing this, she can cross check the IEP and her schedule to make sure that her children are being seen by everyone on the Service Delivery grid. If there is a session missing, she checks in with the service providers to let them know as well as making sure that it is added to the child’s schedule when it has been updated. She has all of these schedules in a Google sheet. She also has a document that is in Google sheets as well that contain all of the IEP information on her caseload, (when IEPs begin, when IEPs end, and the amount of sessions the child has, the child’s disabilities etc.). As a district, there is a Master list that contains all of the places to log the IEP dates, including the meeting dates where all Special educators as well as related service providers can view that also shows when the 3 year evaluation is needed as well. Anonymous
 ——————
 We keep track of all attendance for students in Title One and special education, using an electronic attendance document, shared by a technology specialist from the District, at the beginning of the year. In this document, we can each make a roster of our students and click, each day, if they attended their session. There are certain codes that we will use if the service was not able to happen. Examples of this include “SNA” for “staff not available”- we only use this when an unforeseen circumstance comes up such as a major behavior issue that we are involved in, other emergency, or a meeting that is NOT regularly scheduled. We may also put “CNA” for “child not available” if that child is emotionally or physically unable to join us or if they are sleeping. There are other codes such as “NS” for not scheduled, and this could be used regularly scheduled professional development such as Project SEE and those kinds of things. Chelsea Hoadley
 ——————
 One of my duties as a para is to submit a Medicaid report online. I try to fill in my hours every day so any details are fresh. If we have gone off schedule for any reason, I do my report same day. If we are completely on track and have been able to stay on schedule, I can usually enter it all at the end of the week. We are pretty effective as a team at commitment to the schedule so all the students get their hours every day, every week, as planned. Another benefit of this is that is makes Medicaid reporting manageable. Mia Donati
 ——————
 Preschool
 In my preschool, we are very lucky that over half of our services are delivered within the classroom whenever possible.  This makes tracking much easier for the Case Manager/Special Education teacher.  For example, our preschool’s lead classroom teacher is the Special Educator/Case Manager for the students in his or her class.  Each classroom has a Speech Pathologist as a co-teacher.  We are then each assigned an OT who comes in to our classroom twice a week to work on individual services and also teaches lessons.  The only service that is does not happen in the classroom often is PT.   Tracking is easy because the Special Educator/Case Manager is present and observes the services happening.  He or she may step in and help.  We have weekly check-ins to ensure everything is on track and if a service is missed, it is rescheduled right there. Excellent communication and a very simple school setup makes this tracking very easy. I have worked at some of the elementary schools recently and can see how tracking is much more difficult! Kids were being pulled left and right.  As the classroom para, I am in charge of tracking the outside of the classroom service (PT) and use a simple tracking sheet which I use for Medicaid billing that timestamps the services and notes if one is missed.  Overall, I am lucky to be learning in a school with this setup. Deanna Hanley
 ——————
 For my clinical, I split my time between two organizations; one is at a local special education preschool and the other at a preschool in an early learning center.  With the latter, there are no IEPs or services provided through the center itself, but for children who require services, they can have an outside service provide their care during their day at the center.  We have SLPs and OTs visit often as needed for different children.  Whether the children get services provided to them in the building or out, we always try to get the parents to share the evaluation results with us so we can better help their child and understand their needs.  If the parents wish for us to be in contact with their service provider, we gladly will discuss how to best help the child with them and/or implement a plan they have created but there is no ensuring services are rendered as it is not within the bounds of the center.  The special education preschool, however, is a completely different idea.
 At this preschool, the classes are small (only eight kids or fewer) with a special education teacher as the head teacher, two paraprofessionals, an SLP stationed in the room, and two rotating OTs who arrive for certain programs throughout the day.  As the IEP service providers are within the room, it is on them to ensure their students are receiving services as needed.  Every “session” is logged into the Easy Medicaid system for the school.  There are rarely any sessions where the child is taken for a pull-out service as the group is small and there are so many available adults to help guide situations where needed (ex. keeping other students away when one child is receiving services).  Most of the time, the services are provided through whole-group activities where the child who the activity is specifically for is being monitored more closely.  Things like yoga with the OT or reading activities with the SLP are a frequent occurrence.  However, when a more private setting is needed, pull-out sessions are possible and do occur.  Most often these are seen when more than one service provider is involved in the session (ex. OT and SLP are doing a joint skill).  Each paraeducator also has a binder to note when services are provided to work as a second set of eyes ensuring the student’s needs are met. Annie Lewis
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 Pedagogy is often described as the act of teaching. The pedagogy adopted by teachers shapes their actions, judgments, and other teaching strategies by taking into consideration theories of learning, understandings of students and their needs, and the backgrounds and interests of individual students. (Wikipedia)
 This chapter will begin with an overview of special education law and key points from IDEA and ESSA related to Instruction and the education of students with disabilities. Next, you will gain an understanding of High-Leverage Practices in Special Education (HLPs 11-22) , specifically related to Instruction, as determined by the Council for Exceptional Children (CEC) and the Collaboration for Effective Educator, Development, Accountability and Reform (CEEDAR Center). These are some of the foundational building blocks to guide the special educator in developing high quality instruction. Embedded with the HLPs are instructional methods,  strategies, and accommodations to support diverse learners.
 
 Table of contents.
 	HLP 11 Identify and prioritize long and short term learning goals.
 	HLP 12 Systematically design instruction toward a specific learning goal.
 	HLP 13 Adapt curriculum tasks and materials for specific learning goals.
 	HLP 14 Teach cognitive and metacognitive strategies to support learning and independence.
 	HLP 15 Provide scaffolded supports.
 	HLP 16 Use explicit instruction
 	HLP 17 Use Flexible Grouping.
 	HLP 18 Use strategies to promote active student engagement.
 	HLP 19 Use assistive and instructional technologies.
 	HLP 20 Provide intensive instruction.
 
 
 
 Excerpts from © 2019 by the Council of Chief State School Officers, Ensuring an Equitable Opportunity: Providing a High-Quality Education for Students with Disabilities, except where otherwise noted, is licensed under a Creative Commons Attribution 4.0 International License http://creativecommons.org/licenses/by/4.0 (CC BY).
 The Education for All Handicapped Children Act of 1975 marked an historic win for civil rights when the doors to public education were opened for all students. For the first time, children with disabilities had access to a public education and the hope of a productive and fulfilling future. Today, the Individuals with Disabilities Education Act of 2004 (IDEA), the most recent iteration of that law, aims to deliver on that promise; namely, that all students with disabilities have equitable access to a free appropriate public education (FAPE) in the least restrictive environment. Along with the reauthorization of IDEA came a shift for states to move to a results-based accountability system and an emphasis on improving academic outcomes for students with disabilities and away from a strict compliance focus.
 The Every Student Succeeds Act of 2015 (ESSA), the recently reauthorized Elementary and Secondary Education Act of 1965, also aims to deliver on that promise; namely that all students, across all backgrounds and circumstances, are provided the opportunity to receive a high-quality education. While responding to the various federal laws has traditionally led to silos within state education agencies (SEA), under these two pieces of federal legislation the alignment between ESSA and IDEA is strengthened and provides an important opportunity to deliver on the promise of equitable and ambitious outcomes for students with disabilities. However, effectively preparing students with disabilities for life after high school remains a challenge for states as evidenced by the significant educational achievement and opportunity gaps that persist between students with disabilities and their non-disabled peers.
 The Every Student Succeeds Act (ESSA) prioritizes the needs of all students, meaning that every student with a disability is, first and foremost, a general education student.
  This includes ensuring that all educators are prepared to provide all students, including students with disabilities, with excellent differentiated instruction, services, and supports.
 State leaders have an opportunity to develop clear terminology and definitions for what constitutes a high-quality individualized education program (IEP) and strategies to ensure positive outcomes for students with disabilities mandated by IDEA
 
 
 To deliver on that promise, students with disabilities are provided with an individualized education program (IEP). The IEP is developed to ensure that a child who has a disability identified under the law, requires special education, and is attending an elementary or secondary school receives specially-designed instruction and related services
 In a landscape where students with IEPs are increasingly included in general education classrooms, states must ensure that all educators, teachers, leaders, and school staff, are prepared to provide these students with high quality instruction and appropriate individualized services and supports. What constitutes excellent instruction for a majority of students is not always effective for students with disabilities. However, when educators incorporate high-leverage and evidence-based practices, specialized instruction, and intensive interventions, students with disabilities can be successful and progress in the general education classroom.
 Although an IEP is a vehicle for providing a free appropriate public education to students with disabilities, it will only enable a student to receive that education insofar as the people responsible for its execution are prepared to respond effectively to students’ learning needs through effective instruction, the identification and provision of appropriate services and supports, the measurement and monitoring of student progress, and a clear expectation of family engagement throughout the process.
 The IEP is developed to ensure that a child who has a disability …receives specially-designed instruction and related services.
  	incorporate high-leverage and evidence-based practices.
 	specialized instruction
 	intensive interventions
 	appropriate services and supports
 	measurement and monitoring of student progress
 	clear expectation of family engagement
 	implement a *multi-tiered system of supports (MTSS) with a focus on the “whole child”
 
 
 
 
 *A multi-tier system of supports is a proactive approach that has several common key elements: universal screening, systems of increasingly intensive supports and interventions, progress monitoring, team-based problem solving, and data-decision making. It uses evidence based practices and interventions and is generally a school or district-wide approach that emphasizes family engagement. Done well, MTSS serves as a comprehensive system of supports that provides for swift responses to student academic and behavioral needs by utilizing real-time data to monitor growth and make informed decisions for all students, including those with the most significant cognitive disabilities. Implementing a comprehensive MTSS meets both the requirements of ESSA and IDEA by aligning internal and external resources to meet the needs of the wide spectrum of students.
 Progress monitoring- Assessment data obtained from benchmark assessments, progress monitoring tools, and universal screeners viewed by teachers at the student level are particularly useful in demonstrating individual progress over time.
 
 Adapted from McLeskey, J., Barringer, M-D., Billingsley, B., Brownell, M., Jackson, D., Kennedy, M., Lewis, T., Maheady, L., Rodriguez, J., Scheeler, M. C., Winn, J., & Ziegler, D. (2017, January). High-leverage practices in special education. Arlington, VA: Council for Exceptional Children & CEEDAR Center.  (Permission is granted to reproduce and adapt any portion of this publication with acknowledgement)
 Teaching students with disabilities is a  strategic, flexible, and recursive process as effective special education teachers use content knowledge, pedagogical knowledge (including evidence-based practice), and data on student learning to design, deliver, and evaluate the effectiveness of instruction. This process begins with well-designed instruction. This instruc­tion, when delivered with fidelity, is designed to maximize academic learning time, actively engage learners in meaning­ful activities, and emphasize proactive and positive approaches across tiers of instructional intensity.
 Effective special education teachers base their instruction and support of students with disabilities on the best available evidence, combined with their professional judgment and knowledge of individual student needs. Teachers value diverse perspectives and incorporate knowledge about students’ backgrounds, culture, and language in their instructional decisions. Their decisions result in improved student outcomes across varied curriculum areas and in multiple educational settings. They use teacher-led, peer-assisted, student-regulated, and technology-assisted practices fluently, and know when and where to apply them. Analyzing instruction in this way allows teachers to improve student learning and their professional practice. (p. 69)
 INSTRUCTION
 HLP 11 Identify and prioritize long and short term learning goals.
  Teachers prioritize what is most important for students to learn by providing meaningful access to and success in the general education and other contextually relevant curricula. Teachers use grade-level standards, assessment data and learning progressions, students’ prior knowledge, and IEP goals and benchmarks to make decisions about what is most crucial to emphasize, and develop long- and short-term goals accordingly. They understand essential curriculum components, identify essential prerequisites and foundations, and assess student performance in relation to these components.
 
 
 Special education teachers develop learning goals for students on a long- and short-term basis; these goals determine the focus of instruction. Learning goals include those for students’ IEPs as well as for specific subjects (e.g., what to emphasize in math) or sub-areas (e.g., teaching particular concepts and skills in fractions, comprehension of expository text, linear measurement). In prioritizing these goals, teachers identify the most essential, powerful, equitable, and crucial learning outcomes.
 All standards are not of equal importance (Chard, n.d.); the same can be said of conceptual understandings and skills. In addition, there is a need for out-of-level instruction for some students (L. S. Fuchs et al., 2015); teachers need to identify and prioritize students’ goals around critical content (Doabler et al., 2012) while linking to their present level of performance, strengths, and needs.
 [image: arrow]For more information on long and short term learning goals and learning standards, go to the chapter on Standards-based Curriculum and Instructional Planning.
  
 HLP 12 Systematically design instruction toward a specific learning goal.
  Teachers help students to develop important concepts and skills that provide the foundation for more complex learning. Teachers sequence lessons that build on each other and make connections explicit, in both planning and delivery.
 They activate students’ prior knowledge and show how each lesson “fits” with previous ones. Planning involves careful consideration of learning goals, what is involved in reaching the goals, and allocating time accordingly. Ongoing changes (e.g., pacing, examples) occur throughout the sequence based on student performance.
 
 
 Students with disabilities require more systematically designed instruction than their typically developing peers (Archer & Hughes, 2011). Researchers (e.g., Brophy & Good, 1986; Gersten, Schiller, & Vaughn, 2000; Marchand-Martella, Slocum, & Martella, 2004; Rosenshine & Stevens, 1986; Simmons, Fuchs, Fuchs, Mathes, & Hodge, 1995) have identified at least 16 elements of systematically designed instruction to include within and across lessons and units.
 Three elements—clear instructional goals, logical sequencing of knowledge and skills, and teaching students to organize content—are essential core components of systematic instruction.
 Teachers design instruction that will help students meet challenging yet attainable learning goals that are stated clearly, concisely, and in measurable terms (Hattie, 2008). Instructional content is selected and sequenced logically to support or scaffold student learning. Less complex knowledge and skills are taught before more complex outcomes, information that is used frequently in the curriculum is taught prior to content that appears less often, prerequisites are mastered before higher level knowledge and skills, unambiguous information is taught before less clear material, and content and skills similar in form or function are taught separately before students are required to make independent discriminations among them (Archer & Hughes, 2011). Teachers make explicit connections among content and skills within and across lessons to allow students to link prior and new knowledge; see relationships among facts, concepts, and principles; and organize content to maximize retention, deepen understanding, and facilitate application.
 [image: arrow]For more information on systematically designing instruction, go to the chapters on, Lesson Planning and the Direct Instruction Teaching Method.
  
 HLP 13 Adapt curriculum tasks and materials for specific learning goals.
  Teachers assess individual student needs and adapt curriculum materials and tasks so that students can meet instructional goals. Teachers select materials and tasks based on student needs; use relevant technology; and make modifications by highlighting relevant information, changing task directions, and decreasing amounts of material. Teachers make strategic decisions on content coverage (i.e., essential curriculum elements), meaningfulness of tasks to meet stated goals, and criteria for student success.
 
 
 Special education teachers select and adapt curriculum materials and tasks so students with disabilities can meet their IEP goals. Special educators make modifications by highlighting relevant information, changing task directions, and adjusting content amount and depth (Vaughn & Bos, 2012). Material adaptations can include:
 	Making substitutions for text material (e.g., audiotaping content, reading content aloud, using other media, working individually with students),
 	Simplifying text (e.g., making abridged versions, providing outlines and summaries, using multilevel supports), and
 	Highlighting key concepts and information (e.g., previewing content, developing study guides, summarizing or reducing content).
 
 Teachers may substitute text material when students are unable to read and extract information independently and simplify and highlight content to facilitate comprehension.
 Special education teachers also use content enhancements , a range of strategies to augment the organization and delivery of curriculum content so that students can better access, interact with, understand, and retain information (Bulgren, 2006; Deshler et al., 2001). Three examples of specific enhancements are graphic organizers, guided notes, and mnemonics.
 Graphic organizers are visual–spatial arrangements of information containing words or concepts connected graphically to help students see meaningful hierarchical, comparative, and sequential relationships (Dye, 2000; Ellis & Howard, 2007; Ives, 2007). There are numerous web-based resources teachers can use in developing and customizing graphic organizers for classroom use.
 Guided notes are “teacher-prepared handouts that ‘guide’ a student through a lecture with standard cues and prepared space in which to write the key facts, concepts, and/or relationships” (Heward, 1994, p. 304). These are designed to actively engage students during teacher-led instruction and provide models of complete and accurate note-taking that can be used to prepare for academic assessments.
 Mnemonics are memory-enhancing strategies that help students recall large amounts of unfamiliar information or make connections between two or more facts or concepts (Wolgemuth, Cobb, & Alwell, 2008). Three commonly used mnemonic techniques are letter strategies (Kleinheksel & Summy, 2003), the keyword method, and peg word strategies (Mastropieri & Scruggs, 2010). Again, numerous web-based resources can help teachers create and customize mnemonics.
 [image: arrow]For more information on adapting curriculum tasks and materials, go to the chapter on Differentiated Instruction
  
 HLP 14 Teach cognitive and metacognitive strategies to support learning and independence.
  Teachers explicitly teach cognitive and metacognitive processing strategies to support memory, attention, and self-regulation of learning. Learning involves not only understanding content but also using cognitive processes to solve problems, regulate attention, organize thoughts and materials, and monitor one’s own thinking. Self-regulation and metacognitive strategy instruction is integrated into lessons on academic content through modeling and explicit instruction. Students learn to monitor and evaluate their performance in relation to explicit goals and make necessary adjustments to improve learning.
 
 
  Because students with disabilities do not typically use learning strategies to improve academic performance like their typically developing peers do, they must be taught explicitly to use strategies. Strategies are not step-by-step instructions; instead a strategy “is a heuristic that supports or facilitates the learner” in using higher order thinking skills (Rosenshine & Meister, 1992, p. 26). Newell (1990) noted that there are two layers of problem solving when using strategies; applying a strategy to a problem, and selecting and monitoring the effects of that strategy. Cognitive strategies (e.g., making predictions, summarizing, apply grammar rules, making meaning from context) are representative of the former, whereas metacognitive strategies (e.g., self-management and self-regulation, planning and monitoring) depict the latter. Strategies help students become “proficient problem solvers” (Montague & Dietz, 2009, p. 286) by teaching them how to self-monitor learning or behavior, recognize problem areas, create and execute solutions, and evaluate success. In short, cognitive strategy instruction teaches students how to learn (Jitendra, Burgess, & Gajria, 2011).
 Strategies go across content and skill areas. Some examples of common cognitive strategies include:
 	For reading comprehension, collabora­tive strategic reading (Vaughn et al., 2011) and text interaction strategies (e.g., summarizing, text structure, identifying the main idea; Jitendra et al., 2011);
 	For writing, the self-regulated strategy development (SRSD) model (Harris & Graham, 2003; Santangelo, Harris, & Graham, 2008);
 	For mathematics, enhanced anchored instruction (Bottge et al., 2015), Solve It (Krawec, Huang, Montague, Kressler, & de Alba, 2013), and schema-based instruction (Jitendra & Star, 2011);
 	For retention and memory, keyword mnemonic strategies and letter strate­ Gies (Fontana, Scruggs, & Mastropieri, 2007); and
 	For self-management, self-monitoring (Bruhn, McDaniel, & Kreigh, 2015) and SLANT (Ellis, 1991).
 
 These strategies are effectively taught through explicit instruction, including structured and organized lessons, modeling, guided practice, progress monitoring, and feedback (Archer & Hughes, 2011). In the modeling stage, students observe the teacher using the strategy while thinking aloud to demonstrate how skilled problem solvers approach tasks. Think-alouds also help students build their metacognitive ability (i.e., the ability to think about their thinking; Montague & Dietz, 2009).
 These strategies, when taught explicitly with modeling and guided practice, have been proven effective in multiple studies across content areas and disability types.
 HLP 15 Provide scaffolded supports.
  Scaffolded supports provide temporary assistance to students so they can successfully complete tasks that they cannot yet do independently and with a high rate of success. Teachers select powerful visual, verbal, and written supports; carefully calibrate them to students’ performance and understanding in relation to learning tasks; use them flexibly; evaluate their effectiveness; and gradually remove them once they are no longer needed. Some supports are planned prior to lessons and some are provided responsively during instruction.
 
 
 Scaffolded supports are supports provided to students that are either preplanned or provide  “on the spot” and then faded or removed once they are not needed (Rosenshine, 2012); teachers gradually release or transfer responsibility to students (Pearson & Gallagher, 1983) as they become more proficient. Scaffolded supports can be provided in multiple forms including dialogue (e.g., modeling, hints, questions, partial completion of the task, informative feedback; Englert, Tarrant, Mariage, & Oxer, 1994; Palincsar & Brown, 1984), materials (e.g., cue cards, anchor charts, checklists, models of completed tasks; Rosenshine, 2012; Rosenshine & Meister, 1992), and technology (Putambecker & Hübscher, 2005). The term scaffolded instruction was introduced by Wood, Bruner, and Ross (1976) based on their study of parent– child interactions and defined by them as assistance from adults that “enables a child or novice to solve a problem, carry out a task or achieve a goal which would be beyond his unassisted efforts” (p. 90). Scaffolding occurs within Vygotsky’s zone of proximal development (1978)—the distance between what a child can understand and do independently and what he or she can understand and do with assistance. Special education teachers use effective supports for student learning; to do so, the teacher must fully understand the task as well as students’ changing understanding and proficiency.
 [image: arrow]For more information on scaffolding instruction to “Scaffolding“
  
 HLP 16 Use explicit instruction
  Teachers make content, skills, and concepts explicit by showing and telling students what to do or think while solving problems, enacting strategies, completing tasks, and classifying concepts. Teachers use explicit instruction when students are learning new material and complex concepts and skills. They strategically choose examples and non-examples and language to facilitate student understanding, anticipate common misconceptions, highlight essential content, and remove distracting information. They model and scaffold steps or processes needed to understand content and concepts, apply skills, and complete tasks successfully and independently.
 
 
 
 Explicit instruction (EI) is a direct, structured, supportive, and systematic methodology for teaching academic skills (Archer & Hughes, 2011). When using EI, the teacher provides an explanation or model, guides students through application of the skill or concept, and provides opportunities for independent application of the skill or concept to ensure mastery (Mercer, Mercer, & Pullen, 2011).
 Rosenshine (1983) developed a list of six fundamental teaching functions that incorporate principles of explicit instruction: review, presenting new content in small steps, using guided practice, providing corrective feedback, providing independent practice (both massed and distributed), and weekly/monthly cumulative reviews. When teachers use EI, academic learning time increases, which is strongly linked to student achievement (Archer & Hughes, 2011). In essence, explicit instruction is a set of teacher behaviors that have repeatedly shown to have a positive impact on student achievement, especially those who are struggling to learn.
 When EI is used in the classroom, academic learning time is increased. Evidence supports the use of EI with all students (in both general and special education settings), across all ages and grade levels, and across content areas. EI can be used with all learners, but is essential for struggling learners.
 [image: arrow]For more information on explicit instruction, go to the Chapters; Direct Instruction Teaching Method and Delivering Instruction
 HLP 17 Use Flexible Grouping.
  Teachers assign students to homogeneous and heterogeneous groups based on explicit learning goals, monitor peer interactions, and provide positive and corrective feedback to support productive learning. Teachers use small learning groups to accommodate learning differences, promote in-depth academic-related interactions, and teach students to work collaboratively. They choose tasks that require collaboration, issue directives that promote productive and autonomous group interactions, and embed strategies that maximize learning opportunities and equalize participation. Teachers promote simultaneous interactions, use procedures to hold students accountable for collective and individual learning, and monitor and sustain group performance through proximity and positive feedback.
 
 
 Grouping patterns change often depending on lesson goals and objectives and may include (a) homogeneous and heterogeneous small groups, (b) pairs, (c) whole class, and (d) individual instruction (Hoffman,2002;Vaughn & Bos, 2012). Varied grouping arrangements are used flexibly to accommodate learning differences, promote in-depth academic-related interactions, and teach students to work collaboratively. Special education teachers must be skilled in using both homogeneous (same-ability) and heterogeneous (mixed-ability) small groups to help students meet explicit learning goals.
 Homogeneous groups are used to provide focused, intensive instruction for students with common instructional strengths and needs and are configured to meet short-term goals and objectives (Cohen & Lotan, 2014).
 Heterogeneous groups include students of varied knowledge and skill levels and can serve multiple instructional purposes. Special education teachers use small, mixed-ability groups to engage all students in grade-level content-related conversations, facilitate student thinking and communication skills, and improve interpersonal relationships among students with and without disabilities (Hattie, 2008; Kagan & Kagan, 2009). Teachers monitor small-group interactions, provide positive and corrective feedback, hold students accountable individually and collectively, and sustain group interactions through proximity and feedback.
 [image: arrow]For more information on flexible grouping, go to this chapter on Cooperative Learning. 
  
 HLP 18 Use strategies to promote active student engagement.
  Teachers use a variety of instructional strategies that result in active student responding. Active student engagement is critical to academic success. Teachers must initially build positive student–teacher relationships to foster engagement and motivate reluctant learners. They promote engagement by connecting learning to students’ lives (e. g., knowing students’ academic and cultural backgrounds) and using a variety of teacher-led (e.g., choral responding and response cards), peer-assisted (e. g., cooperative learning and peer tutoring), student-regulated (e.g., self-management), and technology-supported strategies shown empirically to increase student engagement. They monitor student engagement and provide positive and constructive feedback to sustain performance.
 
 
 Student engagement lies at the heart of positive academic outcomes. The correlation between student engagement and academic achievement is consistently strong and significant (Brophy, 1986; Rosenshine, 1976). Engagement strategies ensure students are active participants in the learning process and the school environment. Strategies may include group (i.e. cooperative learning groups, peer-assisted learning) or individually focused structures (e.g., personalized positive feedback, enlisting strategies). In addition to strategies to increase participation, teachers use strategies to connect learning to students’ lives and increase students’ value of and interest in the school and feelings of belonging.
 Marzano and Pickering’s (2011) model of engagement organizes the essential components of engaging students around four questions that reflect the student’s perspective:
 How do I feel? Student enthusiasm, enjoyment, and pride (among other emotions) increase student engagement (Skinner, Kindermann, & Furrer, 2008). Students need an environment where they feel safe and supported in order to engage in academic tasks. Students’ feelings of acceptance also play a role in their level of engagement. To address this, teachers:
 	Ensure equity and fairness in academic opportunities, including responding to questions, receiving rigorous material, and playing games (Marzano & Pickering, 2011).
 	Design the learning environment to encourage active student participation and attention (e.g. table and desk arrangement, group size, location of instruction).
 	Build positive personal relationships with students (e.g., know students’ academic and cultural backgrounds; include students’ names in instruction, examples, and text such as word
 problems; connect instruction to students’ interests; Hattie, 2008).
 	Provide positive feedback for students who are actively engaged and attentive (Hattie, 2008).
 
 Am I interested? Student interest and choice are needed for students to be motivated and have ownership in their learning. Teachers:
 	Incorporate student interest, choice, and physical movement (Dwyer, Blizzard & Dean, 1996; Dwyer, Sallis, Blizzard, Lazarus & Dean, 2001; Jensen, 2013).
 	Keep the momentum of instruction and lesson pace appropriate for the attentional needs of students, including smooth transitions, effective use of instructional time, and effectively preparing students for independent tasks and activities (Emmer & Gerwels, 2006; Kubesch et al., 2009).
 
 Is this important? Students must feel that what they are learning is worthwhile. Teachers need to be explicit in their instructional objectives and relate new information to knowledge students currently have.
 Can I do this? Self-efficacy is necessary for a student to put forth effort and persist through difficult tasks. Students need to feel challenged and supported in order to attend to and complete tasks. Teachers:
 	Have an awareness of students who are chronically disengaged and make an effort to build a relationship and use strategies to enlist students (e.g., teacher helper, mentoring, lunch buddies, encouragement; Archambault et al., 2009; Appleton et al., 2008; Christenson et al., 2001).
 	Develop mastery measures for students to work towards, which is particularly important for students with disabilities who often are functioning on a different academic level than their same-age peers.
 
 Effective student engagement practices hinge on the presence of positive teacher– student relationships and a climate that fosters community, ownership, and identity (Cornelius-White & Harbaugh, 2010; Jensen, 2013). Through his meta-analysis, Hattie (2008) found that teacher–student relationships have a substantial (0.72) effect size related to student achievement. Many other researchers have supported this finding (see Jackson, 2015). Hamre and Pianta (2006) emphasized the developmental nature of student engagement, finding that strong student–teacher relationships in kindergarten have robust effects on students’ school outcomes lasting through eighth grade.
 [image: arrow]For more information on strategies to promote active student engagement, go to the chapter on Active Learning Strategies
  
 HLP 19 Use assistive and instructional technologies.
  Teachers select and implement assistive and instructional technologies to support the needs of students with disabilities. They select and use augmentative and alternative communication devices and assistive and instructional technology products to promote student learning and independence. They evaluate new technology options given student needs; make informed instructional decisions grounded in evidence, professional wisdom, and students’ IEP goals; and advocate for administrative support in technology implementation. Teachers use the universal design for learning (UDL) framework to select, design, implement, and evaluate important student outcomes.
 
 
 Students with disabilities benefit when they have access to assistive technology devices and services, and when teachers use instructional technology to support their unique needs.
 When discussing the role of technology for supporting individualized needs of students with disabilities, it is appropriate to consider the promise of universal design for learning (UDL) for designing and delivering high quality instruction. (Basham & Marino, 2013; Rao, Ok, & Bryant, 2014). More recently, ESSA referenced universal design for learning (UDL) as a framework that should be considered when designing and delivering instruction and assessments for all students (see CAST, 2016). UDL is a broad framework that guides a teacher to consider multiple means of representation, engagement, and expression when writing lesson plans, delivering instruction, and evaluating learning (Rose, Meyer, & Hitchcock, 2005).
 [image: arrow]For more information on Universal Design for Learning, go to this chapter, Universal Design for Learning.  For more information on instructional technologies, go to this chapter, Learning with Digital Tools.
 HLP 20 Provide intensive instruction.
  Teachers match the intensity of instruction to the intensity of the student’s learning and behavioral challenges. Intensive instruction involves working with students with similar needs on a small number of high priority, clearly defined skills or concepts critical to academic success. Teachers group students based on common learning needs; clearly define learning goals; and use systematic, explicit, and well-paced instruction. They frequently monitor students’ progress and adjust their instruction accordingly. Within intensive instruction, students have many opportunities to respond and receive immediate, corrective feedback with teachers and peers to practice what they are learning.
 
 
 In a schoolwide tiered system of support, the highest level of support is intensive intervention. Typically, this level of inter­vention, commonly referred to as Tier 3, is delivered by special educators, whereas supplemental intervention (Tier 2) is typically delivered by highly trained general educators. Tier 3 instruction is delivered through a process of data-based individualization (DBI). Through DBI, teachers start with a validated supplemental intervention and use diagnostic and ongoing progress monitoring data to design highly individualized instruction and continually adapt the intervention and instruction in response to student performance (National Center on Intensive Intervention, 2013). These instructional adaptations comprise intensive instruction. Tier 2 supplemental instruction also uses a research-based intervention to address skill gaps for students below grade level and not making progress with differentiated core instruction. Tier 2 instruction is delivered to small, homogeneous groups of students (approximately four to seven students) and aims to address skills that are foundational to accessing grade-level content, in order to prevent further academic failure.
 Tier 3 intensive instruction is highly individualized for students with severe and persistent learning needs who, according to the data, have not responded to evidence-based core instruction and supplemental intervention. Teachers incorporate evidence-based practices that have been proven effective for students with disabilities across all content areas including math, reading, writing and behavior. Intensive instruction integrates cognitive processing strategies; is explicit; integrates opportunities for feedback; and is responsive to student performance data (Baker, Gersten, & Lee, 2002; Santangelo, Harris, & Graham, 2007). Instruction is delivered to a small number of students (no more than three) with similar learning or behavioral needs (WWC, 2009a). Teachers group students based on common learning needs; clearly define learning goals; and use systematic, explicit, and well-paced instruction to address skill gaps.
 Teachers use data to identify skills gaps and deliver instruction that is highly focused. Students are taught a small number of high priority, clearly defined skills or con­cepts crucial to their academic success (WWC, 2009a). Within intensive instruction, students have many opportunities to respond and receive immediate, corrective feedback with teachers and peers to practice what they are learning. Their progress is continuously monitored to determine the effectiveness of instruction, and teachers adjust instruction accordingly.
 Through the DBI framework, special education teachers closely monitor the effectiveness of a supplementary intervention. When students are not making adequate progress with research-validated supplementary interventions, special educators first intensify instruction by decreasing the group size or increasing the instructional time (Vaughn, et. al., 2012). If these quantitative changes are not sufficient, teachers can intensify instruction by modifying instructional delivery.
 This includes integrating qualitative strategies to support cognitive processing such as making instruction more explicit and systematic and integrating strategies to support self-regulation, memory, and self-monitoring (Vaughn, et. al., 2012).  For example, special educators may model a math problem-solving strategy using think-alouds and visuals and then introduce a mnemonic to help students remember the strategy.
 Research suggests that it takes students with disabilities at least 10 to 30 times more trials to master a skill than it does students without disabilities (WWC, 2009a).
 	Intensity can be increased by providing longer instructional sessions or having more frequent sessions.
 	One-to-one or small group instruction allows students more opportunities to practice, respond, and receive individualized feedback.
 
 
 Many students with intensive needs have depressed executive functioning abilities and thus struggle to plan, regulate their performance and emotions, think flexibly about a problem, and manipulate information so that it can be stored in memory. To overcome limitations in this area, students need to learn planning, problem-solving, and self-monitoring approach in both social and academic areas.
 [image: arrow]For more information on Data-Based Individualization (DBI) go to:
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 HLP 21 Teach students to maintain and generalize new learning across time and settings.
  Effective teachers use specific techniques to teach students to generalize and maintain newly acquired knowledge and skills. Using numerous examples in designing and delivering instruction requires students to apply what they have learned in other settings. Educators promote maintenance by systematically using schedules of reinforcement, providing frequent material reviews, and teaching skills that are reinforced by the natural environment beyond the classroom. Students learn to use new knowledge and skills in places and situations other than the original learning environment and maintain their use in the absence of ongoing instruction.
 
 
 Generalization and maintenance of newly acquired knowledge and skills by learners is a pervasive problem for students with disabilities, particularly those with autism spectrum disorder (Brown & Bebko, 2012; Phillips & Vollmer, 2012). Generalization involves performing a behavior in environments that differ from the teaching environment (Lee & Axelrod, 2005). Haring and Eaton (1978) suggested that skill development progresses in an orderly sequence: initial accuracy (acquisition), followed by fluency and maintenance, which are followed by generalization. Effective teachers must therefore have the knowledge and skills to incorporate generalization when designing and implementing instruction. Generalization of skills must be systematically programmed instead of assuming it will automatically occur (Alberto & Troutman, 2013; Schindler & Horner, 2005). In order to generalize academic and social learning to settings other than where learning takes place, students need the opportunity to use skills in a variety of settings, with a variety of instructors. Specific instructional techniques include teaching behaviors that can be used in many different situations, teaching the behavior in several different settings with several different instructors, varying instructions and reinforcers, and programming for common stimuli between the natural and teaching settings.
 Maintenance of behavior is also essential to the process of learning. Maintenance occurs when newly acquired skills are used in the absence of ongoing instruction. Effective teachers use schedules of reinforcement, systematic reviews of material, and other techniques to promote maintenance of behavior in novel settings, thereby lessening dependence on the teacher (Lee & Axelrod, 2005). They thoughtfully and carefully choose strategies for maintenance and generalization at the onset of teaching new academic or social behaviors and build these strategies into the instructional program.
 HLP 22 Provide positive and constructive feedback to guide students’ learning and behavior
  The purpose of feedback is to guide student learning and behavior and increase student motivation, engagement, and independence, leading to improved student learning and behavior. Effective feedback must be strategically delivered, and goal directed; feedback is most effective when the learner has a goal and the feedback informs the learner regarding areas needing improvement and ways to improve performance. Feedback may be verbal, nonverbal, or written, and should be timely, contingent, genuine, meaningful, age appropriate, and at rates commensurate with task and phase of learning (i.e., acquisition, fluency, maintenance). Teachers should provide ongoing feedback until learners reach their established learning goals.
 
 
 
 Feedback is used to elicit what students know related to academic content, and to provide direct support regarding what students need to do to learn.
 Feedback should be timely, meaningful, genuine, specific but succinct, and age-appropriate, and takes many forms including questioning, scaffolding instruction, providing written comments, and providing computer-mediated feedback (Brookhart, 2008; Doabler, Nelson, & Clarke, 2016; Hattie & Timperley, 2007; Thurlings, Vermeulen, Bastiaens, & Stijnen, 2013). Feedback using programmed instruction or the use of extrinsic rewards is not highly effective in improving achievement (Hattie, 2008).  Moreover, rewards are not a central feature of effective instructional feedback, which should be designed to provide information regarding the student’s performance relative to a task.
 Feedback should be goal directed; that is, it is most effective when the learner has a goal and the feedback informs the learner regarding how he or she is doing relative to the goal, and what needs to be done to improve progress (Doabler et al., 2016; Hattie, 2008).
 Feedback should be clear and tangible, providing the learner with an action that may be taken in response to the feedback that leads toward learning content (Thurlings et al., 2013).
 Teachers should also use appropriate and meaningful language, make connections to prior learning, and remind students what they already know (Doabler et al., 2016).
 Different forms of feedback may be provided, including feedback about whether content was correct or incorrect, discussing strategies that were used or could be used for more effective learning, and addressing students’ self-regulation (e.g., whether a useful strategy is being applied to solve a problem; Hattie & Timperley, 2007). These types of feedback vary depending on the student’s knowledge regarding the content. For example, providing a student with error-correction feedback when initially learning content or a skill chain improve learning rate, whereas providing error correction when building fluency relative to content can negatively influence learning (Hattie & Timperley, 2007).
 Feedback is most effective when addressing faulty interpretations of information (e.g., an inefficient or ineffective strategy to solve a problem), and providing cues to guide the learner toward the use of a more efficient or effective strategy or clearer understanding (Hattie, 2008; Thurlings et al., 2013).
 Feedback should be used to engage a student in self evaluation, too, helping students to develop error identification skills and increase their self-regulation, independence, and confidence in learning academic content (Hattie &Timperley, 2007).
 Feedback is among the most powerful influences on student achievement (Hattie, 2008). Using feedback effectively requires that teachers have substantial expertise in monitoring what the student knows about a skill or particular content area, and using this information to provide feedback that supports student learning. When feedback is used consistently and well, student educational achievement is significantly enhanced (Hattie & Timperley, 2007).
 [image: arrow]For more information on providing feedback go to this chapter on Feedback
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				As stated in earlier in the previous chapter: The Special Education Teacher incorporates high-leverage and evidence-based practices, specialized instruction, and intensive interventions, to enable students with disabilities access to the general education classroom (curricula).  (Instruction chapter)
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 Key terms in Standards Based Curriculum
 Content standards– refer to the curriculum standards or subject area standards.
 Performance standards– identify the skills needed to be successful with the content standards.
 Benchmarks– benchmarks identify the expected understandings and skills needed for content standards by grade level and are tracked according to predetermined time intervals. (IRIS, the terms student learning objective, benchmark, grade-level indicator, learning target, performance indicator, and learning standard—to name just a few of the more common terms—may refer to specific types of learning objectives in specific educational contexts.
 Educational Standards- according the Common Core “are the learning goals for what students should know and be able to do at each grade level. Local communities and educators choose their own curriculum…the Common Core is what students need to know and be able to do, and curriculum is how students will learn it.”
 Learning progressions– refers to the purposeful sequencing of teaching and learning expectations across multiple developmental stages, ages, or grade levels. They may be called grade level expectations or grade level-standards.
 *It is difficult to define these key terms without overlapping and finding exceptions to the rule.
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 In New Hampshire, the Department of Education (DOE) has adopted the Common Core State Standards in English Language Arts/Literacy and Mathematics. It refers to these standards are NH College and Career Ready Standards (NH CCRS). Other content area standards can be found at the NH DOE website.  On the NH DOE website, it says; “District schools, public charter schools, and private schools each adopt their own curriculum, not the Department of Education nor the State Board of Education.”
  As a rule of thumb, state standards tend to be more comprehensive than national standards, both in coverage of grade levels and of subjects. The difference reflects the broad responsibility of states in the United States for all aspects of public education; national organizations, in contrast, usually assume responsibility only for a particular subject area or a particular group of students. Either type of standards provides a first step, however, toward transforming the grandest purposes of schooling (like developing the individual or preparing for society) into practical classroom activities. But they provide a first step only. Most statements of standards do not make numerous or detailed suggestions of actual activities or tasks for students, though some might include brief classroom examples—enough to clarify the meaning of a standard, but not enough to plan an actual classroom program for extended periods of time. For these latter purposes, teachers rely on more detailed documents, the ones often called curriculum frameworks and curriculum guides.  (Nicole Arduini-Van Hoose).
 
 Learning Standards. Authored by: S. Abbott (Ed.). Provided by: Great Schools Partnership. Located at: http://edglossary.org/learning-standards/. Project: The Glossary of Education Reform. License: CC BY-NC-SA: Attribution-NonCommercial-ShareAlike
 What is a learning standard?
 Learning standards are concise, written descriptions of what students are expected to know and be able to do at a specific stage of their education. Learning standards describe educational objectives—i.e., what students should have learned by the end of a course, grade level, or grade span—but they do not describe any particular teaching practice, curriculum, or assessment method (although this is a source of ongoing confusion and debate).
 Following the adoption of a variety of federal and state policies—notably the No Child Left Behind Act, a reauthorization of the Elementary and Secondary Education Act of 1965—all states now use standardized assessments designed to evaluate academic achievement in relation to a set of learning standards. Until the development and widespread adoption of the Common Core State Standards for the subjects of English language arts and mathematics, and more recently the Next Generation Science Standards, learning standards in the United States were independently developed by states, usually as part of a collaborative committee process overseen by a state’s department of education that included educators and subject-area specialists, as well as public-commentary periods (although both development and adoption processes varied from state to state). When investigating or reporting on learning standards, it is important to know how they were developed, what knowledge and skills they describe, and how they are actually used in schools.
 [image: preschooler]Learning Standards in Early Childhood Education
 New Hampshire Early Learning Standards (birth through 5 years)
 Vermont Early Learning Standards (birth to 3rd grade)
 Massachusetts Early Childhood Program Standards for three and four year olds
 
 While learning standards vary in content, purpose, and design from state to state, most standards systems in the United States share a few common attributes:
 	Subject areas: Learning standards are typically organized by subject area—e.g., English language arts, mathematics, science, social studies, health and wellness, etc. Most standards systems use the same general subject-area categories that public schools have been using for decades, although some may be refined to reflect new knowledge or changing educational priorities, such as “science and technology” or “health and wellness.”
 	Learning progressions: In each subject area, standards are typically organized by grade level or grade span—consequently, they may be called grade-level expectations or grade-level standards—and the sequencing of standards across grades or stages of academic progress is called a “learning progression” (although terminology may vary from place to place). Learning progressions map out a specific sequence of knowledge and skills that students are expected to learn as they progress through their education. There are two main characteristics of learning progressions: (1) the standards described at each level are intended to address the specific learning needs and abilities of students at a particular stage of their intellectual, emotional, social, and physical development, and (2) the standards reflect clearly articulated sequences—that is, each grade-level learning expectation builds upon previous expectations while preparing students for more challenging concepts and more sophisticated coursework at the next level. The basic idea is to make sure that students are learning age-appropriate material (knowledge and skills that are neither too advanced nor too rudimentary), and that teachers are sequencing learning effectively or avoiding the inadvertent repetition of material that was taught in earlier grades. For a more detailed discussion, see learning progression.
 	Educational goals: Many sets of learning standards also include overarching, long-term educational goals—i.e., what students should be able to do when they have completed their public-school education. These overarching goals will typically describe the knowledge, skills, work habits, and character traits that public schools should be teaching and cultivating in stages throughout a student’s education. For example, they may address critical thinking, logical reasoning, and problem solving; oral and written communication; perseverance and work ethic; digital technology and media; or multicultural literacy (valuing and understanding other perspectives, races, and cultures)—i.e., broadly applicable skills that will help students succeed in adult life.
 	Content: While each set of learning standards is unique, there is often a great deal of commonality from system to system or state to state. For example, while different sets of mathematics standards may use different descriptions, or they may sequence specific learning expectations differently, most mathematics standards describe similar quantitative concepts, principles, and reasoning. That said, in subjects such as history, social studies, or science—which contain an enormous variety of possible concepts, facts, skill sets, and areas of study, not to mention politically and ideologically contentious issues—learning standards will likely reflect greater content-related disparities. In addition, some learning standards are considered to be more precise, exacting, and prescriptive—e.g., they will describe the specific punctuation marks that students should know how to use correctly at a particular grade level—while others are considered to be more general, encompassing, and descriptive—e.g., they will explain more broadly what students should be able to do when writing (articulate concepts clearly, use grammatical conventions correctly, cite sources accurately, etc.).
 
 The following examples, taken from the Common Core State Standards English Language Arts Standards for grades 9–10, can serve to illustrate what learning standards are and how they describe educational expectations:
 *Note these are broad standards, not measurable learning objectives.
 Reading
 	Determine a central idea of a text and analyze its development over the course of the text, including how it emerges and is shaped and refined by specific details; provide an objective summary of the text.
 	Determine the meaning of words and phrases as they are used in a text, including figurative, connotative, and technical meanings; analyze the cumulative impact of specific word choices on meaning and tone (e.g., how the language of a court opinion differs from that of a newspaper).
 	Delineate and evaluate the argument and specific claims in a text, assessing whether the reasoning is valid and the evidence is relevant and sufficient; identify false statements and fallacious reasoning.
 
 Writing
 	Write arguments to support claims in an analysis of substantive topics or texts, using valid reasoning and relevant and sufficient evidence.
 	Write informative/explanatory texts to examine and convey complex ideas, concepts, and information clearly and accurately through the effective selection, organization, and analysis of content.
 	Write narratives to develop real or imagined experiences or events using effective technique, well-chosen details, and well-structured event sequences.
 
 Language
 	Demonstrate command of the conventions of standard English grammar and usage when writing and speaking.
 	Apply knowledge of language to understand how language functions in different contexts, to make effective choices for meaning or style, and to comprehend more fully when reading or listening.
 	Demonstrate understanding of figurative language, word relationships, and nuances in word meanings.
 
 Speaking and listening
 	Initiate and participate effectively in a range of collaborative discussions (one-on-one, in groups, and teacher-led) with diverse partners on grades 9–10 topics, texts, and issues, building on others’ ideas and expressing their own clearly and persuasively.
 	Evaluate a speaker’s point of view, reasoning, and use of evidence and rhetoric, identifying any fallacious reasoning or exaggerated or distorted evidence.
 	Present information, findings, and supporting evidence clearly, concisely, and logically such that listeners can follow the line of reasoning and the organization, development, substance, and style are appropriate to purpose, audience, and task.
 
 In the United States, learning standards could be considered a de facto reform strategy, given that they are a relatively recent historical development, and they are generally intended to improve the effectiveness of schools, the quality and consistency of teaching, and the academic achievement of students (whether or not they accomplish this goal remains a subject of debate).
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 Voices from the Field
 Content standards, performance standards and benchmarks
 Before the reading this week, I realized I didn’t have a complete understanding of the difference between all three. I also learned this week from the reading that benchmarks not only provide a timeline of when students should learn specific information, but it helps students acknowledge how their work ethic is impacting their ability to reach these goals and tells teachers whether students are successfully learning/understanding taught material, or if they need further support. While I thought that sharing with a student, whether they are meeting certain benchmarks would negatively impact their self-confidence or desire to want to learn (especially students with disabilities), I learned that this can actually be helpful and a motivator for some students. It can also help make them more responsible for their learning. Karissa Peltier
 ———————-
 Content standards create a clear outline of essential knowledge, skills, and understanding that students need to master in the given content area. An example of this is making sure that students are really understanding what is being taught, students should know their timetables while also understanding how to apply multiplication to their everyday life.
 Performance standards or achievement standards refer to the level of mastery of the specific content that the student is expected to understand. What this means is schools take the information students are learning from the content and have outcomes or educational goals that students are expected to reach to show understanding. These standards should be written per grade level and match the level of proficiency they are expected to reach within the given school year.
 Benchmarks are “subcomponents” of content standards. This means that benchmarks identify the expected understanding and skills needed for the content standards specifically by grade level and are tracked at different intervals. Benchmarks are different from content standards because they break up the standard into manageable pieces and define expectations and expected performance from the standard at each step in the content standard.  Madelyn Grierson
 
 Student Learning Characteristics
 Last year, we worked on Learner Profiles for our students.  I work at the middle school, and our goal was to send that information to the high school with them so teachers could get a snapshot of the student.  The Learner Profile included surveys about personality traits, learning styles, and preferences for rewards/positive reinforcements.  I started at the school last year, so it was very helpful for me to have those to refer to when working with a student. Jessica Warn
 ———————-
 Some basic demographic information students can provide can be helpful for teachers. Things such as speaking a foreign language, deaf or blind adults or siblings, guardianship or custody arrangements, adoption, and other major life events can impact a student’s ability to learn. Getting to know students on a personal level will help build strong bonds and make developing valuable lessons plans easier.
 Teachers need to understand the previous learning level of the students, meaning, they need to know if students have been taught and have an understanding of the previous material. For example, a student who does not have a firm grasp of the addition process will not be successful at subtraction, so if the CCSS is that students be able to subtract single digits, the teacher may first have to reteach addition skills and integrate information about the relationship between addition and subtraction to make the learning relevant and give it context. Amy Welch
 ———————-
 Teachers should look at the following learning characteristics before developing instruction: background knowledge and experience, learning preferences, academic strengths and improvement areas, responsiveness to instruction and correction, social and interpersonal behaviors, interests, talents,  home language and any second language issues and cultural, community, and religious factors.
 After gathering that knowledge, a teacher can then make decisions on reading level(s) of materials, topics, concepts, and skills of relevance or interest, concepts in relation to those of students’ own cultures, opportunity for individual, small group, and large group instruction, opportunity for students and families to contribute to the classroom experiences and how instructional material is presented. All of those details will  help create a stronger learning environment in the classroom and a pathway to success for students. It can also help students build relationships among their classroom peers, while aiding in communication between the teacher and each child’s family. Rachel Gourvitz
 ———————-
 Working with kindergarten students, I find a lot of information on them from their preschool (or already existing kindergarten) IEPs. These documents contain the student’s strengths and weaknesses as well as accommodations and modifications that have proven to be effective. I also make sure to have the student engage in conversation with me about their interests, dislikes, and family experiences. I do this during breaks from instruction such as during recess or lunch. My case study student is incredibly vocal and loves to talk with adults. I also have meetings with his parents to ask more about their child, how the student socially interacts/handles learning moments outside of school to get a more complete picture. I have met with my case student’s mother a few times to check in on how the student is doing outside of school and how the parent is teaching the student when they are at home.
 A final source of information that I use is the classroom teacher. I pull the student out of class for individualized instruction, but the student is in their classroom for the majority of the day so the classroom teacher is a great source of information in areas of social skills, participation, and instruction reception on a larger scale. Jake Muniz
 ———————-
 After gathering this these learning characteristics about their students, the teacher can craft lesson plans and develop their instructional style based on the needs of her students. Additional considerations for a special education teacher when considering lesson plans and instruction are:
 	The reading level(s) of materials
 	Topics, concepts, and skills of relevance or interest
 	Concepts in relation to those of students’ own cultures
 	Opportunity for individual, small group, and large group instruction
 	An opportunity for students and families to contribute to the classroom experiences
 	How instructional material is presented
 
 Not considering these factors is basically like choosing topics and instruction style blindly. It does not respect how these factors can make or break a student’s ability to be engaged with the instruction. We want to appeal to our students and make our instruction as accessible as possible. Colleen Mehalko
 
  Information Processing
 Students with disabilities often have deficits in the area of information processing. Being able to recognize those deficits and support the student with evidence-based strategies and accommodations is a key role of the special educator. The more aware the teacher is of this information processing model, the more mindful and purposeful they will be in recognizing a student’s current level of understanding and be able to analyze learning difficulties.
 Take a look at the SlideShare that illustrates the brain science behind teaching and learning.
 Hassan, B, Fattah, B. (2015). Information Processing Model and its implications in learning and teaching. Retrieved from https://www.slideshare.net/abc_555/information-processing-model-and-its-implications-in-learning-and-teaching       Paula Lombardi
 
 Adapting Instruction
 Adapting and modifying can also be linked to the difference between accommodations and modifications. The modifications do change the curriculum expectations and accommodating as you said changes the elements or strategies to get to the intended result.
 I like to use analogies.  For example, take long jumping.  Making an adaptation may be making the posts a different color, having a grip on the pole that is more suited to the jumper, or having a different type of landing mat.  A modification would be changing the level of the jump.  Kari Grimes
 ———————-
 When evaluating adaptations, like accommodations or modifications, the IRIS module suggests considering the elements of C.R.I.M.E (Curriculum, Rules, Instruction, Materials, Environment) (The IRIS Center, 2004). Optimizing these 5 elements will ensure that all students are receiving an appropriate and meaningful education.
 I adapt instruction for my students by ensuring access to instructional materials. I also make sure to provide instruction in various forms, written, visual, and auditory. I provide appropriate modifications according to students’ IEP (when applicable). Lately, I have been focusing on different scheduling adaptations. I incorporate a weekly assignment checklist, as well as a list of daily expectations for each class. I have found that this allows for students to be more self-paced and helps them prioritize work that should be completed in class vs. work that they can do on their own (in study hall or at home on a remote learning day). The IRIS Module reading inspired me to have a more distinct “group learning” time with the goal of direct instruction. Alicia Jobson
 ———————-
 In my daily role as an educational assistant, I find myself adapting instruction on a daily basis, but less of the time modifying instruction. This can be due to the individual needs of students I work with, but can also be a result of the general education teacher’s effectiveness in fulfilling their position. As I spend significant time in different math classes, examples of my adaptive instruction includes things such as providing extra manipulatives, modeling the question or simplifying what it’s asking, and breaking down the question into a step-by-step procedure. With each of these adaptive instruction strategies, I typically only use them after the student has shown difficulty initially understanding the content.
 In the few instances where I’m responsible for implementing modified instruction, it usually comes after a discussion with the student’s case manager. There is one student in particular who I work with, that displays great knowledge in one of his preferred subjects, Anatomy and Physiology. Within this subject, there is a significant amount of group activities, and demanding social interactions. However, for a student with Aspergers, this causes a learning barrier due to their social difficulties and interpersonal anxieties (What is Asperger Syndrome?). By modifying instruction for this student through alternative activities, and removing the social element, we often find that he is able to gain a deeper understanding of the same content. Anonymous
 ———————-
 Accommodations can be a critical aspect in the overall success of a learner. When I began training for a position working 1:1 with children diagnosed with ASD in 2014, part of our training focused on accommodations and their importance. I cannot remember the exact quote from that training, but it went to say that even simple changes within the environment can be the difference between success and struggle for our students. Something that I enjoy about the IEP process is that there is an entire section within that document that is for listing accommodations and modifications that have proven to be successful for the student and other strategies that may also add to their overall success. (Jake Muniz)
 ———————-
 The difference between adapting and modifying instruction is, adapting the instruction is changing how the curriculum is taught, or presented, so that a student can access the curriculum. Whereas modifying the instruction is changing what is being taught or what the student is expected to learn. The main areas of importance when adapting instruction include, “maximizing individual student independence, maximizing student participation in all class activities with peers, maximizing student skill development, and minimizing the use of temporary solutions” (IRIS Center, 2004). Teachers need to know their students ability levels so that they can successfully adapt or modify instruction in ways that will most benefit the students. When adapting instruction it is important to keep in mind five elements of the classroom so that you will know what areas need adaptations. These five elements are comprised of; curriculum, rules, instruction, materials and environment. Michelle Shaw
 The IRIS Center. (2004). Content standards: Connecting standards-based curriculum to instructional planning. Retrieved from https://iris.peabody.vanderbilt.edu/module/cnm-5/ (page 8)
 ———————-
  During remote learning, I have adapted assignments by providing closed captioning for my students with auditory problems. I have also modified assignments to be shorter while we are remote so the students do not have to spend as much time in front of a screen. Another way I have adapted instruction for my students is by providing structured notes. Structured notes help them follow along to the lecture and guide them to the important points that are being made in class. Anonymous
 ———————-
 I am a para educator and at the Pre-K level find myself mainly working on accommodations rather than modifications.  I really love how much we have at our fingertips to make accommodations so easy for our students.  Whether it using visual diagrams and pictures added to our lessons or giving a student choices to express their understanding, it all makes a huge difference in each student’s progress.  Deanna Hanley
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 Progress Monitoring
 An example might include working aloud with students to complete single digit multiplication problems. If the desired evidence and outcome is one that has students showcasing their ability to complete the task, then as an educator, you might read the problems aloud and guide students to completing each one step by step. This would allow for tangible evidence that students are grasping the concept (or not). This verbal assessment is one that can be completed aloud in a group or 1-on-1 and allows for the educator to gauge progress and guide students in the right direction if they struggle. This also gives effective feedback for educators to tweak and adjust future lessons and instruction to ensure students are getting the most out of them.
 Along with this, it is important to keep in mind that as an educator there is a responsibility to return tests and provide feedback in a prompt manner. This ensures that these tests are valuable to students and that the feedback is understood by students before moving on. There are also things to avoid in the development of assessments, such as; testing only memory or recall, including only questions of one level of difficulty, using only multiple-choice formats, making use of trick questions. The assessment should be one that includes the most important and meaningful information. Alex Levesque
 ———————-
 Exit tickets are an excellent and quick method to get a daily formative.  If it is happening daily, it does get a routine down that can be beneficial for students.  It is also a short term method to keep students engaged if they know there is a 5 minute exit ticket they need to complete after a lesson.  This is a great way to keep data as well.  These can be useful tools as well as a way to review a unit and give students examples of what they need to know for a summative. Kari Grimes
 ———————-
 In our school we had a training early in the year to go over how teachers can conduct a quick, informal reading assessment (running record) on any student, on any day.  The goal of this training was to prepare teachers to be able to do more assessing there for more progress monitoring.  If it is quick and easy it can be done more often.  But, quick and easy doesn’t matter if it isn’t valuable, understood or used to inform instruction.  A running record can be a very valuable tool if the results are then analyzed to be used to find a student’s strengths and identify the areas to be worked on.  Danielle Durkee
 ———————-
 In the school I work in we use DIBLES on a consistent basis to monitor every students reading progress. We then have monthly data meetings to go over where each student is at in literacy and math. The data is tracked using these DIBLES for literacy, and weekly math assessments. Our students with IEPS are pulled and monitored periodically using small, informal assessments, and using online programs like Splash Math, Zearn, and Reading Eggs, which are continually monitoring and sending reports to classroom and special ed teachers. Progress monitoring is important so that students are not falling behind. We’re able to see their progress on a daily basis, and therefore giving them the supports they need immediately when they’re needed. If students were monitored less, then we may not catch a rough patch in time to try and help. Rachel Spain
 The Dynamic Indicators of Basic Early Literacy Skills (DIBELS) 8th Edition is an assessment that can be used for benchmark screening and monitoring growth of students in grades K-8. The early literacy development tool is a valid dyslexia screener as well. (Annenberg, Brown University)
 ———————-
 In my school we use AIMSweb to assess students on reading and math, I really like how the program easily lays out how much progress students have or haven’t made and in what areas. I’ve found that we can see how their work in school and extra assistance directly correlates to their scores; such as if a student started receiving tutoring services and their scores improved accordingly.  Sarah Harkness
 Aimsweb is a K-12 benchmark and progress monitoring system based on direct, frequent and continuous student assessment using brief, accurate measures of reading, math, spelling, and writing
 ———————-
 In the 7th grade at my school, the general classroom teachers use various forms of assessments to monitor progress.  One teacher has her students do reflections at the end of each lesson which they then share with her.  This allows her to see what the students thought about the lesson and if any changes need to be made.  The math teacher uses quick quizzes in her units.  There are usually at least two quick quizzes per unit.  These let her see how well the students are doing with the math.  She then determines if she needs to spend more time on that unit or if she can move one.  If she spends more time on a unit that they are having trouble with, she will also have more quick quizzes.  Allison Gibson
 ———————-
 Speaking with my supervising practitioner some ways she monitors her students’ day to day progress is with daily notes about students. The daily notes can be reviewed daily to see how a student was doing yesterday compared to today or the next week. Another way is with OGAP tasks. The ongoing assessment project is ” A systematic, intentional, and iterative formative assessment system grounded in the research on how students learn mathematics. The OGAP system is seamlessly integrated into a set of tools, practices, support materials, and in-depth professional development.” http://www.ogapmath.com/  Travis Rockett
 ———————-
 [image: caution]While these web-based progress monitoring systems are popular in schools, they are not the perfect fit for all students for a variety of reasons.
 I have mixed feelings about some of these online assessment tools. My school uses iReady to assess reading and math. I have a fifth grade student who can do long division in his head, but got put on a kindergarten level on iReady because he clicked through and did not try the diagnostic assessment. We had him retake it, but he refused to try again. I know some teachers or paraprofessionals that have held the mouse and clicked the answers that the student provided verbally, to prevent them from just clicking through the assessment. It is also not always accurate because the iReady curriculum and benchmarks do not necessarily align with the curriculum and benchmarks at our school. For example, iReady might ask a first grader about halves and fourths, but at our school they do not learn fractions until about third grade. So iReady would put them lower than grade level just because they didn’t know a skill that they had not been taught and were not expected to know.
 On the other hand, with long-term or short-term remote learning, online assessment tools can be extremely valuable! It is very challenging and sometimes near impossible to get accurate assessments over video meets, especially trying to assess IEP goals that were not intended to be worked on remotely. Anonymous
 ———————-
 Monitoring a student’s IEP goals and objectives:
 One thing that is different about students with IEPs is that in their IEP they have an annual measurable goal. The special educator needs a system of collecting data for when it’s time to fill out a progress report. The methods a teacher use might also depend on the student’s goals and objectives. I know some professionals who use Google Forms and spreadsheets to collect and store data, and others who use clipboards and physical folders. Rachel Stoudt.
 ———————-
 One way that I have seen the teachers I work with monitor/check students’ progress is by having exit tickets. These can be presented in a multitude of ways depending on what the lesson was that was taught. However, it allows the teacher to check each individual students grasp of the content so they know if that student can move on or if they require more help in the current area. Some specific exit tickets that I have seen are writing the letter on the board that we worked on today (when working on letter identification), solve this math problem (when working on new math concepts), or answer this question after reading/listening to this short prompt (when checking reading comprehension). There are so many ways that we could apply an exit ticket and I think it is important to implement daily monitoring of students’ progress because if you don’t, you could push them on to the next concept when they simply aren’t ready for it.  Which only sets them up to struggle and have a difficult time. Nicole Coonrod
 ———————-
 In my experience, much of kindergarten progress is done somewhat informally — a lot of the teachers I’ve worked with don’t use “fill in the blank” so much as they ask questions for comprehension.  On a day-by-day basis, the method that comes to mind is “snap words”— they learn and practice about five words on Monday, and by Friday the expectation is that they’ll recognize the word “in a snap”. Anonymous
 
 Three stages of the instructional cycle
 The instructional cycle directly aligns with the lesson planning template. In the lesson plan template, there is a section to write the learning objectives, the standards that align with the lesson objective, and the essential question that the lesson targets. That all relates to the first stage, intended instructional outcomes. In the next stage, the planning stage, the lesson planning template has an area to describe what formative/summative assessments will be done to determine students’ progress toward the lesson objective. The instruction/activities section of the template is also part of the planning stage. For the assessment stage of the instructional cycle, the lesson plan template  has an area to write preassessment data and analysis of the data to help gauge where students are at prior to teaching the lesson. At the bottom of the planning template, there is a portion for reflection at the end titled data analysis, where the teacher candidate can share whether or not the instructional objectives were met based on the assessment data. Anonymous
 
 Curriculum mapping and yearlong planning 
 These can be particularly useful tools for special educators. It can give them extra time to accommodate or modify lesson plans. It will give special educators time to gather any necessary material which may be beneficial to their students. It gives special educators an outline of the classroom teacher’s plans for the year, which in turn will help them design their own lesson plans.  Anonymous
 ———————-
 Curriculum mapping takes a lot of planning and a lot of collaboration. But it really does pay off in the long run. It helps both teachers and students see the big picture and gives a better road map of where people are going, what routes they are taking, and makes the journey have more meaning. Keeping the “eye on the prize” can be motivational for a student, and gives them context for their day to day work.
 Curriculum mapping is a natural part of a regular content teacher’s teaching agenda. It is very helpful for the teacher, administration, and ultimately the students to gain insight of what a course might entail and the nuts and bolts so to speak behind the course objectives. This is also so important in maintaining the integrity of a school and their curriculum in aligning with state and federal guidelines. For students on an Individualized Education Program, one of the parameters by law is the fact that we must provide information on how the child is progressing in the general curriculum. The definition of FAPE includes having a child make educational benefit that is “reasonably calculated” in terms of a nondisabled child’s educational program. Without having these mapping and yearlong planning, a special educator does not have a solid foundation by which educational benefit can be measured. Kari Grimes
 ———————-
 Curriculum mapping is when you map out the curriculum for the entire school year. In this curriculum map, you include all the standards you are going to cover and how you plan to teach each of the standards. As well as when you will be teaching them. We all know that it is so important for teachers and special educators to plan out their curriculum. Showing up the day of and trying to teach something with no planning isn’t setting yourself up for success. Teachers have specific standards they have to teach. Without curriculum planning, there is no way to make sure you know you are covering everything you need over the school year. It also helps make sure that the school is following all of the state and federal guidelines when it comes to curriculum.
 Curriculum mapping is a very good tool for not only the classroom teachers but also special educators. First the classroom teacher will map out her curriculum plan for the whole school year. Then they pass that along to the special educators who can then plan their instruction around what the classroom teacher is doing. The special educator will be able to plan the modified lessons for their student. This allows the student to be following the same path as their peers while getting their accommodations made.  At the school I work at, teachers use curriculum maps. We have a curriculum coordinator who meets with each grade level to help plan out the school year. They also meet periodically throughout the year to see what they have covered and if they have to tweak any of the previous plans. Mariah Brown
 
 Unit Planning
 At the early childhood levels, I have seen a lot of times where the project is more of the focus (because it is fun or cute) and not necessarily the skill or outcome that is supposed to come from doing the lesson.  I’ve recently started planning lessons for my classroom and I have had to remind myself that there needs to be a goal and have been using the concept of backwards design.  It has helped me tremendously with staying on track for our classroom and individual student goals.  You cannot build a strong lesson without understanding what you want the outcome to be.
 It is important to vary assessments based on the student.  I recently was able to observe assessments taking place throughout my school and was impressed with how each teacher approaches the students so differently based on their needs.  Being able to understand how your students can express their understanding is a huge skill on its own. Some of our teachers were really great and would fill me in beforehand, for example, they’d say, “Watch, John won’t verbalize, but he will point to the correct answer.”  It is clear they really understand their students. Deanna Hanley
 ———————-
 In general, unit plans should have long term and short term goals; from what you want them to learn in today’s lesson to what you want them to know (content) and what you want them to be able to do (skills) by the end of the unit. Teachers need to plan out their methods of instruction for all students, but also need to consider the needs of their special education students as well. “This is an opportune moment to consider the special needs of students in the classroom. Will instruction include direct instruction, cooperative learning experiences, or the re-teaching of content to a peer? Some students with writing difficulties might require the additional assistance of peer help or partially completed notes. By planning ahead, teachers can include strategies to help ensure the success of all students” (The IRIS Center,2004). In my experience, most teachers make modifications to their instructional methods for special needs students long after they’ve planned the instruction in their units. This is not ideal, but it is just what I see most commonly happen. A good way to avoid this is to plan your instruction by universal design and having those supports in your plan even if they are not needed.
 Lastly, you need to know how you are going to know those standards and benchmarks are reached, so you need to have a plan for assessment. In terms of special education and the inclusive classroom, teachers need to be flexible in how they gain that proof of proficiency. Simply creating an exam is not enough. Proof of proficiency should be multi-modal. That means teachers should be able to assess in a variety of ways from a written test or essay to a conversation with the student (oral). With special education students, teachers should always play to their strengths when trying to measure the level of learning if they really want to know how effective their instruction was. Arthur Rafus
 ———————-
 Understanding by Design(UbD) or Backward design is widely used as a unit planning template/model. Unit plans help the special educators support students with disabilities by providing the time needed to be proactive and preteach concepts and share accommodations/modifications as needed for the student to be successful with the curriculum. Here is an example of a 15 lesson unit plan on 1st grade Place Value: Representing and Comparing Numbers  Paula Lombardi
 
 Reference
 Instructional Planning. Authored by: Nicole Arduini-Van Hoose. Provided by: Hudson Valley Community College. Located at: . License: Public Domain: No Known Copyright
 Image- child running, Image by Suleman Jan from Pixabay
 Image- caution sign- Image by Clker-Free-Vector-Images from Pixabay
 
 Updated 10.13.22
 
	

			
			


		
	
		
			
	
		

		

								

	
				 Table of Contents
 	How do you plan for class?
 	Getting Started: Lesson Planning
 	What are learning objectives?
 	SMART attributes for writing learning objectives
 	Bloom’s Taxonomy – action verbs for lesson planning
 	ABCD method of writing learning objectives
 	Common Core State Standards/IEP goals and objectives
 	Essential Questions
 	Putting it all together
 
 
 [image: teacher planning]
 Good lessons must be planned. Planning helps to make your lessons clear and well-timed, meaning that students can be active and interested. Effective planning also includes some built-in flexibility so that teachers can respond to what they find out about their students’ learning as they teach. Working on a plan for a series of lessons involves knowing the students and their prior learning, what it means to progress through the curriculum, and finding the best resources and activities to help students learn.
 Planning is a continual process to help you prepare both individual lessons as well as a unit of lessons, each one building on the last. The stages of lesson planning are:
 	being clear about what your students need in order to make progress
 	deciding how you are going to teach in a way that students will understand and how to maintain flexibility to respond to what you find
 	looking back on how well the lesson went and what your students have learned in order to plan for the future
 
 (TESS, 2015)
 Educational goals and objectives provide a sense of mission and purpose. The more aware you are of your mission and purpose in teaching an area of content, the more you will be able to inspire your students to learn it. Your ability to articulate goals conveys to learners your sense of purpose, from which they can make a commitment to learn. This is why goals are important—they energize and motivate students to become actively engaged in and committed to the learning process. Goals help teachers articulate “Why am I teaching this?
 Learning objectives, although written for the teacher, are expressed from the learner’s point of view. In other words, objectives, identify what your students will learn from your instruction.
 Deciding what you want your students to accomplish during a lesson or unit of instruction requires answering the following questions:
 	What knowledge or content (facts, concepts, principles, rules) is essential for learner understanding of the subject matter?
 	What intellectual skills are necessary for the learner to use this knowledge or content?
 	What habits of mind or attitudes are important for learners to perform successfully with this knowledge or content?
 
 ( Nicole Arduini-Van Hoose.)
 
 Getting Started >>Lesson Planning
 To begin developing your lesson plans for the course you will download the lesson plan template from the teacher education resource page. Below is a picture of the top section of the template which includes the:
 	Measurable learning objective(s) (MLOs)
 	Related learning standards:  Common Core Standards (CCSSs) K-12 or Vermont Early Learning Standards,  NH Early Learning Standards– birth to age 5
 	Related learner IEP goals/objectives, if applicable- consult with your supervising practitioner.
 	Essential questions related to the MLO and CCSS- continue reading
 
 
 What are learning objectives
 Excerpt from Learning Objectives,The Glossary of Education Reform by Great Schools Partnership is licensed under a Creative Commons Attribution-NonCommercial-ShareAlike 4.0 International License.
 In education, learning objectives are brief statements that describe what students will be expected to learn by the end of the school year, course, unit, lesson, project, or class period. In many cases, learning objectives are the interim academic goals that teachers establish for students who are working toward meeting more comprehensive learning standards.
 Defining the learning objective is complicated by the fact that educators use a wide variety of terms of learning objectives, and the terms may or may not be used synonymously from place to place. For example, the terms student learning objective, benchmark, grade-level indicator, learning targets, performance indicator, and learning standard—to name just a few of the more common terms—may refer to specific types of learning objectives in specific educational contexts. Educators also create a wide variety of homegrown terms for learning objectives.
 While educators use learning objectives in different ways to achieve a variety of instructional goals, the concept is closely related to learning progressions, or the purposeful sequencing of academic expectations across multiple developmental stages, ages, or grade levels. Learning objectives are a way for teachers to structure, sequence, and plan out learning goals for a specific instructional period, typically for the purpose of moving students toward the achievement of larger, longer-term educational goals such as meeting course learning expectations, performing well on a standardized test, or graduating from high school prepared for college. For these reasons, learning objectives are a central strategy in proficiency-based learning, which refers to systems of instruction, assessment, grading, and academic reporting that are based on students demonstrating understanding of the knowledge and skills they are expected to learn before they progress to the next lesson, get promoted to the next grade level, or receive a diploma (learning objectives that move students progressively toward the achievement of academic standards may be called performance indicators or performance benchmarks, among other terms).
 The focus of this chapter will be on single lesson or class-period learning objectives. Teachers may also articulate learning objectives for specific lessons that compose a unit, project, or course, or they may determine learning objectives for each day they instruct students (in this case, the term learning target is often used). For example, teachers may write a set of daily learning objectives on the blackboard, or post them to an online course-management system, so that students know what the learning expectations are for a particular class period. In this case, learning objectives move students progressively toward meeting more comprehensive learning goals for a unit.
 
 There are two commonly used formulas for developing MLOs. One is using the SMART attributes and the other is the ABCD method. These two methods are very similar, but one or the other may be more or less helpful to you personally when writing MLOs. We will look at both methods and you can decide which makes the most sense when considering the type of lesson you are planning. 
 
 [image: SMART goals]
 From Wikimedia Commons
 Excerpts from Kolling, D, and Shumway-Pitt, K. (2019). GSC Lesson Planning 101. Retrieved from https://granite.pressbooks.pub/lessonplanning101/SMART goals/objectives
 S-Specific: Concise, well-defined statements of what students will know, understand, and be able to do at the end of the lesson.  The objective should state exactly what is to be accomplished by the student and the conditions in place, such as, “Given a topic on American history”,  “Provided with a calculator and a three minute time limit”, or “Independently, following the five-step scientific method”.
 Learning outcomes should be simply stated in student-centered terms.  If students are aware of the intended outcome, then they know where their focus should lie.  This clarity helps decrease anxiety about their ability to succeed and helps build intrinsic motivation.
 M-Measurable: Learning objectives must be quantifiable.  Measurable objectives state the outcomes that can be assessed in definite and specific ways; the quality or level of performance that will be considered acceptable (mastery level).  The criterion can be expressed by describing the performance standard to be met, such as, “Write a descriptive paragraph that includes a topic sentence, three supporting detail sentences, and a closing sentence.”  When writing mastery level, you often begin with the word “with”, then add description, such as “90% accuracy”, “no errors”, “appropriate punctuation” or “accurate vocabulary”.
 A-Attainable:  Learning objectives should be written at the appropriate developmental level for student success.  It is essential that students have the prerequisite knowledge and skills and that the lesson’s time frame supports achievement of the objective.  You can determine the appropriate level of challenge by referring to pre assessment results.  Learning activities should be challenging, yet offer students a realistic chance to master the objective.
 R-Relevant:  The skills or knowledge described must be appropriate for the grade level and subject area or an individual’s IEP goals. The process of setting learning objectives begins with knowing the specific standards, benchmarks, and supporting knowledge students in your school or district are required to learn.  Common Core State Standards and curriculum documents are the source for this information.  This is essential to ensure students receive the same important content from teacher to teacher.
 T-Time-bound: Time-bound – State when students should be able to demonstrate the skill. In this course the learning objective will be:“by the end of the lesson”.
 
 Start with behavioral verbs (action verbs) that can be observed (either informally or formally) and measured.  Using concrete verbs will help keep your objectives clear and concise.Bloom’s Taxonomy provides a list of such verbs and these are categorized according to the level of achievement at which students should be performing.
 While verbs above clearly distinguish the action that should be performed, there are verbs to avoid when writing a learning objective. The following verbs are too vague or difficult to measure: appreciate, cover, realize, be aware of, familiarize, study, become acquainted with, gain knowledge of, comprehend, know, learn, understand, learn.
 Read more about .Bloom’s Taxonomy
 [image: blooms taxonomy]
  
 
 Adapted from Northern Illinois University Center for Innovative Teaching and Learning. (2020). Writing goals and objectives. In Instructional guide for university faculty and teaching assistants. Retrieved from https://www.niu.edu/citl/resources/guides/instructional-guide/writing-goals-and-objectives.shtml this work is licensed under a Creative Commons Attribution-NonCommercial-ShareAlike 4.0 International License.
 ABCD Model of Learning Objectives
  	Audience: Who will be doing the behavior?
 	Behavior: What should the learner be able to do? What is the performance?
 	Condition: Under what conditions do you want the learner to be able to do it?
 	Degree: How well must the behavior be done? What is the degree of mastery?
 
 
 
 For Example
 Alternative format-download
 [image: MLos]
 (Paula Lombardi)
 [image: MLO]
 (Paula Lombardi)
 Rules of Thumb
  The objective should be one sentence long and include  ‘The student will…” or “The learner will…”
 The objective contains one action verb (e.g Bloom’s Taxonomy).
 The objective should have one content area topic or learning target. This will ensure accurate data collection on the target skill, vs. a multi layered learning objective.
 The objective needs to be tied to a Common Core State Standard in either Mathematics or English Language Arts
 
 
 Paula Lombardi
 
 Behavioral Verbs- Must be observable and measurable.
 The key to writing learning objectives is using an action verb to describe the behavior you intend for students to perform. You can use action verbs such as calculate, read, identify, match, explain, translate, and prepare to describe the behavior further. On the other hand, words such as understand, appreciate, internalize, and value are not appropriate when writing, learning objectives because they are not measurable or observable. Use these words in your big picture goals/ enduring understandings, but not when writing learning objectives.
 Overt behavior: If the behavior is covert or not typically visible when observed, such as the word discriminate, include an indicator behavior to clarify to the student what she or he must be able to do to meet your expectations. For example, if you want your learners to be able to discriminate between good and bad apples, add the observable behavior “sort” to the objective: Be able to discriminate (sort) the good apples from the bad apples.
 Some teachers tend to forget to write learning objectives from the students’ perspective. Mager (1997) contends that when you write objectives, you should indicate what the learner is supposed to be able to do and not what you, the teacher, want to accomplish. Also, avoid using fuzzy phrases such as “to understand,” “to appreciate,” “to internalize,” and “to know,” which are not measurable or observable. These types of words can lead to student misinterpretation and misunderstanding of what you want them to do.
 
 Measurable Learning Objectives and Alignment with Content Standards/ IEP Goals and Objectives
 It is assumed you have already selected ELA/ or math content standards and your MLOs align with content standards. These can be found on the New Hampshire Department of Education website.
 Your case study student will likely have an IEP goal or objective related to your lesson objective. Include this in the lesson plan.
 As of 2015, 42 states have adopted the Common Core Standards in ELA/literacy and mathematics. 
 *Teacher Candidates in ECE/ ECE/SPED, who are working with preschool or younger children will align their objectives with their schools birth to 5 years standards.
 
 What is an Essential Question?
 What are “Essential Questions”? Life of an Educator by Dr. Justin Tarte is licensed under a Creative Commons Attribution 4.0 International License. Based on a work at justintarte.com.
 [image: image]
 The best questions serve not only to promote understanding of the content of a unit on a particular topic; they also spark connections and promote transfer of ideas from one setting to others. We call these such questions “essential.”
  
 Tips for using essential questions:
 	Use a reasonable number of questions (two to five) per unit. Make less be more.
 	Frame the questions in “kid language” as needed to make them more accessible. Edit the questions to make them as engaging and provocative as possible for the age group.
 	Ensure that every child understands the questions and sees their value.
 	Design specific exploratory activities and inquiries for each question.
 	Sequence the questions so they naturally lead from one to another.
 	Post the essential questions in the classroom, and encourage students to organize their notes and work around those specific questions.
 
 This work by UAF eCampus is licensed under a Creative Commons Attribution-NonCommercial-ShareAlike 4.0 International License.
 Wiggins and McTighe identify big ideas, essential questions and enduring understandings as critical elements, of course design in Understanding by Design. If a big idea is like a point on the horizon you are steering toward, and enduring understandings are the highlights that you will always remember, essential questions are the engines of inquiry that propel students through your learning experience. They should prompt exploration and open discovery. All content should contribute toward or inform learners as to the evolving complexity of potential responses to these questions. Grant Wiggins characterizes them as “well, essential: important, vital, at the heart of the matter – the essence of the issue.” Essential questions are important because they identify the point of inquiry from which you create actual instructional material and experiences for your students.
 As a big idea will unpack into multiple essential questions (usually), so an essential question will itself unpack into multiple smaller questions. The smaller questions are not unimportant, but it is crucial to understand how the smaller questions relate to the Big Idea. For instance:
 	Essential question: What traits and characteristics are collectively used to determine a classification?
 	Non-essential question: How many legs does a spider have?
 
 It may well be the case that non-essential questions can be used to bring about understanding of the essential questions, but they are not the essential thing. Consider another pair:
 	Essential questions: How do history and context determine the definition of “art?”
 	Non-essential question: Is Duchamps “Fountain” art or not?
 
 Now comes the challenging part, where you, the novice teacher must develop these essential questions related to your instruction. Know that developing essential questions are part of the work, school teams do when mapping their curriculum using the Understanding by Design module. Many schools post their work online. Look at models of that have been developed to gain an understanding of how essential questions align with curriculum standards. Ultimately, you will need to be the judge of the quality of material you find online. Check with your supervising practitioner to see if your school has done grade level curriculum mapping. What you find may not find exactly what you are looking for, but you will find models to help you begin developing your own essential questions for your lesson plan.
 Essential Questions…for example.
 Take a look at the essential questions in curriculum map for Kindergarten Mathematics.  The essential questions are found on the left side column in the document associated with the common core standards.
 Here is another example of a curriculum mapping and 4th grade mathematics. It is aligned to the CCSS for mathematics and includes enduring understandings, essential questions, and learning targets.
 Early Childhood Education resources-
 Framing and Connecting Learning: Essential Questions in Early Childhood.
 Rules of thumb:
 	One or two essential questions will generally be sufficient in a single lesson plan.
 	In student friendly language.
 	Addresses the core concept/theme of the lesson
 
 
 Pulling it all together
 You will begin developing your lesson plan by completing the top sections of the lesson plan template.
 	Measurable Learning Objectives
 	Common Core State Standards or Early Learning Standards (ECE)
 	Related IEP goals
 	Essential Questions
 
 The beginning stage of lesson plan development:
 You have collaborated with your supervising practitioner (SP), completed a case study student profile which will include *learning targets for a “case study student” with a disability or learning challenge, and discussed the needs of the other students who will be included in your lesson. Based on this information you will develop a measurable learning objective for your lesson.
 *In EDU 606  701, the content area focus will be either mathematics or English Language Arts.
 Next, you will identify Common Core State Standards (CCSS) or Early Learning Standards (ECE) that align with the developmental level of your students. You may need to add a modified measurable learning objective(s) to meet the needs of mixed ability students. This is a standards based education curriculum approach to enable students with disabilities access to the general education classroom (curricula).
 Include any related goals/objectives from your student’s IEP. Include behavior related goals/objectives if appropriate.
 Develop one or two essential questions, in question format and in student friendly language that speaks to the core concept/theme of the lesson.
 Examples of the beginning section of the lesson plan that includes[image: download icon]
 
 The next step will be to preassess your students to determine their current level of performance related to the measurable learning objective(s) and CCSS or Early Learning Standards.
 Based on the data from your preassessment, you may need to revise your original measurable learning objectives.
 Go to the next chapter, Assessment, to learn more about preassessment.
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 There are 22 High Leverage Practices (HLPs) for K-12 Special Education Teachers. In this chapter the focus is on HLPs (4-6), related to assessment, 
 	HLP 4: Use multiple sources of information to develop a comprehensive understanding of a student’s strengths and needs.
 	HLP 5: Interpret and communicate assessment information with stakeholders to collaboratively design and implement educational programs.
 	HLP 6: After special education teachers develop instructional goals, they evaluate and make ongoing adjustments to students’ instructional programs.“>HLP 6: After special education teachers develop instructional goals, they evaluate and make ongoing adjustments to students’ instructional programs.
 
 
 Adapted from McLeskey, J., Barringer, M-D., Billingsley, B., Brownell, M., Jackson, D., Kennedy, M., Lewis, T., Maheady, L., Rodriguez, J., Scheeler, M. C., Winn, J., & Ziegler, D. (2017, January). High-leverage practices in special education. Arlington, VA: Council for Exceptional Children & CEEDAR Center.   (Permission is granted to reproduce and adapt any portion of this publication with acknowledgement)
 Assessment plays a foundational role in special education. Students with disabilities are complex learners who have unique needs that exist alongside their strengths. Effective special education teachers have to fully understand those strengths and needs. Thus, these teachers are knowledgeable regarding assessment and are skilled in using and interpreting data. This includes formal, standardized assessments that are used in identifying students for special education services, developing students’ IEPs, and informing ongoing services. Formal assessments such as statewide exams also provide data regarding whether students with disabilities are achieving state content standards and how their academic progress compares to students without disabilities. Teachers are also knowledgeable about and skillful in using informal assessments, such as those used to evaluate students’ academic, behavioral, and functional strengths and needs. These assessments are used to develop students’ IEPs, design and evaluate instruction, and monitor student progress. As reflective practitioners, special educators also continuously analyze the effect and effectiveness of their own instruction. Finally, these teachers are knowledgeable regarding how context, culture, language, and poverty might influence student performance; navigating conversations with families and other stakeholders; and choosing appropriate assessments given each student’s profile.
 This is an especially important consideration, given the overrepresentation of culturally and linguistically diverse students and those from high poverty backgrounds in special education (see Linn & Hemmer, 2011; U.S. Department of Education, 2016; Zhang & Katisyannis, 2002).
 HLP 4: Use multiple sources of information to develop a comprehensive understanding of a student’s strengths and needs.
  To develop a deep understanding of a student’s learning needs, special educators compile a comprehensive learner profile through the use of a variety of assessment measures and other sources (e.g., information from parents, general educators, other stakeholders) that are sensitive to language and culture, to (a) analyze and describe students’ strengths and needs and (b) analyze the school-based learning environments to determine potential supports and barriers to students’ academic progress. Teachers should collect, aggregate, and interpret data from multiple sources (e.g., informal and formal observations, work samples, curriculum-based measures, functional behavior assessment [FBA], school files, analysis of curriculum, information from families, other data sources). This information is used to create an individualized profile of the student’s strengths and needs.
 
 
 Students with disabilities present a wide range of both strengths and needs, in a variety of areas (e.g., academic, social, emotional, adaptive and organizational, communication)—which must be understood in order to develop instruction specially designed to meet their needs. Their varied needs are most often the result of problems with attention, memory, language, emotional regulation, social regulation, and motivation due to repeated failure (Vaughn & Bos, 2014), and these underlying needs can interfere with their ability to achieve successful outcomes. There is evidence in the field of learning disabilities that perform­ance on specific language and cognitive variables (e.g., phonological awareness, rapid letter naming, oral language skills, morphological awareness) can be used to identify students who need the most intensive, ongoing intervention (e.g., Al Otaiba & Fuchs, 2006; Fletcher et al., 2011; D. Fuchs et al., 2012). Further, response to instruction in reading and mathematics remains one of the strongest predictors of future performance (Katz, Stone, Carlisle, Corey, & Zeng, 2008; Vaughn, Linan-Thompson, & Hickman, 2003).
 Environmental factors can play a role in student learning and behavior. Culture, language, and family poverty (along with the teachers’ response to these factors) can influence students’ behavior and learning (Hammer et al., 2012; Judge & Bell, 2010; Samson & Lesaux, 2009). The instructional environment also can affect what students are learning. Well organized environments where student needs are supported positively influences students’ learning and behavior (Murray & Greenburg, 2006).
 Findings from research on individual learner characteristics, response to instruc­tion, and the role of environmental factors in student learning suggest that special education teachers need to develop comprehensive learner profiles. These profiles should delineate students’ strengths and needs, describe how culture and language might be influencing a student’s performance, contain information about students’ instructional environments, and show how students are responding to instruction. A comprehensive learner profile, continually revised based on instructional and behavioral data, is essential to develop, implement, evaluate, and revise instruction in ways that are sensitive to the individual students’ strengths and needs.
 To develop a learner profile, special education teachers need to collect, over time, information from a variety of sources and synthesize that information in order to develop a comprehensive understanding of the student. These sources include, but are not limited to:
 	Comprehensive, multidisciplinary assessments that produce information about cognitive and language variables;
 	Discussions with students’ family members that provide information about students’ interests and motivations and how they adapt to their home and community environment;
 	Curriculum-based measurement data that can be used to provide information about student progress in different curricular areas (Deno, Fuchs, Marston, & Shin, 2001);
 	Student interviews and surveys that generate data about students’ interests in an academic area and their strategic approach to tasks (Montague, 1996);
 	Inventories, classroom checklists, and student work samples that can be used to help teachers understand the students’ strengths and needs in an academic area (e.g., Leslie & Caldwell, 2015); and
 	Direct observation of classroom performance and behavior (e.g., functional behavioral assessment) that can be used to help teachers gather information such as how students perform a task and how students respond to different behavior and learning supports.
 
 As special education teachers collect information, they need to look for and interpret patterns in the data, as this will help them to synthesize the information they are collecting and to use the collected data for educational decision making. The synthesis of information can be used to develop a comprehensive profile of the individual student’s strengths, needs, interests, and motivation in different areas, both academic and nonacademic. Understandings gained from these individual profiles can be used to communicate with professionals and parents in order to develop a team-based approach to the education of students with disabilities—one where information is used continually to design, evaluate, and revise instruction.
 *In each clinical course, teacher candidates will develop one or more student profiles and develop lessons to address the learning needs of the PreK-12 student.
 HLP 5: Interpret and communicate assessment information with stakeholders to collaboratively design and implement educational programs.
  Teachers interpret assessment information for stakeholders (i.e., other professionals, families, students) and involve them in the assessment, goal development, and goal implementation process.”] Special educators must understand each assessment’s purpose, help key stakeholders understand how culture and language influence interpretation of data generated, and use data to collaboratively develop and implement individualized education and transition plans that include goals that are standards-based, appropriate accommodations and modifications, and fair grading practices, and transition goals that are aligned with student need.
 
 
 IDEA recognizes the important role that a team plays in the evaluation of students and their ongoing education. One of the central components of providing services for students with disabilities is convening a team of stakeholders that includes key professionals and family members to collaboratively create an IEP (Council for Exceptional Children, n.d.). A high-quality IEP is the primary mechanism to individualize and assist students with disabilities in making progress. The special education teacher’s role as a team member is to consider the student’s strengths and needs based on assessment information and work collaboratively with the entire team to design an educational plan that, when implemented, will produce maximum benefit for the student. Because implementation and assessment of the educational plan are ongoing, special education teachers need to be able to interpret and communicate assessment results regularly with other teachers, staff, and families as part of the effort to monitor a student’s response to instruction.
 The first step in this process is to gather the assessment information and make it available to the IEP team, communicating the results in a format that is easily understood by all team members.
 For some team members, the assessment data may need to be interpreted with regard to its importance to developing goals, choosing appropriate accommodations and modifications, and identifying fair grading practices. Research indicates that parents often feel overwhelmed and anxious at IEP meetings, and family members have reported they understand none or only some of the information presented at the IEP meeting (Hammond, Ingalls, & Trussell, 2008). When parents are involved in the assessment process from the start they are better able to understand the purposes of the assessments and the results. In addition, parental involvement in the assessment process encourages consideration of culture and language factors and the role they may play in interpreting assessment results. Understanding the assessment challenges of students from culturally and linguistically diverse backgrounds is vital because this population of students is disproportionately represented in special education (see Abedi, 2006; Chu & Flores, 2011; Linn & Hemmer, 2011; U.S. Department of Education, 2016; Zhang & Katisyannis, 2002). Special education teachers must take an active role in communicating assessment data and gauging the understanding of all team members, paying particular attention to families’ understandings.
 Assessment results that are based on parental input encourage respectful treatment of families and values their expertise (Fish, 2008; Wolfe & Duran, 2013). Parents provide insights about their child, as well as discuss the goals they have for their child and what they hope the school can do to best support their child. Providing families with information about assessment data prior to eligibility and IEP meetings can help families prepare for team meetings, allowing them to generate questions they may have and alleviating feelings of being overwhelmed and having too much information to understand (Lo, 2008; Wolfe & Duran, 2013). The special education teacher may also serve as an advocate for the family. During meetings with the team, it is often the special education teacher’s responsibility to make sure that assessment data are presented in clear and understandable terms and that all team members have time to ask questions and describe supports that they believe would be important for the student.
 Finally, special education teachers are tasked with communicating initial and ongoing assessment data with other teachers and support staff. Students’ IEPs are continually revised based on assessment data. Teachers and staff use assessment data to understand if interventions are effective and adjust instruction accordingly.
 *This aspect of assessment will be further addressed in the IEP and Transition Planning and Assessment of Students with Disabilities courses.
 HLP 6: After special education teachers develop instructional goals, they evaluate and make ongoing adjustments to students’ instructional programs.“>HLP 6: After special education teachers develop instructional goals, they evaluate and make ongoing adjustments to students’ instructional programs.
  Once instruction and other supports are designed and implemented, special education teachers have the skill to manage and engage in ongoing data collection using curriculum-based measures, informal classroom assessments, observations of student academic performance and behavior, self-assessment of classroom instruction, and discussions with key stakeholders (i.e., students, families, other professionals). Teachers study their practice to improve student learning, validate reasoned hypotheses about salient instructional features, and enhance instructional decision making. Effective teachers retain, reuse, and extend practices that improve student learning and adjust or discard those that do not.
 
 
 
 Commonly Assessments Used in Schools
 This section is a concise overview of the more common assessments used in schools.
 Assessment. Authored by: S. Abbot (Ed.). Provided by: Great Schools Partnership. Located at: http://edglossary.org/assessment/. Project: The Glossary of Education Reform. License: CC BY-NC-SA: Attribution-NonCommercial-ShareAlike
 Assessments also are used to identify individual student weaknesses and strengths so that educators can provide specialized academic support, educational programming, and/or social services. While assessment can take a wide variety of forms in education, the following descriptions provide a representative overview of a few major forms of educational assessment;
 	Pre-assessments are administered before students begin a lesson, unit, course, or academic program. Students are not necessarily expected to know most, or even any, of the material evaluated by pre-assessments—they are generally used to (1) establish a baseline against which educators measure learning progress over the duration of a program, course, or instructional period, or (2) determine general academic readiness for a course, program, grade level, or new academic program that student may be transferring into.
 	Formative assessments are in-process evaluations of student learning that are typically administered multiple times during a unit, course, or academic program. The general purpose of formative assessment is to give educators in-process feedback about what students are learning or not learning so that instructional approaches, teaching materials, and academic support can be modified accordingly. Formative assessments are not always scored or graded, and they may take a variety of forms, from more formal quizzes and assignments to informal questioning techniques and in-class discussions with students.
 	Summative assessments are used to evaluate student learning at the conclusion of a specific instructional period—typically at the end of a unit, course, semester, program, or school year. Summative assessments are typically scored and graded tests, assignments, or projects that are used to determine whether students have learned what they were expected to learn during the defined instructional period.
 	Performance assessments typically require students to complete a complex task, such as a writing assignment, science experiment, speech, presentation, performance, or long-term project, for example. Educators will often use collaboratively developed common assessments, scoring guides, rubrics, and other methods to evaluate whether the work produced by students shows that they have learned what they were expected to learn. Performance assessments may also be called “authentic assessments,” since they are considered by some educators to be more accurate and meaningful evaluations of learning achievement than traditional tests.
 	Portfolio-based assessments are collections of academic work—for example, assignments, lab results, writing samples, speeches, student-created films, or art projects—that are compiled by students and assessed by teachers in consistent ways. Portfolio-based assessments are often used to evaluate a “body of knowledge”—i.e., the acquisition of diverse knowledge and skills over a period of time. Portfolio materials can be collected in physical or digital formats, and they are often evaluated to determine whether students have met required learning standards.
 	Learning-needs identification: Educators use a wide range of assessments and assessment methods to identify specific student learning needs, diagnose learning disabilities (such as autism, dyslexia, or nonverbal learning disabilities), evaluate language ability, or determine eligibility for specialized educational services. In recent years, the early identification of specialized learning needs and disabilities, and the proactive provision of educational support services to students, has been a major focus of numerous educational reform strategies.
 
 The purpose of an assessment generally drives the way it is designed, and there are many ways in which assessments can be used.  A portfolio of student work can be a used as both a “formative” and “summative” form of assessment. Teacher-created assessments, which may also be created by teams of teachers, are commonly used in a single course or grade level in a school.  In short, assessments are usually created for highly specialized purposes.
 
 Assessment that enhances motivation and student confidence
 Studies on testing and learning conducted more than 20 years ago demonstrated that tests promote learning and that more frequent tests are more effective than less frequent tests (Dempster & Perkins, 1993). Frequent smaller tests encourage continuous effort rather than last minute cramming and may also reduce test anxiety because the consequences of errors are reduced. More recent research indicates that teachers’ assessment purpose and beliefs, the type of assessment selected, and the feedback given contributes to the assessment climate in the classroom which influences students’ confidence and motivation. The use of self-assessment is also important in establishing a positive assessment climate.   (Seifert and Sutton, 2009)
 
 In this general special education, entry level clinical course, the focus in your lesson planning will be on pre-assessment and formative assessment. 
 Baseline/ Pre-Assessment for lesson planning
 The purpose of pre-assessment/baseline data is to find out what the students know and don’t know to help plan your lessons for your specific students. For example, if you are going to be starting a new unit in math, how to add and subtract. Just by asking the students “What does addition mean?”, “What does subtraction mean” and, “Do they relate to each other?”, the teacher would be able to know that the students had a good basic knowledge of the information and could start on application-based activities. Doing a pre-assessment before each unit or lesson will help teachers use their time teaching student’s new information and save time by not teaching them what they may already know.  (Wikipedia, n.d.)
 The pre assessment/baseline data will also help teachers tailor their teaching to the needs of the class and individual students. This data can further explain areas of weakness, and reduce time spend in areas where students already understand the concepts.  Even though their knowledge may be partial or incorrect, finding out what their understandings are and adjusting teaching strategies to build on or correct misconceptions will enhance their learning.  (CDIP Community Commons, n.d).
 After the pre-assessment is complete teachers need to evaluate and organize that data and create or adjust their lesson plan. Once students are taught and are ready to be assessed again the teacher may make a new test or use the pre-assessment again. Pre-assessment can be used in many ways and can be effective in any classroom if used properly. (Wikipedia, n.d.)
 Watch this short video overview of Pre Assessments
 *In this video measurable learning objectives (MLOs) are referred to as specific learning objectives (SLOs).
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=66#oembed-1 
 
 [Online Learning],(2016, May 24). Introduction to Pre-Assessments. [Video File]. Retrieved from https://youtu.be/5O-1Gn9Ye34
 
 Lesson Planning Requirements
 Before developing lesson and unit plans, the teacher candidate will collect baseline data related to the content area standard of the planned instruction. This is the starting point for learning. Baseline data will be collected through a lesson or unit pre-assessment.  This baseline data may include data from other sources that inform the student’s ability level of other skills that are prerequisite to the planned instruction.
 The pre-assessment will inform the teacher regarding the students prior knowledge of the content area focus, target skill or concept. This will help to avoid teaching a skill the student has already mastered or inform the teacher that the student as not yet acquired the prerequisite skills need for the entry point of instruction that the teacher anticipated.
 The pre-assessment does not need to be lengthy. However, it should include a mix of simple and more complex questions to enable students to respond at their level of understanding and to provide the teacher with information regarding each student’s prior knowledge and current entry point or baseline knowledge of the target skill.
 What Does a Preassessment Look Like?
 Fractions Skills: Pre Assessment from Jennifer Findley. The document begins with a page of “I can” statements related to beginning level working with fractions skills. Pages 2-3 include a preassessment that begins at an entry level and progresses to higher level skills around working with fractions.
 
 Baseline Data and Analysis- Sections of the less0n plan
 Section two of GSC’s lesson plan depicts the prior evidence and baseline data that justifies the lesson objective and calls for an analysis of this data.  To earn full points on this portion of the lesson plan, the baseline data must be gathered from a pretest directly targeting the skills to be taught in the lesson.  In sequential lessons with objectives that build on one another, new prior evidence might include the data and work samples from the most recent preceding lesson.
 Once pretest data has been collected, it must be analyzed to determine an appropriate instructional response for each student.  To do so, consider proficiency in regard to your objective as described above.  Which students are close to proficiency based on their pretest data?  Which students are far from proficiency and will need scaffolded support to move toward mastery?  Complete an error analysis for each student’s pretest mistakes and describe the results in section 2b.  Next, look for patterns in student understanding and misunderstanding in an effort to determine possible student groupings during the lesson.  Consider representing your data in a graph or chart to bring these patterns to light.
 To earn full credit for analysis of data, the data analysis must be clearly related to the activities planned in the lesson.  The analysis must identify patterns of concerns (related to the objective) for both the class as a whole and individual students. The lesson’s data analysis must lead to purposeful planning of instructional strategies and assessments further along in the lesson plan.
 (Kolling and Sumway-Pitt)
 
 2a Pretest Data – this is your preassessment.
 Data should include quantitative data (numerical) and qualitative data (observation)
  Link to a pre-assessment to show what the pre-assessment looked like in addition to providing a brief description of the assessment and the data when the assessment was given.
 Create a table with the pre-assessment results showing how the whole class or your small intervention group did and then break it down by how each student did on the assessment:
 2b. Analysis of the Data
 	Discuss your students’ strengths and weaknesses on the assessment.
 	Point out and explain any outliers on the assessment.
 	Draw some conclusions.
 	Discuss what your PLN observed when you showed them these results and explain any suggestions they made.
 	As a result, what direction do you need to go in after looking at this data and listening to your PLN? Why? In other words, how does this data influence your lesson plans? What will you spend the most time on and why? How will this influence your groupings? Will you need to include centers to ensure you have some one on one time with students?
 
 You will use the baseline data you have collected to:
 	Write/revise lesson objective(s)
 	Identify how to differentiate instruction for individual students and groups of students
 	Plan instructional activities
 	Select/create assessments (adapted as needed to meet specific students’ needs, both those needing support and those needing challenge)
 
 (Kolling and Sumway-Pitt)
 
 In order to analyze your student data, it’s helpful to know exactly what you’re looking for: What does proficient mean? What do the students still need to learn?  This process of defining proficiency requires you as a teacher to shift your mindset from scoring (a summative examination) to diagnosing (a formative examination) student performance. Often teachers spend a great deal of time sorting student responses (either by letter grades or by rubric scores) and virtually no time diagnosing what students know and still need to learn. It is diagnostic information that is essential to helping teachers understand what to do next with their students’ instruction.
 Error Analysis to Guide Instruction
 Professional Learning Network
 Once you’ve analyzed your data and have created your lesson objective, consider which professional resources might be able to help you plan your instruction for your students.  This might include a website, an experienced teacher, professional texts, field experts on social media and school specialists.  You will note constructive feedback from consulting these resources which directly supports your instructional decisions and approach.
 (Kolling and Sumway-Pitt)
 
 Formative Assessment
 We will explore assessment for learning, where the priority is designing and using assessment strategies to enhance student learning and development. Sometimes a teacher might begin the lesson, unit, or academic term with a diagnostic assessment. These assessments are used to determine students’ previous knowledge, skills, and understandings prior to teaching. This ‘pre-assessment helps the teacher determine what students already know, what they need to know, and to adjust the curriculum to meet the needs of the students.
 Assessment for learning is most often formative assessment, i.e. it takes place during the course of instruction by providing information that teachers can use to revise their teaching and students can use to improve their learning (Black, Harrison, Lee, Marshall & Wiliam, 2004). Formative assessment includes both informal assessment involving spontaneous unsystematic observations of students’ behaviors (e.g. during a question and answer session or while the students are working on an assignment) and formal assessment involving pre-planned, systematic gathering of data. 
 Assessment of learning is a formal assessment that involves assessing students in order to certify their competence and fulfill accountability mandates. Assessment of learning is typically summative, that is, administered after the instruction is completed (e.g. a final examination in an educational psychology course). Summative assessments provide information about how well students mastered the material, whether students are ready for the next unit, and what grades should be given (Airasian, 2005).  (Nicole Arduini-Van Hoose)
 Video. Formative vs. Summative vs. Diagnostic Assessments explains the different uses and implementations for different types of assessments.
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=66#oembed-2 
 
 Read more about Assessment
 Assessment for Learning (Formative Assessment)
 Teacher Made Assessment Strategies
 Standardized and Other Formal Assessments
 
 Special education teachers identify effective instructional and behavioral practices to address the needs of individual students. Although these practices may be evidence based or widely considered effective, the special education teacher recognizes that no single practice will be effective for every student. To determine the effect of instructional practices, special education teachers make instructional decisions based on data related to student progress toward well-defined goals. This type of formative assessment is “a process used by teachers and students during instruction that provides feedback to adjust ongoing teaching and learning to improve students’ achievement of intended instructional outcomes” (McManus, 2008, p. 3).
 Formative assessment requires collecting data from a range of sources (e.g., curriculum-based measures, informal classroom assessments, observation of classroom performance, self-assessment of classroom instruction; Popham, 2008)—and using these data to inform a cycle of continuous improvement (What Works Clearinghouse [WWC], 2009b). This cycle includes;
 (a) collecting a variety of data regarding student learning from valid sources,
 (b) interpreting the data to determine the effectiveness of instruction,
 (c) developing alternative instructional approaches as necessary,
 (d) modifying instruction, and
 (f) continuing the cycle by collecting additional data to determine the effectiveness of the instructional change.
 
 
 To improve student achievement, formative assessment data may be used to make instructional changes such as:
 	Prioritizing the use of instructional time to increase student opportunities to learn,
 	Providing additional instruction for students who are struggling to learn particular content,
 	Modifying delivery strategies,
 	 Refining instruction, and
 	Determining if the curriculum needs to be adapted based on student strengths and weaknesses after examining grade level or school-wide data (WWC, 2009b).
 
 (High Leverage Practices, pg. 49)
 
 In this introductory level clinical course, you will monitor student progress in your lesson plans through formative assessments that will include both quantitative and qualitative data points. This will be communicated in your lesson plan sections 3 a and b and in the body of the lesson.
 Once the teacher has baseline or preassessment data on student learning as it relates to the new lesson plan, the next step is to develop formative assessment(s) to assess student progress on the learning objective.
 Below is a snapshot of the Formative & Summative sections of the lesson plan template. This is where you share your lesson assessment and show how you will report on student achievement of the measurable learning objective.
 	All formative assessments must DIRECTLY target the measurable learning objective of the lesson.
 
 3a. Include the actual assessment in your lesson. You can do this my linking of assessment from your Google Drive, or included an “object” using MS Word.
 If you are describing an assessment, the description must be clear. Make sure at least one of your assessments will give you numerical data to refer to in your reflection to prove whether students have met the objective.
 3b. How will you organize the data?
 You can build your data tables in MS Word, Excel, Sheets etc, and add the links to your lesson plans. Be sure to use an “anyone with the link can view” sharable link in your lesson plans.
 
 RUBRICS
 A rubric is a nice evaluation tool for writing skills.
 For example- Elementary level Autobiography Rubric
 Writing Rubric from Read*Write*Think
 Rubric for Opinion Writing- Third grade
 Rubric for Informational Writing- Third grade
 Rubric for Narrative Writing- Fourth grade
 
 
 Running Records
 If you are collecting data on reading fluency you can use a  “running record” data collection tool. Your reading specialist should be able to give a template and explain how to use the running record. A running record is an assessment tool that provides information to a teacher about a child’s fluency and use of cues to figure out a word.  Running records can be used for screening, diagnostic, and progress monitoring as they can be administered across the school year.
 The possible purposes of using running records include:
 	Finding an appropriate level of text for a child
 	Developing flexible groups for instruction
 	Documenting progress in reading fluency
 	Proving insight into a child’s use of cueing systems
 	Planning “next steps” for a child or a group of children
 	Summarizing the impact of instructional programs on reading
 	Learning about the reading progress of children
 
 In the early elementary grades, running records will typically be used with all children to assess reading levels, monitor fluency development, and provide ongoing movement between flexible groups. A teacher may complete a running record with a child every few weeks as reading development changes fast in K-2. In the upper elementary grades, running records may be used less frequently, as most children are fluent readers, but it may be used for diagnostic reasons with students who are struggling.
 To complete a running record, a child will read aloud a text that the teacher estimates is at their independent level.  While the child reads, the teacher takes notes on the accuracy of the reading and marks down any deviations from the original text using a standard coding system. Sometimes teachers may also time the oral read to know how many words per minute a child is reading.  Typical teachers will ask some comprehension questions to see if the child understood the text.   (Levin, L & Porath, S. )
 Below are a few links to running records resources. If you are new to running records, you will need to work with a reading specialist or teacher who is familiar with this assessment procedure.
 https://www.readinga-z.com/newfiles/levels/runrecord/runrec.html
 http://eworkshop.on.ca/edu/pdf/RunningRecordSheet.pdf
 
 Exit Ticket
 The term exit ticket gets used a lot. Know that this is a generic term for a formative assessment. The exit ticket is one form of data (data point) that you will gather in your lesson.
 The exit ticket is used to bring closure to the lesson. It does not need to be a repeat of what students did during your lesson. Instead, it might focus on more open ended questions- qualitative data. Or, it could be a quick review 3-4 problems in a math lesson.
 	How would you rate your current level of understanding of what we did today?
 	How hard did you work today? What could you have done to help yourself learn better?
 	How did the group work today help you understand the content?
 	What could I do differently to help you understand better?
 
  56 different ways to gather evidence of student achievement.
 
 [image: voices from the field]
 Voices from the field
 Read how teacher candidates are assessing their students.
 Michelle Shaw is teaching a lesson to 6th graders on “solving multi step word problems using a variety of mathematical strategies including multiplication and division of fractions”. 
 Her assessment is
  	I will provide the students with an exit ticket in the form of giving them an index card to list 
 	3 things they learned, 
 	2 questions they still have, and
 	1 idea that stuck with them.
 	Additionally, I will give a three question formative assessment to have them complete with minimal assistance.
 
  
  
 I will construct a data table that illustrates the students’ performance on key elements of the lesson.
 ————————–
 High School English
 We are currently reviewing the story plot diagram while we read “The Giver”. Our first section of the story plot line is the Exposition. For my pre-assessment I am going to have the students write a 4-paragraph reflection of what was covered in the first couple of chapters in the novel. Each paragraph is labeled with a different topic in order to help them organize their thoughts.  The reflection allows me to observe the writing style each student has and with the length of 4 paragraph, it allows me to observe their writing patterns. Plus, the reflection can also help me analyze how well they do with reading comprehension for future assignments.
 After the pre-assessment writing prompt, I will be able to set up conferences for each student to go over their work one-on-one in order to discuss their strengths and weaknesses. In the conference, we will be able to come up with individual goals for them to approve upon throughout the unit.  Lucas Fisher
 ————————–
 This teacher candidate  is teaching third graders a lesson on identifying clue words. Mathematical operations and solving math word problems.
 Within the math resource room where this lesson will take place, students are accustomed to receiving assessments in the form of “Do Nows.” I plan on utilizing the “Do Now” structure for a small questionnaire that students fill out after the lesson to see if they have any questions or comments regarding the instruction they just received. Then, looking over their responses after the class period, I will get a better understanding of what students focused on, or might have missed during the instructional period.
 Accompanying the lesson will be a worksheet that has students showcase their understanding by first identifying the operation, then solving. Following the instructional portion of the lesson, I will do a couple guided examples from the worksheet so students can see how it all comes together. Then the students will tackle the problems independently as I walk around the room observing and assisting any students who may need a bit of guidance.
 Ultimately, there are a few ways I could foresee organizing student responses. I think creating a simple chart would be the most efficient to document each student response. Then, looking at their worksheets and seeing the concrete answers, I would be able to analyze and see areas where students show strengths and areas of struggle. Mallory Wilson
 ————————–
 I chose an ELA CCSS which deals with reading fluency, namely Literacy R.F. 2.3a “Distinguish long and short vowels when reading regularly spelled one-syllable words.”  Approximately 25% of the students in my class have trouble determining when one-syllable words say their short sounds and when they say their long sounds.  As such, my MLO focuses on this topic, namely “By the end of the lesson, all three students will be able to read 20 one-syllable words that either end in a silent ‘e’ or are closed syllables with 80% accuracy.”  
 At the end of this lesson, each student will be given a die and will read the word that is directly under the number they rolled. Once they read the word, it will be crossed out, and the next time they roll that number, they will read the next word.  This will continue until they have read all the words unless we are running out of time.  Then, I will halt the game and randomly tap words to have them read until we finish the list.
 I will record which words the students were able to read without help.  If they read a word wrong, I will make a note if they were using the long sound for the vowel by writing s.v. for short vowel and l.v. for long vowel.  If they read the word wrong for some other reason, I will note that as well. Then, I will record the answers to their summative assessment in the same way.
 Also, when they spell words on their letter boards, I will make a note of which words they needed help with.  The letter-board words will be taken from both of their assessments.
 ————————–
 In my technology classes, I use the last 5 minutes of class as a “Wrap Up,” where the students and I debrief that lesson. One way we debrief is by using interactive notebooks (Google Slide) for the students to reflect on the lesson by focusing on targeted questions. We will often share responses as well. The Google Slide notebooks are shared with the teacher (me), so that I can refer back to collect data, and assess student understanding of the instruction. Alicia Jobson
 ————————–
 During the lesson I will be using ongoing progress monitoring (formative) by informal teacher questioning, and practice activities.  They will finish the lesson with an “exit tickets” where they will  matching 10 fill in the blank sentences from the bank of 20 word cards. Jacqueline Godin
 ————————–
 Check out Caitlin Dubisz’s active learning and assessment strategies.
 MLO: Students will identify words containing the welded sounds -ank and -ink independently with 80% accuracy by the end of the lesson.
 The intro and direct instruction will include questions like “do you already know any words that have -ink or -ank?” “do you know this word?” Etc. After the intro and direct instruction, students will individually look at a story provided. They will find the words with the -ink and -ank welded sounds and highlight them (-ank word parts in one color and -ink word parts in another). During this, I will walk around and check for understanding while taking notes. After they are done highlighting, they will get together in partnerships and take turns reading 1 sentence (or 2?) at a time to each other until the whole story is read. While students are doing the partner reading, I will walk around and note if they are able to identify the words in context and reading correctly.
 For an exit ticket I will have students play a “swat the word” game. They will come up to the board 1 table at a time and there will be the two welded sound options showing: -ank and -ink. When I call a student, I will project a word on the board, and they will have to swat the correct welded sound that word contains with a fly swatter as quickly as possible. Depending on time, I could do multiple rounds of this, which will get me more data and insight.
 I may have a “beat the clock” element to this where a stopwatch will be running to see how fast the whole class can do it, and if time allows, possibly a bonus round in which I say the words that they have to swat, instead of having them showing on the board.
 This is an example of the type of story I would use for the highlighting and partner reading activity, although I will write my own with only -ank and -ink words.
 [image: NK story]
  
 For numerical data, I will collect the students’ work and see how many words each student highlighted correctly, and take notes about who is reading accurately as I walk around and listen to them read to each other. I will also note how many students got the exit ticket correct, although I am still thinking about more ideas for assessments with numerical data.
 While walking around I will have a list for jotting down things I notice, and for noting who is reading accurately. I will also have a simple checklist for the exit ticket on the same sheet so that I can keep this on a clipboard for the lesson and exit ticket time.
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 This chapter will look at the big picture and scope of progress monitoring. The first section begins by looking at progress monitoring of student learning in the context of assessing literacy skills. This is an example of tier 2 or secondary level instruction. In the second section of the chapter tier 3 intensive interventions will be examined through the research based process of Data-Based Individualization (DBI).
 Key terms
 	Progress monitoring– is an ongoing series of measures to gauge how the student is responding to instruction. Are they making adequate progress? Does their instruction need to be adjusted?
 	Baseline– current knowledge and skill level of the student.
 	Screeners- used to determine the starting point for instruction and identifying the need for further assessment.
 	Curriculum-based measurement (CBM)- an assessment tool that is used for periodic progress monitoring. This can range from weekly, month to quarterly. Eg. AIMSweb, DIBELs Next
 	Data points- progress monitoring data collected from a probe or learning activity.
 	Slope– indicates rate of growth (or not). Students probe scores are graphed and calculated over a period of time. See Slope Calculator
 
 
 Understanding the IEP Process: The Basics of Progress Monitoring (3:22 minutes)
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=68#oembed-2 
 
 [Broadcast Educational Media] (Sept. 6 2016) Understanding the IEP Process: The Basics of Progress Monitoring [Video File] from https://youtu.be/7WQOPfIBtcY
 
 Steps to Success: Crossing the Bridge Between Literacy Research and Practice. Authored by: Kristen A. Munger, Ed. Provided by: Open SUNY Textbooks. Located at: http://textbooks.opensuny.org/steps-to-success/. License: CC BY-NC-SA: Attribution-NonCommercial-ShareAlike
 Progress-Monitoring Literacy Assessments
 To monitor a student’s progress in literacy, assessments are needed that actually measure growth. Rather than just taking a snapshot of the student’s achievement at a single point in time, progress-monitoring assessments provide a baseline (i.e., the starting point) of a student’s achievement, along with periodic reassessment as he or she is progressing toward learning outcomes. Such outcomes might include achieving a benchmark score of correctly reading 52 words per minute on oral reading fluency passages or a goal of learning to “ask and answer key details in a text” (CCSS.ELA-Literacy.RL.1.2) when prompted, with 85% accuracy. The first outcome of correctly reading 52 words per minute would likely be measured using progress-monitoring assessments, such as DIBELS Next and AIMSweb. These screeners are not only designed to measure the extent to which students are at risk for future literacy-related problems at the beginning of the school year, but also to monitor changes in progress over time, sometimes as often as every one or two weeks, depending on individual student factors. The second outcome of being able to “ask and answer key details in a text” could be monitored over time using assessments such as state tests or responses on a qualitative reading inventory. Being able to work with key details in a text could also be informally assessed by observing students engaged in classroom activities where this task is practiced.
 Unlike assessments that are completed only one time, progress-monitoring assessments such as DIBELS Next and AIMSweb feature multiple, equivalent versions of the same tasks, such as having 20 oral reading fluency passages that can be used for reassessments. Using different but equivalent passages prevents artificial increases in scores that would result from students rereading the same passage. Progress-monitoring assessments can be contrasted with diagnostic assessments, which are not designed to be administered frequently. Administering the same subtests repeatedly would not be an effective way to monitor progress. Some diagnostic tests have two equivalent versions of subtests to monitor progress infrequently—perhaps on a yearly basis—but they are simply not designed for frequent reassessments. This limitation of diagnostic assessments is one reason why screeners like DIBELS Next and AIMSweb are so useful for determining how students respond to intervention and why diagnostic tests are often reserved for making other educational decisions, such as whether a student may have an educational disability.
 Progress-monitoring assessments have transformed how schools determine how a student is responding to intervention. For example, consider the hypothetical example of Jaime’s progress-monitoring assessment results in second grade, shown in Figure 2. Jaime was given oral reading fluency passages from a universal literacy screener, and then his progress was monitored to determine his response to a small group literacy intervention started in mid-October. Data points show the number of words Jaime read correctly on each of the one-minute reading passages. Notice how at the beginning of the school year, his baseline scores were extremely low, and when compared to the beginning of the year second grade benchmark (Dynamic Measurement Group, 2010) of 52 words per minute (Good & Kaminski, 2011), they signaled he was “at risk” of not reaching later benchmarks without receiving intensive intervention. Based on Jaime’s baseline scores, intervention team members decided that he should receive a research-based literacy intervention to help him read words more easily, so that his oral reading fluency would increase at least one word per week. This learning goal is represented by the “target slope” seen in Figure 2. During the intervention phase, progress-monitoring data points show that Jaime began making improvements toward this goal, and the line labeled “slope during intervention” shows that he was gaining at a rate slightly faster than his one word per week goal.
 [image: Ch 5 figure 2]
 Figure 2. Progress-monitoring graph of response to a reading intervention.
 When looking at Jaime’s baseline data, notice how the data points form a plateau. If his progress continued at this same rate, by the end of the school year, he would be even further behind his peers and be at even greater risk for future reading problems. When interpreting the graph in Figure 2, it becomes clear that intensive reading intervention was needed. Notice after the intervention began how Jaime’s growth began to climb steeply. Although he appeared to be responding positively to the intervention, in reality, by the end of second grade, students whose reading ability progresses adequately should be reading approximately 90 words correctly per minute (Good & Kaminski, 2011). Based on this information, Jaime is not likely to reach the level of reading 90 words correctly by the end of second grade and will probably only reach the benchmark expected for a student at the beginning of second grade. These assessment data suggest that Jaime’s intervention should be intensified for the remainder of second grade to accelerate his progress further. It is also likely that Jaime will need to continue receiving intervention into third grade, and progress monitoring can determine, along with other assessment information, when his oral reading fluency improves to the point where intervention may be changed, reduced, or even discontinued. You may wonder how the intervention team would determine whether Jaime is progressing at an adequate pace when he is in third grade. Team members would continue to monitor Jaime’s progress and check to make sure his growth line shows that he will meet benchmark at the end of third grade (i.e., correctly reading approximately 100 words per minute; Good & Kaminski, 2011). If his slope shows a lack of adequate progress, his teachers can revisit the need for intervention to ensure that Jaime does not fall behind again.
 Some schools monitor their students’ progress using computer-adapted assessments, which involve students responding to test items delivered on a computer. Computer-adapted assessments are designed to deliver specific test items to students, and then adapt the number and difficulty of items administered according to how students respond (Mitchell, Truckenmiller, & Petscher, 2015). Computer-adapted assessments are increasing in popularity in schools, in part, because they do not require a lot of time or effort to administer and score, but they do require schools to have an adequate technology infrastructure. The reasoning behind using these assessments is similar to other literacy screeners and progress-monitoring assessments—to provide effective instruction and intervention to meet all students’ needs (Mitchell et al., 2014).
 	Universal Literacy Screeners 	Links to additional information 
  Table 1. Examples of Commonly Used Universal Literacy Screeners 	AIMSweb 	http://www.aimsweb.com/ 
 	Dynamic Indicators of Basic Early Literacy Skills—Next 	https://dibels.uoregon.edu/ 
 	STAR Reading 	http://www.renaissance.com/assess 
 	Phonological Awareness Literacy Screening (PALS) 	https://pals.virginia.edu/ 
  
 See Academic Progress Monitoring Tools Chart from the National Center on Intensive Intervention.  The tools chart presents information about progress monitoring tools across three ratings; Performance Level Standards (Reliability), Growth Standards (Validity) and Usability (Bias Analysis Conducted).
 See examples of Progress Monitoring Handouts in Reading and Mathematics, from the National Center on Intensive Intervention.
 Although many literacy screening and progress-monitoring assessment scores have been shown to be well-correlated with a variety of measures of reading comprehension (see, for example, Goffreda & DiPerna, 2010) and serve as reasonably good indicators of which students are at risk for reading difficulties, a persistent problem with these assessments is that they provide little guidance to teachers about what kind of literacy instruction and/or intervention a student actually needs. A student who scores low at baseline and makes inadequate progress on oral reading fluency tasks may need an intervention designed to increase reading fluency, but there is also a chance that the student lacks the ability to decode words and really needs a decoding intervention (Murray, Munger, & Clonan, 2012). Or it could be that the student does not know the meaning of many vocabulary words and needs to build background knowledge to read fluently (Adams, 2010-2011), which would require the use of different assessment procedures specifically designed to assess and monitor progress related to these skills. Even more vexing is when low oral reading fluency scores are caused by multiple, intermingling factors that need to be identified before the intervention begins. When the problem is more complex, more specialized assessments are needed to disentangle the factors contributing to it.
 A final note related to progress-monitoring procedures is the emergence of studies suggesting that there may be better ways to measure students’ progress on instruments such as DIBELS Next compared to using slope (Good, Powell-Smith, & Dewey, 2015), which was depicted in the example using Jaime’s data. In a recent conference presentation, Good (2015) argued that the slope of a student’s progress may be too inconsistent to monitor and adjust instruction, and he suggested a new (and somewhat mathematically complex) alternative using an index called a student growth percentile. A student growth percentile compares the rate at which a student’s achievement is improving in reference to how other students with the same baseline score are improving. For example, a student reading 10 correct words per minute on an oral reading fluency measure whose growth is in the 5th percentile is improving much more slowly compared to the other children who also started out reading only 10 words correctly per minute. In this case, a growth percentile of five means that the student is progressing only as well as or better than five percent of peers who started at the same score, and also means that the current instruction is not meeting the student’s needs. Preliminary research shows some promise in using growth percentiles to measure progress as an alternative to slope, and teachers should be on the lookout for more research related to improving ways to monitor student progress.
 Linking Assessment to Intervention
 How can teachers figure out the details of what a student needs in terms of intervention? They would likely use a variety of informal and formal assessment techniques to determine the student’s strengths and needs. The situation might require the use of diagnostic assessments, a reading or writing inventory, the use of observations to determine whether the student is engaged during instruction, and/or the use of assessments to better understand the student’s problem-solving and other thinking skills. It may be a combination of assessment techniques that are needed to match research-based interventions to the student’s needs.
 You may be starting to recognize some overlap among different types of assessments across categories. For example, state tests are usually both formal and summative. Literacy screeners and progress-monitoring assessments are often formal and formative. And some assessments, such as portfolio assessments, have many overlapping qualities across the various assessment categories (e.g., portfolios can be used formatively to guide teaching and used summatively to determine if students met an academic outcome).
 
 Tools to make your own Progress Monitoring Assessment /Probes
 Response to Intervention -RTI Resources from Intervention Central, https://www.interventioncentral.org/index.php/cbm-warehouse Includes tools to make progress monitoring assessments, Dolch Wordlist Fluency Generator, Early Math Fluency Generator, Letter Name Fluency Generator, Math Work- Math Worksheet Generator, Reading Fluency Generator, Writing Probe Generator and more.
 
 Data-Based Individualization (DBI) (tier 3)
 One solution to supporting students with severe and persistent learning difficulties is the research based process ofdata-based individualization or DBI
 DBI, an Intensive Intervention, (tier 3 instruction) is provided in smaller group setting of 1-3 students. This instruction is provided in addition to primary instruction in the general education classroom.
 How can Data Based Individualization (DBI) help special educators improve outcomes for students with disabilities?
 In this video, Amy McKenna, a special educator in Bristol Warren Regional School District shares her experience with data-based individualization (DBI). Amy discusses how she learned about DBI, the impact her use of the DBI process had on the students she worked with, and how DBI helped change her practice as a special educator.
 [National Center on Intensive Intervention], (2018, Dec. 13). How can DBI help special educators improve outcomes for students with disabilities? [Video File]. Retrieved from https://youtu.be/0v-IuZ5KdUw  (8:08 minutes)
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=68#oembed-1 
 
 These two IRIS modules on Intensive Interventions and Data-Based Individualization were developed in collaboration with the National Center on Intensive Intervention at American Institutes for Research and the CEEDAR Center, These resources are designed for individuals who will be implementing intensive interventions (e.g., special education teachers, reading specialists, interventionists)
 There two modules will focus on the student who is not responding to tier 2 interventions which  are typically conducted in small groups in addition to general education classroom instruction.
 
 
 
 Resource: the IRIS Center. (2015). Intensive intervention (part 1): Using data-based individualization to intensify instruction. Retrieved from https://iris.peabody.vanderbilt.edu/module/dbi1/
 Learning Objectives
  	Understand the purpose of providing intensive intervention
 	Be familiar with the data-based individualization process
 	Understand how to intensify and individualize academic interventions
 	Understand the difference between quantitative and qualitative adaptations
 
 
 
  
 
 Resource: The IRIS Center. (2015). Intensive intervention (part 2): Collecting and analyzing data for data-based individualization. Retrieved from https://iris.peabody.vanderbilt.edu/dbi2/
 Learning Objectives
  	Be familiar with the data-based individualization process
 	Understand how to make data-based instructional decisions
 	Be familiar with processes for collecting and analyzing progress monitoring data and diagnostic assessment data
 	Understand how to use these data to make instructional adaptations
 
 
 
 
 
 [image: voices from the field]
 Voices from the Field
 Teacher candidates share how their schools monitor progress of students who require tier 2 and 3 interventions and/or have IEPS
 Student data essentially drives the bus for instruction for a teacher.  Using consistent, frequent progress monitoring allows a teacher to address skill deficits in students, refine and improve teaching strategies, particularly within areas/concept a child or children may struggle with, and identify those students who may need additional support outside of a group setting.  Of particular note, teachers should avail themselves of CBMs, curriculum-based measurement, as offered through the school’s established curriculum tools.  One example is  Fresh Reads Fluency checks that are part of the Reading Street program.  Weekly fluency checks help show growth or lack of growth over a sustained period of time.  Other progress monitoring tools can include both formative and summative assessments.  Formative assessments are ongoing during the instruction of the skill and can include such items as exit tickets, pop quizzes and informal teacher questioning.  Summative assessments such as mid-year tests, end of unit tests and year end tests do not necessarily help make course adjustments, but help with giving the teacher over time feedback on skill areas he/she should improve their instruction on. Jacqueline Godin
 ——————-
 This post illustrates the importance of collecting both quantitative and qualitative data.
 While speaking with my supervising practitioner, SP there are many different things that she uses to progress monitor her children. For example, for Literacy (Reading, Phonological Awareness, Comprehension) and she uses Dibels, PA Drills from Reading Success by David Kilpatrick, Wilson Readers as well as identifying text structures. She also takes into consideration the Fountas and Pinnell Benchmarks that the teachers do within the classroom. For both Literacy and Math, she creates google forms to input information based on Dibels and other assessments. She also has the children answer questions. She feels that it is important to really understand what they are thinking and have them explain their own thinking. Anonymous
 ——————-
 At  — Elementary School we have a robust tier 2 intervention system in place to support students who require additional time and exposure to build up reading and mathematics skills. The Intervention curriculum for reading is designed to reach students where they are using a mixture of Lively Letters, Spire and Heggerty teachings. To assess each student’s developing knowledge, weekly progress monitoring occurs using the Heggerty Progress Monitoring tools.
 Students are given Heggery benchmarking at the start of the intervention cycle and at the end of the intervention cycle, a mid year assessment is performed on each student. After the assessment is completed and data is compiled, the general education teachers, special education case managers, interventionists and administration meet together to discuss recommendations to the intervention groups. This meeting will be taking place on 2/10, which is an early release day for our school. We will review recommendations for students who can stop receiving intervention due to adequate growth, students who need to be added to the intervention groups due to need – based on midyear assessment data, and recommendations of changes to current intervention groups, in case not enough growth is taking place and a student may benefit from a slower paced group.
 For our students needing math intervention support, Bridges is the main curriculum that is used to supplement our general education math curriculum of Ready Math. In order to assess student progress or academic standing, early school year, mid school year and end of school assessments are conducted using iReady for all students (with the exception of students that are excused due to allowances in IEPs.)  Colleen Mehalko
 ——————-
 We are administering bi-weekly probes to track student growth in each area of need. Behavioral interventions are based more on conversation and putting strategies into place to suit the needs of the student. I track their progress by talking to the student, parents, and teachers and inquiring about challenges that they have faced and strategies that they used to be successful. We are entering the results into spreadsheets and tracking growth on charts over time, and will transfer that data into AimsWeb when the program is up and running for all Special Ed staff.
 It is important that teachers assess students regularly to be sure that students are making progress, but more importantly, the instruction that they are being given must be of value to them. If a student has mastered a skill, there is no reason to reteach the concepts to them. The purpose of interventions at all levels, especially tier 3, are to close the gaps that students have with their grade-level peers and that will not happen if they are not being given instruction at the proper level.Amy Welch
 ——————-
 As IRIS Center (2006) states, “Progress monitoring is a key component in a response to intervention (RTI) or multi tiered system of supports (MTSS)”.  Without consistent and reliable data from progress monitoring, a teacher would not be able to accurately determine if the student is making growth in the areas needed. Allison Gibson
 ——————-
 Some of the tools used for progress monitoring at the school I work at are the Northwest Evaluation Association – Measures of Academic Progress (NWEA-MAP), the Eureka Math Program, and the Fountas and Pinnell Reading Program.  The NWEA-MAP tests reflect the instructional level of each student and measures growth over time.  They are state-aligned, computerized adaptive tests that are administered in the fall, winter, and spring to provide teachers with valuable information regarding where the students are at in math and reading, and how far they have advanced. Eureka is our math curriculum and provides teachers with daily informal assessments, as well as unit assessments.  Judith Moore
 ——————-
 At the — School progress monitoring is done regularly in Special Education for tier 2 and 3 interventions throughout the year in order to determine student progress toward targeted goals. The frequency of the assessments depends on the assessments themselves as well as the level the students are at. For example, the fifth-grade students requiring tier 2 interventions are assessed through a Diagnostic Decoding Survey every 2 months. This is a running record that evaluates progress with decoding words and determines where the students will start/move on to in their Phonics Blitz lessons. This survey is a short assessment with words containing specific phonics skills. Students read the words while the educator notes which words they read incorrectly as well as why they got the word incorrect (short vowel sound, sound added, final sound, ending sound, digraph, consonant sound, etc). This helps to break down which decoding skills are improving and which need to be worked on further. A couple of other running records and benchmarks used by the Special Ed. department are Reading A-Z and Fountas & Pinnell.
 The Special Education department is always working with teachers to assist and support lessons. Through progress monitoring, the educators can determine what is needed to support students and help get them ready for core learning. This may include pre-teaching activities to set students up for success and to prepare them for the lesson. In doing pre-teaching activities, students have more opportunities to be in the classroom with their peers during the regular lesson without falling behind. Progress monitoring helps with differentiating instruction and determining who may need extra help or support. This is where the Special Educators and Teachers can come up with various reading groups or small group instruction based on the information on areas of need gathered from progress monitoring.  Tate Van Valkenburg
 ——————-
 I talked to my SP and she said they use a bunch of different tools to monitor progress. First are, the more formal tests of information, benchmarking, I-Ready scores, sight word inventory… These are done at specific times throughout the year for all students in our district and we can use these tools to see if any growth in these areas. They also use checklists and data tracking charts, running records, progress reports (for the parents)… These are less formal, but are a way to keep track of data when you are working with a student every day to see the smaller growth. Some of the programs that they use for literacy, Wilson and Edmark, have their own data tracking sheets that go right along what your direct teaching for tier 2 and 3.
 Data tracking should directly impact instruction practice. When you are working with students and they are learning the curriculum, you need to know where your students are to be able to teach in the “just right” area.  Brooke McGibbon
 ——————-
 [High School special educator]
 I check-in with the students on my caseload to see how well the progress is going about four times a year.  I check in with them quarterly and I think it is super helpful when regular education classroom teachers are familiar with their goals as well. At the school that I work for we also send out different rubrics for goal setting and executive function that the teacher fills out. These rubrics are super helpful because it becomes more number based grading which makes collecting accurate data more simple. Throughout this first quarter, I have come to realize that students will need a lot of modifications because it is hard to create an IEP with everything planned for the future. Anything can change in the future, so it is my job that the IEP makes clear connections with the students’ goals and curriculum. “Most of the time I am in constant communication with the students on my caseload, so the progress reports I receive are usually not that eye-opening”. Being in constant communication with students on our caseload is key for them to succeed in high school. It also benefits them because they learn valuable communication skills that can help them become successful after graduating high school.
 Student data has an impact on a teacher’s instructional practice because if the data demonstrates that a student is not growing or developing at the pace they should be, it could be because the material the teacher is teaching is not connecting as it should with an effective instruction plan.  Lucas Fisher
 ——————-
 {Early Childhood special educator]
 In the preschool setting, there are few formal methods for progress monitoring, but the one that is used most often is the ASQ (Ages and Stages Questionnaire).  This is a questionnaire which looks at different aspects of the child’s development based on what is expected for their age.  This serves as a tool to see where deficits lie and catch possible areas of need before leaving the age for early intervention services.  The questions on this include areas of fine and gross motor, social, emotional, and cognitive development.  In the preschool level, some is based on asked questions while others are off teacher observation and reflection.  For example, the student may be asked to hop on one leg to test their balance and muscle tone or given two step directions and see if they can complete both components without having the directions repeated.  There is also a math section which focuses on pattern recognition and creation, shape identification, and repeating numbers (out of numerical order) after hearing them spoken once by the teacher.  This tool does not show what the issue may be but rathe provides clues as to what area one should focus on.  The other forms of progress monitoring tend to be more informal and occur in the method of observational notes.  If a teacher observes an area of concern for a student, they will begin to create a log of what/when the concerning area is seen.  For example, if the child seems to be mixing up their colors, they will note if it is only certain colors or if they are only accurately identifying the color puzzle and are not able to transfer the information to other objects.
 The data the teacher is able to collect is what guides all aspects of the educational experience for the class.  Teachers can create a strong curriculum with amazing lesson plans, but if the methods and ideas are not influenced by their specific group of students, then the chance of meaningful learning will be greatly impacted.  Students’ data should shape the teaching presented to them.  It may be planned to teacher the children to write their names, but if the data is showing that the students are not yet able to identify individual letters the lesson of writing letters would be lost on this class.  Stocked lesson plans should be used as a guide rather than a set plan as each year different children will require different teaching.  The data is the insight into the inner workings of each child and so should be used to influence instruction each and every day.  The data is the pieces of the picture which creates the child, the teaching is the frame to finish the artwork.  Both impact one another, but without one, the other is weakened and incomplete.  Annie Lewis
 ——————-
 IXL is an example of a progress monitoring tool that is used in the program I work in. Once students have completed a diagnostic assessment, IXL provides a level of where that student is and then produces work based on their skills. These diagnostic assessments happen once a month in the program I work in. We are then able to pull up each student individually and access data that provides insight to each student’s progress and areas of strength and weakness. We utilize IXL for math and reading fluency, and what I find beneficial is that after the student completes a math problem incorrectly, visual, corrective feedback on how the problem should have been completed is provided. The data provided by IXL comes in handy for teachers’ future lesson planning and when writing IEP goals. Visual data is also always helpful not just for teachers, but also for parents to get a good concept of where their child is at academically. This student data drives our teachers’ instruction. It helps teachers to differentiate and modify instruction should the data reflect that a student is not where they should be academically.
 Remote learning was a challenging time for the students I work with, as I’m sure many of you experienced with your students as well. While IXL was a great learning tool for the students to use at home, the data showed that it wasn’t super effective for most of our learners. Work provided was based on skills they had been previously taught but the data provided after the work was completed showed that most students did not have skill retention. Most times IXL is worked on in the classroom, students will request help if they need it. When they were at home, they didn’t always have us available when they needed us and may not have had the availability of their parents or sibling to assist either. Our students were remote from March 2020 – June 2020 but returned to school early September 2020 for in person instruction. Our program was the only one in the building and accounted for 16 students and 7 staff. The reasoning for this was solely due to the progress monitoring results we saw during those few remote months in 2020. So we made the instructional change from remote learning to in person instruction and saw student progress increase the first month we were back in person.  Sarah Caroll
 IXL is an adaptive learning program that collects progress monitoring data. Sarah’s post illustrates the need for in person direct instruction with students with more intensive disabilities. Without the added structure of the classroom and the direct teaching component, the students did not make progress via the IXL adaptive learning program. The data was useful in illustrating the learning needs of these students. Paula Lombardi
 
 Additional Resources
 Brown, J., Skow, K., & the IRIS Center. (2009). RTI: Progress monitoring. Retrieved from
 http://iris.peabody.vanderbilt.edu/wp-content/uploads/pdf_case_studies/ics_rtipm.pdf 
 Common Core State Standards CCSS IEP Goal Probes and online assessment tools
 National Center on Intensive Interventions, (n.d.) Progress Monitor, https://intensiveintervention.org/intensive-intervention/progress-monitor
 National Center on Response to Intervention (n.d), Using Progress Monitoring Data for Decision Making. Retrieved from https://rti4success.org/sites/default/files/Transcript%20Progress%20Monitoring%20for%20DBDM_2.pdf 
 The IRIS Center. (2019). Progress monitoring: Mathematics. Retrieved from https://iris.peabody.vanderbilt.edu/module/pmm/
 The IRIS Center. (2005, Rev. 2019). Progress monitoring: Reading. Retrieved from https://iris.peabody.vanderbilt.edu/module/pmr/
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				 In this introductory level methods course the teacher candidate will develop and teach two lessons using the Direct Instruction Teaching Method. The lessons will focus on the content areas of either literacy (English Language Arts) or mathematics.
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 Direct Instruction is an evidenced based teaching method
 Direct Instruction. Authored by: S. Abbott (Ed.). Provided by: Great Schools Partnership. Located at: http://edglossary.org/direct-instruction/. Project: The Glossary of Education Reform. License: CC BY-NC-SA: Attribution-NonCommercial-ShareAlike
 In general usage, the term direct instruction refers to:
  (1) instructional approaches that are structured, sequenced, and led by teachers, and/or
 (2) the presentation of academic content to students by teachers, such as in a lecture or demonstration. In other words, teachers are “directing” the instructional process or instruction is being “directed” at students.
 
 
 While a classroom lecture is perhaps the image most commonly associated with direct instruction, the term encompasses a wide variety of fundamental teaching techniques and potential instructional scenarios. For example, presenting a video or film to students could be considered a form of direct instruction (even though the teacher is not actively instructing students, the content and presentation of material was determined by the teacher). Generally speaking, direct instruction may be the most common teaching approach in the United States, since teacher-designed and teacher-led instructional methods are widely used in American public schools. That said, it’s important to note that teaching techniques such as direct instruction, differentiation, or scaffolding, to name just a few, are rarely mutually exclusive—direct instruction may be integrated with any number of other instructional approaches in a given course or lesson. For example, teachers may use direct instruction to prepare students for an activity in which the students work collaboratively on a group project with guidance and coaching from the teacher as needed (the group activity would not be considered a form of direct instruction).In addition, the basic techniques of direct instruction not only extend beyond lecturing, presenting, or demonstrating, but many are considered to be foundational to effective teaching. For example:
 The basic techniques of direct instruction not only extend beyond lecturing, presenting, or demonstrating, but many are considered to be foundational to effective teaching. For example:
  	Establishing learning objectives for lessons, activities, and projects, and then making sure that students have understood the goals.
 	Purposefully organizing and sequencing a series of lessons, projects, and assignments that move students toward stronger understanding and the achievement of specific academic goals.
 	Reviewing instructions for an activity or modeling a process—such as a scientific experiment—so that students know what they are expected to do.
 	Providing students with clear explanations, descriptions, and illustrations of the knowledge and skills being taught.
 	Asking questions to make sure that students have understood what has been taught.
 
 
 
  
 [image: imagedirectgif]
 
 The next section of the chapter is adapted from:McLeskey, J., Barringer, M-D., Billingsley, B., Brownell, M., Jackson, D., Kennedy, M., Lewis, T., Maheady, L., Rodriguez, J., Scheeler, M. C., Winn, J., & Ziegler, D. (2017, January). High-leverage practices in special education. Arlington, VA: Council for Exceptional Children & CEEDAR Center. (Public domain)
 HLP 16 Use explicit instruction
  Teachers make content, skills, and concepts explicit by showing and telling students what to do or think while solving problems, enacting strategies, completing tasks, and classifying concepts. Teachers use explicit instruction when students are learning new material and complex concepts and skills. They strategically choose examples and non-examples and language to facilitate student understanding, anticipate common misconceptions, highlight essential content, and remove distracting information. They model and scaffold steps or processes needed to understand content and concepts, apply skills, and complete tasks successfully and independently.
 
 
 The text below is from a Video Transcript available at: https://highleveragepractices.org/wp-content/uploads/2018/06/Explicit_Instruction_Script-002.pdf
 In summary, explicit instruction is effective for most students, not only those with disabilities. This approach can be used across grade levels and content areas. Although explicit instruction can be provided by any teacher, the unique setting and needs of students being taught determines the level of intensity with which the teacher uses this practice. The difference in intensity is not merely the number of students in each class, but that instruction should be appropriately intense, matched to the unique needs of students. A trained special educator or similar specialist is responsible for ensuring data that is carefully collected and monitored drives instructional decision-making. This ensures the explicit instruction being delivered is appropriately intense, and the team is ready to make changes as needed.
 
 
 [image: ]
 Note to the teacher candidate’s in the Early Childhood Education Program- The emphasis for planning for ECE is to be aware of the school/state learning objectives, and then plan lessons that can be either teachable moments around the children’s interests or project-based learning units exploring and discovering.  Ideally, instruction in ECE should not be direct instruction- it should be experiences; activities and guided play with the teacher as the more capable peer asking open ended questions.  Elizabeth Reed
 
 New Hampshire Early Learning Standards (birth through 5 years)
 Vermont Early Learning Standards (birth to 3rd grade)
 Massachusetts Early Childhood Program Standards for three and four year olds
 
 
 WATCH VIDEO ON DIRECT AND EXPLICIT INSTRUCTION
 How to do Direct Instruction – Teach Like This  (3:40 minutes)
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=71#oembed-1 
 
 [TeachLikeThis]. (2013, Oct. 11). How to do Direction Instruction-TeachLike This. [Video File]. Retrieved from https://youtu.be/OJJkkUPC_yM
 
 The lesson plans that will be developed in this course will follow the Direct Instruction teaching method. Below is a screenshot of the body of the lesson plan template. You will include the headings of each section of the direct instruction sequence of components in the lesson plan(s). This will help to develop a habit of including these important elements of a high quality lesson plan.
 
 You will complete the introductory and intermediate level sections of the GSC lesson plan template. Sections 4b, 4c, & 4d, of the lesson plan will include all of the following elements of Direct Instruction. Please label each section listed below within your lesson plan.
 4b: Systematic Introduction of the Lesson
 	Orientation to the lesson– defining prior knowledge, anticipatory set, essential questions, clarifying the purpose of the lesson.
 
 4c: Systematic Body of the Lesson
 	Teacher Modeling
 	Guided practice
 	Questioning
 	Independent practice w/ monitoring
 	Feedback
 
 4d. Systematic Closing of the Lesson
 	Check for understanding- formative or summative assessment
 
 
 *Differentiation, accommodations, etc. are embedded in the body of the lesson
 *formative assessment data can also be collected during the lesson, in addition to a closing activity.
 *In the body of the lesson the sequence of teaching components may switch back and forth as the lesson naturally progresses or needs to be adjusted.
 Below is a brief introduction to the Direct Instruction Teaching Method. The next chapter, Delivering Instruction, will go into further depth on the components of teaching.
 Teacher modeling ( I do)
 During the modeling phase, instructors “think aloud” as they model the process of working through a computation problem; read, set up, and solve a word problem; use a strategy; or demonstrate a concept. During modeling, instructors should be clear and direct in their presentation; they also should be precise and mindful in using general and mathematical vocabulary as well as in selecting numbers or examples for use during instruction. During modeling, instructors should involve students in reading the problems and should ask questions to keep students engaged in the lesson. (math lesson example)
 (National Center on Intensive Intervention, 2016)
 
 Guided Practice (We do)
 During guided practice, instructors engage all students by asking questions to guide learning and understanding as students actively participate in solving problems. During this phase, instructors prompt and scaffold student learning as necessary. Scaffolding is gradually eliminated as students demonstrate accuracy in using the material being taught. Positive and corrective feedback is provided during this phase, and instruction is adjusted to match student needs.
 Students should reach a high level of mastery (typically 85 percent accuracy or higher) before moving out of the guided practice phase.
 Although there are no specific guidelines concerning how much time should be devoted to each phase, the bulk of the instruction should occur within the guided practice phase.
 (National Center on Intensive Intervention, 2016)
 
 Questioning
 Teachers ask questions for many instructional reasons, including keeping students’ attention on the lesson, highlighting important points and ideas, promoting critical thinking, allowing students’ to learn from each others answers, and providing information about students’ learning. Devising good appropriate questions and using students’ responses to make effective instantaneous instructional decisions is very difficult. Some strategies to improve questioning include planning and writing down the instructional questions that will be asked, allowing sufficient wait time for students to respond, listening carefully to what students say rather than listening for what is expected, varying the types of questions asked, making sure some of the questions are higher level, and asking follow-up questions. (Seifert and Sutton, 2009)
 	Remember to concentrate on student learning, not just involvement. Most of teachers’ observations focus on process—student attention, facial expressions posture—rather than pupil learning. Students can be active and engaged, but not developing new skills.
 	Walk around the room to observe more students “up close” and view the room from multiple perspectives.
 	Call on a wide variety of students—not just those with their hands up, or those who are skilled as the subject, or those who sit in a particular place in the room.
 	Keep records
 	Be cautious in the conclusions that you draw from your observations and questions. Remember that the meaning and expectations of certain types of questions, wait time, social distance, and role of “small talk” varies across cultures. Some students are quiet because of their personalities not because they are uninvolved, nor keeping up with the lesson, nor depressed or tired.  (Seifert and Sutton, 2009)
 
 Read more about Questioning in the chapter on Teacher Questioning.
 
 Independent Practice (You do)
  After achieving a high level of mastery, students move to the independent practice phase where they autonomously demonstrate their new knowledge and skills. During independent practice, the instructor closely monitors students and provides immediate feedback as necessary. Countless independent practice activities can be used with students, and the primary focus of the independent practice activity should be related to the content of the modeling and guided practice. If students demonstrate difficulty at this stage, instructors evaluate and adjust their instruction to re-teach concepts as needed.
 (National Center on Intensive Intervention, 2016)
 
 Monitoring/Observation  and Feedback
 Effective teachers observe their students from the time they enter the classroom. Some teachers greet their students at the door not only to welcome them but also to observe their mood and motivation.
 During instruction, teachers observe students’ behavior to gain information about students’ level of interest and understanding of the material or activity. Observation includes looking at non-verbal behaviors as well as listening to what the students are saying. For example, a teacher may observe that a number of students are looking out of the window rather than watching the science demonstration, or a teacher may hear students making comments in their group indicating they do not understand what they are supposed to be doing. Observations also help teachers decide which student to call on next, whether to speed up or slow down the pace of the lesson, when more examples are needed, whether to begin or end an activity, how well students are performing a physical activity, and if there are potential behavior problems (Airasian, 2005). Many teachers find that moving around the classroom helps them observe more effectively because they can see more students from a variety of perspectives. (Seifert and Sutton, 2009)
 Feedback can serve many different purposes such as to provide: a grade, a justification of a grade, a qualitative description of the work, praise, encouragement, identification of errors, suggestions of how to fix errors and guidance on how to improve the work standard.
 	Feedback can be directive and tell students where they went wrong or facilitative and provide guidance on how to improve.
 	Feedback that includes elaborations about how to improve is more likely to lead to improvements in learning efficiency and student achievement.
 	Improvement based feedback that includes guidance is more effective than statements about whether work is right or wrong as it takes into consideration how feedback is received by learners. (University of Queensland, 2017)
 
 More on Feedback
 
 Maintenance
  Students with disabilities often have a difficult time maintaining what they have learned when the knowledge is not used on a regular basis. Students are given opportunities to independently practice these skills during the maintenance phase. During this phase, instructors use distributed practice to assess student maintenance at regularly scheduled intervals. Distributed practice is focused practice on a specific skill, strategy, or concept. The frequency of these practice assessments is determined by the difficulty level of the skill and according to individual student needs. Maintenance may also include cumulative practice.
 (National Center on Intensive Intervention, 2016)
 
 Read chapters on:
 Scaffolding Instruction
 Differentiated Instruction 
 
 Data Collection and Record Keeping
 Quantitative data are always numbers (e.g. how many; how much; or how often, what percent).
 Qualitative data are data about categorical variables (e.g. error analysis, concept development, environmental conditions, motivation, and other descriptive attributes).
 Anecdotal notes– similar to qualitative data, may focus on the students behavior related to the task or in a general sense.
 
 Keeping records of student observations (qualitative data) improves the reliability of overall data related to learning objectives, a student’s IEP goals and objectives, and can be used to enhance understanding of one student, a group, or the whole class’ interactions. Sometimes this requires help from other teachers. For example, Alexis, a beginning science teacher is aware of the research documenting that longer wait time enhances students’ learning (e.g. Rowe, 2003) but is unsure of her behaviors so she asks a colleague to observe and record her wait times during one class period. Alexis learns her wait times are very short for all students so she starts practicing silently counting to five whenever she asks students a question.
 Teachers can keep anecdotal notes (qualitative data) about students without help from peers. These records contain descriptions of incidents of a student’s behavior, the time and place the incident takes place, and a tentative interpretation of the incident. For example, the description of the incident might involve Joseph, a second grade student, who fell asleep during the mathematics class on a Monday morning. A tentative interpretation could be the student did not get enough sleep over the weekend, but alternative explanations could be the student is sick or is on medications that make him drowsy. Obviously, additional information is needed and the teacher could ask Joseph why he is so sleepy and also observe him to see if he looks tired and sleepy over the next couple of weeks.
 Anecdotal records often provide important information and are better than relying on one’s memory but they take time to maintain and it is difficult for teachers to be objective. For example, after seeing Joseph fall asleep the teacher may now look for any signs of Joseph’s sleepiness—ignoring the days he is not sleepy. Also, it is hard for teachers to sample a wide enough range of data for their observations to be highly reliable.
 	Teachers will also conduct more formal observations and data collection (quantitative data) for students who have IEPs. An example of the importance of informal and formal observations in a preschool follows:
 
 The class of preschoolers in a suburban neighborhood of a large city has eight students with special needs and four “typical” students—the peer models—who have been selected because of their well developed language and social skills. Some of the students with special needs have been diagnosed with delayed language, some with behavior disorders, and several with autism.
 The students are sitting on the mat with the teacher who has a box with sets of three “cool” things of varying size (e.g. toy pandas) and the students are asked to put the things in order by size, big, medium and small. Students who are able are also requested to point to each item in turn and say “This is the big one,” “This is the medium one,” and “This is the little one.” For some students, only two choices (big and little) are offered because that is appropriate for their developmental level.
 The teacher informally observes that one of the boys is having trouble keeping his legs still so she quietly asks the aid for a weighted pad that she places on the boy’s legs to help him keep them still. The activity continues and the aide carefully observes students behaviors and records on IEP progress cards whether a child meets specific objectives such as: “When given two picture or object choices, Mark will point to the appropriate object in 80 percent of the opportunities.” The teacher and aides keep records of the relevant behavior of the students with special needs during the half day they are in preschool. The daily records are summarized weekly. If there are not enough observations that have been recorded for a specific objective, the teacher and aide focus their observations more on that child, and if necessary, try to create specific situations that relate to that objective. At end of each month the teacher calculates whether the special needs children are meeting their IEP objectives.
 
 (Seifert and Sutton, 2009)
 This scenario, shows how you (teacher candidate or paraeducator)  might need to collect specific data on your case study student (student with and IEP) who has IEP objectives that need to be addressed during the lesson, in addition to the overall class or small group learning objective.
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 You learned about the importance of specifying goals and objectives for your learners. We discussed how objectives specify what students are expected to do to demonstrate learning.
 There is another important use for goals and objectives: they can determine your choice of instructional methods. Simply stated, instructional methods are patterns of practice that recur in classrooms time and again. They include, for example, the methods of direct (or didactic) instruction, indirect (or inquiry) instruction, and self-directed (or self-regulated) instruction. Each of these general methods includes certain specific teaching skills, among which are structuring, modeling, coaching, and fading.
 For instance, if your objective is to have students acquire facts (for example, names and dates of battles of the Civil War), rules (for forming possessives), or action sequences (for focusing a microscope), you will most likely use direct instruction, which involves some questioning, clarifying, and explaining. But if your objective is to teach concepts (for example, photosynthesis), patterns (global warming), or abstractions (environmental responsibility), you will most likely use indirect instruction, which involves constructivist teaching methods. If, however, your objective is to teach strategies for learning (for example, a model for learning to solve equations that can be used time and again), you will most likely adopt the method of self-directed instruction, which incorporates the skills of metacognition (thinking about thinking), subvocal rehearsal, guided practice, and self-evaluation.
 Regardless of the instructional method you are using, you will want to be familiar with structuring, modeling, coaching, and fading. In the next section, we will study the teaching skills of structuring, modeling, coaching, and fading. We will demonstrate how successful teachers use these skills to capture student attention, convey purpose, communicate information, keep lessons moving at a brisk and lively pace, and provide opportunities for transferring what has been learned to new and different contexts.
 Structuring
 Structuring is the process of getting learners ready to learn by selecting, organizing, and previewing the content to be presented. [Lesson introduction] Structuring is that part of a lesson during which the teacher exerts the most control over the learning process. During structuring, it is essential that the teacher be skilled at capturing the attention of learners and focusing it on the outcome of the lesson. If not fully alert, learners will find it difficult to remember the information given, understand the goal of the lesson, or participate in the instructional process—all of which are essential for learning and transfer to occur.
 How do you gain a learner’s attention? Your voice, your actions, and your visual displays have to compete with hundreds of other stimuli that also are vying for your learners’ attention. How can you get students to attend? What does it mean to “pay attention”? Learners who pay attention usually demonstrate several skills.
 	They orient themselves to you and what you direct them to (for example, the overhead projector, the blackboard, the text).
 	They focus their attention on the relevant aspects of what they are attending to (for example, the problem you are describing, the responses of another student, the picture in the text).
 	They ignore distracting stimuli (for example, another student or the sounds of a nearby classroom).
 	They remain alert during the lesson (for example, they maintain their engagement with the lesson despite a desire to return to a more passive state).
 
 Structuring focuses learners on the first two of the skills above. These involve (1) focusing attention by directing the eyes, ears, and body posture of learners to a relevant stimulus and (2) holding their attention long enough to establish a learning set. We will explore the third and fourth attention-gaining skills under the expert practice of coaching. For now, let’s turn to the first two skills: focusing and holding your learners’ attention.
 Focusing Attention
 Before you can communicate the purpose or objective of a lesson, you must focus the eyes and ears of your learners. This is difficult at the start of class if your learners are taking out materials, finishing their homework, asking questions of one another, or catching up on the latest gossip with their friends.
 The Hook
 The “hook” is also referred to as the “anticipatory set” in educational circles, but “hook” is a good vernacular way of expressing “anticipatory set.” It’s the thing that grabs, or “hooks” your attention and helps to focus you on the topic at hand.
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=74#oembed-1 
 
 Video 8.7.1. The Hook suggests techniques for getting students’ attention and motivate them to become engaged with the lessons.
 Research on attention has focused on four properties of instructional stimuli that cause learners to make an attending response, such as shifting one’s body posture, changing the direction of a gaze, scanning the visual field, or holding a fixed stare (Solso, 1988). From this research, we can identify four appeals that can be used to make instructional content more attractive to learners. They are (1) psychophysical appeal, (2) emotional appeal, (3) discrepancy appeal, and (4) commanding stimuli appeal.
 Psychophysical Appeal. A psychophysical appeal is any variation in the color, size, intensity, or pitch of stimuli in your learners’ visual field that causes them to make an attending response. The most accessible and efficient stimuli for you to vary are those coming from your own body: your voice, gestures, posture, movement, facial expressions. You can most efficiently focus your learners’ attention by changing your voice inflection, moving as you talk, and varying your posture or gestures.
 Emotional Appeal. Just as we have emotional responses associated with our names, learners have emotional responses to certain sights, sounds, words, and smells. The skillful teacher uses the emotional appeal of these stimuli to focus learners’ attention by calling on them by name, commenting from time to time on a unique article of their clothing, using words in the student’s second or native language, and introducing certain sights, sounds, and smells that may relate to the topic of a lesson.
 Discrepancy Appeal. Our attention is often drawn to stimuli that make a discrepancy appeal by means of the element of surprise—something novel or unique grabs our attention. The history teacher who dresses up in an authentic costume to illustrate a period in history, the science teacher who creates an unusual noise or smell at the start of an experiment, the math teacher who begins by presenting an unsolvable problem, the language teacher who deliberately misspells a word to be used in the day’s lesson, or the speech teacher who stages a shouting match with a student before a lesson on listening skills to demonstrate inattention—all are using the property of discrepancy to focus the attention of learners.
 Commanding Stimuli Appeal. Teachers often use commanding stimuli appeal to get learners to comply with a request. Statements such as “Now listen closely” or “All books and pens away,” when delivered assertively, are likely to be followed. Some teachers have their students vote on a code word during the first week of school, which when spoken assertively by the teacher gets everyone to stop what they are doing and look at the teacher.
 Holding Attention. The expert practice of structuring involves not only focusing the attention of learners but also giving them something to focus on. This is accomplished by building a learning set. Hunter (1982) refers to this phase of the lesson as the anticipatory set. Its purpose is to make the goal or objective of the lesson relevant to the learners, to put the lesson into a context the learners can relate to, and to get their minds off other distracting stimuli. During this time learners recall past learning by drawing a picture, by summarizing something they saw or heard, by reading a short passage, or by writing down an idea—all with the intent of relating past with present learning.
 Anticipatory sets often take the form of advance organizers (Ausubel, 1968). Advance organizers give learners an overview of what is to come that helps them store, label, and package the content for retention and later use. For example, “Listen to this story and think of the three things the duckling did.”
 Activating Prior Knowledge
 Another way to connect curriculum goals to students’ experience is by activating prior knowledge, a term that refers to encouraging students to recall what they know already about new material being learned. Various formats for activating prior knowledge are possible. When introducing a unit about how biologists classify animal and plant species, for example, a teacher can invite students to discuss how they already classify different kinds of plants and animals. Having highlighted this informal knowledge, the teacher can then explore how the same species are classified by biological scientists, and compare the scientists’ classification schemes to the students’ own schemes. The activation does not have to happen orally, as in this example; a teacher can also ask students to write down as many distinct types of animals and plants that they can think of, and then ask students to diagram or map their relationships—essentially creating a concept map (Gurlitt, et al., 2006). Whatever the strategy used, activation helps by making students’ prior knowledge or experience conscious and therefore easier to link to new concepts or information.
 Anticipating Preconceptions of Students
 Ironically, activating students’ prior knowledge can be a mixed blessing if some of the prior knowledge is misleading or downright wrong. Misleading or erroneous knowledge is especially common among young students, but it can happen at any grade level. A kindergarten child may think that the sun literally “rises” in the morning, since she often hears adults use this expression, or that the earth is flat because it obviously looks flat. But a high school student may mistakenly believe that large objects (a boulder) fall faster than small ones (a pebble), or that a heavy object dropped (not thrown) from a moving car window will fall straight down instead of traveling laterally alongside the car while it falls.
 Because misconceptions are quite common among students and even among adults, teachers are more effective if they can anticipate preconceptions of students wherever possible. The task is twofold. First the teacher must know or at least guess students’ preconceptions as much as possible in advance, so that she can design learning activities to counteract and revise their thinking. Some preconceptions have been well-documented by educational research and therefore can in principle be anticipated easily—though they may still sometimes take a teacher by surprise during a busy activity or lesson (Tanner & Allen, 2005; Chiu & Lin, 2005). Table 1 lists a few of these common preconceptions. Others may be unique to particular students, however, and a teacher may only by able to learn of them through experience—by listening carefully to what students say and write and by watching what they do. A few preconceptions may be so ingrained or tied to other, more deeply held beliefs that students may resist giving them up, either consciously or unconsciously. It may be hard, for example, for some students to give up the idea that girls are less talented at math or science than are boys, even though research generally finds this is not the case (Hyde & Linn, 2006).
 	Table 8.7.1 Several misconceptions about science 
  	Misconception 	What to do 
 	Stars and constellations appear in the same place in the sky every night. 	Ask students to observe carefully the locations of a bright star once a week for several weeks. 
 	The world is flat, circular like a pancake. 	Use a globe or ball to find countries located over the horizon; use computer software (e.g. Global Earth) to illustrate how a round Earth can look flat up close. 
 	Dinosaurs disappeared at the same time that human beings appeared and because of human activity. 	Construct a timeline of major periods of Darwinian evolution. 
 	Rivers always flow from North to South. 	Identify rivers that flow South to North (e.g. the Red River in North Dakota and Canada); talk about how Southern locations are not necessarily “lower.” 
 	Force is needed not only to start an object moving, but to keep it moving. 	Explain the concept of inertia; demonstrate inertia using low-friction motion (e.g. with a hovercraft or dry-ice puck). 
 	Volume, weight, and size are identical concepts. 	Have students weigh objects of different sizes or volumes, and compare the results. 
 	Seasons happen because the Earth changes distance from the sun. 	Explain the tilt of Earth’s axis using a globe and light as a model; demonstrate reduced heating of surfaces by placing similar surfaces outdoors at different angles to the sun’s rays. 
 	Sources: Chi, 2005; D. Clark, 2006; Slotta & Chi, 2006; Owens, 2003. 
  
 The second task when anticipating preconceptions is to treat students’ existing knowledge and beliefs with respect, even when they do include misconceptions or errors. This may seem obvious in principle, but it needs remembering when students persist with misconceptions in spite of a teacher’s efforts to teach alternative ideas or concepts. Most of us—including most students—have reasons for holding our beliefs, even when the beliefs do not agree with teachers, textbooks, or other authorities, and we appreciate having our beliefs treated with respect. Students are no different from other people in this regard. In a high school biology class, for example, some students may have personal reasons for not agreeing with the theory of evolution associated with Charles Darwin. For religious reasons, they may support explanations of the origins of life that give a more active, interventionist role to God (Brumfiel, 2005). If their beliefs disagree with the teacher’s or the textbook, then the disagreement needs to be acknowledged respectfully. For some students (and perhaps some teachers), expressing fundamental disagreement respectfully may feel awkward, but it needs to be done nonetheless.
 Modeling
 Once your learners’ attention is on you, you have the opportunity to model what your students are about to learn.  The term modeling can mean either a demonstration of the desired behavior or representation of important theory, idea, or object. Each of these meanings can link curriculum goals with students’ prior knowledge and experience.
 Modeling as a Demonstration
 In the first meaning, modeling refers to performing or demonstrating a desired new behavior or skill, as when a teacher or classmate demonstrates polite behaviors or the correct solution to a math problem. In this case, we say that the teacher or classmate models the desired behavior, either deliberately or in the course of other ongoing activity. Students observe the modeled behavior and (hopefully) imitate it themselves. Research repeatedly shows that modeling desired behaviors is an effective way to learn new behaviors, especially when the model is perceived as important (like the teacher), similar to the learner (like a student’s best friend), or has a warm, positive relationship with the learner (like the teacher or the student’s friend) (Bandura, 2002; Gibson, 2004). Modeling in this sense is sometimes also called observational learning. It has many of the same properties as classic operant conditioning, except that reinforcement during observational learning is witnessed in others rather than experienced by the learner directly. Watching others being reinforced is sometimes called vicarious reinforcement. The idea is that if, for example, a student observes a classmate who behaves politely with the teacher and then sees that classmate receive praise for the behavior (vicarious reinforcement), the student is more likely to imitate the polite behavior that he saw. As in classic operant conditioning, furthermore, if the student observes that politeness by classmates is ignored (extinction or no reinforcement), then the student is much less likely to imitate the politeness. Worse yet, if the student observes that negative behaviors in others lead to positive consequences (like attention from peers), then the student may imitate the negative behaviors (Rebellon, 2006). Cursing and swearing, and even bullying or vandalism, can be reinforced vicariously, just as can more desired behaviors.
 Modeling—in this first sense of a demonstration—connects instructional goals to students’ experiences by presenting real, vivid examples of behaviors or skills in a way that a student can practice directly, rather than merely talk about. There is often little need, when imitating a model, to translate ideas or instructions from verbal form into action. For students struggling with language and literacy, in particular, this feature can be a real advantage.
 Modeling as a Simplified Representation aka learning activity
 In the second meaning of modeling, a model is a simplified representation of a phenomenon that incorporates the important properties of the phenomenon. Models in this sense may sometimes be quite tangible, direct copies of reality; when I was in fourth grade growing up in California, for example, we made scale models of the Spanish missions as part of our social studies lessons about California history. But models can also be imaginary, though still based on familiar elements. In a science curriculum, for example, the behavior of gas molecules under pressure can be modeled by imagining the molecules as ping pong balls flying about and colliding in an empty room. Reducing the space available to the gas by making the room smaller, causes the ping pong balls to collide more frequently and vigorously, and thereby increases the pressure on the walls of the room. Increasing space has the opposite effect. Creating an actual room full of ping pong balls may be impractical, of course, but the model can still be imagined.
 Modeling in this second sense is not about altering students’ behavior, but about increasing their understanding of a newly learned idea, theory, or phenomenon. The model itself uses objects or events that are already familiar to students—simple balls and their behavior when colliding—and in this way supports students’ learning of new, unfamiliar material. Not every new concept or idea lends itself to such modeling, but many do: students can create models of unfamiliar animals, for example, or of medieval castles, or of ecological systems. Two-dimensional models—essentially drawings—can also be helpful: students can illustrate literature or historical events, or make maps of their own neighborhoods. The choice of model depends largely on the specific curriculum goals which the teacher needs to accomplish at a particular time.
 Coaching
 Coaching is that stage of the instructional process during which the learner converts memories into actions as a result of the modeling process. This is the aspect of instruction we usually think of as teaching. Coaching is the most physically and mentally demanding of the four teaching activities and typically takes up the most time in a lesson. Effective coaching requires:
 	establishing accountability
 	providing opportunities for practice
 	guiding practice by prompting and questioning
 	motivating.
 
 Establishing Accountability
 The following extract from a student teacher’s diary describes a common teaching problem:
 School seems to mean so little for many of my kids. They can do the work but they just sit there and wait to be reminded or threatened. Take Bart. He comes into class, looks at me when I’m giving the class assignment, but then sits and does nothing until I remind him to get to work. He works for a while and then stops until the next reminder. What work he does is about 25 percent correct. During discussions he never listens to what anyone else is saying. I have about five or six Barts in every one of my eighth-grade classes. (Beth, student teacher)
 This excerpt describes what many beginning teachers encounter when it is time for practice or classwork. It is tempting to assume, like Beth, that the problem is motivation: the students just don’t care. Research by Kounin (1970) and Emmer, Evertson, Clements, and Worsham (1994), however, point us in another direction. They suggest that incomplete, sloppy, or missed assignments and an “I don’t care” attitude may reflect the teacher’s failure to make learners feel accountable during the coaching stage of the lesson.
 Accountability is the degree to which teachers communicate to learners the classwork they are expected to complete during a specific period of time. The more learners are told what they are responsible for, the greater the accountability for learning. From research by Emmer et al. (1994), we learn that there are three aspects to accountability: 
 (1) communication
 (2) monitoring
 (3) feedback
 The accompanying box, Establishing Accountability, details the steps you can take.
 Toward the end of Beth’s student teaching, she became much more skilled at establishing accountability. Here is an excerpt from her cooperating teacher’s evaluation of her performance during her last week of student teaching:
 Beth, like many new teachers, tended to hide immediately after giving an assignment. She would sit at her desk and avoid even looking at students. She hoped that the students would begin work immediately and everyone would know exactly what to do. She hadn’t developed the skill of anticipating problems and giving clear step-by-step directions. No sooner would she sit down than students would swarm to her desk with questions about what they were expected to do. As time passed, she learned to move about the room during the work activity, question learners who were having problems, and encourage those who were doing well. Now, even when the class is working quietly, she continues to move about the room encouraging, praising, and prompting.
 Providing Opportunities For Practice
 The purpose of practice is to engage learners actively in the learning process. During structuring and modeling, students listen, observe, covertly rehearse, or make brief responses to your questions as you check for understanding. But they have not yet had the opportunity to practice and master the skills you modeled, the information you conveyed, or the problem-solving techniques you demonstrated. During the coaching phase of instruction, learners begin to practice the objectives of your lesson.
 Practice has historically been associated with drill (Ornstein, 1992) and direct instructional methods (Borich, 1996). It has been strongly emphasized in behavioristic approaches to learning that stress the importance of building stimulus-response connections (Hilgard & Bower, 1981). Mastery learning and errorless learning methods also incorporate extensive practice and drill (Bloom, 1981).
 However, practice is essential for accomplishing the goals of any instructional method—direct, indirect, or self-directed. Depending on the instructional method used and the desired objective, practice can take many forms. During direct instruction, practice may take the form of repeating multiplication tables or letters of the alphabet. It may also involve independent seatwork and the use of workbooks. Practice during indirect instruction may occur when the teacher places learners in small groups to solve science or math problems cooperatively. It may also occur when students complete problem-solving handouts and worksheets. During self-directed learning, practice may take the form of reciprocal teaching within the naturally occurring dialogue of the classroom. It may also involve completing extended projects and investigations at a learning center, at home, or in
 the library.
 Regardless of the type of practice activity used, there are several guidelines for promoting effective practice:
 	Students should understand the reasons for practice. Practice often turns into busywork, which can create boredom, frustration, and noncompliance. Learners should approach classroom practice with the enthusiasm experienced by an athlete in training. This is more likely to occur if (1) the purpose of the practice has been made known to learners (“We will need to be proficient at solving these problems in order to go on to our next activity”) and (2) practice occurs during as well as after new learning (“Let’s stop right here, so you can try some of these problems yourselves”).
 	Effective practice is delivered in a manner that is brief, nonevaluative, and supportive. Eliciting practice involves more than simply saying “OK. Take out your books, turn to page 78, and answer questions 1, 3, 7, and 9. You have 20 minutes.” Rather, your introduction to a practice activity should accomplish three objectives: (1) inform the learners that they are going to practice something they are capable of succeeding at (“You’ve done part of this before, so this shouldn’t be much different”), (2) dispel anxiety about doing the task through the use of nonevaluative and non-threatening language (“You’ve got part of it right, Anita; now, think some more and you’ll have it”), and (3) let the learners know that
 you will be around to monitor their work and support their efforts (“I will be around to help, so let me know if you have a problem”).
 	Practice should be designed to ensure success. Practice makes perfect only when it is done correctly. If your learners are making many math, punctuation, or problem-solving mistakes, practice is making imperfect. Design your practice to produce as few errors as possible. For example, worksheets should be developed to ensure that at least 80 to 90 percent of the problems are completed correctly.
 	Practice should be arranged to allow students to receive feedback. As we learned earlier in our discussion of modeling, feedback exerts a powerful effect on learning. Develop procedures and routines for rapid checking of work so that learners know as soon as possible
 how well they are performing. Having peers correct one another’s practice is an efficient way to give feedback. Also, having answer sheets handy so that learners can check their own work can be a simple and effective means of providing feedback.
 	Practice should have the qualities of progress, challenge, and variety. Kounin (1970) found that the key to preventing learners from becoming bored was to design practice opportunities that allow them to see that they are making progress (“Don’t forget to check your answers with the key on the board”). In addition, practice should be introduced in a challenging and enthusiastic manner (“This will really test your understanding with some new and interesting kinds of problems”). Finally, practice exercises should include a variety of examples and situations.
 
 Guided Practice, Independent Practice, and Homework
 We typically think of practice as a solitary activity during which learners master skills that have been explained or demonstrated by the teacher. This type of practice is often referred to as independent practice. However, other forms of practice involve the active participation of both teacher and learners, whether one-to-one or in groups. This type of practice is called guided practice. Much of this task involves helping students to make the transition from supervised learning to self-regulated learning—or put differently, from practice that is relatively guided to practice that is relatively independent.
 Video: Structuring and delivering your lessons requires a plan that has a deliberate progression in which responsibility for being able to do the work is gradually transferred from teacher to student. (4:54 minutes)
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=74#oembed-2 
 
 Guided Practice
 When students first learn a new skill or a new set of ideas, they are especially likely to encounter problems and make mistakes that interfere with the very process of learning. In figuring out how to use a new software program, for example, a student may unknowingly press a wrong button that prevents further functioning of the program. In translating sentences from Spanish into English in a language class, for another example, a student might misinterpret one particular word or grammatical feature. This one mistake may cause many sentences to be translated incorrectly, and so on. So students initially need guided practice—opportunities to work somewhat independently, but with a teacher or other expert close at hand prevent or fix difficulties when they occur. In general, educational research has found that guided practice helps all learners, but especially those who are struggling (Bryan & Burstein, 2004: Woodward, 2004). A first-grade child has difficulty in decoding printed words, for example, benefits from guidance more than one who can decode easily. But both students benefit in the initial stages of learning, since both may make more mistakes then. Guided practice, by its nature, sends a dual message to students: it is important to learn new material well, but it is also important to become able to use learning without assistance, beyond the lesson where it is learned and even beyond the classroom.
 Guided practice is much like the concepts of the zone of proximal development (or ZPD) and instructional scaffolding that we discussed in connection with Vygotsky’s theory of learning. In essence, during guided practice, the teacher creates a ZPD or scaffold (or framework) in which the student can accomplish more with partial knowledge or skill than the student could accomplish alone. But whatever its name—guided practice, a ZPD, or a scaffold—ensuring the success of guidance depends on several key elements: focusing on the task at hand, asking questions that break the task into manageable parts, reframing or restating the task so that it becomes more understandable, and giving frequent feedback about the student’s progress (Rogoff, 2003). Combining the elements appropriately takes sensitivity and improvisational skill—even artfulness—but these very challenges are among the true joys of teaching.
 Independent Practice
 As students gain facility with a new skill or new knowledge, they tend to need less guidance and more time to consolidate (or strengthen) their new knowledge with additional practice. Since they are less likely to encounter mistakes or problems at this point, they begin to benefit from independent practice—opportunities to review and repeat their knowledge at their own pace and with fewer interruptions. At this point, therefore, guided practice may feel less like help than like an interruption, even if it is well-intentioned. A student who already knows how to use a new computer program, for example, may be frustrated by waiting for the teacher to explain each step of the program individually. If a student is already skillful at translating Spanish sentences into English in a language class, it can be annoying for the teacher to “help” by pointing out minor errors that the student is likely to catch for herself.
 By definition, the purpose of independent practice is to provide more self-regulation of learning than what comes from guided practice. It implies a different message for students than what is conveyed by guided practice, a message that goes beyond the earlier one: that it is now time to take more complete responsibility for own learning. When all goes well, independent practice is the eventual outcome of the zone of proximal development created during the earlier phase of guided practice described above: the student can now do on his or her own, what originally required assistance from someone else. Or stated differently, independent practice is a way of encouraging self-determination about learning. In order to work independently, a student must set his or her own direction and monitor his or her own success; by definition, no one can do this for the student.
 Homework
 The chances are that you already have experienced many forms of homework in your own educational career. The widespread practice of assigning review work to do outside of school is a way of supplementing scarce time in class and of providing independent practice for students. Homework has generated controversy throughout most of its history in public education, partly because it encroaches on students’ personal and family-oriented time, and partly because research finds no consistent benefits of doing homework (Gill & Schlossman, 2004; Kohn, 2004). In spite of these criticisms, though, parents and teachers tend to favor homework when it is used for two main purposes. One purpose is to review and practice material that has already been introduced and practiced at school; a sheet of arithmetic problems might be a classic example. When used for this purpose, the amount of homework is usually minimal in the earliest grades, if any is assigned at all. One educational expert recommends only ten minutes per day in first grade at most, and only gradual increases in amount as students get older (Cooper & Valentine, 2001).
 The second purpose of supporting homework is to convey the idea of schoolwork being the “job” of childhood and youth. Just as on an adult job, students must complete homework tasks with minimal supervision and sometimes even minimal training. Doing the tasks, furthermore, is a way to get ahead or further along in the workplace (for an adult) or at school (for a child). One study in which researchers interviewed children about these ideas, in fact, found that children do indeed regard homework as work in the same way that adults think of a job (Cornu & Xu, 2004). In the children’s minds, homework tasks were not “fun,” in spite of teachers’ frequent efforts to make them fun. Instead, they were jobs that needed doing, much like household chores. When it came to homework, children regarded parents as the teachers’ assistants—people merely carrying out the wishes of the teacher. Like any job, the job of doing homework varied in stressfulness; when required at an appropriate amount and level of difficulty, and when children reported having good “bosses” (parents and teachers), the job of homework could actually be satisfying in the way that many adults’ jobs can be satisfying when well-done.
 Motivating Learners
 Successful groups of learners, no less than successful teams of athletes, demand that their coaches be skilled motivators. The expert practice of coaching, therefore, requires that teachers be skilled at motivating learners. The learning that is elicited and strengthened during guided practice must be maintained, generalized, and transferred outside of practice. Your knowledge of motivation acquired and your ability to instill it in your learners will help this take place.
 Fading
 Although all four teaching activities include elements of transfer of learning, fading is the event that most directly achieves it. The expert practice of fading, whether used during direct, indirect, or self-directed instruction, involves two steps:
 	The removal of any external supports required to activate learning (for example, prompts and reinforcers).
 	The provision of independent practice that promotes transfer.
 
 Prompt Fading
 The teaching of many action sequences, such as testing a hypothesis, forming correct letters in handwriting, tying knots, focusing a microscope, or dissecting a frog, frequently requires prompts to guide correct responses. Likewise, prompts are frequently required to help learners develop oral language proficiency, essay writing, and problem-solving skills. These prompts may be verbal, gestural, or physical.
 You can fade verbal prompts by gradually using fewer words or shorter explanations, allowing more time for learner response, or lowering the sound of your voice as the student begins to work more skillfully and independently. We often fade gestural prompts by gradually shortening the length of the gesture from a full arm sweep, for example, to a short pointing response. Physical prompts can be faded by slowly moving your assistance from
 hand-over-hand, to guiding the wrist, to lightly touching the forearm, to lightly tapping the elbow. Delaying the fading of prompts can lead to prompt dependency. Conversely, removing prompts too soon can create frustration and anxiety in the learner.
 Reinforcer Fading
 The purpose of reinforcer fading is to gradually transfer the motivation for performing a skill from extrinsic reinforcers (such as food, tokens, stickers, and praise) to intrinsic reinforcers. It is more desirable and natural for learners to read because they enjoy it than because their parents give them a dollar for every book they read. Likewise, we want learners to keep the classroom neat and to play sports or musical instruments for the enjoyment of the activity rather than to obtain a grade.
 Providing Independent Practice That Promotes Transfer
 The following first-person account describes one of the most vexing problems in teaching: how to help students demonstrate their learning in new situations and settings.
 Yesterday afternoon I had the most frustrating experience. I was walking to the subway after school and I ran into Gabriel, one of my ESL (English as a Second Language) students. We had just spent the last two days drilling the future tense of “going to,” as in “What are you going to do tomorrow?” So I said, “Gabriel, what are you going to do tonight?” And do you know what he said after two days of drill and practice? “I went to finish my homework tonight.” Not “want” …but “went.” He completely mixed up the past and future tenses. I don’t know how these kids are ever going to learn this stuff. (Author, personal experience)

 Transfer of learning is the phrase used to describe this problem. Teachers want their students to transfer their learning, or generalize it from the classroom to the world outside the classroom. Of what value is learning how to speak or write grammatically correct English, solve math problems, type with accuracy, read poetry, plan a menu, or use logic if these skills are practiced only in a classroom under the guidance of a teacher?
 Transfer of learning is a central concern whether you are engaged in direct, indirect, or self-directed instruction—that is, whether you want learners to acquire facts, rules, and action sequences; concepts, patterns, and abstractions; or learn how to learn. Regardless of which instructional method you choose or what the goal or objective of instruction is, effective instruction should culminate in the learner’s demonstrating her learning in a new or different context.
 The purpose of guided practice during coaching is to help learners acquire new intellectual, social, and motor skills. The purpose of independent practice during fading is to help learners transfer those skills to real-world contexts. Achieving this goal requires teachers to design independent practice with transfer in mind. Independent practice that promotes transfer should:
 	emphasize mastery by beginning after learners have mastered the original task that has been modeled for them
 	have real-world similarity by being completed under the same time constraints and with the same distractions that exist in the real world
 	provide variety by giving learners as many different examples and situations as possible on which to practice, using a variety of sources, such as fiction, editorials, poetry, and magazines
 	offer flexibility by changing the conditions, locations, and peers under which practice occurs
 	promote self-direction by asking learners to identify examples where they can use their skills, such as measurement, punctuation, money management, scientific inquiry, and classifying objects, and to monitor their own progress.
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 [image: fruit bowl]Differentiation refers to a wide variety of teaching techniques and lesson adaptations that educators use to instruct a diverse group of students, with diverse learning needs, in the same course, classroom, or learning environment. Differentiation is commonly used in “heterogeneous grouping”—an educational strategy in which students of different abilities, learning needs, and levels of academic achievement are grouped together. In heterogeneously grouped classrooms, for example, teachers vary instructional strategies and use more flexibly designed lessons to engage student interests and address distinct learning needs—all of which may vary from student to student. The basic idea is that the primary educational objectives—making sure all students master essential knowledge, concepts, and skills—remain the same for every student, but teachers may use different instructional methods to help students meet those expectations.
 Teachers who employ differentiated instructional strategies will usually adjust the elements of a lesson from one group of students to another, so that those who may need more time or a different teaching approach to grasp a concept get the specialized assistance they need, while those students who have already mastered a concept can be assigned a different learning activity or move on to a new concept or lesson. In more diverse classrooms, teachers will tailor lessons to address the unique needs of special-education students, high-achieving students, and English-language learners, for example. Teachers also use strategies such as formative assessment—periodic, in-process evaluations of what students are learning or not learning—to determine the best instructional approaches or modifications needed for each student.Also called “differentiated instruction,” differentiation typically entails modifications to practice (how teachers deliver instruction to students), process (how the lesson is designed for students), products (the kinds of work products students will be asked to complete), content (the specific readings, research, or materials students will study), assessment (how teachers measure what students have learned), and grouping (how students are arranged in the classroom or paired up with other students). Differentiation techniques may also be based on specific student attributes, including interest (what subjects inspire students to learn), readiness (what students have learned and still need to learn), or learning preference (the ways in which students like to learn the material best)
 (Abbott,n.d.)
 Key Takeaways
  Also called “Differentiated Instruction, (DI)” differentiation typically entails modifications to:
 	practice (how teachers deliver instruction to students),
 	process (how the lesson is designed for students),
 	products (the kinds of work products students will be asked to complete),
 	content (the specific readings, research, or materials, students will study),
 	assessment (how teachers measure what students have learned), and
 	grouping (how students are arranged in the classroom or paired up with other students).
 
 
 
 
 Excerpts from Applications of Educational Technology by Susan Stansberry is licensed under a Creative Commons Attribution-NonCommercial 4.0 International License, except where otherwise noted
 Don’t forget to challenge advanced learners.  (Bloom’s Higher Order Thinking Skills)
 		Design activities that are more complex, abstract, independent, and/or multistep.
 
  		Ask students to tell the story from a different point of view.
 
  
 		Pose a challenge question or task that requires them to think beyond the concrete and obvious response (from the newly learned material) to more abstract ideas and new use of the information.
 
  		Ask students to place themselves into the story or time period and write from the first-person point of view.
 
  
 		Require more complex expression of ideas: different types of sentences, synonyms, more than one adjective or action (verb) to describe what’s happening.
 
  		Ask students to consider “What if?” scenarios
 	Provide multistep math problems.
 
  
 		Require that metaphors and similes, idiomatic expressions, or specific literary elements be included in their writing.
 
  		Include distractors
 	Do not provide a visual prompt.
 
  
 		Ask students to make text-to-text and text-to-world connections (more abstract than text-to-self connections).
 
  		Ask students to suggest tips or hints that would help others who struggle to make sense of the information.
 
  
 		Require students to note relationships and point out connections among ideas: compare and contrast; cause and effect; problem and solution; sequence, steps, or change over time; advantages and disadvantages; benefits; etc.
 
  		Provide a problem or model that does not work; have students problem-solve.
 
  
 		Have students create their own pattern, graph, experiment, word problem, scenario, story, poem, etc.
 
  		Have students use the information in a completely new way (Design an awareness campaign about . . .; Create a flyer to inform . . .; Write/give a speech to convince . . .; Write an article to educate . . .; Write an ad to warn others about . . .; Design a program to solve the problem of . . .)
 
  
  
 (Susan Stansberry)
 
 Differentiation vs. Scaffolding
 As a general instructional strategy, differentiation shares many similarities with scaffolding, which refers to a variety of instructional techniques used to move students progressively toward stronger understanding and, ultimately, greater independence in the learning process. Because differentiation and scaffolding techniques are used to achieve similar instructional goals—i.e., moving student learning and understanding from where it is to where it needs to be—the two approaches may be blended together in some classrooms to the point of being indistinguishable. That said, the two approaches are distinct in several ways. When teachers differentiate instruction, they might give some students an entirely different reading (to better match their reading level and ability), give the entire class the option to choose from among several texts (so each student can pick the one that interests them most), or give the class several options for completing a related assignment (for example, the students might be allowed to write a traditional essay, draw an illustrated essay in comic-style form, create a slideshow “essay” with text and images, or deliver an oral presentation). Alternatively, when teachers scaffold instruction, they typically break up a learning experience, concept, or skill into discrete parts, and then give students the assistance they need to learn each part. For example, teachers may give students an excerpt of a longer text to read, engage them in a discussion of the excerpt to improve their understanding of its purpose, and teach them the vocabulary they need to comprehend the text before assigning them the full reading.  (Edglossary, 2013)
 HLP 15 Provide scaffolded supports.
  Scaffolded supports provide temporary assistance to students so they can successfully complete tasks that they cannot yet do independently and with a high rate of success. Teachers select powerful visual, verbal, and written supports; carefully calibrate them to students’ performance and understanding in relation to learning tasks; use them flexibly; evaluate their effectiveness; and gradually remove them once they are no longer needed. Some supports are planned prior to lessons and some are provided responsively during instruction.
 
 
 Excerpts from Applications of Educational Technology by Susan Stansberry is licensed under a Creative Commons Attribution-NonCommercial 4.0 International License, except where otherwise noted
 Scaffolding for struggling learners
 		Offer teacher direction (reteaching with a different method)
 
  		Provide a partially completed graphic organizer or outline.
 
  
 		Allow the student to work with a reading partner, study buddy, or learning partner. (Buddy-up an English language learner (ELL) with another student.) This will provide peer support for collaborative learning.
 
  		Provide out-of-sequence steps for students to reorganize.
 	Allow additional time.
 
  
 		Allow students to use class notes, textbooks, and/or other classroom resources to complete the task.
 
  		Provide a cloze (fill-in-the-blank) paragraph (with or without a word box) for students whose language is extremely limited or for those who struggle with grapho-motor skills.
 
  
 		Provide a model or exemplar (of a similar problem solved or a sample of the type of writing expected).
 
  		Give a framed paragraph or essay (with sentence starters to help organize the writing).
 
  
 		Furnish step-by-step directions; break down the task.
 
  		Provide guided questions.
 
  
 		Provide hints or tips.
 
  		Supply a word bank and definitions.
 
  
 		Color-code different elements; highlight for focusing; provide “masks and markers” for focused attention on specific text.
 
  		Support with visuals, diagrams, or pictures.
 
  
 		Provide sentence strips, sticky labels with terms, or manipulatives (plastic coins, Judy clocks, Unifix cubes, fraction tiles, number lines, algebraic tiles, calculators, etc.).
 
  		Provide words on labels for students to simply pull off and place appropriately.
 
  
  
 [image: arrow]To read more about Scaffolding, go to:   Lombardi, P. (2019). Instructional Methods, Strategies, and Technologies to Meet The Needs of All Learners. Retrieved from https://granite.pressbooks.pub/teachingdiverselearners/, Chapter on Scaffolding
 
 The following comparison chart will help illustrate the differentiation concept and its major component strategies:
 	Element 	Traditional Example 	Differentiated Example 
 	Practice 	A math teacher explains how to calculate slope to the entire class and gives students fifteen problems to practice. 	A math teacher pre-tests students to determine their understanding of critical mathematical skills and then arranges students into groups based on their learning progress and understanding. Some students work online to practice the skills, some work in groups with the teacher, and some work individually with occasional teacher support. 
 	Process 	In an art class, students complete the following activities in order: write an artist statement, critique a peer’s work, and then compile artifacts for a portfolio of their art. 	Students determine the order in which they will write an artist statement, critique a peer’s work, and compile artifacts for a portfolio of work. Some tasks can be done at home and some in class, and some can be done collaboratively and some individually. 
 	Products 	In a social studies class, students write a four-page essay arguing a position related to free speech that uses supporting evidence drawn from historical and contemporary sources. 	Students may elect to write an essay, op-ed, or persuasive speech, or they may create a short documentary arguing a position related to free speech that uses supporting evidence drawn from historical and contemporary sources. 
 	Content 	In English class, students read The Adventures of Huckleberry Finn and discuss the messages it conveys about race and racism in the United States. 	Students choose between The Adventures of Huckleberry Finn, Uncle Tom’s Cabin, and Invisible Man to discuss different messages about race and racism in the United States. The three groups share their knowledge with each other. 
 	Assessment  	In a math class, students take an exam and are given a percentage grade based on how many answers were correct. 	Students take an exam and receive feedback on which mathematics standards they have mastered, which standards they are making progress on, and which standards need more attention. The feedback suggests remedies for students with learning gaps and new projects for students who have mastered all the required skills and knowledge. 
 	Grouping  	Students are either grouped as a full class or they work independently most of the time. 	Teachers use grouping strategies to address distinct learning needs. Students may be working independently, in small groups, in pairs, or using technology. Some groupings are by choice and some are assigned based on common learning needs. Some groupings or individual students work closely with the teacher and others have more independence. 
 	Interest 	In a social studies class, the teacher assigns a single topic, such as the Civil War, for a unit or project, and all students research the same historical event. 	The teacher poses a question, such as “Why do nations go to war?” Students may select a military conflict that interests them most and address the question in different ways—for example, one student may choose to read historical literature about World War II, while another student may research films about the Vietnam War. 
 	Readiness 	In an English course, the teacher plans out the course topics and reading assignments in advance, and all students work through the same series of readings, lessons, and projects at the same pace. 	The teacher evaluates students to determine what they already know, and then designs lessons and projects that allow students to learn at different levels of difficulty, complexity, or independence. For example, teachers may determine reading levels and then assign a variety of texts, reflecting different degrees of difficulty, to ensure an appropriate level of reading challenge for each student. 
 	Learning Preference 	In a math course, every student receives the same problems and assignments, which are all structured in the same way. 	The teacher assigns a topic: solving quadratic equations. Some students choose to work with a software program that uses visual representations and simulations, other students work in teams and solve a series of problems from a book that increase in difficulty, and still others watch an online tutorial that can be viewed multiple times until the concept becomes clear. 
  
 Debate
 Differentiation plays into ongoing debates about equity and “academic tracking” in public schools. One major criticism of the approach is related to the relative complexities and difficulties entailed in teaching diverse types of students in a single classroom or educational setting. Since effective differentiation requires more sophisticated and highly specialized instructional methods, teachers typically need adequate training, mentoring, and professional development to ensure they are using differentiated instructional techniques appropriately and effectively. Some teachers also argue that the practical realities of using differentiation—especially in larger classes comprising students with a wide range of skill levels, academic preparation, and learning needs—can be prohibitively difficult or even infeasible.
 Yet other educators argue that this criticism stems, at least in part, from a fundamental misunderstanding of the strategy. In her book How to Differentiate Instruction in Mixed-Ability Classrooms, the educator and writer Carol Ann Tomlinson, who is considered an authority on differentiation, points out a potential source of confusion: “Differentiated instruction is not the “Individualized Instruction” of the 1970s.” In other words, differentiation is the practice of varying instructional techniques in a classroom to effectively teach as many students as possible, but it does not entail the creation of distinct courses of study for every student (i.e., individualized instruction). The conflation of “differentiated instruction” and “individualized instruction” has likely contributed to ongoing confusion and debates about differentiation, particularly given that the terms are widely and frequently used interchangeably.
 
 
 Hall, T., Vue, G., Strangman, N., & Meyer, A. (2003). Differentiated instruction and implications for UDL implementation. Wakefield, MA: National Center on Accessing the General Curriculum. (Links updated 2014). Retrieved [6.20.2020] from http://aem.cast.org/about/publications/2003/ncac-differentiated-instruction-udl.html This work is licensed under a Creative Commons Attribution-ShareAlike 4.0 International license.
 While Tomlinson and most recognize there is no magic or recipe for making a classroom differentiated, they have identified guiding principles, considered the “Pillars that Support Effective Differentiation”: Philosophy, Principles, and Practices. The premise of each is as follows:
 The Philosophy of differentiation is based on the following tenets:
 	(1) Recognizing diversity is normal and valuable,
 	(2) Understanding every student has the capacity to learn,
 	(3) Taking responsibility to guide and structure student success,
 	(4) Championing every student entering the learning environment and assuring equity of access
 
 The Principles identified that shape differentiation include—
 	(1) Creating an environment conducive to learning
 	(2) Identifying a quality foundational curriculum
 	(3) Informing teaching and learning with assessments
 	(4) Designing instruction based on assessments collected
 	(5) Creating and maintaining a flexible classroom
 
 Teacher Practices are also essential to differentiation, highlighted as—
 	(1) Proactive planning to address student profiles
 	(2) Modifying instructional approaches to meet student needs
 	(3) Teaching up (students should be working just above their individual comfort levels)
 	(4) Assigning respectful tasks responsive to student needs—challenging, engaging, purposeful
 	(5) Applying flexible grouping strategies (e.g., stations, interest groups, orbital studies)
 
 
 [image: ]
 According to the authors of differentiated instruction, several key elements guide differentiation in the education environment through which teachers may differentiate instruction: content, process, product and affect/environment (see Table 1) (Tomlinson, 2014). These are described in the four sections below, and they help to serve as guidelines for forming an understanding of and developing ideas around differentiation of instruction.
 Content
 	Several elements and materials are used to support instructional content. These include acts, concepts, generalizations or principles, attitudes, and skills. The variation seen in a differentiated classroom is most frequently in the manner in which students gain access to important learning. Access to content is seen as key.
 	Align tasks and objectives to learning goals. Designers of differentiated instruction view the alignment of tasks with instructional goals and objectives as essential. Goals are most frequently assessed by many state-level, high-stakes tests and frequently administered standardized measures. Objectives are frequently written in incremental steps resulting in a continuum of skills-building tasks. An objectives-driven menu makes it easier to find the next instructional step for learners entering at varying levels.
 	Instruction is concept-focused and principle-driven. Instructional concepts should be broad-based, not focused on minute details or unlimited facts. Teachers must focus on the concepts, principles, and skills that students should learn. The content of instruction should address the same concepts with all students, but the degree of complexity should be adjusted to suit diverse learners.
 	Clarify key concepts and generalizations. Ensure that all learners gain powerful understandings that can serve as the foundation for future learning. Teachers are encouraged to identify essential concepts and instructional foci to ensure that all learners comprehend.
 
 Process
 	Flexible grouping is consistently used. Strategies for flexible grouping are essential. Learners are expected to interact and work together as they develop knowledge of new content. Teachers may conduct whole-class introductory discussions of content big ideas followed by small group or paired work. Student groups may be coached from within or by the teacher to support completion of assigned tasks. Grouping of students is not fixed. As one of the foundations of differentiated instruction, grouping and regrouping must be a dynamic process, changing with the content, project, and on-going evaluations.
 	Classroom management benefits students and teachers. To effectively operate a classroom using differentiated instruction, teachers must carefully select organization and instructional delivery strategies. In her text, How to Differentiate Instruction in Mixed-Ability Classrooms (2001), Carol Tomlinson identifies 17 key strategies for teachers to successfully meet the challenge of designing and managing differentiated instruction.
 	Emphasize critical and creative thinking as a goal in lesson design. The tasks, activities, and procedures for students should require that they understand and apply meaning. Instruction may require supports, additional motivation; and varied tasks, materials, or equipment for different students in the classroom.
 
 Products
 	Initial and on-going assessment of student readiness and growth are essential. Meaningful pre-assessment naturally leads to functional and successful differentiation. Incorporating pre- and on-going assessment informs teachers so that they can better provide a menu of approaches, choices, and scaffolds for the varying needs, interests, and abilities that exist in classrooms of diverse students. Assessments may be formal or informal, including interviews, surveys, performance assessments, and more formal evaluation procedures.
 	Use assessment as a teaching tool to extend rather than merely measure instruction. Assessment should occur before, during, and following the instructional episode; and it should be used to help pose questions regarding student needs and optimal learning.
 	Students are active and responsible explorers. Teachers respect that each task put before the learner will be interesting, engaging, and accessible to essential understanding and skills. Each child should feel challenged most of the time.
 	Vary expectations and requirements for student responses. Items to which students respond may be differentiated so that different students are able to demonstrate or express their knowledge and understanding in a variety of ways. A well-designed student product allows varied means of expression and alternative procedures and offers varying degrees of difficulty, types of evaluation, and scoring.
 
 Affect/Environment
 	Developing a learning environment. Establish classroom conditions that set the tone and expectations for learning. Provide tasks that are challenging, interesting, and worthwhile to students.
 	Engaging all learners is essential. Teachers are encouraged to strive for the development of lessons that are engaging and motivating for a diverse class of students. Vary tasks within instruction as well as across students. In other words, an entire session for students should not consist of all lecture, discussion, practice, or any single structure or activity.
 	Provide a balance between teacher-assigned and student-selected tasks. A balanced working structure is optimal in a differentiated classroom. Based on pre-assessment information, the balance will vary from class-to-class as well as lesson-to-lesson. Teachers should ensure that students have choices in their learning.
 
 
 UDL and DI
 Myths and Misconceptions about Differentiated Instruction and Universal Design for Learning
 Differentiated instruction is just one component of UDL. Tomlinson (2001), declares that differentiated instruction is the intentional application of specific lesson planning and multiple learning approaches to support all learners.
 The key difference between differentiated instruction and UDL is that differentiation is a strategy that supports instructors in addressing each student’s individual level of readiness, interest, and learning profiles (Nelson, 2014).
 UDL in comparison is an overarching educational framework that addresses the learning environment as a whole. This includes, both the physical learning environment as well as the lessons, units, and/or curriculum. When the whole environment is addressed first, it removes physical, mental and psychological barriers so all students have full access in the classroom, regardless of their needs and abilities.
 (Myths and Misconceptions, n.d)
 The following instructional approach to teaching mathematics patterns has several UDL features (see Table 2). Through the use of clearly stated goals and the implementation of flexible working groups with varying levels of challenge, this lesson helps to break down instructional barriers. We have identified additional ways to reduce barriers in this lesson even further by employing the principles of UDL teaching methods and differentiated instruction. We provide recommendations of employing teaching methods of UDL to support this lesson in Table 3. Please note that we are not making generalized recommendations for making this lesson more UDL, but instead are focusing on ways that differentiated instruction, specifically, can help achieve this goal.
 Table 2. UDL Elements in a Differentiated Instruction Mathematics Lesson
 	UDL Guideline/Checkpoint 	Differentiated Instruction Features 
 	Provide multiple examples. 	The teacher provides multiple examples throughout the lesson with multiple models, practice activities, and additional math problems. 
 	Highlight critical features. 	The teacher highlights critical features of the mathematics by stopping and calculating, checking in with students, and modeling behavior. 
 	Provide multiple media and formats. 	The teacher supports understanding by identifying patterns not only in text but also in the environment of the classroom, school, etc. 
 	Support background context. 	Teachers analyze or pre-test students for key pre-skills and background knowledge. 
 	Provide ongoing, relevant feedback. 	In cooperative groups, students may receive feedback from the teacher and from peers. 
 	Offer choices of content and tools. 	Students are assigned to one of three groups tiered by difficulty; all students are working on the same task but with varying supports. 
 	Offer adjustable levels of challenge. 	Varied supports in the working groups alter the level of independence and difficulty in solving the task. 
  
 Table 3. UDL Strategies to Further Minimize Lesson Barriers in a Differentiated Instruction Lesson Plan for Mathematics.
 	Barrier 	UDL Strategy 
  	Deducting/constructing numeric functions. 	Provide different demonstrations or models of how to use the tools employed in the lesson. Provide scaffolds and prompt students in use of number patterns. 
 	Students write rules for mathematical patterns. 	Provide alternative formats for students to express their interpretation of visual and representational patterns and the mathematical implications. For example, speaking, creating a diagram, numerical representations. 
 	Creating number patterns.  
 	Consider the background knowledge for students entering this mathematical problem. What range of supports could be made available to provide the informational knowledge so that students can focus on the problem-solving component? 
  
 (Hall, Vue, Meyer, 2004)
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 Differentiating the Process with Student Choice Boards
 Shaelynn Farnsworth, July 2, 2019 (CC BY NC)
 Teachers in a differentiated classroom understand two things. First, there are standards that guide what is taught; and second, no two learners have the same path in mastering those standards. A differentiated classroom recognizes this and provides various ways through content, product, assessment, and process to meet the needs of all students. And all of this is accomplished by design, not chance!
 The one component many educators find most difficult to understand and implement is “Differentiation through Process”. Process is how the learner comes to make sense of and understand topics, concepts, and skills directly aligned to the learning goal. Varying levels of support along with student choice make differentiating process one of the most effective ways to improve student learning.
 A Student Choice Board is not a hodge-podge of activities thrown together in an attempt to provide student choice in the classroom. Instead, a choice board is aligned to learning goals, has carefully selected activities to allow students to access and understand information, plus multiple options to apply and demonstrate understanding of a topic or concept.
 When designing a Student Choice Board, we like to consider 3 layers of learning, Surface Learning, Deep Learning, and Application.
 	Surface Learning – Initial exposure. Serves to support and build background knowledge in which students can construct new knowledge upon.
 	Deep Learning – Students continue to solidify understanding and dig deeper, make connections, see examples, provides practice, and deepen their own understanding.
 	Application – Students demonstrate mastery of content or skill by applying knowledge and demonstrating understanding.
 
 Here is an example from a science classroom where students are exploring and learning about the Periodic Table. The directions on the side provide the learning goal and student expectations. This clarity provides students the “what” and allows them to own the “how”.
 Blank Choice Board Template
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 Lesson Planning and Teaching
 Differentiated instructional strategies will be embedded in the body of the lesson plan.
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 Learning Centers are a way to differentiate Instruction.
 Elementary Math has a nice 5 part series that covers the major aspects of designing  Math Centers. https://mrelementarymath.com/math-centers/
 
 [image: voices from the field]
 Voices from the Field
 Teacher candidates discuss differentiating instruction.
 Differentiating the content, process and product
 One of the ways I will be differentiating instruction within my math lesson is by providing manipulatives for my students. I will be providing them with number flashcards and a number line to help with number identification and counting on. Not every student will need these manipulatives but it will help the ones that do. We will also be differentiating the product of our lesson. We will allow the students to participate in a visual assessment for counting on or a paper bunny hop counting activity. This will allow us to see how students demonstrate their knowledge of the given subject. Overall, differentiation is a valuable tool in lesson planning and development.  Sadie Bloom
 ———————–
 My Elementary Ed. SP is a teacher in a multi-age first and second grade classroom. The students in this class have many different abilities and interests. Throughout the day, her lessons vary from whole classroom discussion to hands-on activities to quiet observations and thinking. She also utilizes rotating stations with assigned activities based on readiness. While a lesson may start with a lecture, it can then move to demonstrations and observations, partner discussions, and a writing and coloring worksheet. Because it is a multi-age class, the activity sheets are different for the age levels, for example the first graders will get a worksheet with the lesson conclusion written and two blanks to fill in, while the second graders have to complete the entire sentence. The takeaway is the same for all students, but the work differs based on grade expectations and ability level.  Tate Van Valkenburg
 ———————–
 Another way that traditional and differentiated instruction differ is in traditional classroom instruction “the teacher assigns the same assignment to all students”, whereas in a differentiated instruction classroom “ the teacher offers several assignment choices” (IRIS Center). This could look like the math teacher offering the students to either complete a math packet, work on posted links on IXL, or work on their ALEKS pie. The students can be working on the same content, but the teacher varied the assignments for them. This was the case this past week in the math class that I work in. The teacher posted IXL links in his Google classroom, gave the option to complete certain pages in the textbook, work on the skill on ALEKS and offered a math packet. The students were able to choose which method they wanted to use, and again, the material they were learning was the same, but the way the students presented what they were learning was different.  Michelle Shaw
 ———————–
 
  I think it is so important to assess using different methods because until we try different ways we don’t truly know which way a student can best show us what they know.  A few years back, I worked with an 8th grade student who had EBD and some other disabilities and he absolutely loved to make YouTube videos, but he hated to write. In his social studies class they were learning about WWII, as a form of assessment, rather than having him take a written short answer test his teacher allowed him to make a short film.  In this he drafted a script and had classmates as well as himself use props/costumes to demonstrate the content that he had learned.  Had his teacher asked him to demonstrate what he knew by taking the short answer exam, he would have shut down and she never would have known just how much he knew.  It just goes to show what can happen if you give students a chance to demonstrate their knowledge through a preferred method rather than something that is aversive to them. Nicole Coonrod
  
 I just differentiated a math unit assessment this week, which proved to be so advantageous for a few of our students.  I took a small group and chunked the test into smaller parts.  I would go over the directions of the section, discuss an example or two, and then let the students complete that section independently.  Instead of giving the test in 1 part, I made three sections and the students took the test (the same test as the others) in the manner described.  The students were so much more successful taking the unit assessment in this manner than in the traditional manner.  Results can be so drastically changed just by making a few adjustments!  Kari Grimes
 ———————–
 As a student, I would have responded much better to learning menus.  Having the ability to choose how I would demonstrate my knowledge and understanding of a unit would have been a much better option for me than to just take a test.  I have a student I tutor in Virginia who is a home school student and each unit we decide how we will assess his knowledge, so far we have used Kahoot, slides and iMovie.  The student responds much better throughout the unit since he is creating his assessment assignment. Frank Del Medico
 ———————–
 One of my all time favorite things to do is create learning menus, especially for literacy based teaching. I am a huge believer in the power of choice for students. Easing some of the constraints of the classroom makes them all a little more productive. When making learning menus, I try to set it up so that they have a few options they will find easier and that play to their strengths, but also make sure that they eventually have to step out of their comfort zones and try something that may be more difficult as well. My learning menus have “appetizers” and “main dishes.” Appetizers might be something hands-on and fun, while main dishes will be something more comprehensive. I require students only perform a task once until all are completed, so that they don’t choose the same things over and over again. As time goes on, I eventually see what my students are trying to avoid and what they are good at by their choices for assessment. Arthur Rafus
 ———————–
 
 In language arts and social studies specifically, I have seen teachers ask students to make videos about books they’ve read, make PowerPoint presentations, make cereal box book reports, dress up as a favorite character to talk about character traits, trace themselves as historical figures, and write stories/essays about tests they’ve read.
 I’ve also noticed many ways of demonstrating learning through the activity in which that student teaches other students about what they have learned. This can be done in lots of subjects. In the class I was in last year, students had groups of 3-4 for reading, and would read a nonfiction book together, take notes, then create a PowerPoint presentation on the topic to teach their classmates about it. This seemed like it really helped students remember the information they learned, and showed the teacher everything they had learned. This could also be done using other types of technology, such as SMORE (an educational website where kids build something similar to a blog/newspaper), as well as just making a video in the style of a news segment, or writing a “how-to” book or an “all-about” book for classmates to read. Students seem to really like doing this because it also lets them pretend to be “the teacher”! Caitlin Dubisz
 ———————–
 One of the ways we might differentiate product is by allowing learners to select from a tic-tac-toe board, selecting  three options to complete, or a choice board; both a means through which students demonstrate their mastery of content. It feels that differentiating product is one of the less challenging aspects of differentiation though it frequently requires a universal rubric which enables teachers to evaluate these different displays of proficiency fairly as well as input from students as to the tasks options (i.e. knowing your learners well)
 Our district has revamped the middle school’s social studies program to promote personalized learning. After students select topics within the CCSS framework and then complete the various processes to master the content, they are able to select the manner in which they showcase it. Our SS choice boards allow students to pick from PowerPoint or Slide Deck presentations; blogs; videos; 3-D models; 1st person narratives or character/historical figure’s diary; etc. This allows students to demonstrate their mastery in a manner that best displays their proficiency and simultaneously appeals to their interest. Students must select a different activity from the choice board as they continue to navigate their selected topics throughout the year. We also use mastery checklists which further differentiate by giving students their must do, should do, and aspire to do. It personalizes learning while also differentiating for the learner and their current skill level while encouraging students to challenge themselves and safely expand out of their comfort zone.  Kate D’Appolonia
 ———————–
 One of the most common ways that I see teachers differentiating content is through different presentation styles. Presentation styles are broken up into saying it, showing it, and modeling it. For example, one of my lessons that I have used in my class is going over a story plot diagram. I started off my lesson by explaining what a story plot diagram was made of (exposition, rising action, climax, falling action, resolution, conflict). After, I was able to show them the plot diagram by drawing the story plot on to the white board and labeling the different parts of the diagram. Finally, I model what I was looking for by breaking down a Harry Potter book.  There are also other media options for presenting information. A teacher can use television, audio, or computer to present content to their students (p.5).
 Another strategy that I have seen teachers use in the classroom is a tiered based content. The entire class will be completing the same activity or lesson objective. However, the classroom is broken up into different groups based of the different levels of difficulty. In the end, the students will be learning the same key concept in that lesson. The example given in the reading is that the first group works with the teacher throughout the activity. The second group of students work together with more challenging problems from the worksheet. The final group of students work together to complete the problems as well discuss their answers.
 Differentiating content is crucial for a positive classroom environment because it allows the teacher to teach the main concept to all students while using different strategies in order for to be effective for the different types of learners in the classroom.  Lucas Fisher
 ———————–
 At XY High School, there is an Algebra 1 class I support, whose teacher does a fantastic job of differentiating content. Within this classroom, there’s a variety of learners, some of which are ready for algebra 2 and others are challenged by solving basic algebraic equations. For a significant portion of the content and activities during this class, the teacher differentiates based on difficulty. Most often this is done through worksheets; some students receive a visually similar worksheet, but the problems or equations are at a more basic level of understanding. In addition to this, the students frequently receive small group instruction within the general education classroom, while learners at a higher level of content knowledge are given self-led discovery type assignments.
 For subjects such as mathematics, I believe content differentiation is highly important since there are many prerequisite skills required for many of the higher order objectives. Without the mastery of prerequisite skills, a learner will have a slimmer chance in fortifying a deeper understanding of the latter material. Anonymous
 ———————–
 At the high school, I often see teachers differentiating the product, especially in the humanities. However, with the factor of Covid-19, the potential for cheating on traditional tests has pushed some of the math and science teachers into offering other types of assessment, as well. In pre-algebra, a teacher gave a rubric that involved data collection and representation, but the students chose the topic and how to present their information (paper, presentation, website, video, etc.). In tenth grade science, the students were assigned a factor of climate change and had to investigate that issue more deeply. They then had to make a digital product to present their findings. In English, the students had the opportunity to share their short story on Flipgrid or through a written document. For English and Social studies (which are cotaught at the high school), I’ve also seen students illustrate the plot of a story, write a letter to a real or fictional person, make a political cartoon, write a song, make a book trailer, and build dioramas.
 For my lesson, I will differentiate the process by allowing them to choose their materials to practice their math with (white board, pen and paper, or verbal responses). I will also provide a graphic organizer. I think in the case of the coordinate plane and word problems, a KWL chart might be a good idea, especially since it provides the student with an opportunity to state what they know and to see their own learning progress as they fill in the final column of what they’ve learned. Rachel Stoudt
 ———————–
 For my lesson, I will differentiate the process by offering my case study student (and any others in my small group that need it) the use of manipulatives such as base-10 blocks to help model and break apart numbers. I will also allow those that need it the use of a multiplication chart, as I want to ensure they are mastering the concept of the lesson rather than spending all of their time on the multiplication facts within each problem. Finally, some students may need more time or a reduced number of problems to complete on the exit ticket, so I will differentiate the product if necessary by making these adjustments. Anonymous
 ———————–
 There are many examples of differentiation in the process such as using tiered activities or learning enters to ensure each student has their own level of needs met.  Also, activities where the class is broken into small groups with each needing to master one concept can be used to differentiate based on student needs. Another way to differentiate in the area of process is through the manipulative used.  These are concrete objects that can be provided to students needing the extra assistance in comprehending a subject.  The concrete object aids in the connection to the abstract subject being taught.  The last two methods to be discussed are graphic organizers and interactive journals.  Graphic organizers come in all shapes and sizes and so can easily be used to differentiate instruction based on need.  They can be made to require deeper and more complex thought or simplified down to the bare bones to allow initial understanding.  Interactive journals, or communication journals, are a method in which the educator ‘communicates’ with their student through prompts written specifically for them.  This removes the stigma of having a different prompt from others because everyones’ are different.  When thinking of methods to differentiate one’s process, it is important to reflect first on the students’ readiness and interest with the topic as well as their individual learning profiles to ensure the most fruitful results from the differentiation can be had. Annie Lewis
 ———————–
 By offering students different means of demonstrating their knowledge, teachers are providing ways for students to best express themselves.  This concept must be monitored in order to prevent the student from always choosing the same method.  One example I see daily for differentiating the product in my third grade classroom is when the students complete work in their reading/writing journals after we complete a chapter or two from the book we are currently reading as a class.  The students must either write or draw a picture with a short description about what is going on in the book.  They must address one of the following prompts:
 	Characters
 	Setting
 	Problem
 	Solution
 	Relate something from the reading to their own personal experience
 
 By allowing each student to choose to either write a paragraph or draw a picture with a description we are differentiating the product.  We are able to further differentiate the product by allowing them to choose one of the five prompts.  We monitor it to ensure they do not always choose the same method and prompt each day.  The students enjoy this method quite a lot. Tim Fahey
 ———————–
 I spend most of my work day in life skills classrooms so most of the products requested of the students are most always differentiated before requested. When I venture out into the general education classrooms, I see many written tests and/or papers being given as formative assessments. Differentiation of these assessments that I have requested of the teacher or have seen being given as choices include: WeVideos, PowerPoint presentations, posters, written formative assessments that are multiple choice versus short answer, as well as allowing the student to produce the product alone or in a group- just to name a few.  Sarah Carroll. 
 ———————–
 For my lesson, I will differentiate the process by offering my case study student (and any others in my small group that need it) the use of manipulatives such as base-10 blocks to help model and break apart numbers. I will also allow those that need it the use of a multiplication chart, as I want to ensure they are mastering the concept of the lesson rather than spending all of their time on the multiplication facts within each problem. Finally, some students may need more time or a reduced number of problems to complete on the exit ticket, so I will differentiate the product if necessary by making these adjustments. Anonymous
 ———————–
 In my lesson that I will be teaching, I will be providing skeleton notes for the students to fill in as we go through the lesson. Each step is given a visual component to help reinforce the connection and the order of the steps. Once completed as a class they are posted online to my classroom as a way for the students to access them again if they lose their copy or missed a section of the notes. Anonymous
 ———————–
 One day per week, I teach the Unified Arts Library classes at our school.  In our current rotation, I have a Kindergarten class that has a very diverse group of learners.  We are currently working on using databases (PebbleGO) to research animals from a story that I read aloud to the class.  I shared my computer screen on the projector and taught the class how to find and navigate through the database in order to fill in the research worksheets that corresponded to their chosen animal.  While some students were able to quickly become independent researchers, others needed more support.  For one student, I had his 1:1 Paraprofessional scribe his answers as he gave them to her orally.  Another small group worked as a team to find the information on the computer, discuss what was needed for the research sheet, and write the information onto their sheet.  One student had a hard time with the sequence of the steps needed to navigate the database so I made picture cards, showing the steps, for him to follow.  By differentiating the lesson to suit the needs of this diverse group, I was able to teach the lesson to many different types of learners.  Beth Corbett
 ———————–
 The K/1 kids I work with have also been exploring PebbleGo during library for the past couple of weeks. We are beginning a nonfiction unit, and we use this resource to help them explore topics that are interesting to them. We ask them to follow up each research session by providing information one thing they learned. For the first graders who perform at or above grade level as well as some advanced k’s, this means writing 3-4 sentences. For most of the kindergarteners as well as a few first graders, we use Padlet. I’m sure you’re familiar with it, but it’s such a great tool for kids who struggle or aren’t quite there yet with their literacy. They are able to record videos of themselves talking and explaining what they learned, then are able to draw a picture to go along with it. Differentiated methods for response is so important in our classroom, as I’m sure it is in everyones!  Shayna Morin
 ———————–
 Early Childhood Education
 As an example of differentiating the process, we played bingo in my Pre-K 4 class. Each student was given a bingo card and the students were told that all the cards are different. Each card contained letters of the alphabet. For the more advanced students in the classroom their cards contained all lowercase letters. The students who are having trouble identifying their cards had all uppercase letters. The rest of the class had cards which contained both upper and lower case letters. Anonymous
 ———————–
 At our grade level (Pre-K) differentiating content is often simplified as we are working with children who are just learning the basic concepts of math and literacy.  We have a wide range of abilities in our classes.  In one class I have students who are able to count past 20 and others who cannot count past 3, then the rest fall in between.   All of this comes with a variety of instructional supports that are tailored to the students.  At this age, anything hands on helps drive the concepts home and works for almost all students. We also love to use media, such as boom cards in instruction as they can be tailored to all abilities while being fun and interactive. Deanna Hanley
 ———————–
 With the group of students I am working (PreK- 4 year olds) with for my upcoming lesson, I have a wide range of abilities and many of them have IEP’s. My activity allows for adult support for those who need it. I will present a graphing activity with my preschoolers. For a few examples, we will be focusing on labeling colors and sorting colors fro graphing. For others, they will  work on 1:1 correspondence and cardinality. I will give my students more or less objects based on their preassessment skills. For students with more developed fine-motor skills I will ask them to write the number totals themselves. Others will count with the help of teachers or trace the numbers.  Jillian Mercer
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 Benjamin Bloom (1913-1999) was an educational psychologist who was interested in improving student learning. In the late 1940s, Bloom and other educators worked on a way to classify educational goals and objectives, which resulted in three learning categories or “domains” and the taxonomy of categories of thinking:
 	Cognitive domain (knowledge): verbal or visual intellectual capabilities
 	Affective domain (attitudes): feelings, values, beliefs
 	Psychomotor domain (skills): physical skill capabilities
 
 
 
 Each of the three domains requires learners to use different sets of mental processing to achieve stated outcomes within a learning situation. Thus, instructional goals and objectives should be designed to support the different ways learners process information in these domains.
 Original and Revised Taxonomies
 The “original” Bloom’s taxonomy is still widely used as an educational planning tool by all levels of educators. In 2001, a former student of Bloom published a new version the taxonomy to better fit educational practices of the 21st century. At that time, the six categories were changed to use verbs instead of nouns because verbs describe actions and thinking is an active process. Both models are portrayed as hierarchical frameworks where each level is subsumed by the higher, more complex level—students who function at one level have also mastered the level(s) below it. Using the revised taxonomy, for example, a student who has reached the highest level, “Creating,” has also learned the material at each of the five lower levels. Thus, a student has achieved a high level of thinking skill.
 Bloom’s Taxonomy 1956
 
 
 Evaluation
 Synthesis
 Analysis
 Application
 Comprehension
 Knowledge
 
 Bloom’s Revised Taxonomy 2001
 Creating
 Evaluating
 Analyzing
 Applying
 Understanding
 Remembering
 
 Why Use Bloom’s Taxonomy?
 Bloom’s Taxonomy can be useful for course design because the levels can help you move students through the process of learning, from the most fundamental remembering and understanding to the more complex evaluating and creating (Forehand, 2010).
 The taxonomy can assist you as you develop assessments by helping you match course learning objectives to any given level of mastery. When teaching lower-division, introductory courses, you might measure mastery of objectives at the lower levels, and when teaching more advanced, upper division courses, you would likely be assessing students’ abilities at the higher levels of the taxonomy.
 
 Using Bloom’s Taxonomy to plan instruction
 Instructional objectives are more effective if they include specific verbs that can tell students what they are expected to do. The verbs listed in the table below are linked with each level of thinking.
 To develop effective and meaningful instruction further, design activities and assessments that challenge students to move from the most basic skills (remembering) to more complex learning which leads to higher order thinking (creating).
 The table below demonstrates the connections between the levels of thinking, verbs you might use in a learning objective, sample questions or prompts to generate thinking at that level.
 Verbs and Products/Outcomes Based on the Six Levels of Bloom’s Revised Taxonomy
 Adapted from “Bloom’s Bakery, an Illustration of Bloom’s Taxonomy” by Argiro, Forehand, Osteen, & Taylor (2007) and Extending Children’s Special Abilities: Strategies for Primary Classrooms by Dalton & Smith (1987, pp. 36-37)
   	Level of Thinking (Highest to Lowest)
 	Verbs 	Sample Question / Statement Stems 	Activities, Products, Outcomes 
 	Creating Making Something New
 	change combine
 compare
 compose
 construct
 create
 design
 devise
 formulate
 generate
 hypothesize
 imagine
 improve
 invent
 plan
 predict
 propose
 		Design a… to…
 	How would you improve…?
 	Formulate a theory for…?
 	Predict the outcome of…?
 	How would you test…?
 	How would you estimate the results for…?
 	If you had access to all resources how would you deal with…?
 	What would happen if…?
 	How many ways can you…?
 	Develop a new proposal which would…
 	Create new and unusual uses for…
 	Construct a new model that would change…
 
  		Design a computer lab for your program
 	Invent a machine todo a specific task
 	Imagine a new productand plan a marketing campaign
 	Design a cover image for a film
 	Formulate a hypothesis for…
 	Compose a musicalscore for …
 	Devise a problem set for…
 	Plan a system of governance for a utopian society
 
  
 	Evaluating Making Judgments Based on Criteria
 	argue appraise
 assess
 check
 debate
 decide
 defend
 determine
 dispute
 editorialize
 judge
 justify
 prioritize
 rate
 recommend
 select
 support
 verify
 		What is your opinion of…?
 	How would you prove or disprove…?
 	Would it be better if…?
 	What would you recommend…?
 	How would you rate the…?
 	What would you cite to defend the actions…?
 	How could you determine…?
 	How would you prioritize…?
 	Based on what you know, how would you explain…?
 	What data were used to make the conclusion?
 	How would you compare the ideas …?
 	How would you compare the people?
 	How would you justify…?
 
  		Debate the merits of…
 	Write a letter to… defending your views on …
 	Write an end-of-the-year report in which you appraise…
 	Recommend a solution to the problem of…
 	Justify a proposal for…
 	Select the most useful products for…
 	Prioritize spending for local government
 	Assess the credibility of sources
 
  
 	Analyzing Distinguishing Different Parts of a Whole
 	advertise analyze
 appraise
 attribute
 categorize
 compare
 contrast
 differentiate
 distinguish
 examine
 identify
 infer
 investigate
 organize
 outline
 separate
 sequence
 test
 		What are the parts or features of …?
 	How is ___ related to …?
 	What is the theme …?
 	List the parts …
 	What inferences can you make …?
 	How would you classify …?
 	How would you categorize …?
 	What evidence can you find …?
 	What is the relationship between …?
 	What is the function of …?
 	What motive is there …?
 	Differentiate the distinct parts of …
 
  		Analyze data according to …
 	Troubleshoot problems with lab equipment
 	Arrange a conference and sequence all necessary steps
 	Make an organizational chart of your unit or department (categorize)
 	Write an ad campaign for your organization (advertise)
 	Distinguish between ethical and unethical behavior
 
  
 	Applying Using Information in New Situations
 	classify construct
 complete
 demonstrate
 dramatize
 examine
 execute
 illustrate
 implement
 practice
 show
 solve
 use
 		How would you use…?
 	What examples can you find to?
 	How would you solve ___ using what you’ve learned?
 	What approach would you use to…?
 	What would result if…?
 	What elements would you choose to change …?
 	What questions would you ask in an interview with …?
 
  		Construct a marketing strategy for your organization
 	Develop a storyboard of digital images to demonstrate a process
 	Draw a flow chart that illustrates a system
 	Perform the scene
 	Practice the task
 	Use the tool to…
 	Graph the parabola
 
  
 	Understanding Explaining Information and Concepts
 	calculate compare
 define
 describe
 discuss
 distinguish
 expand
 explain
 identify
 interpret
 locate
 outline
 predict
 report
 restate
 translate
 		How would you classify the type of…?
 	How would you compare or contrast…?
 	How would you rephrase the meaning of…?
 	What facts or ideas show…?
 	Which statements support…?
 	What can you say about…?
 	Which is the best answer to…?
 	How would you summarize…?
 
  		Explain what you think is the main idea
 	Identify what you think are the most important supporting details
 	Restate the story in your own words
 	Compare the events leading up to the two wars
 	Interpret the artwork
 	Translate the passage into English
 	Calculate the solution using the appropriate formula
 
  
 	Remembering Recalling or Recognizing Information
 	describe duplicate
 find
 list
 locate
 name
 recall
 recognize
 reproduce
 state
 tell
 underline
 write
 		What is…?
 	Where is ?
 	How did ___ happen?
 	How would you describe…?
 	Who was…?
 	Who were the main…?
 	When did…?
 	Recall…
 
  		List the main events
 	Write a timeline of events for…
 	Recite a poem
 	Locate the parts of __ on a diagram
 	Underline all the adverbs
 	Define the scientific terms
 	Describe the Fourth Amendment
 
  
  
 
 Summary
 Bloom’s Taxonomy provides a guide to ensure lower to higher level thinking skills are addressed in lessons, by developing objectives, student tasks, and assessments across the six levels. It is also a way to differentiate within a lesson and determine the depth of learning the students have achieved. Develop supplemental learning materials across these levels and have them on hand for the early finishers and/or those that may need to take a step back and review lower levels of the math concept and skill area. This way you are continuing to support struggling learners and challenge your more advanced earners within the lesson.
 Paula Lombardi
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				[image: questions]In classrooms a significant amount of time is used by teachers to ask questions. When teachers are skilled in the type of questions they ask, and how they ask them, it can propel and support student learning.
 For effective teacher questioning to occur, teachers need to plan their questions and how they respond to students. Redirection, probing and reinforcement are effective ways to respond to students.
 
 Why focus on teacher questioning?
 So much of classroom time is spent with teachers questioning the students…skilled questioning by teachers can guide students to thoughtful and reflective answers and so facilitate higher levels of academic achievement. (Hattie)
 The research of Hattie, Cotton, Walsh and Sattes has highlighted that teachers spend a lot of time asking questions, and that:
 
 
 	Questioning accounts for up to a third of all teaching time, second only to the time devoted to explanation.
 	Teachers ask up to 2 questions every minute, up to 400 in a day, around 70,000 a year, or 2-3 million in the course of a career.
 	Of the 400 a day, a large proportion of these (anything between 30-60 per cent) are procedural.
 	Teachers frequently call on volunteers to answer their questions and these volunteers often constitute a select group of students. This means not all students are accountable to respond to all questions.
 	Teachers typically wait less than a second after asking a question before calling on a student to answer. They wait even less time (often 0 seconds) before speaking after a student has answered.
 	Teachers often accept incorrect answers without probing, and frequently answer their own questions.
 	Students, in turn, ask teachers very few content-related questions.
 
 Questions serve many purposes. They can help pupils to reflect on information and commit it to memory. They can develop thinking skills, encourage discussion and stimulate new ideas. Questions allow teachers to determine how much a class understands and enable them to pitch lessons at an appropriate level. They are an important tool for managing the classroom, helping to draw individuals into the lesson and keeping them interested and alert. And questions have a symbolic value – sending a clear message that pupils are expected to be active participants in the learning process. (Hastings)
 Effective teacher questioning
 
 Understand the characteristics of effective teacher questioning and how to plan for them, prior to, and when you’re in the classroom.
 
 
 
 
 
 Effective questioning involves all students and engages students in thinking for themselves.
 Good questioning:
 
 
 
 	reinforces and revisits learning objectives/goals
 	shows connections between previous and new learning
 	gives the teacher immediate feedback on students’ understanding, which they can then use to modify their teaching
 	includes ‘staging’ questions to draw students towards key understanding or to increase the level of challenge in a lesson as it proceeds
 	helps students develop their thinking from the lower order concrete and factual recall type to the higher order analytical, conceptual and evaluative which promote deeper understanding
 	promotes justification and reasoning
 	encourages students to speculate and hypothesize
 	can support students to draw inferences
 	keeps students focussed on the salient elements in a lesson and not on extraneous matters
 	encourages students to ask as well as to ‘receive’ questions
 	encourages students to listen and respond to each other as well as to the teacher
 	creates an atmosphere of trust where students’ opinions and ideas are valued and where teacher praise can be connected directly to their responses.
 
 Redfield and Rousseau, as cited in Hattie, found that:
 
 Lower-level questions are more effective when aiming at surface level information, and a mixture of lower-level and higher-level questions are more effective when aiming at deeper information and understanding.
 
 Planning for effective questioning
 Effective questioning is an aspect of a teacher’s professional practice that needs to be developed and honed throughout their career. It isn’t something that just happens and teachers need to:
 	critically reflect on their practice in relation to questioning
 	observe the questioning practice of others
 	have others observe them
 	work with colleagues to track and evaluate the frequency and types of questions they ask and then plan ways to sharpen and improve these practices.
 
 When planning to incorporate effective questioning into teaching practice teachers need to specifically:
 	examine and reflect upon questioning practices
 	establish expectations
 	establish student accountability
 	build essential questions into lesson plans
 	ask more open questions
 	use questions to promote collaboration
 	involve students in forming and asking questions.
 
 
 Examine and reflect
 It’s important for teachers to examine and reflect on their questioning practices.
 Teachers can record and evaluate their questioning by recording a whole-class question-and-answer session. Replay the recording and evaluate the different aspects of your own questioning and focus on whether:
 	you asked too many questions
 	you had a balance of open and closed, high-order and low-order questions
 	you encouraged opinion, informed speculation and tentative answers
 	you handled incorrect answers effectively
 	you provided thinking time.
 
 Reflect on how you asked the questions and consider:
 	Do you ever consciously audit your questions?
 	How good are the key questions you plan for each lesson?
 	How well do the questions you ask relate to the lesson’s learning objectives/goals?
 	Do the questions you ask challenge students? thinking?
 	How often do you ask further questions that really probe understanding?
 	How often do the learners ask the questions?
 	How do the questions you ask promote learning?
 
 
 Specific framework
 The questions below provide a more specific framework to analyze your strengths and weaknesses in questioning and to focus your next efforts.
 Traffic light your responses, then choose 1 or 2 ambers to develop and work on in collaboration with your supervisor/ mentor/ coach.
 	Do you ask questions that reinforce or revisit the learning objectives?
 	Does your questioning engage students in thinking for themselves?
 	Do you involve all students?
 	Do you model for students the sort of questions they might need to ask?
 	Do you ask questions that show connections between previous and new learning?
 	Do your questions motivate students?
 	Do you preface your questions with an individual’s name and a motivational challenge?
 	Do you ask students to explain their thinking?
 	Do you reflect back? ‘So, if I’m right what you’re saying is?’
 	Do you ask students to listen accurately?
 	Do they listen and respond to each other as well as the teacher?
 	Do you sometimes play devil’s advocate with your questions?
 	Do you promote justification and reasoning?
 	What about speculation and hypothesis?
 	Can you encourage upside-down thinking by asking for the opposite point of view or an outrageous alternative?
 	Do you provide opportunities for students to explain the processes they choose, as well as describe the outcome?
 	Do you foster an atmosphere of trust where the student’s concerns and ideas are valued?
 	Do you stage or sequence questions with increasing levels of challenge, moving them from unsorted or unordered knowledge to organize understanding, where patterns and meaning have been established?
 
 
 Establish expectations
 Let students in on the way lessons will be conducted. Negotiate a set of rules or norms for group expectations related to individual behavior during lessons and discussions. For example, specify:
 	We all need time to reflect on past experiences if we are to gain new understandings.
 	We all need time to think before speaking.
 	We all need time to think out loud and complete our thoughts.
 	We learn best when we formulate and answer our own questions.
 	We learn from one another when we listen with attention and respect.
 	When we share talk time, we demonstrate respect, and we learn from one another.
 
 1. Introduce and explicitly teach and explain the norms. For example:
 	We all need time to think before speaking.
 	Sometimes, when I ask a question, several of you raise your hands right away. You know an answer immediately and you want to share it! Others of you are still thinking. And that’s OK. In fact, I’m going to ask all of us to take more time before we speak and to use that time to think.
 Because even if you have an answer right away; if you think about the question for a little while before you speak, you may come up with another answer or a better answer. Why do you think it would be good to take some time to think before speaking?
 
 2. After students demonstrate an initial understanding of this norm, it can be reinforced through practice and feedback. For example:
 	Let’s try this. I’m going to ask a question, and then I want all of us to say together, ‘one-thousand-and-one, one-thousand-and-two, one-thousand-and-three’. Then I’ll call on someone to answer. OK?
 	Now I want you to practice this in your groups. You’ll find a set of questions in your folders. You are to facilitate a group discussion, using wait time after posing each question.
 
 The teacher might circulate around the room, monitoring and making notes for feedback that can be given to the class at the end of the exercise.
 3. Finally debrief the activity with the whole group – probing again to encourage students to reflect on the value of this norm to their learning.
 
 Establish student accountability
 	Clarify with students the importance of everyone doing the thinking, learning and reflecting throughout each stage of every lesson. If the classroom culture emphasises that everyone is expected to think and be ready to answer any question rather than ‘hands up’, students are more likely to be involved with the lesson.
 	Create a system to help you keep track of who you call on, so you can ensure that all students have equal opportunities to contribute.
 	Forewarn students about some key questions: Later in this lesson, I am going to ask a question about ??
 	Model how a variety of questioning strategies will be used in the classroom, reminding students that they can say ‘please come back to me’ if they need more think time or are unsure and want to build on the ideas of their peers. However, be sure to let them know you will always come back to them.
 	Try to avoid answering your own questions! If the students know you will give them the answers after a few seconds of silence anyway, what is their incentive?
 	Try not to accept ‘I don’t know’ for an answer.
 	Allow additional think time, if necessary, by moving on and then coming back to the student for a response later.
 	Offer hints or suggestions to guide students in formulating quality responses.
 	If a student is unable or unwilling to formulate a response, then offer 2 or more options and let the student choose one.
 	Always try to find something positive to say about a student’s efforts, even if their answer is incorrect, as public embarrassment only confirms apprehensions about class participation.
 	When students make mistakes, build their confidence and trust by asking follow-up questions to help them self-correct and achieve success.
 	Practice questioning strategies with students. Repeat as necessary until various strategies become routine.
 
 
 Build essential questions into lesson plans
 	When planning units or lesson sequences, plan the essential questions to accompany the major learning goals/ objectives for the unit/ learning sequence. These big picture essential questions should be concept-related, open-ended and designed to guide inquiry into the big ideas. For
 example: 	In what ways do living organisms survive harsh or changing environments?
 	Do the benefits outweigh the costs of deforestation?
 	What should we eat?
 	What can we learn from the past?
 	How do writers influence their audience?
 
 
 	Share the essential question/s at the beginning of the unit/ lesson sequence to motivate students and generate interest. For example, ‘These are the questions we will be trying to answer in this unit/ lesson.’
 	Use essential questions to guide the planning of further questions within lessons.
 	Ensure the questions are answered by the unit/ lesson.
 	Match questions to, and embed them in, the learning objectives/ goals for the lesson and share with students.
 	Ensure there is a balance between asking and telling.
 	Ensure there are questions planned that require students to engage in higher-level thinking as well as recall. It’s easy to pose a lower-level question on the spot, but much harder to construct a higher-level question on the spot.
 	Stage the questions so that the level of challenge increases as the lesson proceeds. This means asking knowledge and comprehension questions about new material prior to questions of analysis and evaluation.
 	Pause during the lesson to check whether the key questions have been answered: Have we answered this? What else do you need to know??
 
 
 Importance of asking more open questions
 Different experts categorize questions in different ways. However, the simplest and most important distinction, recognized by all experts, is between lower-order questions, which require children to remember, and higher-order questions, which require them to think.
 As a general rule:
 	a lower-order or factual recall questions tend to be closed, with a single right answer, and are likely to be ‘what’, ‘who’, ‘when’ or ‘where’.
 	higher-order are more likely to start with ‘how’, ‘why’ or ‘which’, and tend to be open with a range of possible responses.
 
 Lower-order questions have an important part to play in checking knowledge. However, most research suggests teachers ask too many of these basic recall questions and not enough thought-provoking, higher-order questions.
 Because teachers ask so many questions each day, it’s easy for one style of questioning to become habitual and lower-order questions feel safest because they keep the lesson moving.
 When planning:
 	rework lower-order questions to raise the level of thinking required
 	pose one question at a time
 	refrain from posing a string of questions
 	ask the types of questions that have more than one answer or that don’t have a single right answer
 	follow up answers with words and phrases like: ‘Explain why?’, ‘What makes you think that?’ and ‘Tell me more’, to provide greater challenge, encourage speaking at greater length and get students thinking around the question in greater depth
 	use tools such as Bloom’s taxonomy to assist with the framing of questions that pose different cognitive demand.
 
 
 Use questions to promote collaboration
 Tips and tactics
 	Begin a lesson by giving pairs of students a question to answer from the last lesson.
 	Ask pairs to discuss a question for a minute before they answer it.
 	Make questions a normal part of the lesson. ‘Earlier this lesson I asked you 2 questions. Turn to a partner and see if you’re ready to answer them yet.’
 	Allow time for groups/ pairs of students, to research answers to more complex questions.
 	Snowballing: pairs discuss, move into fours, share ideas, ‘fours to eights’ feedback (this allows safety as no one person is responsible for the answer).
 	Instead of ‘leading’ a discussion, teach students how to discuss and break the class up into groups of 4 or 5 students, so they can then discuss the issues. This is much more productive than having 30 or more students listening to just a few talk with the teacher.
 	Students cannot answer questions or discuss something of which they know nothing. Design learning activities in preparation for student-led discussions that will give students background knowledge, evidence, and ammunition to argue a point.
 	Help students identify opinion and utilize evidence to support their argument – the point of the argument being to convince rather than to simply expound both sides of an issue.
 
 Involve students in forming and asking questions
 	If the classroom culture encourages the asking of questions and makes it okay to give a wrong answer, then students will be more likely to offer answers.
 	Hold back on a new topic until the class has worked out what questions they would like answered in the course of the following lessons to encourage student’s interest, curiosity and motivation.
 	Give students ‘post its’ on which they write questions about the topic prior to the main teaching input. They tick off questions as they are answered and ask about anything not covered at the end. This can help students focus on the input, and help the teacher understand from what levels students are approaching a topic.
 	Get one pair/ group to formulate questions for another pair/ group.
 	Question wall: a working space for students to communicate questions about their learning. Place closed questions on the left of the wall, whereas more open questions are placed progressively to the right-hand side.
 	Hot-seating: prepare questions to ask a character or person.
 	Answer/ question: the teacher provides an answer, students must think of as many possible questions for it as they can.
 	5Ws ‘who? what? where? when? why?’ – for example, in response to a photograph, a diagram, an account, a newspaper report.
 	What questions might a … have about this? – for example, a parent with small children about the closing of a local shop.
 	Model appropriate types of questions – for example, thinking aloud:?Now, a really good question at his point would be…because…?. This can later be adapted to: What would be a really good/ important question to ask at this point?
 	More senior students write exam-type questions for themselves – and develop mark schemes to increase understanding of the kind of depth required. This is particularly effective as a revision strategy.
 
 Continue on to the next chapter on Key Questioning Strategies Key Questioning Strategies
 
 
 References
 New South Wales Government, (n.d.)Why Focus on Teacher Questioning. From https://education.nsw.gov.au/teaching-and-learning/professional-learning/teacher-quality-and-accreditation/strong-start-great-teachers/refining-practice/teacher-questioning#Why0  (CC BY)
 New South Wales Government, (n.d.) Effective Teacher Questioning From https://education.nsw.gov.au/teaching-and-learning/professional-learning/teacher-quality-and-accreditation/strong-start-great-teachers/refining-practice/teacher-questioning/effective-teacher-questioning   (CC BY)
 
 	Cotton, K. (2001). Classroom Questioning.
 	Hastings, S. (2003, July 4). Questioning article from the TES.
 	Hattie, J. (2009). Visible Learning: A Synthesis of Over 800 Meta-Analyses Relating to Achievement. London, UK: Routledge.
 	Hattie, J. (2011). Visible Learning for Teachers: Maximizing Impact on Learning. London, UK: Routledge.
 	Walsh, J. A., & Sattes, B. D. (2005). Quality Questioning: Research-Based Practice to Engage Every Learner. California: Sage Publications.
 
 
 
 
	

			
			


		
	
		
			
	
		

		

								

	
				Designing questions involves determining the purpose, and then selecting the most appropriate types of questions for that purpose. There are 4 key questioning strategies that can support teacher’s effectiveness in the classroom.
 Table of Contents
 4 key questioning strategies include:
 	Designing higher level cognitive questions
 	Developing a sequence of questions
 	Increasing wait time
 	Responding to answers using redirection, probing and reinforcement
 
 Questioning ideas and tactics
 	Hands down questioning
 	Engaging all students questioning
 
 
 It is important for teachers to be able to design different questions to meet different cognitive demands.
 Higher cognitive questions are:
 	open-ended
 	interpretive
 	evaluative
 	inquiry
 	inferential
 	synthesis questions.
 
 For example, asking students to manipulate bits of information previously learned to create an answer or to support an answer with logically reasoned evidence.
 Lower cognitive questions are:
 	factual
 	closed
 	direct
 	recall
 	knowledge questions.
 
 For example, asking students to recall verbatim, or in their own words, material previously read or taught by the teacher.
 Some frameworks and tools
 There are several frameworks and tools available to assist the process of designing higher cognitive questions including:
 	Weiderhold’s Question Matrix comprises 36 question starters asking what, where, when, which, who, why and how. These questions are asked in present, past and future tenses, ranging from simple recall through to predictions and imagination or single questions depending on the task.
 	The Questioning Toolkit is a comprehensive range of question types based on McTigh & Wiggins’ essential questions.
 	Thinker’s Keys is a strategy to develop creative and critical thinking, designed by Tony Ryan. There are 20 keys, or questions, that challenge the reader to compose their own questions and responses.
 	Bloom’s Taxonomy of Learning, Teaching and Assessing organises questions into 6 categories according to whether they involve knowledge, comprehension, analysis, application, synthesis or evaluation.
 	De Bono’s Six Thinking Hats encourages students to look at a topic, problem or idea from more than one perspective, with each hat representing a different kind of thinking, encouraging new questions.
 
 
  Developing a sequence of questions
 Consideration should be given to planning a sequence of questions in a lesson or for lessons over a period of time. This is to ensure that there is a range of questions that make increasingly challenging cognitive demands on students.
 Scaffolding questions allows repetition without being repetitive. Each time you lead the students to a different level of question on a topic, students have the opportunity to revisit what they know and use it in a different way. This helps students to remember and at the same time, it keeps them engaged because you are not simply repeating the same question. Even though it is the same topic, it is new.
 Closed questions are useful for establishing the core material of a unit, while open questions advance students into manipulating, extending and transforming this material. That is, ask knowledge and comprehension questions about new material before asking questions requiring analysis and evaluation.
 Tips and tactics
 When planning your lesson:
 	create a spreadsheet/ table with concepts you wish to develop listed in the first column
 	add 3 additional columns: knowledge/ comprehension, application/ analysis and synthesis/ evaluation
 	write several questions for each column for each concept.
 
 These actions provide you with: questions for building a vocabulary foundation of the concepts, questions for helping students relate to the new knowledge to what they know already, and questions to help students establish the value of this knowledge. It also creates a useful question bank for assessing student knowledge.
 Students in small groups, answering all the questions from easy to hard, is an effective way to engage all students.
 
 Increasing wait time
 Research shows that increasing the wait time after questioning improves the number and quality of the responses – 3 seconds for a lower-order question and as much as 10 seconds or more for a higher-order question.
 Pausing, or wait time, before and after asking, and after a response, encourages students to extend their answers.
 Researchers on questioning strategies have identified 2 kinds of wait time:
 	Wait time 1 refers to the amount of time the teacher allows to elapse after they have posed a question and before a student begins to speak.
 	Wait time 2 refers to the amount of time a teacher waits after a student has stopped speaking before saying anything.
 
 Research findings include:
 	The average wait time teachers allow after posing a question is a second or less.
 	Students whom teachers perceive as having learning difficulties are given less wait time than those whom teachers view as being more capable.
 	For lower cognitive questions, a wait time of 3 seconds is most positively related to achievement, with less success resulting from shorter or longer wait times.
 	There seems to be no wait time threshold for higher cognitive questions – students seem to become more and more engaged and perform better and better the longer the teacher is willing to wait.
 	Increasing wait time beyond 3 seconds has been found to positively improve these student outcomes: 	improvements in the student achievement
 	improvements in student retention, as measured by delayed tests
 	increases in the number of higher cognitive responses generated by students
 	increases in the length of student responses
 	increases in the number of unsolicited responses
 	decreases in students’ failure to respond
 	increases in the amount and quality of evidence students offer to support their inferences
 	increases in contribution by students who do not participate much when wait-time is under 3 seconds
 	expansion of the variety of responses offered by students
 	decreases in student interruptions
 	increases in student-student interactions
 	increases in the number of questions posed by students.
 
 
 
 Tips and tactics
 	Give students 30 seconds to share their answer with a partner before feeding back – this also promotes confidence as it is a ‘joint effort’.
 	Use teaching ideas such as think, pair, share or snowballing at key points for ‘big’ questions.
 	Ask the question, move to another part of the room and repeat it before taking any answers.
 	Set a timer, or ask a student to time the wait time.
 	Play some thinking music.
 	Point to a classroom sign that says: ‘THINK TIME’.
 
 
 Responding to answers using redirection, probing and reinforcement
 A positive response to any answer is essential, with the response falling into 2 broad categories:
 	extending responses through follow on questions
 	responding to incorrect/ inappropriate answers.
 
 Professor Dylan Wiliam emphasizes the need to move away from IRE (initiate, response, evaluate) and to think more carefully about the way we ask questions and respond to students’ answers.
 Several studies have confirmed that nearly half of student answers are at a different cognitive level than the teacher question, yet teachers generally accept these answers as sufficient without probing or prompting correct responses. (Walsh & Sattes)
 Research findings include:
 	Redirection and probing (often researched together) are positively related to achievement when they are explicitly focused, for example on the clarity, accuracy and plausibility of student responses.
 	Redirection and probing are unrelated to achievement when they are vague or critical, for example ‘That’s not right – try again’ or ‘Where did you get an idea like that?’
 	Acknowledging correct responses is positively related to achievement.
 	Praise is positively related to achievement when it is used sparingly, is directly related to the student’s response, and is sincere and credible.
 
 
 Tips and tactics
 When extending responses through follow up on questions, or when responding to incorrect/ inappropriate answers, use Socrates’ probing questions. They include:
 Questions for clarification:
 	Why are you saying that?
 	What exactly does this mean?
 	How does this relate to what we have been talking about?
 	What do we already know about this?
 	Can you rephrase that, please?
 
 Questions that probe assumptions:
 	Why are you saying that?
 	What exactly does this mean?
 	How does this relate to what we have been talking about?
 	What do we already know about this?
 	Can you rephrase that, please?
 
 Questions that probe reason and evidence:
 	Why is that happening?
 	How do you know this?
 	Can you give me an example of that?
 	How might it be refuted?
 	Why is … happening?
 	Why? (keep asking it – you’ll never get past a few times)
 	What evidence is there to support what you are saying?
 	On what authority are you basing your argument?
 
 Questions about viewpoints and perspectives:
 	Who benefits from this?
 	What are the strengths and weaknesses of…?
 	How are … and … similar?
 	What would … say about it?
 	How could you look at this another way?
 
 Questions that probe implications and consequences:
 	What are the consequences of that assumption?
 	How could … be used to …?
 	What are the implications of …?
 	How does … affect …?
 	How does … fit with what we learned before?
 	Why is … important?
 	What is the best … ? Why?
 
 Questions about the question:
 	What was the point of asking that question?
 	Why do you think I asked this question?
 	Am I making sense? Why not?
 	What else might I ask?
 	What does that mean?
 
 
 Questioning ideas and tactics
 The following questioning ideas and tactics are from a range of sources and not in a particular order.
 Select the questioning ideas and tactics that best suit your purposes. They are loosely organized into 2 categories:
 	Hands down questioning
 	Engaging all students in questioning.
 
 Hands down questioning:
 	Whiteboards – students have small whiteboards at their desks or tables and write their ideas, thinking or answers on the whiteboard and then hold it up for teacher and/or peer scanning.
 	Pose, pause, pounce, bounce – the teacher poses a question, pauses to allow students time to think, pounces on any student (keeps them on their toes!) and then bounces the student’s response onto another student. For example, Teacher: How might you describe a hexagon? Student: It’s a shape with 6 sides. Teacher: (to the second student) How far do you agree with that answer?
 	Hinge questions – hinge questions are based on the critical concept in a lesson that students must understand before you move on in the lesson. A hinge question should fall about midway during the lesson, with every student responding to the question within 2 minutes. You must be able to collect and interpret the responses from all students in 30 seconds.
 	APPLE (ask, pause, pick, listen, expound/ explain): 	Ask: questions should be prepared in advance in your lesson plan.
 	Pause: let the students think about what you are asking by giving them 3-5 seconds to respond.
 	Pick: pick a student by name to answer the question, do not always pick on the first student that raises their hand, and you can also pick someone that hasn’t raised their hand in order to force participation.
 	Listen: listen to the answer, make eye contact with the student, provide praise and encouragement when the answer, or an aspect of the answer, is provided. Ensure you mix your effect words as nothing sounds phonier than a teacher that always says ‘very good’ whenever a student answers a question.
 	Expound and explain: generate a dialogue based on the student’s response. If the student’s response was incorrect, redirect the question back to the other students with ‘That’s an interesting response, can anyone else provide a different answer?’
 
 
 
 
 Engaging all students questioning:
 1. Cold call:
 	Name the question before identifying students to answer it.
 	Call on students regardless of whether they have their hands raised, using a variety of techniques such as random calls, tracking charts to ensure all students contribute, name sticks or name cards.
 	Scaffold the questions from simple to increasingly complex, probing for deeper explanations.
 	Connect thinking threads by returning to previous comments and connecting them to current ones. In this way, listening to peers is valued, and after a student’s been called on, they remain part of the continued conversation and class thinking.
 
 2. No opt-out – requires a student to (eventually) correctly answer the question posed to them. When a student gives an incorrect or partial answer, call on other students for an answer – take a correct answer from students with their hands raised or cold call other students until the right answer is given – and then returning to the student who gave the incorrect or partial answer for a complete and correct response.
 3. Think or ink pair-share:
 	Students are given a short and specific timeframe (1-2 minutes) to think or ink (write) freely to briefly process their understanding/ opinion of a text selection, discussion question or topic.
 	Students then share their thinking or writing with a peer for another short and specific timeframe, for example, a minute each.
 	Finally, the teacher leads a whole-class sharing of thoughts, often charting the diverse thinking and patterns in student ideas. This helps both students and the teacher assess understanding and clarify student ideas.
 
 4. Turn and talk – when prompted, students turn to a shoulder buddy or neighbor in a set amount of time, share their ideas about a prompt or question posed by the teacher or other students. Depending on the goals of the lesson and the nature of the Turn and Talk, students may share some key ideas from their discussions with the class.
 5. Hot seat – the teacher places key questions on random seats throughout the room. When prompted, students check their seats and answer the questions. Students who do not have a hot seat question are asked to agree or disagree with the response and explain their thinking.
 6. Fist-to-five or thumb-o’meter – to show the degree of agreement or commonalities in ideas, students can quickly show their thinking by putting their thumbs up, to the side or thumbs down. Alternatively, they can hold up a fist, or place their hand near their opposite shoulder, for 0/ disagree or 1-5 fingers for higher levels of confidence or agreement.
 7. ABCDE cards – the teacher asks/ presents a multiple-choice question, and then asks students to simultaneously (“on the count of 3”) hold up 1 or more cards, labelled A, B, C, D or E, as their individual response.
 8. Voter’s choice – give students a choice of possible answers to a question and have a vote on the correct option.
 9. Scatter questions – scatter questions over the whole class and move around the room to ensure questions are evenly distributed. Often teachers question students in their direct line of vision so using scatter questions counters this.
 10. Who has answered? Distribute slips of paper or card at the beginning of the lesson, and as students answer a question, they hand over one of their cards. Teachers can clearly see who still has all their cards and can target an appropriate question. This technique also allows teachers to engage reluctant students, who may be given fewer cards.
 11. Bouncing ball – address a question directly to a named student, and keep others involved by asking them to consider what else they could add or whether they agree. For example, “John, do you think that Macbeth really wants to kill the King at this point? Sam, do you agree? What evidence can you find? Does anyone think something different?”
 12. Audience choice – ask a student who often answers to select 2 or 3 other students to answer – thus keeping them involved.
 13. What’s the question? “The answer is 42 – what could the question be?” or “The answer is Henry VIII, how many questions can you think of that this could answer?”
 14. Quiz programs – use quiz-program type/ formats on the whiteboard, for example, Who wants to be a millionaire, Family feud and so on.
 15. Four corners – students form 4 groups (vary the number as required) based on commonalities in their responses to a question posed. In their groups, students discuss their thinking and one student shares their ideas with the class. Students in other groups/ corners can move into that group/ corner if they change their thinking based on what they hear.
 16. Thunks – clever questions, or ‘thunks’ such as: “If I ask if I can steal your pen and you say yes, is that stealing?” Or “Can I ever step on the same beach twice?” are fun and thoughtful starters. They can be used simply to spark thinking or dialogue, or they can be more targeted towards the topic or the subject at hand.
 Finally, ensure you don’t get so involved in the ideas/ tactics that you forget why they’re being used. Remember to be creative with these ideas and adapt, re-organise and modify them to suit your purposes. It’s vital to always remember that the quality of the question asked is more important than the idea or tactic.
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 The Science of Reading
 Before you delve into lesson planning in the area of reading, be sure you have an understanding of the science of reading and teaching programs and strategies that are based on these scientific research based findings and strategies.
 Know the 5 pillars of reading.
 Phonics + Phonological Awareness + Fluency + Vocabulary → Comprehension
 Review these readings on the Science of Reading and then have a conversation with your reading specialist, before you begin developing your lesson plans.
 What is the Science of Reading ?- the Definition
 What is the Science of Reading?- the basics
 The Science of Reading (the research- 11 minute read)
 Really Great Reading Blog- Phonemic Awareness, Phonics, Sight Words & Fluency– resources
  
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=89#oembed-1 
 
 [The Reading League], (2021, Dec. 15) The Science of Reading: Defining Movement- A preamble by Dr. Tracy Weeden
 
 Reading and writing are complex practices.  When we read or write, our brains must process language in terms of semantics (the meaning of language), syntax (organizing words into comprehensible sentences), as well as phonological processing (decoding).  Couple those linguistic systems with the context and the purpose for the reading or writing, and it gets very complicated.  It seems that the root of reading difficulty for many children who struggle is in the processing of sounds.  Many students who struggle with literacy have a very underdeveloped sense of phonemic awareness, that is they have trouble identifying, isolating, and manipulating the smallest units of sound in spoken words.  If they struggle with sounds, they will likely struggle with matching letters to sounds as beginning readers too.
 
 Some children have a disability that makes reading difficult to learn. Others come to school without the literacy experiences they need to become readers. Some children struggle because they’ve received poor or inadequate reading instruction. When these and other risk factors are identified early, though, many children’s reading difficulties can be prevented.
 The Gap Between Good and Poor Readers
 There is a huge (30 million words) gap between low and high SES children in the number of words they are exposed to in the first three years of life (Colker, 2014).  The big disparity in vocabulary development puts children from poverty at a disadvantage for literacy learning right from the start of school.  Research has indicated time and again that oral language development directly affects the attainment of reading and writing skills.  By third grade, the gap between strong readers and poor readers continues to widen as the strong become stronger and the weak even weaker.
 We know the gap is wide, but there are research-based early literacy initiatives that seek to educate parents and teachers about the benefits of reading and talking to children and babies to increase their oral vocabularies and lay the foundations for print concepts and literacy.
 Dyslexia
 Dyslexia is a brain-based disorder with language processing.  Its cause is not known, but it makes reading and writing difficult and affects academic achievement.  According to the International Dyslexia Association, as much as 15-20% of the population as a whole suffer from some degree of dyslexia.  About 85 % of the students diagnosed with a specific learning disability in literacy have dyslexia.  We know that it runs in families and has a genetic component, and we know there is no cure for the disorder.  The brains of dyslexic learners function differently than the brains of capable readers as revealed by functional magnetic resonance imaging (fMRI).
 
 What Can Teachers Do to Help?
 According to Allington (2013) there are several research based practices, we can implement in our classrooms to help struggling readers achieve and progress.
 	Give strugglers equal time spent reading as their more confident peers
 
 In the average classroom, proficient readers are given more time engaged in reading text, while struggling readers are given more worksheets and skill instruction and less time engaged in reading text.  Research says that the best way to help strugglers improve is more time spent reading.  In our classrooms, we need to ensure that all students have an extended period of time devoted to reading texts.
 It is also important to allow for choice in reading materials in order to allow children to become invested in texts they find interesting.  Choice is a huge factor in motivation.  Motivation is the key to getting students to want to read at all.
 	Help them select texts at a 98% accuracy level to allow them to practice and experience success
 
 We know that when something is hard or difficult we tend to avoid that thing.  For children who find reading difficult, the act of reading is less than pleasurable.  So it makes sense to place struggling readers in texts that they can easily navigate with 98% or higher accuracy.  This means that they will not struggle with word identification and therefore be able to read with greater speed, accuracy, and higher comprehension.  We can use running records and lexile scores to quickly determine which texts are just right for struggling readers.  When something is easy, it is also enjoyable and likely to be repeated!  At Lexile.com, they have a category of books they code as “high interest, low readability” that are well suited for struggling readers who want books that they can read with ease but still appeal to their interests.
 The lexile leveling system is helpful for both students and teachers when selecting books that will be just right for the reader’s ability and interest.
 The Lexile codes are:
 	AD: Adult Directed: Better when read aloud to a student rather than having the student read independently.
 	NC: Non-Conforming: Good for high-ability readers who still need age-appropriate content.
 	HL: High-Low: Content to engage older students who need materials that are less complex and at a lower reading level.
 	IG: Illustrated Guide: Nonfiction materials often used for reference.
 	GN: Graphic Novel: Graphic novels or comic books.
 	BR: Beginning Reader: Appropriate for emerging readers with a Lexile reader measure below 0L.
 	NP: Non-Prose: Poems, plays, songs, recipes and text with non-standard or absent punctuation.
 
 	Avoid allowing para professionals to provide primary instruction
 
 Too often children who struggle with literacy are assisted by paraprofessionals in the classroom.  Allington reminds us that primary reading instruction should be at the hands of a highly-trained education professional with the knowledge and skills to provide balanced reading instruction.  All readers benefit from time spent in guided reading lessons where they can practice applying reading strategies under the guidance of a skilled teacher.
 	Engage them in small group reading experiences and avoid whole group instruction
 
 Guided reading is the ideal setting for strategy-based reading instruction.  Struggling readers need one to one instruction that is individualized to their needs.  The small reading group is ideal for strategy focused instruction.  In small reading groups, successes can be celebrated, and needs can be addressed immediately.  Children also benefit from working in pairs where they can share their expertise and assume the role of teacher/mentor sometimes too.
 Questions I Can Ask As I Read
 To get the gist of what I am reading:
 	What is this story about?
 	What is the problem?
 	What is the solution?
 	What do I need to know about?
 
 To predict-verify-decide:
 	What’s going to happen next?
 	Is my prediction still a good one?
 	Do I need to change my prediction?
 	What makes me think so?
 
 To visualize:
 	What does this (person, place, or thing) look like?
 	What makes me think so?
 
 To Summarize:
 	What’s happened so far?
 	Who did what?
 	What makes me think so?
 
 To Think Aloud:
 	What am I thinking right now?
 	Why?
 
 To Solve Problems When I don’t Understand:
 	Should I…
 	Stop and review?
 	Reread and look back?
 	Ignore and read on?
 	Why?
 
 	Make reading lessons meaning focused rather than skills focused
 
 Encourage students to be thoughtful literacy learners.  Allington encourages us to remind students that the point of reading and writing is more than remember what the text said, but rather engaging the ideas, challenging them, and reflecting on them.  Encourage students to make connections and engage in thoughtful discussions around the text.  Book clubs or literature circles are great instructional programs for facilitating the social aspect of book discussions while encouraging thoughtful literacy practices.
 
 Questions to Ponder
 	What are your preferred learning styles and how do they influence your own instruction? How can you use your own strengths in the classroom to reach every learner?
 	What resources can you share with families to promote literacy at home?
 	How can you get books into your students’ homes? Research shows that kids from low SES homes have very few books they can call their own.  What community resources exist to help you attain books?
 
 (Munger, n.d)
 
 Additional Resources
 	Steps to Success: Crossing the Bridge Between Literacy Research and Practice. Authored by: Kristen A. Munger, Ed.. Provided by: Open SUNY Textbooks. Located at: http://textbooks.opensuny.org/steps-to-success/. License: CC BY-NC-SA: Attribution-NonCommercial-ShareAlike  introduces instructional strategies linked to the most current research-supported practices in the field of literacy. Evidence-Based Practices for Teaching Phonological and Phonemic Awareness.
 Go to the Institute of Educational Sciences (IES)  and follow links to watch videos on the Foundational skills to support reading for understanding in kindergarten through 3rd grade
 Put Reading First, Kindergarten through Grade 3,  from the National Institute for Literacy.  This guide describes the findings of the National Reading Panel Report and provides analysis and discussion in five areas of reading instruction: phonemic awareness, phonics, fluency, vocabulary, and text comprehension.
 Malcolm, U. (n.d.) Evidence-Based Assessment in the Science of Reading, from LDschool- Includes an Evidence-Based Assessment in the Science of Reading: Cheat Sheet- Comparing and Contrasting Assessment Purposes. 

 
 
 original source
 Teaching Literacy in Grades Pre-K to 2 by Lori Levin and Suzanne Porath is licensed under a Creative Commons Attribution-NonCommercial-ShareAlike 4.0 International License, except where otherwise noted.
 Other References
 Allington, R.L. (2013). What really matters when working with struggling readers. The Reading Teacher, 66(7): 520–530.
 Colker, L. J. (2014). The word gap: The early years make the difference. Teaching Young Children, 7(3): 26–28.
 Hiebert, E,H., Pearson, P.D., Taylor, B.M., Richardson, V., & Paris, S.G. (1998). Every child a reader: Applying reading research to the classroom. Ann Arbor, MI: Center for the Improvement of Early Reading Achievement, University of Michigan School of Education. Retrieved November 1, 2017, from http://www.ciera.org 
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 Go to: Instructional Methods, Strategies and Technologies to Meet the Needs of All Learners
  Ch. 20 Math Interventions and Strategies- The purpose of this chapter is to provide brief explanations of practices that can be implemented when working with students in need of intensive intervention in mathematics.
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 Early Childhood Education and Mathematics Instruction
 Early Numeracy
 “‘Numeracy’ is a term that refers to all the mathematics that young students learn including number, operations, and geometry and measurement concepts” (Learning Pathways in Numeracy, 2014). Research has shown that the mastery of early mathematics concepts (number sense and counting) upon school entry is the strongest predictor of future academic success (Duncan 2007). Young children can have mathematical ideas that are complex and sophisticated for their developmental levels. Learning to make sense of mathematics early helps build future math proficiency and confidence.
 Pre-kindergarten children can explore mathematics ideas, including number concepts and quantities, number relationships and operations, geometry and spatial sense, patterns, and measurement and comparison. The important idea to convey is that early numeracy is about developing and making sense of mathematics rather than repetitive pencil and paper activities. For example, asking a child to count the number of cups to distribute at snack time, to notice some of the windows on the playhouse are circles and some are squares, or to discuss how a big step is as tall as two regular steps demonstrates the relevance of mathematics. Making sense of mathematics happens through play, number sense games, and other daily routines.
 A critical success factor, and an important tie-in to early literacy, is to get children to communicate their ideas and explain their thinking about mathematics in their natural language. Providing opportunities for children to share their thinking helps educators understand what concepts the child understands and surfaces any gaps in their mathematical understanding. Teachers can then direct students in additional learning, refining their thinking or extending their thinking in mathematical ways.
 Representation includes concrete manipulation of objects, pictures, and numerical symbols. Working with physical objects and visuals informs and strengthens abstract thinking. Manipulatives and visual representations of mathematics should be routinely utilized in early learning, along with activities and tasks that are relevant to the child’s developmental age and grounded in the Mathematics K–12 Learning Standards.
 Early learners develop mathematical skills and encounter math concepts through natural and routine activities and play. Educators and caregivers can support this process by creating time and space for exploration and manipulation. As adults observe and listen to children at play, they can notice math ideas students are utilizing in their play. For example, children playing outdoors might use positional language to describe how they are climbing “up high” or running “under” the slide. Gently nudging a child through use of questions and the introduction of new language can help them build mathematical understanding, though adults should be cautious not to take over or direct a child’s play. Observing and talking with students at play can help teachers determine natural interest areas that can become the basis for selecting books and topics for classroom projects to further develop mathematical understandings and skills.
 
  Reference
 Reykdal, C. (2020). Strengthening Student Educational Outcomes Mathematics Menu of Best Practices and Strategies, State Superintendent, Office of  Superintendent of Public Instruction, Olympia Washington,  Except where otherwise noted, this work by the Office of Superintendent of Public Instruction is licensed under a Creative Commons Attribution License
 Graphic from Pixabay, public domain
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  Active learning is commonly defined as activities that students do to construct knowledge and understanding. The activities vary, but require students to do higher-order thinking. Although not always explicitly noted, metacognition—students’ thinking about their own learning—is an important element, providing the link between activity and learning.
 The Theoretical Basis for Active Learning
 Constructivist learning theory emphasizes that individuals learn through building their own knowledge, connecting new ideas and experiences to existing knowledge and experiences to form new or enhanced understanding (Bransford et al., 1999). The theory, developed by Piaget and others, posits that learners can either assimilate new information into an existing framework, or can modify that framework to accommodate new information that contradicts prior understanding. Approaches that promote active learning often explicitly ask students to make connections between new information and their current mental models, extending their understanding. In other cases, teachers may design learning activities that allow students to confront misconceptions, helping students reconstruct their mental models based on more accurate understanding. In either case, approaches that promote active learning promote the kind of cognitive work identified as necessary for learning by constructivist learning theory.
 Active learning approaches also often embrace the use of cooperative learning groups, a constructivist-based practice that places particular emphasis on the contribution that social interaction can make. Lev Vygotsky’s work elucidated the relationship between cognitive processes and social activities and led to the sociocultural theory of development, which suggests that learning takes place when students solve problems beyond their current developmental level with the support of their instructor or their peers (Vygotsky 1978). Thus active learning approaches that rely on group work rest on this sociocultural branch of constructivist learning theory, leveraging peer-peer interaction to promote students’ development of extended and accurate mental models.
 Is there evidence that it works?
 The evidence that active learning approaches help students learn more effectively than transmissionist approaches in which instructors rely on “teaching by telling” is robust and stretches back more than thirty years (see, for example, Bonwell and Eison, 1991). Here, we will focus on two reports that review and analyze multiple active learning studies.
 Freeman and colleagues conducted a meta-analysis of 225 studies comparing “constructivist versus exposition-centered course designs” in STEM disciplines (Freeman et al., 2014). They included studies that examined the design of class sessions (as opposed to out-of-class work or laboratories) with at least some active learning versus traditional lecturing, comparing failure rates and student scores on examinations, concept inventories, or other assessments. They found that students in traditional lectures were 1.5 times more likely to fail than students in courses with active learning (odds ratio of 1.95, Z = 10.4, P<<0.001). Further, they found that on average, student performance on exams, concept inventories, or other assessments increased by about half a standard deviation when some active learning was included in course design (weighted standardized mean difference of 0.47, Z = 9.781, P<<0.001). These results were consistent across disciplines: they observed no significant difference in the effects of active learning in biology, chemistry, computer science, engineering, geology, math, physics, and psychology courses. They performed two analyses examining the possibility that the results were due to a publication bias (i.e., a bias toward publishing studies with larger effects), finding that there would have to be a large number of unpublished studies that observed no difference between active learning and lecturing to negate their findings: 114 reporting no difference on exam or concept inventory performance and 438 reporting no difference in failure rate. The authors conclude that the evidence for the benefits of active learning are very strong, stating that, “If the experiments analyzed here had been conducted as randomized controlled trials of medical interventions, they may have been stopped for benefit—meaning that enrolling patients in the control condition might be discontinued because the treatment being tested was clearly more beneficial.”
 These results support other, earlier reviews (e.g., Hake, 1998; Prince, 2004; Springer et al., 1999). In one such review, Ruiz-Primo and colleagues examined published studies examining the effects of active learning approaches in undergraduate biology, chemistry, engineering and physics courses (Ruiz-Primo et al., 2011). They identified 166 studies that reported an effect size when comparing the effects of an innovation (i.e., active learning approaches) to traditional instruction that did not include the innovation. Overall, they found that inclusion of the active learning approaches improved student outcomes (mean effect size = 0.47), although there are important caveats to consider. First, the authors coded the active learning activities as conceptually oriented tasks, collaborative learning activities, technology-enabled activities, inquiry-based projects, or some combination of those four categories, and important differences existed within the categories (for example, technology-assisted inquiry-based projects on average did not produce positive effects). Second, more than 80% of the studies included were quasi-experimental rather than experimental, and the positive benefits (average effect size = 0.26) were lower for the experimental studies in which students were randomly assigned to a treatment group. Finally, many of the studies did not control for pre-existing knowledge and abilities in the treatment groups. Nonetheless, the review does provide qualified support for the inclusion of active learning approaches in instruction.
 While the two reviews reported focus on STEM disciplines and no similar reviews exist for the humanities and social sciences, the bulk of the evidence suggests that active learning approaches are effective across disciplines (Ambrose et al, 2010; Bonwell and Eison, 1991; Chickering and Gamson, 1987).
 Active Learning Techniques
 The pause procedure. Pause for two minutes every 12 to 18 minutes, encouraging students to discuss and rework notes in pairs. This approach encourages students to consider their understanding of the material, including its organization. It also provides an opportunity for questioning and clarification and has been shown to significantly increase learning when compared to lectures without the pauses. (Bonwell and Eison, 1991; Rowe, 1980; 1986; Ruhl, Hughes, & Schloss, 1980)
 Retrieval practice. Pause for two or three minutes every 15 minutes, having students write everything they can remember from the preceding class segment. Encourage questions. This approach prompts students to retrieve information from memory, which improves long term memory, ability to learn subsequent material, and ability to translate information to new domains. (Brame and Biel, 2015)   *these suggested times frames will vary by the age and developmental levels of the students. PL
 *Free Retrieval Practice resource guides
 Demonstrations. Ask students to predict the result of a demonstration, briefly discussing with a neighbor. After the demonstration, ask them to discuss the observed result and how it may have differed from their prediction; follow up with instructor explanation. This approach asks students to test their understanding of a system by predicting an outcome. If their prediction is incorrect, it helps them see the misconception and thus prompts them to restructure their mental model.
 Think-pair-share. Ask students a question that requires higher-order thinking (e.g., application, analysis, or evaluation levels within Bloom’s taxonomy). Ask students to think or write about an answer for one minute, then turn to a peer to discuss their responses for two minutes. Ask groups to share responses and follow up with instructor explanation. By asking students to explain their answers to a neighbor and to critically consider their neighbor’s responses, this approach helps students articulate newly formed mental connections.
 Peer instruction with ConcepTests. This modification of the think-pair-share involves personal response devices (e.g., clickers). Pose a conceptually based multiple-choice question. Ask students to think about their answers and vote on a response before turning to a neighbor to discuss. Encourage students to change their answers after discussion, if appropriate, and share class results by revealing a graph of student responses. Use the graph as a stimulus for class discussion. This approach is particularly well-adapted for large classes and can be facilitated with a variety of tools (e.g., Poll Everywhere, TopHat, TurningPoint).
 Minute papers. Ask students a question that requires them to reflect on their learning or to engage in critical thinking. Have them write for one minute. Ask students to share responses to stimulate discussion or collect all responses to inform future class sessions. Like the think-pair-share approach, this approach encourages students to articulate and examine newly formed connections. (Angelo and Cross, 1993; Handelsman et al., 2007)
 Concept map. Concept maps are visual representations of the relationships between concepts. Concepts are placed in nodes (often, circles), and the relationships between indicated by labeled arrows connecting the concepts. To have students create a concept map, identify the key concepts to be mapped in small groups or as a whole class. Ask students to determine the general relationship between the concepts and to arrange them two at a time, drawing arrows between related concepts and labeling with a short phrase to describe the relationship. By asking students to build an external representation of their mental model of a process, this approach helps students examine and strengthen the organization within the model. Further, it can emphasize the possibility of multiple “right” answers.
 Content, form, and function outlines. Students in small groups are asked to carefully analyze a particular artifact—such as a poem, a story, an essay, a billboard, an image, or a graph—and identify the “what” (the content), the “how” (the form), and the function (the why). This technique can help students consider the various ways that meaning is communicated in different genres. (Angelo and Cross, 1993)
 Case-based learning. Much like decision-making activities, case-based learning presents students with situations from the larger world that require students to apply their knowledge to reach a conclusion about an open-ended situation. Provide students with a case, asking them to decide what they know that is relevant to the case, what other information they may need, and what impact their decisions may have, considering the broader implications of their decisions. Give small groups (3-5) of students time to consider responses, circulating to ask questions, and provide help as needed. Provide opportunities for groups to share responses; the greatest value from case-based learning comes from the complexity and variety of answers that may be generated. More information and collections of cases are available at the National Center for Case Study Teaching in Science, the Case Method Website of UC-Santa Barbara, and World History Sources.
 (Vanderbilt University)
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 8 Brain-Friendly Practices for Middle and High School Students
 Shaelynn Farnsworth, July 24, 2019 (CC BY NC)
 It used to be thought that brain development was complete by age 5 or 6 and reached adult-size and volume by age 10. During the last few years, brain research has found that the adolescent brain is still developing and the experiences a child has during the ages of 11 to 18 wires the brain and become “fixed” into their adult life. Meaning, what a child does during these years, the routines they establish, skills, attitudes, and coping mechanisms have direct consequences for their adult lives.
 Since a large percent of an adolescent’s waking life is spent in school, educators can have a profound impact on the brain development of their students. While it is true that we as educators have no control over home-life, peer pressure, and other outside influences; most education institutions have practices that are “brain-hostile” rather than “brain-friendly”. These would include such things as:
 	Zero-tolerance discipline policy
 	Emotionally flat classroom climate
 	Ban on social media apps in the classroom
 	More homework, tougher requirements, and a longer school day
 	Early start time for the school day
 	Public posting of grades, test scores, and behavior
 	Locking students into a set learning path
 	Elimination or shortening of study hall, physical education, and movement in class
 	Teacher-centered, lecture-based, textbook-driven curriculum
 
 (Thomas Armstrong)
 Instead, educators need awareness of brain-friendly practices in which to align their instruction, strategies, and lesson design after. These practices provide educators with current brain research to support positive brain development in adolescents.
 8 Brain-Friendly Practices for Middle School and High School Students
 	Choice – The opportunity to choose what they learn, how they learn, and how they demonstrate understanding. This brain maturation and practices in student-choice helps promote making less risky decisions and more sensible ones. Examples: Choice in books, Choice in product creation, Involvement in discussions and debates, Passion projects or Genius Hour. 
 	Self-Awareness Activities – During adolescents, students are beginning to establish and articulate who they are. Self-Awareness activities allow exploration and expression of self. Examples: SEL Activities, Interest and Emotional Quizzes, Connect learning to personal lives, Meditation, Journals.
 	Peer Learning – During adolescence, peers play an important role in development and self-esteem. It is important for students to have positive, meaningful interactions with peers through peer teaching, collaboration, and group work. Examples: Group projects, Peer teaching, Mentoring, Peer Feedback. 
 	Affective Learning – With adolescents comes the full-range of emotions that are erupting and changing on a whim inside our student’s body. Instead of ignoring or punishing these emotional young people, affective learning includes strategies to address these occurrences head on and bring joy back into the classroom. Examples: Build relationships with students! Know their names, celebrate successes as well as negative feelings. Encouragement and Goal-Setting. Teachable moments. SEL. Social Justice and Discussions over controversial topics. 
 	Learning by Doing – Having students sit for a whole class period while the teacher lectures only increases disdain for school and boredom. Get kids up and moving to not only increase blood flow, but also to increase executive functioning. Examples: Exercise or brain breaks, Drama and Kinesthetic while learning concepts and topics. Hands-on activities, Stations.
 	Metacognitive Strategies – Around the age of 11 or 12 students move into “formal operations” (Piaget) and start thinking about their thinking. Introducing mindsets, strategies, and critical thinking skills help students move beyond concrete learning to more abstract and are better able to form own opinions and challenge others. Examples: Inquiry Learning. Design Thinking, Evaluation and Analyzation of sources or views. Think Alouds. Heuristics. Goal-Setting.
 	Expressive Arts – Robust creativity and artistic development occurs between the ages of 5-18, but during adolescence, students get fewer experiences in the arts, drama, music, etc. During this time, expressive arts allows middle school and high school students the opportunity to express thoughts and emotions in thoughtful and socially appropriate ways. Examples: Creative Writing, Visual Design and Art Classes, Choice to Demonstrate learning through drama and dance. Integrate video, gaming, and photography into learning. Include music to enhance learning.  
 	Real-World Experiences – Provide students learning that not only connects to their life but also demands them to plan, think, organize, and make quick decisions mimicking the types of demands they will encounter throughout life. Real-world experiences also include civic life and their contribution to family, community and society. Examples: Volunteering. Apprenticeships. Service Learning. Community-Based Learning. Entrepreneur Learning. 
 
 While not everything is known about the brain, research continues to provide all of us valuable information in which to inform our practices. As late as the 1990’s, many thought the brain stopped growing and full-capacity potential reached by age 10. While we now know this to be untrue, there are many things we currently do that goes against current research. It is time to align our instruction to what we know now and consider the 8 brain-friendly practices mentioned above.
 Source:Thomas Armstrong. The Power of the Adolescent Brain. 2016.
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 Early Childhood Education
 Storytelling, songs, role play, and drama
 While these strategies are ageless, they may be especially appropriate for PreK and early childhood learners.
 Students learn best when they are actively engaged in the learning experience. Your students can deepen their understanding of a topic by interacting with others and sharing their ideas. Storytelling, songs, role play and drama are some of the methods that can be used across a range of curriculum areas, including math and science.
 Storytelling
 Stories help us make sense of our lives. Many traditional stories have been passed down from generation to generation. They were told to us when we were young and explain some of the rules and values of the society that we were born into.
 Stories are a very powerful medium in the classroom: they can:
 	be entertaining, exciting and stimulating
 	take us from everyday life into fantasy worlds
 	be challenging
 	stimulate thinking about new ideas
 	help explore feelings
 	help to think through problems in a context that is detached from reality and therefore less threatening
 
 When you tell stories, be sure to make eye contact with students. They will enjoy it if you use different voices for different characters and vary the volume and tone of your voice by whispering or shouting at appropriate times, for example. Practice the key events of the story so that you can tell it orally, without a book, in your own words. You can bring in props such as objects or clothes to bring the story to life in the classroom. When you introduce a story, be sure to explain its purpose and alert students to what they might learn. You may need to introduce key vocabulary or alert them to the concepts that underpin the story. You may also consider bringing a traditional storyteller into school, but remember to ensure that what is to be learnt is clear to both the storyteller and the students.
 Storytelling can prompt a number of student activities beyond listening. Students can be asked to note down all the colors mentioned in the story, draw pictures, recall key events, generate dialogue or change the ending. They can be divided into groups and given pictures or props to retell the story from another perspective. By analyzing a story, students can be asked to identify fact from fiction, debate scientific explanations for phenomena or solve mathematical problems.
 Asking the students to devise their own stories is a very powerful tool. If you give them structure, content and language to work within, the students can tell their own stories, even about quite difficult ideas in maths and science. In effect, they are playing with ideas, exploring meaning and making the abstract understandable through the metaphor of their stories.
 Songs
 The use of songs and music in the classroom may allow different students to contribute, succeed and excel. Singing together has a bonding effect and can help to make all students feel included because individual performance is not in focus. The rhyme and rhythm in songs make them easy to remember and helps language and speech development.
 You may not be a confident singer yourself, but you are sure to have good singers in the class that you can call on to help you. You can use movement and gestures to enliven the song and help to convey meaning. You can use songs you know and change the words to fit your purpose. Songs are also a useful way to memorize and retain information – even formulas and lists can be put into a song or poem format. Your students might be quite inventive at generating songs or chants for revision purposes.
 Role play
 Role play is when students have a role to play and, during a small scenario, they speak and act in that role, adopting the behaviors and motives of the character they are playing. No script is provided, but it is important that students are given enough information by the teacher to be able to assume the role. The students enacting the roles should also be encouraged to express their thoughts and feelings spontaneously.
 Role play has a number of advantages, because it:
 	explores real-life situations to develop understandings of other people’s feelings
 	promotes development of decision making skills
 	actively engages students in learning and enables all students to make a contribution
 	promotes a higher level of thinking.
 
 Role play can help younger students develop confidence to speak in different social situations, for example, pretending to shop in a store, provide tourists with directions to a local monument or purchase a ticket. You can set up simple scenes with a few props and signs, such as ‘Café’, ‘Doctor’s Office’ or ‘Garage’. Ask your students, ‘Who works here?’, ‘What do they say?’ and ‘What do we ask them?’, and encourage them to interact in role these areas, observing their language use.
 Role play can develop older students’ life skills. For example, in class, you may be exploring how to resolve conflict. Rather than use an actual incident from your school or your community, you can describe a similar but detached scenario that exposes the same issues. Assign students to roles or ask them to choose one for themselves. You may give them planning time or just ask them to role play immediately. The role play can be performed to the class, or students could work in small groups so that no group is being watched. Note that the purpose of this activity is the experience of role playing and what it exposes; you are not looking for polished performances or Bollywood actor awards.
 It is also possible to use role play in science and math. Students can model the behaviors of atoms, taking on characteristics of particles in their interactions with each other or changing their behaviors to show the impact of heat or light. In math, students can role play angles and shapes to discover their qualities and combinations.
 Drama
 Using drama in the classroom is a good strategy to motivate most students. Drama develops skills and confidence, and can also be used to assess what your students understand about a topic. A drama about students’ understanding of how the brain works could use pretend telephones to show how messages go from the brain to the ears, eyes, nose, hands and mouth, and back again. Or a short, fun drama on the consequences of forgetting how to subtract numbers could fix the correct methods in young students’ minds.
 Drama often builds towards a performance to the rest of the class, the school or to the parents and the local community. This goal will give students something to work towards and motivate them. The whole class should be involved in the creative process of producing a drama. It is important that differences in confidence levels are considered. Not everyone has to be an actor; students can contribute in other ways (organizing, costumes, props, stage hands) that may relate more closely to their talents and personality.
 It is important to consider why you are using drama to help your students learn. Is it to develop language (e.g. asking and answering questions), subject knowledge (e.g. environmental impact of mining), or to build specific skills (e.g. team work)? Be careful not to let the learning purpose of drama, be lost in the goal of the performance.
 (TESS-2015)
 Playful Learning
 Playful learning, also referred to as learning through play, is an approach that uses children’s play to support discovery learning and problem-solving. Integrating both free play and guided play into early learning settings promotes children’s healthy, holistic development and helps build a strong foundation for academic success.
 Children are naturally curious. They explore their surroundings to learn about how the world works. By capitalizing on this, playful learning promotes development and learning, relying on children’s play to drive discovery and problem-solving.
 Practitioners should contextualize and adapt playful learning methods so that they are locally appropriate. Such adaptations could include:
 1. Incorporating local songs and games into group activities;
 2. Linking imaginary play to activities that are valued in the community, including local livelihoods such as farming, fishing, and shop keeping;
 3. Creating props, toys, and imaginary scenarios that are familiar to children; and
 4. Making routine activities or chores more playful by singing songs, playing pretend, etc.
 (Center for Education Innovations)
 
 References
 Active Learning. Provided by: Vanderbilt University. Located at: https://cft.vanderbilt.edu/guides-sub-pages/active-learning/. License: CC BY-NC: Attribution-NonCommercial
 Center for Education Innovations, (n.d.) Playful Learning, http://www.earlylearningtoolkit.org/playful-learning Creative Commons Attribution 4.0 International License.
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 One of the greatest challenges for beginning teachers is creating an environment focused on learning and teaching. It is more than managing the behavior of students – it involves creating an optimal classroom environment where learning and teaching can take place effectively.
 Creating an effective classroom learning environment
 Many factors impact on the learning environment including:
 	putting routines in place
 	interacting with students
 	negotiating rules with students
 	ensuring the rules are consistently and fairly carried out
 	arranging classroom furniture.
 
 There are three areas that provide a useful set of organizers when considering the range of factors that influence the creation of an effective classroom learning environment: structure, instruction and discipline.
 
 
 1. Structure
 Structure refers to organizational practices, routines, and procedures that form a platform for daily activities. Structure involves such concrete issues as how desks are arranged and influences such abstract concerns as group dynamics.
 Effective structure evolves with time and needs to be flexible and responsive to the learner’s needs. Flexibility allows for changes that will improve the learning climate. Examples include establishing routines for all daily tasks and needs and orchestrating smooth transitions and continuity of momentum throughout the day.
 2. Instruction
 Instruction refers to the delivery of content using the knowledge of students, how they learn, the subject content and how to teach it. When students are engaged in their lessons, disruptions are minimal.
 Conversely, monotonous, dull lessons create boredom, which in turn leads students to seek out distractions.
 Effective teachers are enthusiastic, they know their curriculum, they take their student’s needs and interests into account when planning, and they use a variety of teaching methods. Examples include striking a balance between variety and challenge in student activities, and increasing student engagement in learning and making good use of every instructional moment.
 3. Discipline
 Discipline refers to the approaches and strategies teachers use to guide and promote constructive student behavior. Discipline is as immediate as correcting misbehavior and as far-reaching as developing a trusting relationship.
 Discipline involves more than simply reacting to misbehavior and punishing recalcitrant students – discipline is proactive and educational.
 Effective disciplinary practices teach students how to manage their feelings, behave appropriately, and respect other’s rights. Examples include heightening the awareness of all actions and activities in the classroom using consistent, proactive disciplinary practices, and anticipating potential problems to limit disruptions and resolve minor disruptions before they become major problems.
 Henley asserts that focusing on a combination of structure, instruction, discipline has a dynamic effect on the learning environment. Everything that transpires in a classroom – moment to moment, day to day, and week to week – is influenced by the teacher’s approach to these 3 areas.
 
 
 
 Proactive Teaching
 In order to teach well, teachers must establish an environment that is both productive and harmonious. And to do this, teachers need to be proactive.
 Proactive teachers
 Proactive teachers accept responsibility for their student’s successes and their students’ failures. They:
 	Take a solution-oriented approach. Proactive teachers find solutions – they recognize that while there are often explanations for student’s difficulties, they do not use these explanations as excuses.
 	Adopt a can-do attitude. Proactive teachers have a strong belief in their students, do not give up on them and maintain a ‘no-excuses’ attitude toward their learning.
 	Make wise choices. Proactive teachers make wise choices about the use of structure, instruction and discipline in ways that facilitate learning.
 	Acknowledge the needs and rights and expectations of students. Proactive teachers acknowledge the students’ basic needs, including survival, belonging, power, fun, and freedom. They establish optimal learning environments and expect high standards of behavior.
 	Acknowledge teacher needs and rights and expectations. Proactive teachers acknowledge that a teacher needs the full attention of each student and that they have the right to establish optimal learning environments. They expect behavior that contributes to optimal student growth
 
 
 
 
 Proactive and preventative strategies
 These proactive measures can be used to prevent misbehavior happening in the first place.
 Give routine and direction
 	Provide support with routines – announce and post the daily/lesson schedule to give students a sense of security and direction.
 	Provide cues – signal to the students that it is time for a certain behavior to be performed. For example, to stop work and pay attention to you, to prepare to leave at the end of a period.
 	Modify the classroom environment – the placement of desks, tables, supplies, teacher actions and actions of other students can contribute to off-task behavior. Examine the behavior and determine the factor that contributed to it and make appropriate modifications.
 	Communicate clearly and confidently – display a firm, confident, pleasant, interested and enthusiastic manner. Keep your voice controlled and modulated, and make sure explanations are clear.
 	Give effective directions: 	limit directions to 2-3 at a time
 	gain the classroom’s full attention
 	issue directions step-by-step with clear signposting by a key words such as ‘first’
 	directions for more difficult tasks should be written on the whiteboard
 	check that students understand the directions
 	observe to check that students are carrying out the directions.
 
 
 
 	Plan thoroughly – a well-planned learning experience that is interesting and within the students’ range of achievement is associated with learning gains. The teacher can make learning more attractive by giving a coherent and smoothly-paced lesson presentation. Getting the lesson going, keeping it going with smooth transitions, avoiding abrupt changes that interfere with student activity, and postponing satiation is important in maintaining positive student behavior associated with being on task.
 
 
 Offer variety and stimulation
 	Provide variety – teachers should vary the way they present their lessons from day to day. They may demonstrate, lead a group activity or discussion, or have students work quietly on their own. Routines can become ruts if there is not some variety to stimulate or ‘spice things up’.
 	Consider the physical environment – the classroom should be clean and pleasantly decorated with student creations, yet free from distracting stimuli. Consider if the space warm and inviting, the comfort levels of students, and how crowding, clutter, noise, excessive heat or cold may affect them. Consider the most suitable location for the teacher’s desk. Equipment needs to be secure and accessible.
 	Consider seating arrangement – the desks should be arranged so students can work as a whole class, in groups and individually, and allow the teacher to circulate freely and efficiently. Decide if students are required to sit in set seat allocations or whether seating arrangements will be vary according to activities. Some teachers may prefer to allow students to sit wherever they like.
 	Create walls that teach – as well as displays of student work, create walls that teach by displaying rules, procedures, timetables and whole-school expectations as well as prompts for students as they are working independently. For example, spelling tips, comprehension strategies, editing codes and so on.
 	Use lesson starters – as part of an effective routine, it is best for students to become engaged immediately after entering the classroom or at the beginning of a new lesson. Fun problems, a picture stimulus, music or interesting reflection topics can be put on the whiteboard to engage students and ‘hook’ them into the learning to come.
 	Plan lesson introductions – present an outline of what is to come in the lesson that includes a clearly stated learning intention, the learning experiences that student will engage in and criteria for completion of the lesson’s work. Make clear the consequences of not completing the lesson’s work/task.
 
 
 Create good relationships
 It’s vital to establish good relationships with the students. (Marzano, Marzano, & Picketing, 2003) found that the quality of teacher-student relationships is the keystone for all other aspects of classroom management.
 To establish good relationships:
 	Be warm, natural, pleasant, approachable and tolerant.
 	Share yourself evenly amongst students.
 	Set limits and apply them consistently and fairly.
 	Show respect for students.
 	Communicate high expectations.
 	Respond to all students enthusiastically.
 	Show that you care.
 	Teach critical social skills.
 
 Be flexible
 	Help students over hurdles – students who are experiencing difficulty with a specific task need help in overcoming that problem. This may consist of encouraging words, an offer to assist, making additional materials or equipment available. ‘Hurdle helping’ prevents the student giving up on the task or becoming disruptive.
 	Alter lessons when necessary – students may lose interest in the lesson for a variety of reasons (Satiation). When this happens the lesson needs to be altered in some way – select a different type of activity. Altering the lesson early enables you to keep students’ attention focuses on the lesson and maintain order.
 	Spend more time observing and less time micromanaging – Linsin (2012) (Marzano, Marzano, & Picketing, 2003) asserts that most teachers talk too much, help too much, and are seen too much. He claims that micromanagement breeds needy, demanding, and dependent students who expect from the teacher what they can readily do for themselves. It is important to give ‘efficient help’ to the students. This type of help may also reduce the number of cases of the ‘dependency syndrome’ – students asking questions without actually needing help.
 	Use the 20-second rule – research shows teachers spend too much time working one-on-one with students – 20 seconds is recommended. Avoid doing the work for the learner by providing one suggestion and then moving on. Offer praise for successful small steps. Move on, but check back later for on task behaviour.
 
 Present new learning
 	Alert students to new learning – alert the students when you are about to present something new for them to learn. Present the new information in a clear-cut, efficient, high-impact way. Check for understanding before moving on.
 	Practice guided and independent practice of new learning – allow students to co-operatively or independently work on the lesson task/product.
 	Re-teach if necessary – if you find yourself buzzing around the room, re-teaching one student after another, bring the group back together and re-teach the missed concept to the whole group.
 	Identify student learning goals – explain to students where they are in terms of their learning and identify where they need to go next. Have students identify their own short term, achievable goals for their learning. Work with students to set short and long term learning goals based on syllabus standards. Support students to monitor their progress and achievement.
 	‘Learn’, not ‘do’ – switch the focus from ‘doing’ to ‘learning’ in each lesson. Let students know what the learning focus for each lesson will be. Ask students to describe what they have learned each day/lesson. Signal to students when there is new learning for them.
 	Vary learning experiences – using a variety of activities helps keep students from becoming bored by the same lessons day after day. Consider authentic application through field trips, guest speakers, debates, writing activities, independent work, interviews and so on.
 
 Address student needs
 	Focus on student needs – lesson topics should be relevant to the students if at all possible. Teaching strategies should be congruent with student learning styles. The teacher should help the students develop learning goals which are real, attainable, and a source of pride. Activities should be fun for the students.
 	Establish group cohesiveness and responsibility – a teacher’s enthusiasm, level of concern for the students, and class involvement all can affect the level of class togetherness. Group rewards can be used.
 	Be flexible – no matter how long you have spent preparing a lesson, be prepared to ‘let it go’ if it is obviously not working. Try a new approach, a different angle, as long as whatever you do results in the learning intention for the lesson being achieved. Talk to older students, as they will likely be able to tell you what went wrong with the lesson. Under no circumstances should you continue to try to teach a lesson if the students are starting to disengage.
 	Conclude the lesson effectively – always allow time at the end of the lesson for students to reflect on their new learning and their progress towards individual learning and behaviour goals.
 	Remove distracting objects – when you see that distracting objects are keeping students from assigned tasks, simply collect the object and quietly inform the student that the object can be collected after class.
 	Provide encouragement for all students – encouraging words and guiding suggestions make all students feel they are being supported in their efforts.
 	Treat all students with dignity and respect – use a respectful tone and mannerisms when addressing students and misbehaviour. Listen carefully to what students have to say, speak politely to them, and treat everyone fairly. Never engage in discussion with a student while you or the student is angry. Allow some wait time so that you can both speak in a calm, matter-of-fact manner.
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 The diversity in culture and in society is reflected in the classroom. Students have different languages, interests and abilities. Students come from different social and economic backgrounds. We cannot ignore these differences; indeed, we should celebrate them, as they can become a vehicle for learning more about each other and the world beyond our own experience. All students have the right to an education and the opportunity to learn.
 We all have prejudices and views about others that we may not have recognized or addressed. As a teacher, you carry the power to influence every student’s experience of education in a positive or negative way.
 Whether knowingly or not, your underlying prejudices and views will affect how equally your students learn. You can take steps to guard against unequal treatment of your students.  (TESS, 2015)
 
 
 To be fully effective, instructional planning has to take into account the diversity in students’ cultural backgrounds, whether the differences are observable or subtle. Planning also has to work deliberately to reduce the social biases and prejudices that sometimes develop about cultural differences.   (Kelvin Seifert and Rosemary Sutton)
 Adapted from Aceves, T. C., & Orosco, M. J. (2014). Culturally responsive teaching (Document No. IC-2). Retrieved from University of Florida, Collaboration for Effective Educator, Development, Accountability, and Reform Center website: http://ceedar.education.ufl.edu/tools/innovation-configurations/  (public domain)
 Terms and acronyms to know
  	CLD- culturally and linguistically diverse
 	CRT- culturally responsive teaching
 	SES- socioeconomic status
 	enculturation is the process by which students become knowledgeable of and competent in their communities throughout life.
 	socialization is the process of behaving based on the accepted norms and values of the culture or society the individual experiences.
 	racial identity is the sense of one’s cultural and linguistic beliefs and values; it can entail a group of people united or classified based on history, nationality, or geographic distribution.
 	social justice is the ability to understand and think about the social and political challenges that societies, communities, and individuals face and proactively act upon these challenges.
 
 
 
 A large and increasing proportion (i.e., 48% in 2011 compared to 39% in 2001) of the student population in the United States comes from homes that are culturally and linguistically diverse (CLD; U.S. Department of Education, 2014). This demographic change has created cause for concern as research shows that a student’s race, ethnicity, cultural background, and other variables (e.g., poverty, assessment practices, systemic issues, lack of PD opportunities for teachers, institutional racism) significantly influence the student’s achievement (e.g., Harry & Klingner, 2006; Orosco & Klingner, 2010; Skiba et al., 2011).
 Addressing the unique needs of CLD students is one of the major challenges facing public education today because many teachers are inadequately prepared (e.g., with relevant content knowledge, experience, training) to address CLD students’ learning needs (e.g., Au, 2009; Cummins, 2007). This inadequate preparation can create a cultural gap between teachers
 and students (Gay, 2010; Ladson-Billings, 2009) and can limit educators’ abilities to choose effective instructional practices or materials because way too often, teachers and instructional contexts are developed to benefit students from White middle and high socioeconomic status (SES) backgrounds, voiding the cultural and linguistic characteristics of diverse learners (Orosco, 2010; Orosco & O’Connor, 2011). CRT, defined in the next section, can help address this disparity.
 Definition of Culturally Responsive Teaching
 In defining CRT, it is important to draw from the work of Gay (2010), Nieto, Bode, Kang, and Raible (2008), and Ladson-Billings (2009). Teachers who utilize CRT practices value students’ cultural and linguistic resources and view this knowledge as capital to build upon rather than as a barrier to learning. These teachers use this capital (i.e., personal experiences and interests) as the basis for instructional connections to facilitate student learning and development. Teachers who use CRT apply interactive, collaborative teaching methods, strategies, and ways of interacting that support CLD students’ cultural, linguistic, and racial experiences and integrate the methods with evidence-based practices (EBPs; e.g., Harlin & Souto-Manning, 2009; Hersi & Watkinson, 2012; Nieto et al., 2008; Santamaria, 2009).
 The student population in United States public schools is becoming increasingly CLD; however, teachers and school leaders remain fairly monoracial (U.S. Department of Education, 2013). In 2012, 83% percent of full-time public school teachers were White, 7% were Black, 7% were Hispanic, and 1% were Asian (Aud, Hussar, Johnson, Kena, & Roth, 2013). This one-sided shift has led practitioners to examine research on CRT for CLD students. Research is slowly emerging to identify EBPs for students from CLD backgrounds (Orosco & O’Connor, 2011). For this IC, we reviewed empirical research articles from the current professional literature for the purpose of identifying effective CRT practices. We restricted our review to studies that included at least 50% of CLD students in the sample to ensure adequate representation for interpretation of findings to CLD populations. We also reviewed studies that examined instructional practices with K-12 student outcomes. We did not include in our review any essays, literature reviews, policy and opinion papers, books, or book chapters, although we referred to these resources as part of an established CRT literature base. In this review, we found six general CRT themes (i.e., instructional engagement; culture, language, and racial identity; multicultural awareness; high expectations; critical thinking; and social justice); four CRT practices (i.e., collaborative teaching, responsive feedback, modeling, and instructional scaffolding) that were considered emerging EBPs; two recommended teaching approaches (i.e., problem solving and child-centered instruction); and two instructional considerations
 (i.e., assessment and materials). The CRT literature supports our findings (see Table 1).
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 Relevant Themes of Culturally Responsive Teaching
 Instructional Engagement
 The literature indicates that CRT with EBPs can have a powerful impact on CLD students’ development because it provides teaching that draws from CLD students’ relevant schemas, background knowledge, and home languages; it also allows students to practice what they are taught (e.g., August & Hakuta, 1997; August & Shanahan, 2006). For example, various classroom studies have indicated that students make greater improvement in reading comprehension when teachers’ intertwine instructional engagement approaches with skills-based
 practices (i.e., connections between students’ cultural and linguistic knowledge and lessons) that assist CLD students with integrating new learning information (e.g., Orosco & O’Connor, 2013).
 Culture, Language, and Racial Identity
 Culture, language, and racial identity refer to the complex constructs that develop from psychologically and socially inherited knowledge and experiences. Enculturation and socialization continually shape culture, language, and racial identity (Irvine & Armento, 2001). Enculturation is the process by which students become knowledgeable of and competent in their communities throughout life, and socialization is the process of behaving based on the accepted norms and values of the culture or society the individual experiences (Pinker, 2002). Language is a body of linguistic knowledge; it is a communication system common to people who are of the same culture (Tomasello, 1999). Language, the communication medium of culture, can be shaped by culture. Racial identity is the sense of one’s cultural and linguistic beliefs and values; it can entail a group of people united or classified based on history, nationality, or geographic distribution (Irvine & Armento, 2001). Culture and linguistic experiences can help shape students’ identities. Learning may be difficult for many CLD students because many of them encounter formal schooling as separate from their cultural, linguistic, and racial experiences (Au, 2005; Gipe, 2006). Culturally responsive methods provide teachers with the critical understanding of how students’ cultural, linguistic, and racial identities develop and how these constructs impact learning.
 Multicultural Awareness
 CRT requires teachers to use critical multicultural awareness skills to objectively examine their own cultural values, beliefs, and perceptions. This critical reflection provides teachers with a greater understanding, sensitivity, and appreciation of the history, values, experiences, and lifestyles of other cultures. Multicultural awareness becomes central when teachers must interact with students from other cultures. It provides teachers with the skills to gain greater self-awareness, greater awareness of others, and better interpersonal skills; it also helps teachers to more effectively challenge stereotypes and prejudices (Banks, 20)
 Fully effective multicultural education has several features. The most obvious and familiar one is content integration: the curriculum uses examples and information from different cultures to illustrate various concepts or ideas already contained in the curriculum (Vavrus, 2002). In studying holidays, for example, an elementary school teacher includes activities and information about Kwanzaa as well as Christmas, Hanukkah, or other holidays happening at about the same time. In studying the US Civil War, another example, a middle-years teacher includes material written from the perspective of African-American slaves and Southern landowners. In teaching language arts, students learn basic vocabulary of any non-English languages spoken by some members of the class. (Kelvin Seifert and Rosemary Sutton)
 High Expectations
 In order to help students attain academic success and reach their potential, those practicing CRT must have high expectations for their students. High expectations refer to the ability to communicate clear and specific expectations to students about what they are expected to know and be able to do (Cahnmann, 2005; Cahnmann & Remillard, 2002; Mitchell, 1998). CRT includes creating classrooms that promote genuine respect for students and a belief in their learning capabilities (e.g., Scheurich, 1998). They also provide instructional strategies and curricula that are driven by standards through the use of challenging, engaging exercises that take place within the context of students’ cultural and linguistic backgrounds (e.g., Hillberg, Tharp, & DeGeest, 2000).
 Critical Thinking
 An important component of CRT is the ability to instruct students to think critically. Critical thinking is the ability to think for oneself, apply reasoning and logic to new or unfamiliar ideas, analyze ideas, make inferences, and solve problems (e.g., Diaz-Rico & Weed, 2006). CRT methods provide teachers with the skills to teach students how to become critical thinkers by integrating their cultural and linguistic experiences with challenging learning experiences involving higher order thinking and critical inquiry. For example, in Funds of Knowledge, a well-researched critical thinking mediation (González, Moll, & Amanti, 2013), researchers showed teachers how to integrate their teaching with students’ home experiences. One example from this method involved using students’ international traveling experiences, along with their parents’ skills and knowledge, to reinforce classroom-skills-based instruction by forming native language literacy circles with parents to explain and foster critical analysis skills. In return, the parents applied these skills in conversations with their children to reinforce classroom EBPs. This CRT allowed teachers to look past their own views of the world, better understand the thoughts of others, and form more cogent and well-rounded teaching, which allowed them to improve CLD students’ critical thinking skills.
 Social Justice
 Social justice is the ability to understand and think about the social and political challenges that societies, communities, and individuals face and proactively act upon these challenges (Cochran-Smith, 2004). CRT guides teachers’ practices and curricula because it is centered in students’ cultures, and it provides an active process for students to seek out information about what is happening in the communities around them, which guides them to better understandings of and better solutions for the inequities encountered in their communities (Irvine, 2002). However, cultural responsiveness goes beyond remedying mismatches from mishandled differences; it uses explicit instruction to help students access valued cultural capital, and it acknowledges that structural inequalities, including disparities in political and economic power, inhibit diverse students from succeeding (Ladson-Billings, 2009). For example, some teachers have taught students about the connections between their indigenous cultural heritages in the United States and Mexico, the history of injustice they have encountered, and the acts of resistance and strength by their people (Arce, 2004). Consistent with CRT is a pragmatic focus on what students can do given their current contexts, noting that structural change is a long, slow process (Anyon, 2005; Ladson-Billings, 1994). Nonetheless, even if starting at the micro level, culturally responsive educators contribute to structural change (Gay, 2010).
 Culturally responsive teachers include a strong social-justice component in their instruction through which they help students identify and confront sociopolitical inequities and issues of social power and class privilege. Teachers with a culturally responsive practice also nurture a sense of agency and action in their students (Nieto & Bode, 2012); that is, they instill in them a will and sense of efficacy to foster social change.
 
 
 Emerging Evidence-Based Culturally Responsive Teaching Practices
 Research during the past few decades has developed the foundation for EBP that supports teaching for students who struggle with learning basic academic skills. However, despite this research, CLD learners continue to underachieve in United States public schools. This\ underachievement has led researchers and educators to examine research on the development of EBPs with CRT methods. Although empirical research investigating EBPs for diverse students with learning difficulties has increased, a scant research base in this area remains (Aceves et al., 2014). Research is slowly emerging to identify effective, culturally responsive EBPs for students from CLD backgrounds. From the literature we reviewed for this IC, we identified four emerging EBPs for students from CLD backgrounds: (a) collaborative teaching, (b) responsive feedback, (c) modeling, and (d) instructional scaffolding.
 Collaborative Teaching 
 Collaborative teaching is an umbrella term for instructional methods (e.g., cooperative learning, differentiated instruction, peer teaching, reciprocal teaching) that involve joint intellectual effort (i.e., requiring individual accountability, positive interdependence, and strong interpersonal skills) between students and teachers (Klingner & Vaughn, 1996, 1999; O’Connor & Vadasy, 2011; Vaughn et al., 2011). Collaborative learning methods are a key component of CRT; they enable participants to share and learn from their collective experiences and challenges. Research indicates that practitioners who use direct and explicit collaborative-based approaches to learning to reinforce students’ background knowledge (e.g., interdependence, sharing, collaboration) improve student literacy engagement and motivation (e.g., Au, 2011; Genesee & Riches, 2006).
 In collaborative-based instruction, teachers provide a common introduction to lessons and then distribute learning assignments based on students’ academic skills (e.g., reading language level). Although all students learn about the same topic, the assignments may vary according to student ability. Teachers collectively organize students into heterogeneous learning teams by grouping based on learning abilities. After students have read and identified the assignment, they discuss the topic with their group members, share their knowledge, and complete the lesson as a whole group. Teachers monitor and review the key concepts and skills all students should have acquired. If learning challenges persist, teachers may need to reciprocate and teach specific skills for student understanding. For example, there have been several studies (e.g., Calhoon, Al Otaiba, Greenberg, King, & Avalos, 2006; Klingner & Vaughn, 1996; Sáenz, Fuchs, & Fuchs, 2005) that have used collaborative-based learning approaches to engage CLD students in small groups in content-related strategic discussion to assist students in understanding concepts, deriving the main ideas, asking and answering questions, and relating what they are learning to their own cultural backgrounds. When students did not have the background knowledge to understand concepts and text passages, they were encouraged to generate questions for understanding that were discussed in small groups with the teacher facilitating comprehension.
 Responsive Feedback
 Culturally responsive feedback is provided when teachers offer critical, ongoing, and immediate feedback regarding students’ responses and participation. Through culturally responsive feedback, teachers supply individualized support regarding performance in a manner sensitive to students’ individual and cultural preferences. This strategy includes incorporating students’ responses, ideas, languages, and experiences into the feedback that is provided (Gersten & Geva, 2003) while inviting students to construct new understandings regarding what they are learning (McIntyre & Hulan, 2013).
 Providing responsive feedback is an instructional strategy recommended as a necessary practice in effective instruction with students experiencing academic difficulty (Fuchs & Vaughn, 2012). Responsive feedback has also been implemented as an important strategy within studies involving English language learners (Carlo et al., 2004; Gerber et al., 2004; Kamps et al.,  2007; Vaughn et al., 2006). Prompting students with both affective and cognitive feedback encourages teachers to validate the students’ contributions while also clarifying and expanding students’ statements during instruction (Jiménez & Gersten, 1999).
 In order to engage in this critical feedback exchange, teachers must create multiple opportunities for students to respond and fluidly dialogue throughout the day. Scheduling opportunities for individualized teacher-student conferences allows students opportunities to receive individualized teacher feedback. Overall, students benefit from ongoing, specific feedback to increase their self-esteem, monitor their understanding, and challenge their thinking.
 Modeling
 Teacher modeling has long been viewed as an essential component of effective teaching. As a culturally responsive practice, modeling involves explicit discussion of instructional expectations while providing examples based on students’ cultural, linguistic, and lived experiences. Culturally responsive modeling requires teachers to exemplify learning outcomes of CRT, which include strategy use, content learning, metacognitive and critical thinking, and interest and respect for cultural and linguistic diversity.
 Research has established the modeling of skills, strategies, and new content as an essential and effective method for teaching English learners (Gerber et al., 2004; Gersten & Geva 2003; Kamps et al., 2007; Vaughn et al., 2006). Similarly, research on CRT practices emphasizes modeling as a key strategy for specific cultural groups (Hilberg, Tharp, & DeGeest, 2000). For example, within American Indian and Alaskan Native communities, learning through observation is an important tradition (Lipka et al., 2005).
 In an investigation involving indigenous Alaskan youth, researchers observed expert apprentice modeling during math problem-solving activities reflective of this indigenous group’s cultural practice (Lipka et al., 2005). Engaging in an essential cultural practice within instruction can validate students’ group heritages while demonstrating its importance to academic tasks.
 
 
 Culturally responsive modeling serves to illustrate specific cognitive strategies while drawing from students’ cultures, languages, and everyday experiences (Jiménez & Gersten, 1999).
 Instructional Scaffolding 
 Culturally responsive instructional scaffolding occurs when teachers control for task difficulty and promote a deeper level of understanding using students’ contributions and their cultural and linguistic backgrounds. Scaffolding skills include using different types of questions (e.g., open-ended questions, analytic questions); providing appropriate wait time and taking turns; extending and acknowledging students’ responses; and using supporting instructional materials (e.g., visual organizers, story maps; Jiménez & Gersten, 1999).
 Researchers have integrated scaffolding methods in studies involving students experiencing academic difficulty, including students who speak a second language (Gerber et al., 2004; Goldenberg, 2013; Vaughn et al., 2006). For instance, scaffolding may include reference to English language learners’ primary languages or cultures. In this example, teachers may use relevant cognates while teaching English language development or provide primary language explanations to support English comprehension (Carlo et al., 2004).
 Culturally responsive research further demonstrates the effectiveness of this strategy in facilitating students’ success and self-esteem during teaching episodes (Garza, 2009). Students have reported that teachers who provide this level of specialized assistance welcome a variety of student discourse and show genuine interest in their students’ successes (McIntyre & Hulan, 2013).
 Recommended Culturally Responsive Teaching Approaches and Considerations
 In addition to the instructional practices previously described and supported by emerging research, the existing literature base describing CRT encourages other approaches that may have the potential for enhancing diverse student-learning outcomes. As previously stated, current empirical research with diverse populations investigating the effectiveness of these practices in conjunction with examining its effects on student outcomes is lacking. Teachers, however, are encouraged to consider these areas of instruction supported by this literature base with diverse students. Specifically, these include using a problem-solving approach and child-centered practices during instruction and making special considerations during the assessment of CLD students and the selection of instructional materials that support students’ cultural and linguistic experiences.
 Problem-Solving Approach
 Problem solving requires teachers to create opportunities for students to investigate real, open-ended problems; formulate questions; and develop solutions to genuine challenging situations. Engaging students in solving meaningful problems allows for complex and higher order thinking while increasing students’ motivation to learn and resolve authentic issues in their daily lives. Teachers create opportunities for students to critique, challenge, and transform examples of injustice or inequity in their daily lives and communities (Ladson-Billings, 2001). Therefore, problem solving becomes culturally responsive when students address problems that touch upon cultural and linguistic issues for the purpose of improving their daily lives. Some examples may include gathering and critiquing additional sources to supplement textbook curriculum to better reflect students’ cultural and linguistic backgrounds, investigating colleges with supportive programs for diverse students, and collecting oral histories from community elders regarding topics of study.
 This instructional approach not only identifies and challenges de facto community inequities that may exist, but also allows students to devise solutions toward meaningful change. For example, one teacher engaged her students in investigating zoning laws using math and reading skills in order to reduce the number of liquor stores and their associated problems (i.e., drug trafficking, prostitution, and public intoxication) around a school’s campus (Tate, 1995). With the results of their research, students lobbied the state Senate and made formal presentations to the city council, which resulted in numerous citations and the closure of two liquor stores near the school. Culturally responsive problem solving encourages students to care about their communities. Literature documenting the implementation of culturally responsive problem solving with diverse populations is emerging.
 Child-Centered Instruction
 Students’ contributions drive the teaching and learning process in a culturally responsive classroom as teachers develop culturally responsive learning opportunities and outcomes focused on student-generated ideas, background knowledge, values, communication styles, and preferences. Through student-oriented practices, teachers respond to students’ cultural and linguistic backgrounds and learning needs. Student-centered instruction, choice, and participation are central to CRT practices (Kea, Campbell-Whatley, & Richards, 2006).
 Research conducted with indigenous groups and later adopted for use with a variety of other diverse student populations has long established child-directed activities as essential to the instruction of CLD learners (Center for Research on Education, Diversity & Excellence [CREDE], 2013). Researchers studying American Indian educational systems and communities found that given that these children are “allowed a high level of autonomy and decision making in their homes and communities, Indian students may be more comfortable and more motivated to participate in activities that they generate, organize, or direct themselves” (Hilberg, Tharp, & DeGeest, 2000, p. 33). This practice is true for many diverse communities.
 In culturally responsive classrooms, teachers provide opportunities for choice in classroom activities, encourage child-directed learning, and assist students as they engage in these activities. Teachers create opportunities for students to make decisions regarding the content and form of instruction and support that students need to self-regulate their learning. Instructional Conversation (Saunders, 1999; Saunders & Goldenberg, 1999), an example of a child-centered practice, focuses on facilitating student dialogue in which students engage in conversations about academic content while establishing connections to personal, cultural, family, and community knowledge. Research support for these practices is emerging; for example, the What Works Clearinghouse (WWC) found Instructional Conversations and Literature Logs to demonstrate the promising effects on reading achievement and English language development in English language learners (U.S. Department of Education, 2006).
 Assessments
 While assessing diverse students, teachers should select informal measures and assessment procedures and formal (i.e., standardized) assessments that consider students’ linguistic and cultural identities. Selected assessment tools and procedures should be designed for the purpose of uncovering what students already know and understand in order for teachers and families to capitalize on students’ strengths (Richards, Brown, & Forde, 2006). While interpreting assessment results, teachers must recognize that norms regarding expected student performance may vary depending on students’ cultural backgrounds and experiences. Research shows that school personnel often ignore this variation or view differences as examples of deviance in need of correction (Klingner et al., 2005).
 *Inappropriate instruction, referral, and assessment procedures with diverse populations have been indicated a key contributors to the overrepresentation of CLD students in special education programs (Klingner et al., 2005; Linan-Thompson & Ortiz, 2009; Ortiz & Artiles, 2010; Ortiz & Yates, 2002). However, the examination of these practices within culturally responsive research is extremely limited. Recommendations related to culturally responsive assessment practices call for teachers to select measures and procedures validated for the population being assessed, recognize the influence of classroom instruction and the potential for teacher bias, integrate multiple ongoing performance assessments, tap into students’ strengths, involve qualified and trained representatives from students’ cultural groups and communities in assessment procedures and recommendations, integrate appropriate ongoing curriculum-based assessments, and recognize that learning is demonstrated by a continuum of performance rather than by discrete skills displayed at designated points in time (Gay, 2013; Klingner et al., 2005).
 *The study Minorities Are Disproportionately Underrepresented in Special Education: Longitudinal Evidence Across Five Disability Categories, (2015) contradicts this finding for some ethnic and linguistically diverse groups.
 Materials
 CRT requires teachers to integrate research-developed and teacher-selected materials that validate and consider students’ cultural, linguistic, and racial identities. As critical consumers of these resources, teachers and students should review this material for the appropriate reflection of the diversity represented within the classroom community. When representative diversity is absent from this material, teachers should supplement as necessary to provide resources that reflect the cultures, languages, and lived experiences of the students they support (Banks, 2004; Gay, 2010, 2013; Ladson-Billings, 2009).
 When choosing curricular materials, consider:
 Who is the intended audience? Who is this going to be praised and affirmed?
 
 
 Research on the content of texts and other instructional materials shows that many materials provide poor, inaccurate, and absent representation of diverse cultural and linguistic groups (Gay, 2010). Integrating materials reflective of students’ cultural and linguistic backgrounds is a strategy implemented within research examining CRT practices. In order to more directly address the inadequacies of curricular material for diverse students, Gay (2013) outlined the following explicit strategies in which teachers and students should engage:
 	conducting analyses of textbooks, mass media, Internet, literary sources, and personal narratives;
 	exploring how personal backgrounds and environmental factors influence authors’ scholarship;
 	examining multiple ethnic descriptions and interpretations of events and experiences;
 	investigating how different knowledge sources affect teaching and learning; and
 	reconstructing or replacing existing presentations of issues and situations in the various resources with their own acquired cultural knowledge and insights (p. 59).
 
 These practices allow teachers and students to critically evaluate the materials and resources used to guide instruction, correct any misrepresentation, and validate diverse students’ histories and lived experiences.
 Overall, the literature base describing CRT highlights problem-solving and child-centered approaches as representative of a culturally responsive classroom. Teachers who carefully select and critique the assessments and materials used for evaluation and instruction do so with their students’ cultural and linguistic needs in mind. Although highly recommended, these CRT approaches and considerations require further empirical study with diverse populations for a better understanding of their influence on student achievement.
 Conclusion
 Overall, rigorous empirical research examining the effectiveness of CRT on the academic achievement of diverse learners in K-12 settings is severely lacking. Despite the dearth of studies in this area, available research to date provides the field with emerging practices and other relevant approaches and instructional considerations. Many educational professionals may conclude that the practices outlined in this review encompass examples of “just good teaching” (Au, 2009). This way of thinking, however, presumes a generic universality of what is considered good teaching practice while ignoring the understanding that teaching and learning are culturally situated, varying across and within cultural and linguistic groups (Gay, 2010). While implementing these practices, teachers must consciously make connections to students’ cultures, languages, and everyday experiences in order for students to experience academic achievement while preserving their cultural and linguistic identities. “Academic success and cultural identity can and must be simultaneously achieved, not presented as dichotomous choices” (Klingner et al., 2005, p. 23). To ensure the academic achievement of diverse learners in urban, rural, and suburban communities across the United States, institutions of higher education and school districts must provide a rigorous continuum of ongoing PD to support beginning and experienced teachers in their understanding and implementation of culturally responsive teaching practices.
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 Voices from the field
 Culturally Responsive Teaching
 Before moving to NH, I taught middle school in a multicultural district for 12 years. Our learners were from diverse backgrounds and having multiple ESL/ELL students in a class was not uncommon; we had twelve languages in which school documents were translated and translators were provided at school conferences and meetings. In NH I am currently at a homogeneous school. Anecdotally, something that I have experienced at schools in NH for their spirit days is crazy hair day. In the NJ school this would not work as it is inherently exclusive. For the students who wear hijab or for students whose hair has historically been used to control, punish, or judge such a day would not be welcome. The diversity in my NJ district readily lent itself to educators being able to learn about our students’ cultures. Due to the homogenous nature of the current school in NH, educators may need to work slightly harder to learn about a student’s culture and how best to support the student and their family.  Kate Appolonia
 ——————-
 I will admit this week’s reading was difficult and very personal.  In doing this week’s reading I found it very surprising that 83% (as of 2013) of public-school teachers are white. Having lived in mostly non-urban areas, I always assumed that in urban areas there were a higher number of ethnic teachers. I thought it would make the numbers a little more balanced on a national level. Having something called culturally responsive teaching seems counter intuitive from the outside. Teachers should be taught to teach all children – race or ethnicity should not matter, but unfortunately, it does. As an ethnic women, mother, and educator it matters greatly.
 New Hampshire is 94% white and despite that I find I have a diverse classroom. In my class of 14 students, I have 1 African American, 1 Indian, 1 Egyptian, 2 Latino/white and 1  Asian/white student.  I have also noticed, and so has my principal, that most of the ethnic students in the school find a reason to speak with me. Sometimes I do find it an uncomfortable spot to be in. But I think it would have been nice if my children had had someone they could connect with when they were in K-12.  I remember what it was like being the only ethnic student in my school growing up. So, when I read the words “Representation absolutely matters and it matters for … almost every educational outcome you can think of” (Meckler & Rabinowitz, 2019) it struck a chord, and I cannot agree enough. Barbara Holt
 Meckler, L., &amp; Rabinowitz, K. (2019, December 27). America’s schools are more diverse than ever. But the teachers are still mostly white. The Washington Post.
 ——————-
 As I have learned, even families from the same country have very different cultural beliefs.  For example, a student from Northern India celebrates completely different holiday’s than a student from Southern India.  I cannot begin to understand their experiences just because they are from the same country, I must get to know and understand each individual student. This requires time.
 How do we allow the time for students to connect with a subject and share their differences when we are mandated to complete a set curriculum in a short amount of time? In second grade we have 30 mins a day for either social studies or science.  After reading these articles there is so much I would like to incorporate into my day but there is so little time.  As an educator we need to be thoughtful and use every extra minute to connect with our students in a meaningful way. Sheri Gauvin
 ——————-
 Teachers may find it uncomfortable or difficult to reflect upon their own culture. Some might even believe that they do not have a culture—that is, their opinions, values, and expectations about education and behavior are part of the dominant cultural perspective and, therefore, are regarded as the norm. As a result, many teachers do not recognize that their own culture influences their expectations about students and, in turn, affect their students’ performance (IRIS, 2009).” In addressing different cultures, teachers should also avoid showcasing a student as a representative of a whole minority group; this is called “tokenism.” Alicia Jobson
 The IRIS Center. (2009). Cultural and linguistic differences: What teachers should know. Retrieved from https://iris.peabody.vanderbilt.edu/module/clde/
 ——————-
 I work in a very affluent town as a paraprofessional and while I realized it was more affluent, I did not realize how much different the curriculum was compared to the curriculum in the school that my children attend in the neighboring town. In the town where I live I do not see any of the techniques being used in the culturally responsive teaching article (Aceve & Orosco 2014),  however in the district where  I work these approaches are commonplace and welcomed. Jennifer Wylie
 ——————-
 When I took Assessment of Students with Disabilities over the summer, a very important thing that I learned was the importance of making sure assessments used to identify students with disabilities are culturally responsive to the student being assessed. This is imperative so the students are not misdiagnosed because of a language barrier or the tests that are not intended for non English language learners. Michelle Shaw
 ——————-
 I remember a book I used when I taught 4th grade, Encounter by Jan Yolen. It’s a juvenile fiction book told from a point of view of a young child. It talks about Christopher Columbus from the perspective of an indigenous child’s point of view and as this child ages into an old man. It discusses the distrust and the crimes committed against indigenous people by Columbus and those who came before and after. It’s a book that needs to be used only when supported by a strong social justice curriculum. I don’t use it now, as I work with much younger kiddos, but it’s a good book. Lara Provencher
 ——————-
 It is great to read books from other cultures and backgrounds, include holidays from children’s nationality, and treat them equally, but that is not enough.  As Braelan stated we need to understand their culture and how this changes their responses in the classroom.  She discussed her family and how they are loud, boisterous, and emotionally expressive.  This really stood out to me as I am working with a second grader that is loud, boisterous, and emotionally expressive.  The classroom teacher likes the class quiet all day. She has long blocks of independent work where she expects the class to be quiet and not talk.  Working with special education I know this is not possible for many children, especially seven and eight-year old’s.  However, I never considered the family’s culture to be part of this need to impact the classroom in such as significant way.  It became clear to me that we need to look beyond what we think we are doing to be inclusive and understanding of all our students, but take a deeper look at our entire approach to how we interact with the students.
 Braelan Martin also talked about the resources we use to teach.  Its more than including cartoon pictures with culturally diverse names and features, it’s about honesty.  For example she talked about the Pilgrims and Native Americans and how we show historical pictures of their costumes.  We should also show actual pictures of Native Americans then and now.  How do they dress now?  Do they still wear feathers, or do they dress just like us?  Discussing the differences and similarities without judgement should be included in all lessons.
 In order to successfully reach all of our students, we need to first think about our own culture and expectations.  How does this impact our teaching style?  We need to first learn from our students about their culture and their lives.  We need to give them opportunities to share and make connections to the material we are studying.  The two articles I read “Culturally Responsible Teaching: What you need to know” and “15 Culturally Responsive Teaching Strategies and Examples” offered steps to think about and include in our lessons.  These are all great tools but if we don’t take the time to allow our students to share and make connections, we are not really being culturally responsive.  Sheri Gauvin
 [That Special Educator/Braelan Martin], (2020, Jun. 8). Anti-Racism in the Classroom- My Ramblings. [Video File], Retrieved from https://youtu.be/Thr2FyC6sBs
 ——————-
 I think that is an important reminder for educators to not only learn more about their students, but to reflect on their culture and how it may be influencing their teaching. I work with students who are in a residential court ordered placement and I spend every day reminding myself how different our upbringings were. It helps me to empathize and to come up with different teaching strategies to effectively educate them.  Anonymous
 ——————-
 When I got my master’s degree in education, I went through a program that taught education through a Social Justice model (World Education Linked, I think it might be called Thrive now). Learning to teach from a social justice model was difficult in the beginning, but as the program went on it became more natural. When I teach Vermont geography, we compare it to China (because my daughter goes to college there and my little kids are mesmerized by it). When we study climate, we also study cultural differences by Climate Zone. Little things, we may not have time to really jump into these issues, but any time we can make a child notice and accept differences we are a step closer to our diversity goal. Lara Provencher
 ——————-
 I was drawn to exploring Culturally Responsive Teaching for this forum. In this week’s resources, I connected to what Braelan Martin said, “This is just a way in which you view children and the way in which you view education… It’s not necessarily an administration-driven initiative. It’s you, as a teacher, educating all children and thinking that every one of their cultures and their experiences are valid… There is no curriculum or specific product that will transform your classroom into an anti-racist classroom. It’s you, as an educator, doing the work. ([That Special Educator], 2020).” I agree with her feelings on this. All of the specialized, anti-racist resources and curriculum would not create an anti-racist classroom if the teacher was not modeling respect and appreciation for all students, and promoting cultural inclusivity regularly.
 I was also reminded about an IRIS module that I read for another course titled, “Cultural and linguistic differences: What teachers should know.” In the section ‘Teacher Reflection’ it reads, “Another way for teachers to become culturally responsive is to practice on-going reflection—an undertaking through which teachers identify their thoughts, values, and behaviors about their own and other cultures. Such reflection allows teachers to gain deeper levels of self-knowledge and recognize how their personal worldviews can influence their teaching and shape their students’ concepts of self. It creates opportunities to reconsider stereotypes and gives teachers the chance to consider how their instruction might be improved. Teachers may find it uncomfortable or difficult to reflect upon their own culture. Some might even believe that they do not have a culture—that is, their opinions, values, and expectations about education and behavior are part of the dominant cultural perspective and, therefore, are regarded as the norm. As a result, many teachers do not recognize that their own culture influences their expectations about students and, in turn, affects their students’ performance (IRIS, 2009).” In addressing different cultures, teachers should also avoid showcasing a student as a representative of a whole minority group; this is called “tokenism.” My daughter is Native American, but also adopted. She wants to be treated as a unique individual, and expecting her to speak on behalf of all Native Americans or all people who have been adopted would alienate her. This would only serve to highlight the differences between her and her peers, which is something that she already feels and struggles with daily. I feel that this would be true for other students as well who are underrepresented.  Alicia Jabson
 ——————-
  I think back to a time my daughter was 13 and we were visiting my sister’s YMCA camp in the Poconos.  She had a ‘work weekend’ for her camp and about 50 people from Newark, New Jersey volunteered along with my family and some friends.  My daughter was so overwhelmed by the cultural differences of the 50 or so people of African American descent that she had a panic attack.  She had never been around people of color where she was the minority.
 I imagine that is how some of our minority children feel if they move to our cities and towns and are surrounded by a different culture. While making sure we engage students with comfortable names of culturally diverse people etc. in word problems and reading selections I think it is equally important to know how to weave the cultures of all children in your class throughout a regular day to day curriculum. In today’s age it’s not ok to just do a few things here or there, but to be aware of all the lifestyles and cultures of the families we work with and make them always part of the class. Jacqueline Godin
 ——————-
 I remember once going to lunch at Denny’s with my young daughters in a busy Connecticut city.  There was a man with a beard and wearing clothes we don’t see in New Hampshire much – I am assuming he was from the Middle East.  My youngest thought he was from the Bible.  All I could think about was how I need to get my daughters out in the world more!  Kari Grimes
 ——————-
 I work in a K-3 elementary school that is not very culturally diverse, but offers a great opportunity for exploring other cultures near and far through books, activities, and projects.  The age group that I work with is just at the beginning of their educational journey and is at the perfect place to begin exploration of the world around them, the similarities and the differences.  Judith Moore
 ——————-
 I work in a very affluent town as a paraprofessional and while I realized it was more affluent I did not realize how much different the curriculum was compared to the curriculum that my children attend in the neighboring town. In the town where I live I do not see any of the techniques being used in the culturally responsive teaching article (Aceve & Orosco 2014),  however in the district where I work these approaches are commonplace and welcomed.
 My hope for the future to help our students and communities heal from the trauma of this pandemic, schools across the nation implement trauma focused approach which mirror culturally responsive teaching.   In trauma informed education it starts with the administration, provides professional development, builds relationships with families, allows students to receive supports and services when they need it regardless of coding and providing students with strategies to manage their academics and emotions (flexible framework).  This mirrors culturally responsive teaching as that approach is based on instructional engagement, using culturally sensitive language, teaching critical problem solving, allowing for multicultural awareness and social justice.  Many of these aspects could be intertwined, which would create an extremely safe and thoughtful environment for students to thrive in.  Jennifer Wyie
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 Overview of Disproportionality
 Defining disproportionality. In the context of IDEA, the nation’s special education law, disproportionality refers to findings that students from certain racial and ethnic groups may have a greater (or lesser) likely than students from other groups of:
 • being identified as a child with a disability who needs special education and related services;
 • being identified as having a particular disability (e.g., autism, intellectual disabilities);
 • receiving their special education services in settings that are more separated or restrictive;
 • receiving harsher, more exclusionary discipline, including suspension and expulsion.
 When specific racial or ethnic groups are more likely (or less likely) than others to have any of these outcomes, it’s cause for concern and deeper investigation. In some cases, the percentage of a racial or ethnic group in special education may be less than what is found in the student minority population in general. In this case, the group may be described as underrepresented in special education. In contrast, when a specific racial or ethnic group is represented in special education at a greater rate than the student minority population in general, that group is said to be overrepresented.
 The need to address the disproportionate representation of specific racial or ethnic groups in special education has been evident for several decades. Consider that Congress has twice commissioned the National Academy of Sciences (NAS) to study the issue—in 1982 and again in 2002. When IDEA was reauthorized in 2004, Congress drew express attention to the issue, stating as part of its findings that:
 	Greater efforts were needed to prevent the intensification of problems connected with mislabeling minority children with disabilities.
 	More minority children had been, and were continuing to be, served in special education than would be expected from the percentage of minority students in the general school population.
 	African American children were identified as having intellectual disabilities and emotional disturbance at rates greater than their White counterparts.
 	Studies had found that, in schools with predominately White students and teachers, disproportionately high numbers of minority students were being placed in special education. [20 U.S.C. 1400(c)(12)]
 
 IDEA 2004 made many changes in how States and LEAs were to address disproportionality in special education. Congress was sufficiently concerned about the disproportionate representation of minority children in special education, and how they were categorized and placed, that disproportionality became one of three areas it established as a monitoring priority to the extent that such “representation is the result of inappropriate identification.”
 (Kupper, 2020)
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 Excerpts from Congressional Findings in IDEA 2004’s Statute
  ‘‘(10)(A) The Federal Government must be responsive to the growing needs of an increasingly diverse society.
 ‘‘(B) America’s ethnic profile is rapidly changing. In 2000, 1 of every 3 persons in the United States was a member of a minority group or was limited English proficient.
 ‘‘(C) Minority children comprise an increasing percentage of public school students.
 ‘‘(D) With such changing demographics, recruitment efforts for special education personnel should focus on increasing the participation of minorities in the teaching profession in order to provide appropriate role models with sufficient knowledge to address the special education needs of these students.
 ‘‘(11)(A) The limited English proficient population is the fastest growing in our Nation, and the growth is occurring in many parts of our Nation.
 ‘‘(B) Studies have documented apparent discrepancies in the levels of referral and placement of limited English proficient children in special education.
 ‘‘(C) Such discrepancies pose a special challenge for special education in the referral of, assessment of, and provision of services for, our Nation’s students from non-English language backgrounds.
 ‘‘(12)(A) Greater efforts are needed to prevent the intensification of problems connected with mislabeling and high dropout rates among minority children with disabilities.
 ‘‘(B) More minority children continue to be served in special education than would be expected from the percentage of minority students in the general school population.
 ‘‘(C) African-American children are identified as having intellectual disability and emotional disturbance at rates greater than their White counterparts.
 ‘‘(D) In the 1998–1999 school year, African-American children represented just 14.8 percent of the population aged 6 through 21, but comprised 20.2 percent of all children with disabilities.
 ‘‘(E) Studies have found that schools with predominately White students and teachers have placed disproportionately high numbers of their minority students into special education.”
 Public Law 108-446
 Section 601(c), Findings.
 *The research at the end of this chapter challenges some of these findings.
 
 
 Yet here we are today, more than a decade and a half later, having made little progress in addressing disproportionality. According to a 2013 report from the U.S. Government Accountability Office (GAO), it continues still, in:
 	how minority children are identified as having a disability (and which disability); (special education process)
 	where they are placed to receive special education and related services (e.g., in more restrictive or segregated environments); and (least restrictive environment LRE)
 	how they are disproportionately disciplined by schools for behavior or other infractions.
 
 GAO’s recommendation? That the U.S. Department of Education (ED) “should develop a standard approach for defining significant disproportionality to be used by all states. This approach should allow flexibility to account for state differences and specify when exceptions can be made.”
 IDEA 2016 Regulations on Disproportionality 
 On December 12, 2016, the U.S. Department of Education released final regulations under Part B of IDEA, aimed at promoting equity by targeting widespread disparities in the treatment of students of color with disabilities. These regulations address a number of issues related to significant disproportionality in the identification, placement, and discipline of students with disabilities based on race or ethnicity. At the same time, the Department also released a new Dear Colleague Letter addressing racial discrimination and a fact sheet on Equity in IDEA
 (Kupper, 2020)
 Read the PDF (450 kb) of the Dear Colleague Letter on Racial Discrimination
 Read the Department’s Fact Sheet: Equity in IDEA
 Read the Final Rule on Disproportionality in HTML
 Read the PDF (587 kb) of the Final Rule on Disproportionality
 
 This provision makes clear that overidentification and disproportionality are to be actively addressed by States, beginning with, but certainly not limited to, having policies and procedures in place to prevent overidentifying (or disproportionately representing) children by race and ethnicity as “children with disabilities” (always a direct reference to IDEA’s definition of “child with a disability” at §300.8). The provision specifically mentions §300.8, in fact, indicating that part of States’ policies and procedures must address preventing the overidentification or disproportionate representation of children by race and ethnicity in specific disability categories—IDEA phrases this as “children with disabilities with a particular impairment.”
 The process of determining if significant disproportionality based on race and ethnicity is occurring in the State or in any LEAs of the State begins with the State having policies and procedures, ensuring that specific data are collected—the numbers and types of children in special education, the disability categories into which they are identified, and the other factors mentioned in IDEA (e.g., placement, disciplinary actions). The State must then scrutinize the data to see if significant disproportionality exists. If significant disproportionality is identified, the State must take specific actions.
 
 Action Steps for Educators and School Administrators
 Disproportionality in special education based on race or ethnicity is of obvious concern to anyone who cares about education. We are all stakeholders in what our children learn, how they behave at school and how they are treated there, and what they achieve now and in the future. Yet, far too often, children with disabilities experience different treatment in school and achieve disproportionately lower outcomes. This is especially true for those from racial or ethnic minority groups.
 What can educators and school administrators, as stakeholders, do to help address, reduce, and (best case!) eliminate this decades-old problem? Here are suggestions and possible action steps to consider.
 1—Become Informed about Disproportionality, in General
 2—Learn about Disproportionality in Your State, District, or School
 3—Raise Your Own Cultural Awareness and Responsiveness
 4—Be Culturally Aware and Responsive When Engaging with Students and Parents
 5—Actively Seek Out Culturally and Linguistically Diverse Parents
 6—Develop School Staff’s Knowledge of UDL
 7—Form District or School Teams to Address Disproportionality
 8—Infuse Your School System with Learner-Centered Supports
 9—Build Strategic Partnerships
 Handout 6: Action Steps for Educators and School Administrators (2 pages) from CPIR training materials
 
 Watch the Video “Study Finds Minority Students Are Underrepresented in Special Education in Special Education: Longitudinal Evidence Across Five Disability Conditions.
 Excerpt from the transcript:
 In contrast to what’s often been reported in the educational research and has been the orientation towards federal legislation of policy, it has been found that racial and ethic and language minority children are less likely to be identified as disabled and therefore receive special education services than otherwise similar white or English speaking children. However, it was found that children who are black were found to constitute a larger percent of the special education, population as compared to their percent of the school population. This disparity of disproportionality in the direction of overrepresentation, has led to criticisms of special education as racially biased and discriminatory.
 The five disability examined were; learning disabilities, speech and language impairments, other health impairments, behavioral disabilities and intellectual disabilities.
  
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=106#oembed-1 
 
 [American Educational Research Association}, (2015, Jun. 23). Study Finds Minority Students Are Underrepresented in Special Education.[Video File]. Retrieved from https://youtu.be/35uBWiIyGsw
 The study Minorities Are Disproportionately Underrepresented in Special Education: Longitudinal Evidence Across Five Disability Categories,  was published online June 24 by the journal Educational Researcher, a publication of the American Educational Research Association.
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 Voices from the field
 Discussing key takeaways on the disproportionality of specific racial and ethnic groups in special education and culturally responsive teaching.
 “African-American youth placed in special education programs experience fewer positive outcomes than their white counterparts” and the list of the true experiences is something that largely stood out to me (CEC, 2002.) Being misclassified/labeled directly leads to not receiving proper services which can reduce the rate of them returning to general education classrooms. This illustrates a clear issue with the assessment and designation process of special education and a failure to address these issues only harms the students involved. Practicing the CRT method may address some issues in disparities as it involves teachers embracing and celebrating diverse students as well as tailoring instruction based on varying ethnic backgrounds to make the general curriculum more accessible to CLD students but it does not address the issue of misclassification and segregated classrooms.
 On a larger scale, students receiving an inadequate education may not only have negative effects on the students but on the community as well. Education is an integral part in the development of a human and that development may directly impact their contributions to their community through the workforce. Education increases the communities ability to carry out tasks more efficiently and secondary education/college facilitates new knowledge and the communities ability to create new economic opportunities (World Economic Forum, 2016.) A lack of quality education not only stunts economic output but also has the potential to increase substandard living conditions within a community. Should a person, not learn basic skills, it creates difficulty attaining a job which means the person needs to seek out support from government programs. Instead of being self-sufficient the person now is reliant on government aid that is partially funded through taxes. The more people receiving government funds are directly correlated to the least amount that are working. I do understand that there are working individuals that also receive government assistance, which is why this is more focused on those who are unemployed. In a larger picture, the more people who are able to be self-sufficient, the more successful the country is as a whole as there is more diversity in knowledge, training, and skills. A link to more information on the positive effects of education can be found here https://assets.publishing.service.gov.uk/media/5b9b87f340f0b67896977bae/K4D_HDR_The_Contribution_of_Education_to_Economic_Growth_Final.pdf
 Jake Muniz
 —————-
 For this week’s topic I looked at an article from the Arizona State Law Journal. I found it quite interesting how the author spoke of disproportionality in regards to whole school districts not just minority groups.  She argued: Special education, despite being a uniform federal mandate, is often implemented drastically differently depending on the school system delivering services, the particular category of disability and the race or ethnicity of students.  Affluent white children who attended well-managed school districts tend to benefit from special education services.  In underfund and over-tasked school districts where most minorities attend school, there an not always the same benefits.  In these schools, special education operates as a dumping ground … African-American and American-Indian boys are the most likely to be removed from the general education classroom, be educated in more restrictive or separate environments, drop out of school and be tracked into lower achieving classes.  (Excerpted from Raj, p. 374)  Jacqueline Godin
 Raj, C.  Arizona state Law Journal: The misidentification of children with disabilities: A harm with no foul. 6/1/2016, Pg. 374-377.
 —————-
 This concept is one that I feel as educators, we really overlook. It is part of a trending global issue that often seems bigger than us in the classrooms. Unfortunately, society has fallen into this rut of consistently proving stereotypes correct whether it be in the media, news or within pop culture. That being said, we have an opportunity (as educators) to inspire and bring about change. This reality that every student is not treated fairly or equal within the classroom is one that should absolutely not be tolerated under any circumstance. Whether special ed. or gen. ed., students need to all be given the same chances and supports to be as successful as they can and to reach their true potential.
 The following article gives a closer look into disproportionality in regards to the discipline of students of color. I found it to be an interesting read as many educators are seemingly stuck and engrained in their ways so heavily, that the very notion of progressing and bringing about change is practically like speaking another language to them. Anonymous
 Gordon, N. (2018). Disproportionality in student discipline: Connecting policy to research. Retrieved 11/25/2020 from https://www.brookings.edu/research/disproportionality-in-student-discipline-connecting-policy-to-research/
 —————
 The article I found is a great resource, where a special education expert talks about disproportionality in Special Education related to race and income. Laura (the expert) talks about how to dig deeper and figure out if there is disproportionality in states/schools and how to make sense of the information. The article also talks about some possible solutions to this problem. Julia Lewis
 Anderson, J. (2020). Harvard EdCast: Racial Differences in Special Education Identification. Retrieved November 25, 2020, from https://www.gse.harvard.edu/news/20/03/harvard-edcast-racial-differences-special-education-identification
 ——————
 Being culturally sensitive as a teacher is not something that was on my radar when I started my degree. As I get deeper into my higher-level classes, it is something that I see a strong need for. I had two adopted black twins in my Sunday school class of 20. There were many learning opportunities where other kids (they were kindergarten) did not want to play with the twins because they looked different or “their skin looked dirty.” It was hard to hear, “I don’t want to play with you because _____.” That’s where my assistant or I would zoom in and work through the situation. They experienced the same thing to a higher degree in their elementary school.  Thankfully, their adoptive parents are on top of helping them through those challenges. Heather Roberson
 ——————
 I feel the entirety of this issue is one that will seemingly forever remain a hot-button topic in education. The issue is the many factors that are involved in this debate. One that should not even be debated is the prejudices that some students face in trying to just learn. In the mentioning of refugee students, Manchester has a high population of refugee students. They naturally receive more support in terms of ELL services, but I have personally seen teachers just naturally assume they are going to be more work because of them being refugees. Backwards thinking like this really just hinders the educational experience that students will receive. As assumptions mean teachers think almost less of their students’ potential, when they should know that their students are capable of greatness with the right support. Anonymous
 ——————
 After doing further research about disproportionality, I came across an article written by the National Center for Learning Disabilities called, Significant Disproportionality in Special Education: Current Trends and Actions for Impact. This article shows statistical data regarding the risk ratios for students served under the Individuals with Disabilities Education Act, data regarding students with disabilities receiving out-of-school suspensions by race/ethnicity and gender, teacher diversity vs. student diversity, and introduces steps we can take to reduce disproportionality such as using evidence based practices. I like that this article discusses how adverse childhood experiences (ACEs) can play a role in all families, but more specifically those facing poverty. This article states “students who experience four or more ACEs have been found to be 32 times more likely to be diagnosed with learning or behavioral challenges” (National Center for Learning Disabilities, 2020). Although I recognized that these experiences can greatly impact a child’s development and success in school, I was surprised to see these students are thirty-two times more likely to be diagnosed with a learning or behavioral challenge. In addition to this statistic, this article also analyzed research that was conducted on students in Massachusetts. This study found that “students with disabilities taught in fully inclusive environments were five times more likely to graduate on time, compared to other students with disabilities” (National Center for Learning Disabilities, 2020). This further shows how crucial it is for all students to have the opportunity to learn in a fully inclusive environment, regardless of their race or ethnicity as discussed earlier.  Karissa Peltier
 National Center for Learning Disabilities. (2020). Significant Disproportionality in Special Education: Current Trends and Actions for Impact. Retrieved November 25, 2020, from https://www.ncld.org/wp-content/uploads/2020/10/2020-NCLD-Disproportionality_Trends-and-Actions-for-Impact_FINAL-1.pdf
 —————-
 I think the issue of disproportionality and the issue of culturally responsive teaching are interconnected. The number of teachers who are white is disproportionate to the student population, and many of these teachers do not have the multicultural knowledge skills, resources, experiences, etc. to be able to relate to their minority students. I believe that this plays a critical role in students being misidentified as behavior problems, in need of special education, low achievers, etc. because students first and foremost need to feel acknowledged, represented, comfortable, heard, and understood, in order to access learning.  Caitlin Dubisz
 —————-
 For my research, I wanted to know more about to reduce disproportionality.  I found an Article written by John L Hosp, PH.D; RTI  and the Disproportionate Representation of Culturally and Linguistically Diverse Students in Special Education. In this article he mentions the patterns of disproportionality have remained stable at the national level for the past 40 years. Most of the research focuses on the number of students identified, but the research is shifting and looking at specific factors associated with disproportionately. Some of these factors include, restrictiveness, eligibility for multiple services, and the connection between achievement gap and disproportionality.  He believes RTI is a solution to address disproportionality. RTI focuses on the outcomes, the individual, the classroom and the school district and is data driven.  Most research is conducted throughout the state, but some have argued there needs to be a greater focused on the individual. The data has been unclear because data collected is inconsistent across schools and districts, but the author believes RTI can help change the pattern. Disproportionality is a complex issue and a simple solution doesn’t exist.  States have different requirements and plans for disproportionality.  Charlotte Miller
 —————
 The importance of prior knowledge related to vocabulary and personal experience
  I remember very clearly a question that a student had on a test once that showed drawings of different kites. The question was asking which would fly better, which on the surface seems innocent enough, however, for a student that has never flown or even seen a kite, understanding how they are supposed to work is impossible. They were unable to answer the question with any background knowledge. That was the first time I had seen a student truly not have any understanding of something so seemingly simple. They were frustrated, felt stupid, and quickly shut down. After speaking with the teacher about the incident, I was given permission to show the student videos about kite flying, building kites, and looking at research about how and why kites fly. I then gave the test back to the student and they quickly and easily answered the question. It took a few minutes of our time to find information to share with the student, but we did not give the student an advantage over their classmates in doing so. We leveled the playing field. It is so important that we make sure that our assignments reflect the backgrounds of our students and when it cannot, that we give them the background information that they will need to be able to complete the work to the best of their abilities. Amy Welch
 —————
 Self-assessment of ones cultural identify
 Over the last few years, I have attended various types of professional development that have to do with culturally responsive teaching.  While it seems that it would be second nature to teach culturally responsive, it is not always the case.  The biggest take away from this is that teachers need to understand and acknowledge their own feelings and attitudes about cultural diversity.  Allison Gibson
 
 Extended Learning Resources
 Natasha M. Strassfeld, The Future of IDEA: Monitoring Disproportionate Representation of Minority Students in Special Education and Intentional Discrimination Claims, 67 Case W. Res. L. Rev. 1121 (2017) Available at: https://scholarlycommons.law.case.edu/caselrev/vol67/iss4/14
 
 Image by Capri23auto from Pixabay
 Image by heblo from Pixabay
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 Giftedness refers to those who have an IQ of 130 or higher (Lally & Valentine-French, 2015). Having extremely high IQ is clearly less of a problem than having extremely low IQ, but there may also be challenges to being particularly smart. It is often assumed that schoolchildren who are labeled as “gifted” may have adjustment problems that make it more difficult for them to create social relationships. To study gifted children, Lewis Terman and his colleagues (Terman & Oden, 1959) selected about 1,500 high school students who scored in the top 1% on the Stanford-Binet and similar IQ tests (i.e., who had IQs of about 135 or higher), and tracked them for more than seven decades (the children became known as the “termites” and are still being studied today). This study found that these students were not unhealthy or poorly adjusted, but rather were above average in physical health and were taller and heavier than individuals in the general population. The students also had above-average social relationships and were less likely to divorce than the average person (Seagoe, 1975).
 Terman’s study also found that many of these students went on to achieve high levels of education and entered prestigious professions, including medicine, law, and science. Of the sample, 7% earned doctoral degrees, 4% earned medical degrees, and 6% earned law degrees. These numbers are all considerably higher than what would have been expected from a more general population. Another study of young adolescents who had even higher IQs found that these students ended up attending graduate school at a rate more than 50 times higher than that in the general population (Lubinski & Benbow, 2006).
 As you might expect based on our discussion of intelligence, kids who are gifted have higher scores on general intelligence “g,” but there are also different types of giftedness. Some children are particularly good at math or science, some at automobile repair or carpentry, some at music or art, some at sports or leadership, and so on. The idea of multiple intelligences leads to new ways of thinking about students who have special gifts and talents. More recently, however, the meaning of gifted has broadened to include unusual talents in a range of activities, such as music, creative writing, or the arts (G. Davis & Rimm, 2004). To indicate the change, educators often use the dual term gifted and talented.
 Qualities of the Gifted and Talented
 What are students who are gifted and talented like? Generally, they show some combination of the following qualities:
 	They learn more quickly and independently than most students their own age.
 	They often have well-developed vocabulary, as well as advanced reading and writing skills.
 	They are very motivated, especially on tasks that are challenging or difficult.
 	They hold themselves to higher than usual standards of achievement.
 
 Contrary to a common impression, students who are gifted or talented are not necessarily awkward socially, less healthy, or narrow in their interests—in fact, quite the contrary (Steiner & Carr, 2003). They also come from all economic and cultural groups.
 Ironically, in spite of their obvious strengths as learners, such students often languish in school unless teachers can provide them with more than the challenges of the usual curriculum. A kindergarten child who is precociously advanced in reading, for example, may make little further progress at reading if her teachers do not recognize and develop her skill; her talent may effectively disappear from view as her peers gradually catch up to her initial level. Without accommodation to their unusual level of skill or knowledge, students who are gifted or talented can become bored by school, and eventually the boredom can even turn into behavior problems.
 Partly for these reasons, students who are gifted or talented have sometimes been regarded as the responsibility of special education, along with students with other sorts of disabilities. Often their needs are discussed, for example, in textbooks about special education, alongside discussions of students with intellectual disabilities, physical impairments, or major behavior disorders (Friend, 2008). There is some logic to this way of thinking about their needs; after all, they are quite exceptional, and they do require modifications of the usual school programs in order to reach their full potential. But it is also misleading to ignore obvious differences between exceptional giftedness and exceptional disabilities of other kinds. The key difference is in students’ potential. By definition, students with gifts or talents are capable of creative, committed work at levels that often approach talented adults. Other students—including students with disabilities—may reach these levels, but not as soon and not as frequently. Many educators, therefore, think of the gifted and talented not as examples of students with disabilities, but as examples of diversity. As such, they are not so much the responsibility of special education specialists, as the responsibility of all teachers to differentiate their instruction.
 Supporting Gifted and Talented Students
 Supporting the gifted and talented usually involves a mixture of acceleration and enrichment of the usual curriculum (Schiever & Maker, 2003). Acceleration involves either a child’s skipping a grade, or else the teacher’s redesigning the curriculum within a particular grade or classroom so that more material is covered faster. Either strategy works, but only up to a point: children who have skipped a grade usually function well in the higher grade, both academically and socially. Unfortunately, skipping grades cannot happen repeatedly unless the teacher, parents, and the students themselves are prepared to live with large age and maturity differences within single classrooms. In itself, too, there is no guarantee that instruction in the new, higher-grade classroom will be any more stimulating than it was in the former, lower-grade classroom. Redesigning the curriculum is also beneficial to the student, but impractical to do on a widespread basis; even if teachers had the time to redesign their programs, many non-gifted students would be left behind as a result.
 Enrichment involves providing additional or different instruction added on to the usual curriculum goals and activities. Instead of books at more advanced reading levels, for example, a student might read a wider variety of types of literature at the student’s current reading level, or try writing additional types of literature himself. Instead of moving ahead to more difficult kinds of math programs, the student might work on unusual logic problems not assigned to the rest of the class. Like acceleration, enrichment works well up to a point. Enrichment curricula exist to help classroom teachers working with gifted students (and save teachers the time and work of creating enrichment materials themselves). Since enrichment is not part of the normal, officially sanctioned curriculum, however, there is a risk that it will be perceived as busy work rather than as intellectual stimulation, particularly if the teacher herself is not familiar with the enrichment material or is otherwise unable to involve herself in the material fully.
 Obviously acceleration and enrichment can sometimes be combined. A student can skip a grade and also be introduced to interesting “extra” material at the new grade level. A teacher can move a student to the next unit of study faster than she moves the rest of the class, while at the same time offering additional activities not related to the unit of study directly. For a teacher with a student who is gifted or talented, however, the real challenge is not simply to choose between acceleration and enrichment, but to observe the student, get to know him or her as a unique individual, and offer activities and supports based on that knowledge. This is essentially the challenge of differentiating instruction, something needed not just by the gifted and talented, but by students of all sorts. As you might suspect, differentiating instruction poses challenges about managing instruction.
 There is a lively debate among scholars about whether it is appropriate or beneficial to label some children as “gifted and talented” in school and to provide them with accelerated special classes and other programs that are not available to everyone. Although doing so may help the gifted kids (Colangelo & Assouline, 2009), it also may isolate them from their peers and make such provisions unavailable to those who are not classified as “gifted.”
  One or more interactive elements has been excluded from this version of the text. You can view them online here: https://pressbooks.usnh.edu/edc703-803/?p=109#oembed-1 
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Worksheet for Developing Measurable Learning Objectives

What perquisite skills are needed to attain the learning objective? (Prior knowledge)

Select a learning target/ skill and define it:

Draft your objective:

Who (Audience- the learner)?

Will do what (Behavior- performance)?

Under what Condition?

How well (Degree- criteria)?
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Culturally Responsive Teaching Practices

- Recommended CRT

Relevant Themes of CRT ~ Emerging Evidence-Based ) oy ocang

CRT Practices S

Considerations

Instructional Engagement  Collaborative Teaching Problem-Solving Approach
Culture, Language, and Responsive Feedback Child-Centered Instruction
Racial Identity
Multicultural Awareness ~ Modeling Assessment
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Bloom’s Taxonomy

Justify a stand or decision
evaluate appraise, argue, defend, judge, select, support, value, critique, weigh

Draw connections among ideas
differentiate, organize, relate, compare, contrast, distinguish, examine,

analyze experiment, question test
Use information in new situations
execute, implement, solve, use, demonstrate, interpret, operate,
apply ncae, e

Explain ideas or concepts
classify, describe, discuss, explain, identify, locate, recognize,
report, select, translate.

understand

Recall facts and basic concepts
define, duplicate, list, memorize, repeat, state

Vanderbilt University Center for Teaching





EPUB/assets/people-OER-1.png





EPUB/assets/SMART-goals.png
Specific Measurable Attainable






EPUB/assets/fruit-bowl-300x225.jpg





EPUB/assets/kinderclassroom-pixabay-300x203.jpg







EPUB/assets/arrow-right-Pixabay.png





EPUB/assets/teacher-planning-2-OER.jpg





EPUB/assets/case-study-student-OER-300x159.jpg





EPUB/assets/people-OER.png





EPUB/assets/Read-pixabay2-e1598375845643.jpg





EPUB/assets/people-OER-1-300x175.png






EPUB/assets/Preschool-Pixabay.jpg





