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AGENDA
AMADOR COUNTY UNIFIED SCHOOL DISTRICT
AMADOR COUNTY OFFICE OF EDUCATION
JOINT MEETING OF THE BOARD OF TRUSTEES
WORKSHOP
Wednesday, July 17, 2019 | 3:30 – 5:30 PM

Meeting Location: Amador County Administration Building, 810 Court St, Jackson, CA
NOTE: If you need a disability-related modification or accommodation, including auxiliary aids or services to participate
in the public meeting, please contact the Superintendent’s Office at 209-257-5353 at least 24 hours before the scheduled
Board meeting. {Government Code §54954.2} [Americans with Disabilities Act of 1900, §202.]
NOTE: A copy of the Board agenda and backup materials is available for inspection and review at Amador County Office
of Education, 217 Rex Ave., Jackson, CA during regular business hours. In addition, this agenda has been posted on the
Amador County Unified School District Website at www.amadorcoe.org. An audio recording of the Board Meeting is
made.
Board of Trustees meetings are meetings of the Board in public, as per the Brown Act open meeting law. All five
Board Members may not have discussion outside an open meeting. This meeting is their opportunity to have
discussion in order to conduct their business. Board Meetings are not meetings for the public to interact informally
with the Board. Members of the public may speak formally to the Board by completing a speaker card and giving
it to the Board Clerk or Communication Specialist.
OUR UNITY OF PURPOSE: We work as a cohesive Governance Team through discussions, actions and
decisions that are thoughtful, respectful, and sensitive. We support one another in and away from the Board Room
through active listening, vulnerability and honesty. We make policy decisions that ensure equitable support to
increase student achievement and foster social, emotional, and physical well-being for all students.
OUR MISSION: Enriched by the diversity and deep traditions of our unique community, Amador County Public
Schools will prepare, support, and inspire each student to achieve career and college success in a rapidly evolving
world through highly engaging teaching, rigorous learning and innovative pathways supported by strong
partnerships in a safe, caring and collaborative environment.
1.0

CALL TO ORDER

2.0

BOARD MEMBERS
[ ]
Susan Ross – Board President
[ ]
Kandi Thompson – Board Clerk
[ ]
Deborah Pulskamp
[ ]
James Marzano
[ ]
Janet White
[ ]
Hailey Dacier – Student Board Member

3.0

Roll Call Taken by the Secretary to the Governing Board

4.0

PUBLIC COMMENTS

Public comments regarding Discussion/Action Items will be addressed during the Discussion/Action agenda items. A person wishing to
be heard by the Board shall first be recognized by the president and shall then proceed to comment as briefly as the subject permits.
Individual speakers shall be allowed three minutes to address the Board on each agenda item. The Board shall limit the total time for

The Board may not take action on any item which is not on this agenda, except when (1) an emergency situation exists, (2) there is need to take immediate action
and the need for the action came after posting, or (3) the item was posted for a prior meeting within specified time limits.
[Government Code §54954.2

public input on each item to 20 minutes. With Board consent, the Board president may increase or decrease the time allowed for public
presentation, depending on the topic and the number of persons wishing to be heard. The president may take a poll of speakers for or
against a particular issue and may ask that additional persons speak only if they have something new to add. NOTE: If you wish to
address the Board please complete a speaker card and give it to the Board Clerk or Communications Specialist.

5.0

DISCUSSION ITEMS
5.1

6.0

A Study Session to Increase Understanding about Special Education in California and Amador
County Public Schools – Discussion/Action (Dr. Slavensky)
Ensuring equitable access to standards-aligned, core instruction within the least restrictive learning
environment for all students with disabilities is a priority for the Amador County Unified School District
(ACUSD) and the Amador County Office of Education (ACOE). The purpose of this study session is to
provide time for the Board of Trustees to: (a) increase their understanding of the purpose, goals, best
practices, and laws related to Special Education in California; (b) study the various funding mechanisms
that support Special Education in California and Amador County Public Schools; (c) increase
understanding about ways to continue offering quality services to Amador County Public Schools
students with disabilities in ways that are more cost efficient; and (d) have discussion about what they
are learning and ask questions.
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ADJOURNMENT

* The Amador County Unified School District complies with the Americans with Disabilities Act. Should you require special
accommodations, or more information about accessibility, please contact the Superintendent’s Office by calling (209) 257-5353.
All efforts will be made for reasonable accommodations.
* Any writings or documents that are provided to the governing board in open session will be made available for public inspection at
the meeting or at the Amador County Public Schools District Office located at 217 Rex Avenue, Jackson, CA during normal business
hours.
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AGENDA ITEM #: 5.1
SUBJECT:
A Study Session to Increase Understanding about Special Education in California and Amador
County Public Schools – Discussion/Action
BACKGROUND INFORMATION:
Ensuring equitable access to standards-aligned, core instruction within the least restrictive
learning environment for all students with disabilities is a priority for the Amador County
Unified School District (ACUSD) and the Amador County Office of Education (ACOE).
The purpose of this study session is to provide time for the Board of Trustees to: (a) increase their
understanding of the purpose, goals, best practices, and laws related to Special Education in
California; (b) study the various funding mechanisms that support Special Education in California
and Amador County Public Schools; (c) increase understanding about ways to continue offering
quality services to Amador County Public Schools students with disabilities in ways that are more
cost efficient; and (d) have discussion about what they are learning and ask questions.
All students who reside in Amador County are students of the School District first, just as all
students who live in other cities and towns are students of their local school district first.
Students may become enrolled in a county office of education program or school based on
eligibility or need. This eligibility or need is determined through an assessment and or other
designated process through the local school district.
According to the California Department of Education, “County offices of education support school
districts by performing tasks that can be done more efficiently and economically at the county
level. ... When economic or technical conditions make county or regional services most
appropriate for students, county offices provide a wide range of services, including special and
vocational education, programs for youths at risk of failure, and instruction in juvenile detention
facilities.” (Reference: https://www.cde.ca.gov/re/sd/co/coes.asp). On the other hand, when
economic conditions are such that there is a need for the local school district to provide the needed
services for students, that may be a consideration to explore.
Due to continued economic uncertainties, and due to the fact that all employees who serve our
students with disabilities are currently employed by the ACOE, and due to the fact that the Amador
County Special Education Local Planning Area (SELPA) and related Administrative Unit reside
with the ACOE, and due to the fact that over 600 ACUSD students are students with disabilities
served by ACOE employees, there is a need to explore options to ensure that all Amador County
Public Schools students with disabilities continue to receive the necessary support and services to
meet their educational needs, as per law and their individualized education plans.
The CDE appointed fiscal advisor for ACOE and fiscal expert for ACUSD Linda Protine and the
April 29, 2019 Fiscal Crisis Management and Assistance Team (FCMAT) Report recommend that
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ACUSD and ACOE explore all solutions and “consider arranging for a special education study to
evaluate potential savings and/or restructuring of service delivery models.” Further, Ms. Protine,
Dr. Russell and Mr. Critchfield have determined that all reductions to the ACOE budget that could
be made, outside of those related to Special Education services, have been made.
For any potential, future program changes, it is the goal of the Board and Administration to
continue to use the program change protocol (attachment 1) which has been consistently in use for
the past two years (for example, the new standards-aligned elementary report card, recent changes
to the high school graduation requirements, and professional development decisions through the
Instructional Leadership Team).
It is anticipated that any changes that may follow will come through recommendations made by a
large, collaborative group of representative stakeholders including SEAC, ACTA and CSEA
leaders, other teachers and staff, principals and other leaders, parents and community members, and
secondary school students. It is also anticipated that Special Education programming will remain as
it is for the 2019-20 school year during which this collaborative, planning process may occur.
The ACOE SELPA Director/Assistant Superintendent of Special Education position is vacant as of
July 19, 2019. In order to ensure that all Amador County Public Schools students with disabilities
continue to be well supported, the ACUSD Director of Special Education position has been posted
with the hope of filling it with a qualified candidate. This is not a duplicated position, and it is a cost
savings solution for ACOE.
FISCAL IMPLICATION:
To be determined, pending the outcome of the Study Session and following Board and/or
Administrative actions.
RECOMMENDATION:
Superintendents Russell and Slavensky recommend that the Board of Trustees study the information
provided, have discussion and direct staff as needed.
ATTACHMENTS:
If time for reading the following material is limited for some Board Members, it is recommended
that the documents be read in the following order.
1. Procedures for Academic Program Change
2. “One System: Reforming Education to Serve All Students,” An Executive Summary for
the Report of California’s Statewide Task Force on Special Education, March 2015
3. The Edge Newsletter: The Special Education Fundamentals of IDEA, Fall 2018
4. The Edge Newsletter: The Supporting Inclusive Practices Project, Spring 2018
PRESENTED BY:
Dr. Amy L. Slavensky, ACUSD Superintendent
Dr. Steve Russell, ACOE Superintendent
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Amador County Office of Education
Amador County Unified School District
Procedures for Academic Program Change

Key Protocol:
• If the circumstance arises that an academic program is under consideration for significant
change, significant reductions, or elimination, a stakeholder committee will be formed to
consider options and make a recommendation to the Superintendent.
Key Principles:
• When making key program changes, it is important to involve the people who are closest
to the work to be affected.
• Change processes should involve critical friends and experts.
• Two-way communication between the Superintendent and the Board of Trustees is
important to ensure cohesion and understanding among all of the members of the
governance team.
Process:
1. Identify the need or reason for a change.
2. Establish related parameters, such as funding and staffing.
3. Develop a stakeholder committee including representatives from the following groups:
a. School or program being studied (teachers, staff, principal, parents)
b. Instructional Leadership Team (ILT)
c. Amador Parent Advisory Committee (APAC)
d. District/County Administration
e. Labor Leaders
4. Empower the committee to accomplish the following:
a. Collect and review historical and current data, including student achievement data
and use of surveys, focus groups, and/or open forums
b. Research best practices
c. Establish a timeline
d. Develop a recommendation with one or more options, including the option of no
change
e. Develop a system for follow-up and support to ensure the success of the change
f. Present the recommendation to the Superintendent
5. Superintendent will communicate with the Board through written updates and a Board
report, and make a final decision
6. Staff will take action to implement the plan
7. Staff will monitor the change and provide on-going support

Drafted by a subcommittee of the Board of Trustees and staff, 10/16/17
Discussed and supported by the Board of Trustees, 10/25/17
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ONE SYSTEM:
Reforming Education
to Serve All Students

EXECUTIVE SUMMARY
Report of California’s Statewide
Task Force on Special Education
MARCH 2015
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Executive Summary
Far too many children and young adults in
California’s schools are not acquiring the skills
they will need to succeed in postsecondary
education and secure stable employment. To
be effective, schools must serve all children as
the unique individuals they are. All children
require and deserve quality instruction. Beyond
that, a child who comes from a background of
poverty or neglect, a child who doesn’t speak
English, or a child with a disability often requires
additional educational supports and services as
well as quality instruction. That child might need
behavioral guidance, mental health therapy,
language supports, or specially designed
instruction. The key word here is “additional,”
especially if the child faces more than one of
these challenges. A child who is an English
language learner and who has a disability needs
supports in English language development
and special education. A child who grew up
in poverty and who has a disability needs
enhanced learning opportunities and special
education services. A child who is in foster care
and who has a disability needs social-emotional
supports and special education services.
The state’s new Local Control Funding Formula
(LCFF) is making these kinds of services more
readily available to the children who need them
by allocating additional funds to the schools
and districts that have higher percentages of
students who are English language learners, who
grew up in poverty, and who live in foster care.
LCFF has also lifted strict spending restrictions
on certain categories of funds and allows more
local control—and accountability—over how
that money is spent. But too many educational
systems and services remain uncoordinated,

contributing in particular to a special
education system that is isolated in much of its
implementation and less effective as a result.
Because of this lack of coordination, too many
students are ending up with a disability label
when they simply need good instruction
and targeted support at key junctures in
their learning.
Effective, research-based practices that create a
unified system and ensure effective instruction
have been identified and promoted for years.
But education in California is made up of
multiple parts and players, disparate divisions
that operate under no single governing force,
and often-competing requirements and
agendas. Knowing where to begin to make
changes so that California has a coherent and
unified system of education has always been
the challenge.

A Coherent System
In a coherent system of education, all children
are considered general education students first;
and all educators, regardless of which students
they are assigned to serve, have a collective
responsibility to see that all children receive
the education and the supports they need to
maximize their development and potential so
that they can participate meaningfully in the
nation’s economy and democracy.
Within a coherent system, students who
struggle to compute or read receive specialized
help as soon as they need it. These children’s
difficulties are identified in preschool or even
before. Research has shown for years that, with
appropriate supports, children with early signs of
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learning problems may well catch up with their
peers by the time they enter kindergarten.1,2
Within a coherent system, kindergarten and
elementary school teachers have at their
fingertips research-supported approaches for
targeting specific needs. The child who continues
to struggle receives more intensive levels of
support. If that doesn’t work, teachers use other,
more concentrated and targeted approaches,
closely monitoring the results and using data to
decide what else might be done.
Special education teachers hold a critical place in
this system, selecting, designing, and delivering
appropriate early intervening services and—
when it becomes apparent that extra, scaffolded,
and targeted supports are not producing the
desired effect—providing the additional special
education services that only a teacher trained
specifically for this role can provide. Even then,
most children would spend as much time as
possible with their classmates in their general
education classrooms.
Central to a coherent system is the
development of a culture of collaboration
and coordination across the numerous
educational and service agencies that
influence how children are educated.

The Charge of This Task Force
The California Statewide Special Education
Task Force was formed in 2013 by a group
of representative stakeholders charged with
studying exactly why special education is not
more successful and what must be changed in
both policy and practice to improve services for all
children. Many of the changes that this Task Force
found central to improving special education,
1 The Washington Post. (February 3, 2015). Study: High-quality early
childhood education could reduce costs. Retrieved from http://www.
washingtonpost.com/local/education/study-high-quality-early
education-could-reduce-costs/2015/02/03/b714bcee-ab6f-11e4
abe8-e1ef60ca26de_story.html—
2 Shaywitz, S. E., & Shaywitz, B. (March 2004). Reading disability and
the brain. Educational Leadership, 61(6), pp. 6–11. Retrieved from http://
educationalleader.com/subtopicintro/read/ASCD/ASCD_323_1.pdf

2

however, require change in general education.
This discovery is perhaps not surprising, given
that from its inception federal disabilities law
envisioned special education as a set of special
supports and services integral to and seamlessly
coordinated with general education. This vision
has been sidetracked, and the resulting division—
with general education and special education
viewed as separate entities—represents one of
the two reasons that both special education and
general education in this state have not been as
effective as they could be. Significant barriers to
school success for all students have grown out
of the unfortunate evolution of two separate
“educations.” Expectations and services for
students, teacher preparation and credentialing,
and funding patterns are compromised as a result.
The second but perhaps primary reason for
the existing failure of our school system to
adequately educate all students is the dearth
of necessary and supportive early intervening
services. Research shows that well-timed and
well-executed early intervention reduces the
number of students with learning disabilities—
by far the largest cohort in the special education
ranks—and improves school outcomes for
everyone.3 Without a robust and coordinated
system of early intervention, many students
are deprived of the chance to realize their full
potential. Without this system, schools are
saddled with burdensome costs for services,
which, once children become adults, are then
handed on to society at large, contributing to
state and national spending on public
assistance, social service, and incarceration.
Early intervention—in learning, in behavior, in
mental health, in physical challenges—has been
proven time and again to provide exponential
return on that first investment.
California’s Statewide Task Force on Special
Education embraces the value and importance of
3 U.S. Department of Education. (1999). Start early, finish strong: How
to help every child become a reader. Retrieved from http://www2.
ed.gov/pubs/startearly/index.html
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highly specialized programs for students with lowincidence disabilities; these programs are often in
separate settings and are shown to have efficacy.4
The purpose of this report is to examine the larger
system. We have known that our schools are not
as effective as they could be for the majority of
students: students with disabilities whose least
restrictive environment is the general education
classroom and who could achieve rigorous
standards if provided appropriate services and
supports; and students who find themselves
struggling but who never receive the help that
“catches them before they fall.” 5
This Task Force envisions general education and
special education working together seamlessly
as one system, which is carefully designed to
address the needs of all students—as soon as
those needs are apparent. Within this system,
students who struggle and students with
disabilities receive effective services, learn
in classrooms that are guided by rigorous
standards, and are ultimately equipped to make
their own way as adults. Within this coherent
system, children with disabilities receive services
from the time they are born through preschool
and until they graduate with a high school
diploma or reach the age of 22—services that
are devised and implemented by well-prepared
general education and special education
teachers who work in collaboration.

This Report
This Task Force recommends changes to seven
distinct—though deeply interconnected—parts
of the educational system in California:
• Early Learning

• Evidence-based School and
Classroom Practices
• Educator Preparation and
Professional Learning
• Assessment
• Accountability
• Family and Student Engagement
• Special Education Financing
If early intervening and coordinated services
were provided in preschool and early education;
if schools were designed around evidence-based
practices that reflected a commitment to early
intervention and that were coordinated and
coherent at every level; if teacher preparation
and ongoing professional learning opportunities
were structured in direct alignment with that
coordinated system; if accountability for all
students were expected and enabled; if a
rigorous and adaptive system of assessment
were in place; if parents were included and
supported in every aspect of that system and
students given full and appropriate voice; and
if financing were seamlessly coordinated and
designed with the knowledge that strategically
provided services cost a fraction of what ends
up being needed when those services are not
provided, then California could be proud of
the way its school system served its children.
This Task Force is convinced that the following
recommendations would secure such a system.
(Readers will find the full Task Force report, along
with more extensive subcommittee reports, at
http://www.smcoe.org/about-smcoe/statewide
special-education-task-force/.)

The Recommendations
I. Early Learning: Recommendations

4 However, a full continuum of services and placement options must
be maintained for every student. See the comments and discussion to
2006 IDEA Part B Regulations, 71 Fed. Reg. 46586 (2006) at http://idea.
ed.gov/download/finalregulations.html
5 Torgeson, J. K. (Spring/Summer 1998). Catch them before they fall:
Identification and assessment to prevent reading failure in young
children. American Educator. Retrieved from http://www.aft.org/sites/
default/files/periodicals/torgesen.pdf

The availability of quality services and places
in high-quality preschools and care settings for
toddlers should not depend on geography. And
given the return of these services on the dollar,
the state cannot afford not to provide them.

March 2015 • ONE SYSTEM: Reforming Education to Serve All Students • Executive Summary
7

3

Indeed, federal Medicaid law requires states to
provide them; yet in many parts of California
they are not available. In recognition of the
importance of coordinated, early intervention
to children’s futures, to their families, and
to the fiscal health of the state’s schools,
California should ensure that all students, but
especially those with disabilities, have access
to high-quality infant and toddler programs
and preschools, including the diagnostic and
intervention services described. In support of
that vision, the state needs policy change to
ensure the following:
• Improved access to and coordination
of high-quality early care and preschool
for all students—but particularly for
children with disabilities, children who
grow up in poverty, and children who
are dual language learners—with the
access not dependent upon geography or
service provider
• An increase in the funding formulas to
provide equitable financial support for
high-quality early care and education and
to support equity in access throughout
the state
• Clearly articulated and family-friendly
protocols for transition between Part C
and Part B services of the Individuals with
Disabilities Education Act (IDEA)
• Program standards that all providers
must use and that reflect evidence-based,
developmentally appropriate practice
• Common assessments that are based on
common standards, inform instruction in
real time, accurately monitor student/child
growth, and are educator-friendly
• Clear, specific competencies that are part
of all early childhood educator preparation
programs and that are part of required
professional development training and
technical assistance for educators already
in the field

4

The full subcommittee report for the
recommendations on early learning can be found
at http://www.smcoe.org/about-smcoe/statewide
special-education-task-force/.
II. Evidence-Based School and Classroom
Practices: Recommendations
The application of Universal Design for Learning
in all of its inclusive implications sets the
foundation for a coherent system of education
that provides instruction, services, and supports
to students as they are needed—through a
multi-tiered system of supports that incorporates
response to intervention (including early
intervention in its broadest sense) and social
and emotional learning. Access to this system,
however, now requires knowledge of technology
and computers—which are now ubiquitous in
schools, curriculum, and assessments and which
have become essential for success in adult life
as well as in school. Students with the most
significant cognitive disabilities, arguably our
most vulnerable students, deserve equal access
to this system, as well as the best supports and
assessments possible to ensure they too benefit
from school and have every chance of realizing a
productive adult life.
In support of these changes, California should
ensure the following:
• Universal Design for Learning (UDL) is
understood, is established as a key area of
professional learning for educator training,
and is implemented in all schools.
• A Multi-Tiered System of Supports (MTSS)
is developed throughout the state,
incorporating robust and aligned systems
at all organizational levels that support
response to instruction and intervention
(RtI2) approaches and systematic programs
of behavioral, social, and emotional
learning.
• Social-emotional learning supports, which
are provided through a system that is
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comprehensive and blended, are available
in all schools and districts; these supports
include lessons of self-management, social
interaction, and social responsibility that are
infused in daily curriculum. These supports
increase collaboration with community
mental health resources in a structured,
data-driven, and evidence-based way.
• General education resources are used
to intervene as early as possible (infant/
toddler/preschool/elementary) with
evidence-based and multi-tiered socialemotional supports, prior to referral to
special education services.
• Technology support is provided at the
state, regional, district, school, and
classroom levels to ensure the successful
implementation of California’s Common
Core State Standards (CCSS) and use of its
assessments; and to ensure that students
with disabilities have and can use the
assistive devices they need in order to learn.
• All students with disabilities have access
to comprehensive and effective transition
services and programs; model programs
are identified, implemented, and aligned
around college/career/independent living
standards and expectations; collaboration
among Local Education Agencies (LEAs),
Charter Management Organizations
(CMOs), and Regional Occupation Programs
(ROPs) is expanded so that students
with disabilities are included in Regional
Occupation and Career Technical Education
programs, including Pathway grants, as well
in other local options.
The full subcommittee report for the
recommendations on evidence-based practices can
be found at http://www.smcoe.org/about-smcoe/
statewide-special-education-task-force/.

III. Educator Preparation and Professional
Learning: Recommendations
California needs, and its students deserve, a
coherent approach to educator preparation
and learning, a common foundation for all
instruction—a “common trunk”—and multiple
pathways for teachers to earn a credential.
California’s system of teacher credentialing
needs to ensure that all teachers—both general
education and special education—enter the
profession able to effectively use needs-based
interventions and collaborate with other
educators in a unified system. The system
also needs to allow appropriate flexibility
in teacher assignments to serve the staffing
needs of all schools and districts, large and
small. Finally, California and all of its students
would be well served by an ongoing, researchinformed system of professional learning that
supports established teachers in implementing
new initiatives and proven practices and that
encourages and models purposeful integration
of professional learning opportunities for special
education and general education. Changes to
this system of educator preparation carry with
them a particular urgency, given the data cited in
this report about the recent dramatic reduction
in candidates entering education preparation
programs in the state and the number of
teachers on track to retire in the next five years.
This Task Force recommends a teacher
preparation program and learning system that
would ensure the following:
• General and special education preparation
programs require all aspiring teachers
to master content standards, evidencebased strategies, pedagogy, intervention
strategies, and collaboration among
teachers and across assignments—
essentially in a “common trunk.” All teachers
are thoroughly prepared in the following:
» Universal Design for Learning (UDL)

March 2015 • ONE SYSTEM: Reforming Education to Serve All Students • Executive Summary
9

5

» A Multi-Tiered System of Supports (MTSS)
that includes social-emotional learning
and positive behavioral strategies and
supports, and Response to Instruction
and Intervention (RtI2)
»

»

The use of data to monitor
progress, inform instruction,
and guide interventions
Evidence-based reading instruction for
struggling readers, including those with
dyslexia; knowledge of and strategies
for distinguishing between the typical
struggles of an English language learner
and the problems that reflect a potential
disability

»

Digital Literacy and
instructional technology

»

Cultural and linguistic responsiveness

• Most special education credentials are
designed and funded to prepare teachers
to address the instructional needs of all
students, not specific disability types. At
the same time, specific authorizations for
educating students with low-incidence
disabilities—students who have lost hearing
or vision, for example—remain a critically
valuable component of special education.
• All special education credentials prepare
and authorize special education teachers to
instruct and to provide any needed support
to general education students.
• Preparation for a special education
credential provides in-depth understanding
of and strategies for supporting students
who struggle with learning, students who
struggle with behavioral disorders, and
students who struggle because of physical
disabilities and health care needs.
• Special educators are trained specifically in
the following:
»

6

»

The importance of critical transitions
in the life of a student with disabilities
and strategies for planning transitions,
providing supports for student success,
and supporting students and families
through those transitions

• Paraeducators/Instructional Assistants
receive professional learning opportunities
and appropriate supervision as well as
career pathway opportunities to become
credentialed teachers.
• Professional learning opportunities for
educators in both special and general
education are purposefully integrated.
• The professional learning for all educators
is extensive, coordinated across grades
and disciplines, and aligned with the
implementation of new standards and
the site and district Local Control and
Accountability Plan (LCAP) goals.
• Incentive grants are available to colleges
and universities, local education agencies
and county offices of education to develop
innovative programs that combine
preparation to become general and special
education teachers.
• Service scholarships are available along
with forgivable loans to candidates who
will complete these programs and commit
to at least three years of teaching in
California schools.
• Fund educator preparation programs to
ensure that all educators are prepared to
serve a wide range of diverse students.
The full subcommittee report for the
recommendations on educator preparation and
professional learning can be found at http://
www.smcoe.org/about-smcoe/statewide-special
education-task-force/.

Assistive technology and augmentative
and alternative communication systems
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IV. Assessment: Recommendations
As California schools continue to expand their
implementation of the Common Core State
Standards, it is imperative that the Individualized
Education Program (IEP) process evolves and
adapts to the changing expectations for all
students. The IEP should be as coherent as the
system it reflects. IEP team discussions about
student expectations, performance, and progress
should be guided by the new standards; and
ultimately all IEPs should become aligned with
the new standards. Assessments, which reflect
the success of the IEP, must be selected with
great care, their effectiveness monitored, and
their alignment with curriculum and instruction
secured for all students.
In support of this vision, the state and LEAs
need changes in policy and practice to ensure
the following:
• IEPs consist of goals that are aligned with
the Common Core State Standards.
• Parents are kept informed of changes in
standards, the rationale for those changes,
the implications for IEPs and courses of
study, and strategies for supporting their
children at home.
• An assessment for students with the
most significant cognitive disabilities is
selected to replace the California Alternate
Performance Assessment (CAPA) and is
directly and rigorously aligned with the
Common Core State Standards.

Supports” and “Accommodations” for
students receiving special education
services, are carefully and thoroughly
reviewed for effectiveness and accessibility.
• A common data-gathering system is
created to record and report on student
IEP goals, monitor progress toward goals,
and evaluate implementation of standardsbased IEPs statewide.
V. Accountability: Recommendations
Systems of accountability serve the critical
function of strengthening all aspects of
educational programming for students as they
inform, direct, and support teacher preparation,
classroom instruction, individual-goal setting,
and meaningful assessment. Before California
can implement a rigorous and seamless
outcomes-based accountability system for
students with disabilities, it must redress
disjointed patterns and systems by collaborating
to establish the most effective accountability
system possible.
In support of this vision, the state needs policy
change to ensure the following:
• A consolidated and integrated special
education data system that identifies and
eliminates duplicate reporting, especially
in the areas of suspensions, expulsions, and
postsecondary outcomes.

• Samples of standards-aligned IEPs are
created and disseminated, along with
comprehensive training on adapting those
examples or models for use in IEP meetings.

• An outcomes-based accountability
framework that mirrors federal policy
(i.e., the Results Driven Accountability
framework) and state policy (i.e., LCFF and
LCAP) to evaluate the compliance and
performance of public schools throughout
the state in educating students with
disabilities; accountability efforts are
congruent: efficient, non-duplicative, and
integrated (e.g., using the LCAP to meet the
Results Driven Accountability framework)

• The Smarter Balanced assessments,
especially the use of the “Designated

• Closely integrated and coordinated state
and federal monitoring, data collection,

• Teachers and schools are accountable for
the progress that students with the most
significant cognitive disabilities make in
meeting the standards.
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and technical assistance and support
efforts from all state agencies and
divisions: the Governor’s Office, the State
Board of Education, the Department of
Finance, the Department of Education
(General Education and Special Education
divisions), the California Commission on
Teacher Credentialing, the Department
of Rehabilitation, the Department of
Developmental Services, Division of
Juvenile Justice/Department of Corrections,
Juvenile Court Schools, and the Department
of Managed Health Care
VI. Family and Student Engagement:
Recommendations
Parents and family members are critical to the
school and life success of their children with
disabilities. In successful schools, they are asked
to contribute their insights about how their
children learn, and they work with educators
to construct useful strategies for home and
school. They receive frequent reports on
their children and how their needs are being
addressed. Given the importance of family
involvement—in terms of later learning and
employment options for students, in terms of
their improved life satisfaction and capacity for
community and social involvement, and in terms
of the savings to public benefits when people
become employed to their fullest capacity and
live as independently as possible—all efforts to
inform and effectively support parents who have
children with disabilities and to enhance their
involvement in the special education process
should be expanded. As well, students must
be heard and included in decisions about their
education in every way that is appropriate for
their age and their ability. In school they must be
given every opportunity to learn how to become
independent adults.
In support of improved family and student
engagement, the state needs policy change to
ensure the following:

8

• Fully funded Family Empowerment Centers
(FECs) statewide, as already legislated in
SB 511, so that each of the 32 FEC regions
has a center
• Increased funding to Family Resource
Centers (FRCs)
• Established data-collection systems to
monitor the work done by the FRCs/FECs
• Clear and specific guidelines and
reinforcements for teacher-parent-school
collaboration and interaction
• Clear and specific guidelines and
reinforcement for student involvement in
their own IEP meetings and student-led IEPs
• Coordinated systems of cross-agency and
community-based trainings that focus
on collaborative, efficient, and effective
services in a seamless delivery system that
supports parents and students
VII. Special Education Financing:
Recommendations
California needs a system of financing that
provides the resources necessary to meet
the needs of all students with disabilities,
encourages greater coherence between general
education and special education, is sensitive
to changes in enrollment, and invests in the
systems and provides incentives for practices
that will lead to greater success for students.
Those recommended changes that will cost
money—essentially anything that effectively
supports the learning and development of
children with disabilities—have been shown to
be solid investments that provide a solid return
in the form of productive, tax-paying citizens
and in the avoidance of more intensive—and
expensive—services and supports that would be
needed later.
In support of an effective and efficient special
education funding system, this Task Force
recommends the following:
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Recommendations for State-Level Change
• Equalize the state’s support for special
education across California by overhauling
the system of special education financing to
give schools and districts more control over
how they spend their money and to hold
them accountable for adequately meeting
the needs of students with disabilities (a
model distinct from but coordinated with
and similar to the LCFF).

• Increase the funding for WorkAbility
programs so that all SELPAs are receiving
adequate WorkAbility funds.
• Provide to LEAs sufficient funds to
meet their mandated special education
transportation costs.
• Expand alternative dispute resolution
resources, supports, and services
throughout the state.

• Ensure the availability of early intervention
programs and services for all eligible
students with disabilities and address the
disparity of early intervention programs and
services among early childhood care and
education entities.

• Mandate collaborative efforts among school
districts, charter schools, county offices of
education, and SELPAs whenever a new
school is being planned or a modernization
project is being developed to ensure that
facilities are available to students with
moderate to severe disabilities.

• Fund SELPAs based on ADA, but increase
the amount allocated per ADA so that
SELPAs are more equitably funded.

• Require and support availability of facilities
that serve infants and toddlers with
disabilities in preschool settings.

• Revise the special education funding
formula so that the growth or decline in the
enrollment of multi-district SELPAs is based
on the growth or decline of ADA for each
individual district, charter school, or county
office of education instead of on these
changes in the SELPA as a whole.

Funding Recommendations
for Federal-Level Change
• Work statewide and nationally to
increase the federal share of the excess
costs of serving students with disabilities
to 40 percent.

• Secure the integrity of specific special
education dollars, especially the money that
small SELPAs need in order to operate, funds
for educationally related mental health care
services, and for out-of-home care services.

• Determine how to break down the barriers
that are preventing education entities from
accessing and increasing Medi-Cal and
Medicaid (LEA, MAA, and EPSDT) services
and reimbursements.

• Update the electronic data systems that
account for special education income and
expenditures, thus allowing current CDE
fiscal staff to devote more time to analyses,
while also allowing SELPA fiscal staff to be
more efficient.

• Clarify eligibility for college scholarships,
under federal guidelines, to include
students with disabilities who have received
a certificate of completion.

• Use the broader federal definition of
“low-incidence” disabilities and increase
allocations of low-incidence funding
to SELPAs.

The full subcommittee report for the
recommendations on special education financing
can be found at http://www.smcoe.org/about
smcoe/statewide-special-education-task-force/.
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Implementation
In service to implementing this vision, the Task
Force recommends the following:
• State-level commitment to aligning
policies, practices, and systems of support
across initiatives.
• Clearly and thoroughly articulated and
disseminated statewide standards of
practice based on the following:
» Universal design for learning
» A tiered school and classroom system
designed to coordinate and provide
support to all students and that is
primarily located in general education.
This system incorporates a response
to intervention approach and
addresses both
– academics and
– social-emotional learning and positive
behavioral supports and practices.
• A system for training current teachers and
school administrators on evidence-based
practices, including transition strategies,
culturally responsive teaching, technology,
and youth and family involvement

Closing
Many children in this state are at risk for school
failure. This report and these recommendations
represent a call to action for California to
eliminate that risk and give all children a secure
pathway to school success. The way forward
will not be easy nor will the implementation be
quick. But California has seen recent movement
toward collaborative systems, thanks to the Local
Control Funding Formula and its plans. California

has established high standards for every student,
thanks to the Common Core State Standards.
And California has a chance to ensure that
every student counts, thanks to the system of
assessments that is being developed.
We know that early intervention at every stage
of human development improves lives. We know
that collaborative systems are efficient and cost
effective. We know that when we use evidencebased practices, children learn more—and we
even know what those practices are. We know
that when teachers and staff are well prepared
and when educators work together in a united
effort to deliver effective programs and services,
all children benefit. We know that when data
informs what happens in the classroom, children
succeed. And we know that, if we follow through
with a strong commitment to each of these
things and if we have adequate resources at all
levels, we have the opportunity to create our
own brand of educational excellence in California
for all students.
This document presents an important vision.
The next phase involves concrete steps: an
implementation and accountability team from
across agencies that has the experience, the will,
and the ability to begin the work of turning this
vision into reality. Now is the time for everyone
involved to embrace these recommendations
and move forward with this reform agenda to
help ensure that all of California’s children receive
the education they need to become involved
and contributing members of society. This Task
Force asks every general and special education
stakeholder to brave this difficult task and to take
that first step—and the many following steps—
to ensure that schools in this state serve every
child well.
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Intentional teaching and planning for California's diverse
learners to allow each child
an opportunity to achieve
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The Special Education Fundamentals of IDEA
Every child with a disability has the right to be educated with his or her grade-level peers without
disabilities. This right also applies to children with disabilities who attend charter schools. This
right is the law-specifically, the Individuals with Disabilities Education Act (IDEA), which
governs and guides the public education of all children with disabilities in the United States.
Realizing the vision ofIDEA involves having and holding high expectations for each and every
student so all students have the opportunity to realize their dreams. What exactly this means-in
J.tute, in intent, and in practice-points to a public education system that supports and ensures
equity, access, and inclusion for each and every child and student with a disability by:
,. Ensuring that children and families begin
their educational experience in an inclusive,
welcoming, and supportive environment
beginning in preschool.
,. Starting with the assumption that a child
belongs in a general education classroom and
then discussing/designing supports accordingly.
If a more restrictive placement is determined
to be the most beneficial environment for the
child, the system works to provide the student
with opportunities to interact with peers
without disabilities. The system presumes
competence.
,. Understanding that communicative competence
and reading literacy are non-negotiables.
Ensuring that all children can communicate and
demonstrate what they know, need, and want.
,. Supporting teachers, related service providers,
and school administrators in utilizing the
principles of Universal Design for Learning
through a multitiered system ofsupports
fMTSS) framework so that all children may
access their learning in the most inclusive
environment.
,. Ensuring that all individualized education
programs (IEPs), even those in place as early

..
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as preschool, are backwards mapped from
employment and community inclusion.
,. Creating a viable path to college and/or
employment for all students.
,. Changing the conversation in schools from
"if" to "how"-for example, asking how
a school team can include students with
disabilities rather than if they can include
students with disabilities.
,. Knowing that language matters. Updating
how we talk about students with disabilities
by using the following guidelines:
• Eliminating such labels as "special
education student:' "sped kids:' and
"special needs students:' Using "student
first" language instead and avoiding
unnecessary labels.
• Eliminating student labels that are driven
by titles for teacher credentials: e.g., "mild
to moderate" and "moderate to severe:'
• Changing from talking about "my
students" to talking about "our students."
There has never been a better time than now
to ensure that children and all people with
disabilities are able to realize their greatest
potential. Collectively we can make a difference.
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The EDge offers an overview of
special education-what the law
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administrators need to know and
do in orderto educate students
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I

What's Inside ...
Family-School Partnerships

3

IDEA Basics
Child Find

4

Assessment/Evaluation

6

The Individualized Education
Program-IEP
8
Free and Appropriate
Public Education-FAPE

1O

Least Restrictive
Environment-LRE

12

Procedural Safeguards

14

Insert: The Annual Report from
the California Advisory
Commission on
Special Education

FALL 201815

1 ~

Recent issues of The Edge have highlighted a number of the new
initiatives and upgrades to our statewide system of support that promotes
the vision of one coherent system of education in California. In this
pursuit of a system that connects general and special education, we've
discussed the importance of ensuring consistent accountability measures
for local educational agencies across programs; strategic, systemwide
interventions and collaboration that resist targeting special education in
isolation; and efforts to build a service delivery system flexible enough
to ensure that we can address the needs ofeach and every student,
regardless of labels or degree of need. In this climate of creativity
and change, however, we must simultaneously honor the tenets and
entitlements fundamental to the Individuals with Disabilities Education
Act (IDEA)-the basic building blocks that effectively serve our students
with disabilities-and preserve their rights under that law.
This issue of The EDge takes us back to the basics and covers critical
components of IDEA, from implementing "child find" activities to
offering a free, appropriate public education in the least restrictive
environment. The following pages are designed to serve as easy-to-read
checklists that summarize important legal mandates governing rights and
responsibilities under IDEA.
In the midst of change, it is important to remember that IDEA
affords students with disabilities unique rights and protections that are
not negotiable. Ensuring compliance with the law requires gaining a
familiarity with its provisions, along with the law's intent or "spirit:' But
while IDEA seeks to ensure that all students have access to and receive
benefit from their public education, no law is perfectly clear. Because
IDEA does not spell out what access and benefit should look like in every
case, fulfilling the intent of the law requires thoughtful conversations
tailored to the individuaJ needs of each student.
IDEA is clear, however, on the importance of schools, families,
and community partners collaborating to support students with
disabilities throughout their educational journey and into adulthood.
The conversations central to these collaborative efforts will be more
productive and fruitful when all parties are familiar with their legal rights
and responsibilities. With that in mind, this issue of The EDge can be an
effective tool for anyone involved in educating or supporting a student
with a disability.
California takes seriously its commitment to ensuring compliance
with each provision of IDEA-while simultaneously pursuing the
continuous improvement of our state system of education. We dream big
for each and every student. So periodically we reground ourselves in the
requirements of the law to ensure we are mindful of the foundation on
which our system was built.
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Ensuring·· Success for All Students: · Family~School Partnerships
"Jn this complex world it takes more than • The Harvard Graduate School of
a good school to educate children.
Education produced a series of briefs
And it takes more than a good home. It takes that studied family involvement from
these two major educational institutions
preschool through high school and
working together."
concluded that "cumulative evidence
Those words by the late Dorothy Rich, an
from several decades of research points
early advocate for parental participation
to several benefits of family involvement
in children's education, may have seemed
for children's learning, including helping
radical when she was a teacher in the
children get ready to enter school,
1950s. But research during the past several
promoting their school success, and
decades has shown that when families and
preparing youth for college:·2
schools work together, all students-with
• Longitudinal studies of student outcomes
and without disabilities
benefit in many ways.
Countless studies show a
direct correlation between
parental involvement and
student learning. When
parents are involved,
"students' grades, test
scores and participation
in the classroom improve:'
Researchers cite additional
·nefits as well: "fewer
,,pedal education
placements, higher
attendance and lower
dropout rates and a reduced likelihood of
by the National Network of Partnership
engaging in high-risk behaviors:· 1
Schools (NNPS) at Johns Hopkins
Legal Underpinnings
University demonstrated that "in
Not only is family involvement a good
elementary, middle, and high schools,
idea, it's mandated by law. California's Local
family involvement had positive effects
Control Funding Formula requires local
on
achievement in math, reading,
educational agencies (LEAs) to involve
and
science, attendance, behavior,
parents in planning and decision-making,
homework completion ... and other
and in developing their Local Control
indicators of success in school."3 NNPS
and Accountability Plans, one of the rare
uses its research to develop tools and
examples of an accountability system that
guidelines
for use in schools and LEAs to
includes family engagement. And the
promote
the
development of family and
Individuals with Disabilities Education Act
community
partnerships.
(IDEA) obligates schools to include parents
in decisions affecting the education of their • Researchers at the Southwest Educational
Development Laboratory in Austin,
children with disabilities.
Texas,
synthesized the results of more
Conclusive Effectiveness
than
two
dozen studies on the impact
Beyond legal requirements, LEAs seeking
to increase their collaboration with
2. The briefs in the series Family Involvement:
families will find numerous evidence-based What Does Research Say can be found at
https://www.gse.ha.rvard.edu/news/uk/06/071
"nderpinnings for family involvement and
family-involvement-what-does-research-say
.gagement.
1. Christenson, S., et al. (2003 ). Critical issues
facing families and educators. Laboratory for

Student Success Review, 2(1 ).
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of school, family, and community
connections on student achievement.
They reached two key findings:
I. "The evidence is consistent, positive,
and convincing: many forms offamily
and community involvement influence
student achievement at all ages:'
2. "When programs and initiatives focus
on building respectful and trusting
relationships among school staff,
families, and community members,
they are more effective in creating and
sustaining connections
that support student
achievement."4
What's Working
Closer to home, the
California Department
of Education and
WestEd produced Family

Engagement Framework:
A Tool for California
School Districts,5 which
describes expectations
and offers strategies to
plan, implement, and
evaluate family engagement
programs "to support
student achievement and close the
academic achievement gap:'
The framework's authors reviewed
recent pertinent literature on family
school partnerships and compiled a
list of activities associated with student
achievement.
Suggestions for how school districts can
promote and monitor the participation
of families to meet and go beyond the
legal requirements include training
teachers and principals in effective parental
involvement practices, facilitating two-way
communication, involving families in
(Ensuring Success, continued page 16)
4. Henderson, A. T., Mapp, K. L.( 2002). A

New Wave ofEvidence: The lmpact ofSchool,
Family, a1id Community Connections on Student
Achievement. Southwest Educational Develop
ment Laboratory. Retrieved from l1trps://www.
sedl.org/connectio11s/resources/evidence.pdf
3. A Research-Based Approach to School, Family,
5. Family Engagement Framework: A Tool for
California School Districts is at https:/lwww.
and Community Partnerships from the National
Network of Partnership Schools is at http://
cde.ca.gov!lslpf/pf/dowments/famengagefra
nnps.jhucsos. com
meenglisli.pdf
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Local educational agencies (LEAs) in California have an "affirmative, ongoing duty to
identify, locate, and evaluate" all children and youth with disabilities, regardless of the
severity of the disability. This mandate of the Individuals with Disabilities Education Act is
called "Child Find" (34 CPR §300.111).

The Letter of the Law

The Spirit of the Law

The Child Find mandate:
Includes children, birth through age 21,
who are suspected of having a disability.
Exists for every child with a disability,
even if the child is transient, a member
of a migrant family, homeless, or a ward
of the state; and even if the child is
attending a private school.
0 Requires LEAs to identify, locate, and
evaluate all children with disabilities.

The spirit of Child Find rests on the known value and lifetime
benefits of early intervention. "Catching them before they
fall" is a metaphoric hallmark of good, first instruction, as is
universal screening. When babies and young children show
signs of developmental delay, they and their families receive
Early Start services through IDEA Part C (see "A Closer Look;'
next page). When older children start to struggle in school,
they should receive interventions and supports as soon as
possible in the general education classroom. Response to
intervention (RTI) evolved out of the known value of screening
and evaluating every child regularly and often so that students
do not have to fail before they receive the kind ofhelp they
need.
A multitiered system of supports (MTSS) framework in
schools, may facilitate quality Child Find practices. MTSS
provides a coordinated and targeted "tier" of responses to
students who need extra support, whether or not they have a
disability, are suspected of having one, or are just struggling.
California has invested millions of dollars to develop MTSS
statewide so that students receive effective interventions at
the first sign of an academic or behavioral problem, and so
that a student who has a disability is identified and served.
Child Find also invokes the critical importance of good
relationships and valued partnerships among parents,
caregivers, educators, and school administrators, as these
good relationships will help ensure that warning signs are
not missed. With authentic family-school partnerships, every
child will have the opportunity to grow, thrive, and realize his
full potential.

::J

0

0

0

0

Allows parents to formally request an
evaluation for a possible disability if
the parents have reason for concern (34
CFR §300.30 I).
Allows LEAs to decline to conduct an
evaluation for special education (34
CFR §300.503), provided the LEA
gives the parents a written notice
that includes the reason for refusal
and notification of their procedural
safeguards; (see page 14).
Is an ongoing obligation. If a child has
been evaluated but no disability was
determined, the child can be evaluated
again if there is reason to suspect
a disability at a later date (34 CFR
§300.303).

Resources
The exact language of Child Find in IDEA is
at https://sites.ed.gov!idea/regs!blb/300.111
California Education Code addresses Child
Find in Section 56301: https://codes.
findlaw.com!ca/education-code/edc
sect-56301.html
Answers to "What Is Child Find?" are at
http://www.wrightslaw.com!info!child.find.
index.htm
PAGE 4

Resources
Read more about Early Interventions: 1he Key to Success at
https:/!ldaamerica.org!wp-content!uploads/201411 OILDA.
Webinar.Early_.Intervention.10.14.FINAL-.pdf
More about MTSS in California is at http://www.ocde.us/
MTSS/Pages/CA-MTSS.aspx
1he seminal article, "Catch Them Before They Fall:' is at https:!/
www.aft.org/sites/default!files/periodicals/ torgese11.pdf
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Ensuring
Child Find
Some children start their lives with
a diagnosed disability (children who
are blind, for example). They typically
enter school with their special education
services and supports dearly identified
and already in place. Other students with
a recognized disability may require no
special education services at all (a student
with mild cerebral palsy, for example).
Still others may make reasonable progress
in the classroom until they reach a certain
grade or subject and only then start to
fall behind because of a late-developing
or late-identified disability. This range of
possibilities must be set within the context
of human growth and development. The
'Tlany possible challenges that any one
.ild might face make it alJ the more
important for parents and educators
to foc us on the unique needs of each
child, not on labels or categories, when
considering the possible presence of a
disability.
Child Find is a responsibility of LEAs
to identify each child who may have a
disability, and to evaluate the child for the
p resence ofa disability. Child Find is not a
requirement, however, to find a disability
(34 CFR §303.322).

Pr ofessional Learning
Educators and school staff are
re5ponsible for ensuring that all children
receive the help they need to succeed
in school, and they are obliged to alert
parents and school administrators of
any reasonable concern when a child
fails to make progress academically or
starts to show behavioral issues. Train ing
and awareness will help to ensure that
those children who need extra help are
identified and receive the support they
need to succeed in school. whether or not
a disability is the cause.
While formal screening for a disability
requires parental consent, comprehensive
professional learning among all school
staff can ensure that every adult at
the school whether they work in the
lunchroom or the classroom, knows the
signs of a disability. With this knowledge,
school stalf will be on the alert, screening
informally as they observe and interact
with children.
Being Responsive
When a child has a disability and is not
«foundn or identified , or when parents
~s how that school officials overlooked
dear signs of the disability and were
negligent by failing to o rder testing, or
that there was no rational justification
for not deciding to evaluate,'' 1 the
child's parents may have a legal case
1. Torgut, T. D . & Nix, ). E. (2012). "The

Helter Skelter World of IDEA Eligibility for
Specific Learning Disability: ·me Clash of
Rtsponse-to-lntervention :md Child Find
Requirements." Joumal oftht Natio11al Associ
atio11 ofAdministrative lA1<•]udidary, 32(2).

for procedural violation. As a way to
avoid this problem, many LEAs provide
immediate, targeted interventions and
recommend an evaluation when there are
any signs that n student is falling behind.
A student shouldn't have to faiJ before he
gets help.

RTI and Child Find
Many LEAs in California coordin ate their
resources, instruction, and academic and
behavioral strategies through a multitiered
system of supports (MTSS) framework
that uses a response to intervention (RTI)
approach designed to help students with
suspected disabilities succeed, especially
those with learning disabilities. RTI gives
students who are struggling additional
academic support. LEAs, however, cannot
use the provision of RTI as a reason to
delay or deny "a timely initial evaluation"
to determine ifa child has a disability.2
MTSS also uses a team approach to
instruction and incorporates the expertise
of special education personnel in general
education settings. A speech pathologist
who leads a reading group. for example,
is in a perfect situation to identify a child
who may need extra help and who may
have a reading or learning disability.
Resource
Reasons for Concern lists the risk factors
and warning signs of a disability. Find
this brochure at https://www.dds.ca.gov/
earlystart/docs/ ReasonsForConcern_
English.pd[
2. Stt the OSEP memo on RTI at ht1ps:ll1t·wwl.
rd.go1•/policy11putdlguid/ideal rntmo>dcl
trs/oseprtipreschoolnu:mo4 29- 16.pdj

co ncern. If a disability or delay 1s fo und, the child and the
The Individuals with D1sabilittes Education
child's family must receive early mtervention services and
Act (IDEA) provides important early
supports.
intervention services and supports to very
young children- ages birth to 3-who have or may have a
.. Part C provides traruition support to children and families
disability. The law's Child Find mandates for this age group
as a child turns 3 and becomes eligible for IDEA Part B
are different from those for older children.
services.
.. The Child Find obligation for very young children appears .. Before children who receive Part C services tum 3, they
in IDEA Part C, which in California is called "Early Start."
are re-assessed to determine their continued eligibility for
Services for children ages 3 through 21 are in IDEA Part B.
special education using Part B cnteria.
.. Part C requires an evaluation for the presence of a
.. Read more about IDEA Part C at https://sites.ed.gov/idea/
disability or developmental delay when there is reason for
files/Final_ Regulations_ Part_ C_Guidance.pd/

PAGE 5

THE EDGE : SPECIAL EDUCATI ON FUNDAMENTALS

FALL 2018
19

1 ~

Assessing (or evaluating) a child or youth for the presence of a developmental delay or a
disability is a critical requirement of the Individuals with Disabilities Education Act (IDEA).
The assessment determines whether or not the child is eligible for special education and related
services and helps to identify what those services should be (34 CFR §300.301-304).

The Letter of the Law

0
0

0

0
0

0

0

0

A Local Educational Agency (LEA) must assess
a child for the presence of a disability before the
initial provision of special education and related
services.
LEAs must obtain informed consent from
the parent of the child before conducting an
assessment (34 CFR §300.300[a] & 34 CFR
§300.9).
LEAs must develop and propose an assessment
plan within 15 days of when a student is referred
for an assessment, unless the parent agrees in
writing to an extension (California Education
Code [EC] 56043[a]).
A parent has at least 15 days from receiving a
proposed assessment plan to consent to the plan
(EC 56043[b)).
An LEA has the right to decline to conduct
an evaluation for special education (34 CFR
§300.503 ), provided the LEA gives the parent a
written notification of the reason for refusal and
of their procedural safeguards.
The assessment process must (34 CFR §300.304):
II>- Address all areas related to the suspected disability.
II>- Use knowledgeable and trained evaluators.
II>- Use a variety ofinstruments and measures to
gather information.
,... Use evaluation instruments that do not
discriminate based on race or ethnicity.
II>- Gather relevant information from a variety of
sources.
After an assessment, the evaluation team will:
II>- Offer a recommendation about whether the
student has a disability (34 CFR §300.306[a][l]).
,... If the student does have a disability, recommend
whether the disability requires special education
and related services (34 CFR §300.306[c] [2]).
The first meeting of the Individualized
Education Program (IEP, see page 8) team must
PAGE 6

0

0

0
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take place within 60 days of the school receiving
the signed assessment plan (EC 56043[c]).
If a child is found to have a disability according
to the definitions in IDEA, LEAs must re-assess
the child at least every three years unless the
parents and the LEA agree otherwise. This includes
children who enter school with an identified
disability and those who are diagnosed later ( 34
CFR §300.303[b ][2]).
After the assessment determining eligibility for
services under IDEA, and with the consent of the
child's parent, LEAs must provide the child with
special education supports and related services .
through an IEP, and those services must begin as ,
soon as possible (34 CFR §300.306[c][2] & 34 CFR
§300.323).
Parents have the right to disagree with the results
of the assessment by sending to the school in
writing the reasons they disagree. They also have
the right to request an Independent Educational
Evaluation (34 CFR §300.502; IEE, see page 14).
If a due process complaint is filed to resolve a
disagreement, the LEA and IEP team must first
work with the parent to resolve differences (34 CFR
§§300.507-516).
If the team and the parent cannot reach an
agreement through negotiation, the issue may
be resolved through an impartial due process
hearing (34 CFR §300.511 [c ); see "Due Process;'
page 15).

Resources
To learn more about what to expect in the special
education evaluation process, go to http://www.pacer.or

1

parent!resources/understanding-the-spec-ed-process.asp

A full list of the categories of disabilities under IDEA is at
https://www.parentcenterhub.org/categories/
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The Spirit of the Law
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,A formal evaluation for the presence
a disability is only one part ofa school's
responsibility to evaluate students. Both
formal and informal assessments should
be an ongoing practice throughout
the school year, providing current and
accurate records of any challenge the
child is facing or developing, and noting
a child's progress and successes.
The formal follow-up assessments
that are required when a child has
a disability are designed to make
sure that the student is still receiving
appropriate supports and services and
to give educators a gauge for adjusting
those services if the student's needs,
abilities, or challenges have changed
since the initial assessment.
Child/Student Study Teams (SST) can
serve an important and helpful role
throughout the process of considering
the presence of a disability and then
formally evaluating a child. These teams
include parents, students, teachers, and
-:lucational specialists working together
•.:> assist students in general education
who are not progressing satisfactorily.
When parents or educators ask for an
assessment for a disability, the team may
respond immediately to the parents'
request and screen the child. They
also may put in place extra supports
and accommodations to help the child
succeed, even if no specific disability is
identified through an evaluation. Using
the SST process and assessing a student
for a disability also can happen at the
same time. If a child has a disability,
there should be as little delay as possible
in providing the services needed.

,_
'

Making
Student
Centered
I
Decisions
About Assessment
for Special Education

When teachers or parents start talking
about the possibility ofa child having a
disability, no one should be surprised,
not even the student. The conversation
should develop out of regular and ongoing
discussions about how the child is
progressing in school.

MTSS and Assessment
Ideally, all students arc given the learning
and behavioral supports they need within
a system of quality first instruction, backed
by levels or tiers of more targeted supports
for the many ways that students might
need extra help. This tiered model- multi
tiered system of supports, or MTSS-is
designed to efficiently coordinate and
leverage all of an LEA'.s resources so that
all students receive research-proven
instruction; each student's progress is
monitored; data informs all instructional
decisions-and there rarely are surprises.
MTSS is also designed to reduce any
need to rely on "the discrepancy model;'
which requires a student to be two or
more years behind his grade-level peers
before qualifying for special education
services and supports. Decades of research
show that with this kind of delay, a child

reading, remembering, paying attention)
An evaluation for a
3.
Communication
skills (talking, listening,
disability must include
assessment in all areas that are a cause
understanding others)
for concern. These can include:
4. Self-help or adaptive skills (eating,
dressing)
l. Physical skills (reaching, crawling,
5. Social or emotional skills (playing,
walking, drawing, building)
interacting with others)
2. Cognitive skills (thinking, learning,

PAGE 7

rarely catches up to his peers. 1 MTSS,
implemented with fidelity, prevents delays
in intervening to provide whatever help a
child needs whenever he needs it, whether
or not he has a disability. If a child receives
all available general education supports
and interventions and still continues to
struggle, then parents and staff assess the
child for a disability, knowing that they
have done everything they could do to
support the student in the classroom up to
that point.
Assessing in All Areas
The law says a child must be assessed in
all areas ofsuspected disability. If a child
is to be assessed, the assessment should be
as thorough as possible, especially given
the tremendous human cost over a lifetime
if a school misses a key part of what is
preventing a child from succeeding.
Family members typically know their
child better than anyone else. Families
should not be discouraged from requesting
an assessment if they are convinced that a
disability is the cause oftheir child's school
struggles.
Re.so&.1rces
Resources for assessing culturally and
linguistically diverse young children with
disabilities are at http:// ectacenter.org/
topics/ earlyid/diverse. asp
Formative Assessment for Students
with Disabilities from the Council of
Chief State School Officers is at https://
ccsso.org/sites!default!files/2017-121
Formative_AssessmentJor_Students_
with_Disabilities.pdf
1 See "The IQ Achievement Discrepancy Model:'
at l1tt1•s;//iris.pcabody. \'1mderbilt.ed11/mod·
11/e/ttiO 1krewurcdql /p021

6. Sensory processing skills (handling
textures, tastes, sounds, smells)
The evaluation may include tests,
observations, interviews, response to
intervention, and medical information,
depending upon the specific concerns and
the evidence that documents those concerns.
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The Individuals with Disabilities Education Act (IDEA) is the federal law that makes available
a free appropriate public education to eligible children with disabilities and ensures special
education and related services to those children. The Individualized Education Program (IEP) is a mandated
process under IDEA (34 CPR §300.320-328) for creating a personalized plan detailing the special education
supports and services necessary for students with disabilities to access their education.

The Letter of t he Law

The Spirit of the Law

0

The authors of IDEA affirmed the reality that each
person with a disability possesses a unique set of
strengths, challenges, and needs. As such, IEPs were
conceived as vehicles that reflect that individuality for
each student.
A number of important sources of information can
inform the IEP. The assessments that qualified the student
to receive special education services in the first place are
important references and critical in establishing present
levels of performance. Students themselves should also
participate in the development and focus of the IEP's
goals-specifically, highlighting what they do well, what
their interests are, what motivates them, and what they
want to do "when they grow up:' Few students, with or
without disabilities, know the answers to these questions
early in their school careers. But asking them early and
continuing to ask them-and providing information
and offering experiences that are appropriate-can help
students grow into their own answers.
The student's parents are also vital sources of
information and important partners in developing the
IEP. They are a child's first and most important teachers,
and they know the child better than anyone. They are
also in a position to echo and reinforce at home all of
the important school lessons that can contribute to the
student's success.
Focusing IEP meetings on a student's progress and
strengths rather than solely on the disability is another
way to capitalize on what is working and to generalize
one success into other areas. A strengths-based approach
also helps the student see herself in a positive light. And it
helps everyone on the team pinpoint what is working.

0
0

0
0

The IEP must (34 CFR §300.320):
.,.. Describe the student's current level of academic
achievement and performance.
.... Include a statement of measurable annual goals
and objectives for the year, including academic and
functional goals.
.,.. Specify the services, supports, and accommodations the
school will provide and where they will be provided.
The first planning meeting for the IEP must take place
within 60 days ofthe school receiving the assessment
plan signed by the parents (California Education Code
[EC] 56043[c]).
The IEP team must be made up of the following people
(34 CPR §300.321):
IJlo- The parents of the student with a disability
.,.. Whenever appropriate, the student with a disability
IJlo- At least one of the student's general education teachers
IJlo- At least one special education teacher or, where
appropriate, at least one of the student's special
education service providers
.... A representative of the local educational agency (LEA)
who can ensure the provision of specially designed
instruction and who knows the general education
curriculum and the resources of the LEA
.,.. Someone who can interpret the instructional
implications ofevaluation results
.,.. At the discretion of the parent or the LEA, other
individuals who have knowledge or special expertise
about the student
The team must meet at least once a year to revise the
IEP according to the progress the student is making
towards the specified goals (34 CFR 300.324[b][I][i]),
but can meet more often if necessary.
By the time a student turns 16, the IEP must include
"appropriate measurable postsecondary goals based
upon age appropriate transition assessments related to
training, education, employment, and, where appropriate,
independent living skills" (34 CFR §300.320[b][ 1]).

PAGE 8

Resources
"Writing Strength-based IEPs for Students
with Disabilities in Inclusive Classrooms" is
at https:l!rdw.rowan.edulcgilviewcontent.
cgi?article;::J 0 l 6&context;;;;;educatio11Jacpub
More information about IDEA is at https://sites.ed.govl
idea/about-idea/
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manage to create effective, collaborative,
student-driven fEPs and avoid legal
disputes? Some LEAs report doing the
following:
Welcome and Inform Parents
When a school or LEA organizes
and promotes information sessions
and support meetings for parents and
families, these parents and families get
the message that family partnerships
are valued. Districts and schools can
also send this message by connecting

:'·

parents and families with local Family
Empowerment Centers, where they
can get support and information from
other parents. Schools and districts can
also signal authentic partnership by
accommodating parents' schedules when
setting the day and time for any meeting
involving their children, especially IEP
meetings.
Share Meeting Information
Ahead of Time
School staff should be sure that parents
receive meeting notices and evaluation
reports well in advance of an IEP
meeting. Time to read and process the
report makes it possible for parents
to more effectively participate in the
meetings.
A clear structure and agenda for the
meeting is another important courtesy,
helping to put everyone at ease. Inviting

There are numerous benefits to involving
students directly in their own TEP meetings:
• They become more knowledgeable. about their disability,
their rights, and the accommodations they need.
• Their self-confidence increases.
• They develop self-advocacy skills.
• They learn how to interact positively with adults.
• They assume more responsibility for themselves.
• They become more knowledgeable about available
resources.
• They start to take ownership of their education.
• The)' begin to see themselves as agents of their own
futures.
A gradually increasing
level of involvement
for most students is
recommended. Include
them in the meetings at
the youngest age possible,
and then let them take a
greater leadership role as
their school tears progress.
As they grow in ability and
confidence, most students
eventually can start leading

PAGE 9

introductions at the beginning of a
meeting, establishing a clear agenda
(one that opens with authentic, positive
news about the child, or with the child
herself or himself talking about what she
or he likes and wants), and making the
meeting's objectives clear help to keep
everyone focused on the child.
Attend to Language, Culture
Local educational agencies have an
opportunity to empower and support
parents who do not speak English
by providing them with translators
and their child's IEP in their home
language. Making available these kinds
of supports is the law (5 C.C.R. 3040(b),
and it also sends a clear message
that these families are welcomed and
valued. The importance of being able to
communicate and partner with families
cannot be overstated.

their own transition planning meetings and have direct
and active roles in planning their lives after high school.
The following resources are designed to guide
students, parents, and teachers in student-led and
student-involved IEPs:
• How to Help Students Lead Their IEP
Meetings, at http://www.ciclt.net/ul/mgresa/2.
HowtoHelpStudentsLeadIEP.pdf
• Students Determined to Take Control of Their lEP's
and Their Lives, at https://www.imdetermined.org/
quick-links/modules/
module-four/
•Creating Change:
Student-Led IEPs and
Youth Engagement as
a Dispute Resolution

Option, a webinar
from CADRE available

t:·.
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The Individuals with Disabilities Education Act (IDEA) ensures that every student v.rith a
disability receives a free, appropriate public education (FAPE) comparable to the education
children v.rithout disabilities receive (34 CFR §300.101-103). PAPE is provided through an
Individualized Education Program (IEP, see page 8) that details the accommodations, specially designed
instruction, and environment that make it possible for students with disabilities to benefit from their education.

The Letter of the Law

The Spirit of the Law

While the first word of PAPE is "free;' FAPE does not mean
that students with disabilities and their families never have
_J Applies to all children and youth with
to
pay for anything related to school. If students without
disabilities between the ages of 3 and 21,
disabilities are required to pay student fees, for example, or
inclusive (34 CFR §300.101 [a]).
to purchase special materials, students with disabilities may
:J Is provided at public expense (34 CFR
have these same costs.
§300.l 7la]).
The individual needs of a student determine what
ls provided by the student's school and local
FAPE looks like. So FAPE is different for every student.
educational agency (LEA; 34 CFR §300.l 7[c]).
Those differences hinge on the word "appropriate:'
Means that all children with disabilities "are
Understandably, the supports that are appropriate for
educated with children who are nondisabled;
a child with a speech and language disability may not
and [that] special classes, separate schooling,
be appropriate for a child who is blind or who has an
or other removal of children with disabilities
orthopedic impairment. And even within the same disability
from the regular educational environment
category, two students may have greatly different needs.
occurs only if the nature or severity of the
What is "appropriate" is determined through evaluations,
disability is such that education in regular
conversations among members of the IEP team, and the
classes with the use of supplementary aids
student's response over time. And what is appropriate
and services cannot be achieved satisfactorily" should be expected to change as the child grows, develops,
(34 CFR §300.114).
and learns. That is why ongoing assessments, both formal
[J Addresses the unique needs of each student
and informal, are important, as are IEP team meetings,
with a disability (as identified by evaluations,
where team members can consider goals, progress, and
observations, and the Individualized
adjustments to a student's services and supports. These
Education Program team, see page 8) by
meetings should be conducted at least annually.
providing supports and services that address
While "appropriate" is a highly subjective word, the law
does
state that an LEA is not required to provide the best
the ways the disability is interfering with
possible educational program for every child, only one
the child's ability to benefit from his or her
that meets the unique needs of the child and demonstrates
education (34 CFR §300.320[a][I]).
educational
benefit. A recent Supreme Court ruling2 also
ls spelled out in an IEP (34 CFR §300.~20).
specifies that the student must make educational progress.
ls provided in the least restrictive environ
The purpose of public education is to enable all children to
ment (LRE, see page 12; 34 CFR §300.114).
develop their potential and to prepare them for employment
Ensures that the student is involved and
and adult life. When considering FAPE, the lEP team
makes progress in the general education
must examine every related service, accommodation, and
curriculum (34 CFR §300.320[a] [2] [i] IA]).
modification to each child's program in the light of helping
[J Ensures that each student receives reasonable the child progress toward grade-level achievement and,
educational benefit from his or her schooling. 1 more importantly, college or career readiness, employment,
1. Supreme Court ruling Endre~\ F., v. Douglas County School
and adult life.
Free Appropriate Public Education:

,:J

u

u

District. See https://www.suprem ern11 rt. go1'/opinio11s/J6pd
f/ lS-8l l _Opm I .pd.f
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2. See https://sites.ed.govlidealfiles/ qa-cmdrewwse-12-07-2017.pdf
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Making
StudentCentered Decisions
About FAPE
The appropriate part of FAPE presents
its greatest challenge. The challenge is for
parents and professionals to reasonably
and collaboratively define what children
require in order to benefit from their
education, and then to determine how to
provide it and ensure and demonstrate
progress. How they amicably arrive at
these decisions requires authentic family
school partnerships (see article page 3).
Considering the Whole Child
The Local Control Funding Formula
targets additional dollars for LEAs to
close the achievement gaps of students
rho traditionally under perform: those
who are learning English as a second
language, who live in foster care, and
who come from socio-economically
disadvantaged backgrounds. Many
students with disabilities also fall into
these categories. As such, schools may be
able to take advantage ofLCFF resources

PAGE 11

to secure services that will directly benefit
students with disabilities. How LCFF
resources can specifically be used to
support students with disabilities will be
different in each LEA, but it's important
to remember that all students are general
education students first.
Statewide Improvements
Two additional efforts in California
promise to strengthen authentic and
effective FAPE for students. The well
funded initiative to develop and sustain
an effective multitiered system of supports
(MTSS) in LEAs across the state holds
great promise for ensuring that every child
receives the most appropriate and targeted
supports to make progress in school and
succeed in life. The social-emotional and
behavioraJ components of MTSS can
advance significantly each student's degree
ofcollege and career readiness.
Recent changes to teacher credentialing
represent the second potential boon to
addressing teacher shortages specifically
and to ensuring FAPE overall. Credentials
are being redefined, and teacher
competencies have become less focused
on labels and more on expanding the
ability of all teachers-general education
and special education-to recognize and
address the unique needs of most students.
(For more about credentialing changes,
go to the https://www.ctc.ca.gov/doc.sl
dejault-source/commi!Sion/agendas/2018

08/2018-08-2e.pdf?sfvrsn=f5c150b1_2)
New teacher preparation requirements
are also ensuring that educators enter
their careers prepared to use data to
inform their instructional decisions,
understand and employ response
to intervention (RTI) approaches to
instruction, work collaboratively in
teams-general educators and special
educators together-within MTSS
structures to make full use of each other's
expertise, and co-teach and team teach.
As a result, new teachers will be better
prepared to readily and expertly address
the needs of more students, regardless
of label and placement. The goaJ is for
all students to receive an appropriate
education.
Resources
Section 504 of the Rehabilitation Act also
ensures FAPE. Read more at https://
www2.ed.gov/aboutl offices/list/ocr/
docs!edlite-FAPE504. html
The LCFF priorities are designed to
address the needs of the whole child.
To read more and access resources,
go to https://www.cde.ca.gov/eo/in/
lcffl sys-resources.asp
Who ls Responsible for FAPE and
How to Document Your Concerns is
available at http://www. wrightslaw.
com/infolfape.sped.failed.htm
California Commission on Teacher
Credentialing at https:/ /www.ctc.ca.gov
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Special Education Basics: LRE
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The Individuals with Disabilities Education Act (IDEA) requires schools to educate students
with disabilities in the "least restrictive environment" (LRE), that is, to give these students the
opportunity to be educated with their peers without disabilities to the greatest extent appropriate and
possible (34 CFR §§300.114-120). LRE also means that the child with a disability must be educated in the
classroom or setting where he or she will be most likely to achieve the greatest academic progress.

The Letter of the Law

The Spirit of the Law

"Least restrictive environment" means the following:

Q

Students with disabilities must be educated "to the
maximum extent appropriate,, with students who
do not have disabilities and in a general education
classroom (34 CFR §300.114 [a](2][i]).

0

A school may not remove a student from the general
education classroom unless he or she cannot realize
educational benefit in that setting, "even with the use
of supplementary aids and services" (34 CFR §300.114
[a][2][ii].

0

A local educational agency (LEA) must offer a
"continuum ofalternative placements" that range
from least restrictive (the general education
classroom) to increasingly more restrictive: a resource
room, a special day class, a special school, homebound
services, or hospital or institution; and students must
receive appropriate supplementary services in any
placement (34 CFR §300.115).
A placement decision for a student must be determined
by a "group of persons, including the parents, and other
persons knowledgeable about the child:' the evaluation
data, and the placement options, as well as by each
studenfs individual needs (34 CFR §300.l I6[a]).
A student's placement must be "as close as possible
to the child's home" and "in the school that he or she
would attend" if the child did not have a disability (34
CFR §300.116[b-c]).

0

Q

0

Students with disabilities have the right, to the
maximum extent appropriate, to be included in the
extracurricular activities and programs of general
education (34 CFR §300.117).

Resource
An Office of Special Education Programs (OSEP) letter on
LRE is at https:!!www2.ed.gov!policy!speced!guid!idea/
memosdcltrs!guidance-on-fape~ 11-17-2015.pdf
PAGE 12
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The goal of LRE is to educate students with
disabilities in the most inclusive educational
environment where each student is most likely
to thrive. By law, the IEP (see page 8) team
decides the student's placement. So an effective
IEP process is central to ensuring LRE. When
deciding about placement, the IEP team must
take into account the student's unique strengths
and needs. Team members must first make
every effort for a student with an IEP to receive
his or her education in the general education
environment with support. If this has been tried
and the student is not able to make progress,
alternative placements may be considered.
IDEA's clear preference, however, is to keep
students with disabilities with their peers
without disabilities as much as possible,
challenge them academically, and provide
them with opportunities to grow socially
and emotionally. As such, it is important for
school and district teams to make available,
and then for IEP teams to regularly revisit, the
full continuum ofplacements and services so
that no single decision is a permanent, lifetime
placement, IEP teams can fully assess the
growth and progress of each student, and the
student is supported and challenged throughout
his or her educational career.

Resources
Considering LRE in Placement Decisions, at
https:/!www.parentcenterhub.org/placement
lre!
IDEA on the continuum of placements, at
https://sites.ed.gov!idea/regs!b!b/300.115
What Is Inclusion? at https://iris.peabody.
vanderbilt.edu!module!inc/cresource/q 1/pO1I
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Making Student
Centered Decisions
About LRE
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IDEA states, "Almost 30 years
of research and experience has demonstrated
that the education ofchildren with
disabilities can be made more effective by ...
ensuring their access to the general education
curriculum in the regular classroom, to the
maximum extent possible:'

Benefits of Inclusion
Ensuring that students with IEPs have
access to education within the general
education setting involves more than
academic opportunities. "Courts have long
recognized that there are noneducational
benefits to inclusion that are important to the
quality oflife of children with disabilities
such as the opportunity to make friends and
increase acceptance among their peers ....
~deral law thus recognizes and supports
mclusion because of the developmental,
educational, and social benefits that inclusion
provides to children with disabilities:' 1
1. ECTA Center. (2014). Determining Least

supports later in a child's schooling,
particularly in the area of learning
disabilities. 4
Since MTSS is structured around the
needs of individual students, not disability
or ability labels, not all students who
receive intensive supports are identified
as students with disabilities, and not all
students identified with a disability are
given intensive supports. MTSS applies
the principle of individualization and least
restrictive environment to all students.
lnclusicn a ncf LRE
Even though IDEA does not define the
word "inclusion;' the law's clear preference
is for students to be educated with their
general education peers. The influence of
MT SS and LRE
MTSS presumes that all students,
truly inclusive settings and environments,
however, extends well beyond students with
including those with disabilities,
disabilities. "Effective models of inclusive
participate in the core, general education
... create an environment in
education
curriculum and are given the opportunities
which every student, including those who
and supports they need to succeed in
do not have disabilities, has the opportunity
the general education classroom. One
underlying principle of MTSS is the value to flourish:' 5 In inclusive settings, the focus
of early intervention at the first signs that a is always on each individual student and
student needs extra help, regardless of the what that child needs in order to benefit
student's age or the issue at hand. Effective from school.
interventions and supports for all students
in general education classrooms are shown 4. National Center for Learning Disabilities.
(2014). The state of learning disabilities. www.
to reduce the need for more intensive
In the past, special education has been
treated as a separate educational initiative
and defined more as a place-a resource
classroom, a special day class, a nonpublic
school setting- with its own set of teachers
and administrators. Current efforts
nationally and in California are working
to recover the original intents of IDEA
and to place special education squarely
within the context of general education
as an important and integral part of the
entire system. California's Scale-Up MTSS
Statewide initiative 2 and the Supporting
Inclusive Practices (SIP) project 3 are two
examples of this statewide effort.

2. Read about MTSS in California at http://www.

ncld. orglwp-conten tlu ploads/2014/1l /2014
State-of-LD.pdf

Restrictive Environment (LRE) Placements for
ocde. us/ M TSS/Pagesidefault. aspx
5. Inclusive Schools Network. Together We Learn
Preschool Children with Disabilities. Retrieved
Better. littps://incl11sh·escl100/s.orgltogeth 
3. Read about SIP at hllps://www.sccoe.org/
from http://ectacenter.orgl-pdft/ topics/ i11clu
er-we-leam-better-inclusive-scl100ls·bene
Items-Not-Shown/de/eted/i11dusion-col/abo
sion! determining·lre-placeme11ts.pdf
_fit -all-childre11/
mtive!Pages/sip.aspx

I I {:

Early Childhood LRE

education of infants, toddlers, and
preschool children as well as for
those of school age. In fact, one of
the indicators for how well LEAs are
implementing the provisions of IDEA
is the rate of preschool LRE.
In California, IDEA-mandated Early
Start (ages 0 to 3) has a "Natural
Environment" requirement similar
to the LRE. A "natural environment"
includes a child's home, "community
settings in which children without
disabilities participate;' and settings
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such as child care "that are natural or
normal for the child's age peers who have
no disabilities:·
For a toddler or preschooler with a
disability, LRE can be achieved in an Early
Head Start or a Head Start classroom,
a state-funded preschool offered by the
public school system, a local district
funded preschool, a private preschool, or a
group child care home or center.
The reasons for not including toddlers
or young children with disabilities in
these settings are the same as they are
for older children: "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" (34 CFR §300.114}
For more information on the value of
preschool inclusion and LRE, read:
> A joint policy statement from the U.S.
Departments of Education and Health
and Human Services on the importance
ofincluding children with disabilities
in early childhood programs, at https://

ed.gov/policy/speced/guid/earlylearningl
joint-statement-full-text.pd/
• A more recent affirmation letter from
OSERS on this topic is at https://

www2.ed.gov/policy/speced/guid!idea/
memosdcltrs/preschool-lre-dcl-1-10-17.pdf
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The Individuals with Disabilities Education Act (IDEA) gives certain rights to children with
disabilities and their families through procedural safeguards (34 CFR §§300.504-518), which ensure
that certain things happen at specific times in a child's schooling: when the child is assessed for a
disability; when the child's eligibility for special education services is determined; when the child's educational
placements, supports, and services for special education are decided; and when disputes occur.

The Letter of the L aw

The Spirit of the Law

Parents of students with disabilities (and students with
disabilities over the age of 18) have the following rights:
0 To access, review, and obtain copies of their child's
educational records (34 CFR §300.613).
To participate in the development of the IEP and to
be informed of all program options and alternatives
(34 CFR §300.322).
To receive "prior written notice" (34 CFR §300.503 [a])
whenever a school proposes to initiate or change, or
refuses a request to initiate or change, the identification,
evaluation, or educational placement or the provision of
FAPE.
0 To consent (34 CFR §300.300). Parents must provide
informed, written consent before their child is assessed or
provided with any special education services and before
any change in special education services may occur.
To refuse to consent (34 CFR §300.300 & EC §56346).
Parents may refuse to consent to an assessment or to the
placement of their child in special education.
To be given a nondiscriminatory assessment using
methods that are not culturally biased (34 CFR §303.304).
To receive an Independent Educational Evaluation
(IEE; 34 CFR §300.502) at public expense if they disagree
with the results of the assessment conducted by the local
educational agency (LEA).
0 To maintain the child,s current program if there is a
disagreement about placement (also referred to as IDE.A's
"stay put" or "pendency" provision: 34 CFR §300.518).
To be given a hearing to address disagreements about an
IEP (34 CFR §300.507 & §300.5 I I).

Understanding and navigating a child's disability
often requires a family to complete numerous sets
of tasks, understand a great deal of information,
and address challenges for which family members
may have no experience-all of which can be
difficult to manage. Knowing whom to talk with
first as soon as questions or problems arise can be
extremely helpful for family members. State- and
federally funded family centers serve as important
sources of information, support, and community
for families (see #7 in "A Closer Look" on the next
page).
When differences do arise, most families and
district staff find it more helpful-and certainly les~
expensive and less stressful-to build relationships
and work out differences as a team rather than file
a complaint. The most helpful focus in any effort
to resolve conflict is the student. By keeping the
welfare ofthe child as the primary interest, everyone
involved should be able to resolve even the most

0
0

0
0
0

0

0

0
D

To receive mediation that would allow them to settle
disagreements about their child's special education
program (34 CFR §§300.506-508).
To file a complaint against their child's LEA (34 CFR
§300.153).
To be informed of any school disciplinary actions and
alternative placement (34 CFR §300.530[h]).
PAGE 14

contentious differences.
The ability to resolve conflict requires knowledge
and skill. Some family centers offer IEP trainings
and communication workshops for both parents
and educators; and some Special Education Local
Plan Areas (SELPAs) provide workshops on such
resolution techniques as facilitated IEPs and
mediation.

Resources
The California Department of Education lists a
summary of the rights of parents at https://www.
cde.ca.gov!sp!se! qa!pssummary.asp
Special Education Rights and Responsibilities,
by Disability Rights California, is at https:!/
www.disabilityrightsca.org/system!.files!file
attachments/504001Cho1.pdf
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Stat e Complaint

Making Decisions About
Procedural Safe guards
Building and maintaining good relationships
is the best way to support students. Yet mis
takes and disagreements happen, and procedures can be
misunderstood or overlooked. Formal legal battles, however,
are always costly in terms of both time and money; and they
typically harm relationships. Working to resolve issues by finding
a reasonable compromise-one that honors the concerns of
family members, respects the challenges that educators face, and
works reasonably within available resources-is generally the best
strategy for everyone.
Alternative Dispute Resolution (ADR), offered by many
SELPAs across California, is designed to support the best results
for everyone involved, settle disagreements related to special
education, and find mutually agreed-upon solutions for student
services before a disagreement becomes contentious and litigious.
ADR can accomplish the following:
,/Preserve relationships between parents and educators
,/Enhance opportunities to resolve issues early in the procedural
safeguard process
'Increase positive outcomes for students
. Reduce the nwnber ofdue process mediations and hearings
If disputes cannot be resolved informally or through ADR,
parents and students can always file a state complaint or due
process complaint.
•

z

A state complaint is a formal request to the California
Department ofEducation (CDE) to investigate allegations of
noncompliance with federal or state special education laws. The
CDE conducts an investigation into the allegations and then, if
violations oflaw are found to have occurred, issues corrective
actions to the LEA. More information about the state complaint
process can be found at https:l/www.cde.ca.gov/splse/qal
cmplntproc.asp

Due Process

When disagreements about what is contained in the IEP cannot
be informally resolved, IDEA gives parents the right to file a
due process complaint and ask for an administrative hearing. In
California, the Office of Administrative Hearings contracts with
the CDE to conduct hearings. In particular:
,/Due process includes mediation and other complaint
resolution strategies.
,/Due process is a formal approach to resolving disputes with a
school about a child's education.
,/A parent can file a due process complaint only for special
education disputes, not for general education issues.
,/Due process has four primary steps: (1) It begins with a written
due process complaint; (2) is followed by a resolution session
held by the LEA when a parent files a due process complaint;
(3) if no resolution is reached, moves forward to a mediation
session; and (4), if no resolution is reached during mediation,
concludes with an administrative hearing .
,/The plaintiff has the right to an impartial hearing officer and to
present evidence and witnesses at the due process hearing.
Read more about due process hearings and associated
procedures at http://www.dgs.ca.gov/oah!SpedalEducation.aspx

1

, , Closer
When the IEP Doesn't Seem to Be Working
I
1
Look at
1
parents and staffwho are communicating about the CDE can sometimes make phone calls to
What Parents What are the steps parents
school district personnel to review and resolve
Should / should take if their child
the concern should copy the principal on any
D
rJ with a disability continues to
differences, families will want to contact this
formal communications, including emails, and
O

struggle in school?

keep him or her informed. As well, the school
district's director of special education can
child's classroom teacher and share their
provide the next level of support and guidance
specific concern. A conversation with a
ifan IEP team is having difficulty coming to
special education service provider (e.g..
agreement about a student's program.
speech therapist, resource specialist,
4. The school district's Special Education Local
occupational therapist) also can help a
Plan Area (SELPA) can also provide informal
parent understand what additional
assistance for resolving differences of opinion
supports could be put in place.
about issues ofevaluation, placement, and the
2. Parents can call an Individualized
services and supports the school can or should
Education Program (IEP) team meeting
provide for the student. Every local educational
to collaboratively discuss why their child
agency belongs to a SELPA in order to receive
continues to struggle and to assess whether or funding under IDEA.
not the IEP plan is as appropriate and effective 5. Tue Procedural Safeguards and Referral
as it might be, given the student's needs.
Services (PSRS) Unit ofCDE's Special Education
3. Parents will also want to make school
Division provides information and resources
administrators aware ofany serious concern. about the educational rights of children from
For example, whether or not the principal is ages 3 through 21 (phone 800-926-0648; or
directly involved in resolving the issue, both email speceducation@cde.ca.gov). Because
PAGE 15

office if they have questions and concerns that
they feel have not been answered locally.
6. The Office of Administrative Hearings
manages due process hearings for
disagreements between the families and the
LEA regarding assessment, identification, or
placement of a student that cannot be resolved
locally through relationship building, dispute
resolution, or mediation (phone 916-263
0880 or visit http://www.dgs.ca.govloah/
SpecialEducation/AboutUs.aspx).
7. For general support and information, parents
ofchildren with disabilities, or those who
suspect their child may have a disability, will
want to contact their local Family Resource
Center, Family Empowerment Center, or
Parent Training and Information Center. A
list of these centers in California is at https://
www.cde.ca.gov/sp/se/qa/caprntorg. asp.
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(Ensuring Success, continued from page 3)

developing school policies and programs,
and ensuring that families have the tools
the)' need to help students with their
schoolwork.
While the strength of family-school
partnerships varies from district to
district, a 2016 report from the Public
Policy Institute of California,

Napa County Office of Education
CalSTAT Project
1450 Technology Lane, Suite 200
Petaluma. CA 94954

Presorted
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Mail

us Postaqe
PAID
TGC

Family Engagement Practices in California
Schoo/s,bidentified promising strategies
at 15 school districts around the state,
all of which had a known focus on
engagement, in order to present replicable
practices. For example, after tracking
family engagement for several years, the
Redwood City School District decided to
focus its effort on reading in elementary
schools. During the 2014- 15 school year,
one school implemented a family reading
and comprehension program and coUected
data about famil}' members' interaction
with students at home. Results showed that
students whose families participated in
the reading program made "substantially
larger gains in literacy during the school
year" (page 23).
The report emphasizes the importance
of preparing both schools and families
to work together. That includes training
school staff on how to engage families of
different cultural backgrounds, creating
a welcoming environment for parent
participation, and offering multiple
opportunities for families to be involved
in substantive roles beyond assisting in
classrooms.
While these strategies are intended
to benefit all families and students,
preparing parents ofstudents with
disabilities for their part in the family
school collaboration is the mission of the
state's Family Empowerment Centers and
nonprofit organizations such as Support
for Families of Children with Disabilities
in San Francisco and Parents Helping
Parents (PHP) in San Jose.
"We know that children do better in
school if parents are involved," says Jane
Floethe-Ford, director of education
services at PHP. "So many decisions are
6. f.imily E"gageme"t Practices in Califomia

Schools is at http://www.ppic.org/content/
pll/ulreport!R_6I6RLR.pdf
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being made for children with special
needs. The school sees only a percentage
of the child; the parent has a better
holistic view, and they need to feel that
what they know is of value."
In many cultures, Floethe-Ford says, "It
is hard for parents to make requests, to
disagree." PHP staff is fluent in multiple
languages and, in addition to helping
parents understand their rights and
responsibilities, helps them learn how
to communicate their vision for their
children's education. An added benefit
of this "collaborative communication;'
says Floethe-Ford, is that disputes are less
likely to become contentious.
While research on the efficacy of school
family partnerships continues apace, the
results of more than 30 years of study
are in. "Those of us in the education
community know that family engagement
is one of the single most important
factors in helping students succeed in
school;' State Superintendent of Public
Instruction Tom Torlakson writes in his
introduction to the framework.
When schools welcome families in
meaningful ways. and when parents

engage in their children's education,
everyone benefits: school staff, parents,
and especially students.

Resources
Culturally Responsive F&mily Enpgement

Pnctic.a from the Education Development

http://ltd.etlc.org/oJJllT'ally-rup
family-engagement
Family Engagement: A Guild. a TASC
resource, is at http://expandedscltools.o1JI
sitesldefault/fi/eslTASCJamily&rgagernent_
Resource%20Guide.pdf
Center is at

Family Engagement in Schools Matters, from
the California PTA, is at https://capta.orgl

focus-areaslfamily-e11gagement
Family Engagement Toolkit, from the Build
Initiative, is at http://www.buildinitiative.

org!Resources/FamilyEngaimientToolkit.

aspx
Family ~urc.e Centers and Parmt Training
and Information Outers in California are

listed at https://www.cde.aJ.gov/sp/se/qa/
aJpmtorg.asp
Supportlag Authtntic Family Engagement,
from the Office of Head Start is at https://

childcareta.aef.hhs.gov/sitesldefault!fiks/
public/supportlng_authenticJamily_
engagement.p~f
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This year, as in every year, the ACSE
celebrated every educator, policymaker,
and stakeholder who maintains a laser

on this theme in the regular updates she
gave to the commission rhroughour the
During its 2017-2018 meeting year,
year. Wright described the central tenets
the California Advisory Commission on
on
providing
high-quality
services
ofthe
federal Individuals with Disabilities
focus
Special Education (ACSE) stood in full
for all srudents, with the ultimate goal of
Education Act (IDEA) as "our core guid
support of the state's strengthening com
ance."
She sees California's Local Control
preparing
chem
co
transition
into
a
mean
mitmenc to One System ofeducation for
Funding Formula and che coordinated ser
ingful colJege or career experience after
all students. The integration ofdepart
high school.
vices that it has helped co create as central
ments wirhin the California Department
Integrated System.Ii
to securing a place in general ed ucation
of Education (COE) and the develop
for students with disabilities. The ACSE
The Advisory Commission on Special
ment ofa Statewide System ofSupports
Education began its 2017-2018 year with appreciates this vision and the progress
both have served to create unprecedented
a focus on access and equity for students
the state is making toward ensuring that
efficiencies and coherence, while reflecting
with disabilities. Special education is no
all scudencs are general education students
a system-wide commitment co che whole
longer "on the fringes," said Tom Adams,
first, and every student is prepared for col
child. During the year, the ACSE also
lege and/or career and adult life.
Deputy Superintendent ofthe Teaching
welcomed the opportunity to learn ofthe
and Learning Support Branch ofthe Cali
Wright also kept the commission
state's work ro refine the California School
fornia Department ofEducation, at the
updated on the restructuring ofher own
Dashboard, address the growing challenge commission's August meeting. "We think division to "work with intentionality and
ofdisproportionality, strengthen and
that the lessons coming our ofKristin
integrity" and with "a deeper level ofcol
enhance statewide testing and alterna
Wright's division inform the rest ofrhe
laboration" internally as well as with other
tive assessments, and reform teacher
branch. We all have the same goal: helping CDE divisions chat support local educa
credentialing requirements. The ACSE
all ofour kids in our schools." With words tion agencies (LEAs). Wright's goal is co
-vas privileged to contribute to efforts to
and actions, Adams has welcomed special
ensure that the lens ofspecial education
Arengthen and coordinate mental, social.
is applied to all relevant decisions, such as
education into his branch as an equal,
and emorional health services for students, clearly modeling a commitment to One
creating and revising Local Control and
and ro supporc those who recognize and
Accountability Plans (LCAPs), designing
System designed to serve all students.
promote families as critical partners in
Kristin Wright, director of CDE's
the C alifornia School Dashboard, and
ensuring student success.
Special Education Division, expanded
developing and refining the California
31

,-he Year in Review

Assessmenr ofSrudenr Performance and

The ACSE appreciates her focus on "the

herent, and collaborarive as it works within

Progress.

human demenc" ofspecial educarion and
her emphasis on pt:ople as much as policy;

established cross-agency alliances that are

The ACSE aho welcomed Wrighr's

guided by the vision of the LCFF; as it

commitment to rhc transparency of her

her concern for the heavy casdoads that

aligns initiatives, resources, and sources of

division's policies and procedures across

special educators carry, which cause many

support; and as it concribuces ro efforcs co

both monicoring acciviries and technical

to leave the field; and her commitment to

determine the best parhway ro improve

assistance protocols. COE consultants arc

using the LCAP as the primary vehicle for

ment for LEAs. Contribucions and sup·

now working in specialty areas: compre

addressing che achievemem ofall students

ports on che part of the scare through chis

hensive reviews, technical assiscance to

and leveraging resources accordingly and

sysrcm will be customized to serve local

che field, significant disproporcionality,

equitably.

needs and to work wirh local resources,

and other federal indicators. As well, the

The ACSE is fully aware char the

cultures, and strengths, with improvemenrs
for LEAs reRecced in cheir LCAPs. The

division is in che process of making ics

Special Education Division is primarily

resources and supports more readily avail

a regulatory agency, with the obligation

ACSE sees chis new struccure as one more

able w parents and ceachers so chey can

to

ensure adherence co rhe mandates of
IDEA for how federal special education

indicator ofCalifornia's progress toward a

dollars are spent and how children with

State Performance Plan
The ACSE welcomed rhe priorities of

easily find whac they need in order to bet

unified and coherent system ofeducation.

ter serve srndent~. The ACSE welcomes
Wright's determinacion to craft che masc

disabilities are served in accordance wirh

effeccive ways for schools co concinuously

rhcir legal entitlements and rights. This po the Special Educacion Division's Annual

improve cheir efforrs co prepare srudenrs

sirion makes the ACSE especially apprc
ciarive of the efforrs Wright has made to

inclusion, reading liceracy, communicative

with disabilities for adult life.

Performance Report (APR)-preschool

be available and supportive to the ACSE,

competence, and mapping to employ

Wrighc and her division have forged with

to provide counsel and guidance, and ro

ment-as chese priorities reflecr a funda

the Special Education Local Plan Areas
(SELPAs). ·n1c division orche.mared

be fully committed co improved outcomes
for all scudenrs.

mental commitmenr ro quality instruccion

The ACSE supporrs the srrong alliance

for students with disabilities. The

scacewide dara rr:iinings wich the

commissioners also appreciated

support and content experrise of che

how che report rdlcccs coordinated

SELPAs. These trainings will help

sracewide elforcs to view srudenrs

co ensure char LEAs know how co
report school data for smdenrs wich

ofgeneral education and the LCFF.

wirh disabilities within the concext

disabilities and use rhar data to de

This effort requires every level of rhe

velop effective plans and programs.

system ro honor the many stu

In general. Wrighr's inrention co

dencs with disabilities who are also

make "all the different entidcs of
the system come cogecher" is being

scudencs who are English language
learners, in foster care, and socio

n:alized in the many alliances she

economically disadvantaged.

has formed wirh the agencies rhat

The ACSE recognizes char more

inRuence che school ourcomes for

rhan cwo-rhirds ofsrndencs with dis

students with di.~abilicies-the
Commission on Teacher Creden

within general education settings,

abilities have needs that can be met

Statewide System ofSupports

tialing, Department ofRehabilicacion,
Deparrmenc ofDevelopmencal Services,
California Collaborarive on Educational
Excellence, California County Superin
cendems Educarional Services Associa

The ACSE welcomed Melanie Scho
eppe, Director ofthe Improvement and
Accounrabilicy Division. who explained

where most can experience greater oppor
mnities for achievemem and growrh than
they can in separare settings. As the per

the California Statewide System ofSup

cemage of the popularion ofsrndencs with
disabilicics is increasing faster than the

rion, as well as the SELPAs and ochers.

ports char has evolved from the vision and

population ofstudems without disabilities,

This high degree ofcollaborarion helps to

requirements ofthe Local Conrrol Fund

rhe ACSE is supportive ofall efforts co

build an efficient, effective, and seamless

ing Formula (LCFF). The purpose of this

system ofservices for all studencs.
Wright called the ACSE's acren

system is to help LEAs develop the capac

address the educarional needs ofsrudenrs
wich disabilities within che conrexr of

icy co meer the needs ofevery srudenr and

general education.

cion ro che Children's Bill ofRights as a

to

"reminder ofwhy we're doing this work."

system is designed co be coordinated, co
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The ACSE appreciares the challenges

susrain improvemencs over time. The

+

the COE faces in reporting srudenc counrs
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accurately, since in the APR che risk ratio
causes each child in a small group to coum
,ore than each child in a large group,
.esulting in a higher numeric value for
students with disabilities. This formula
is especially critical in issues ofdis pro
portionality and significant dispropor
cionality. Using the U.S. Department of
Education's new formula for determining
disproponionalicy, 945 LEAs in the scace

with a focus on building capacity co sus
tain improvemenc and effectively address
inequities in student opportunities and
outcomes." It is che ACSE's belief that
students with disabilities will benefit from
chis focus on academic outcomes and on
the progress ofstudent subgroups.
The ACSE finds encouraging the
division's expanding collaboration with
and involvement in initiatives within

have registered as noncompliant, com
pared with only 63 lasc year. The ACSE
is cognizant ofthe importance ofLEAs

COE and statewide-for example, the
System ofSupporc Team, the statewide

examining and addressing root causes of
disproportional icy as well as ensuring ac
curacy in their data reporting protocols.
State Systemic Improvement Plan

Team, and the California Collaboracive

The Special Education Division is
in the third phase ofics Scace Systemic
lmprovemem Plan (SSIP), a federal
requirement introduced in 2014 and
reflective ofan increased inceresc on the
part ofthe Office ofSpecial Educa
tion Programs co improve academic
urcomes for scudencs wich disabilities

concraccs so chat they align with the goals

accountability team, che LCAP Support
for Educational Excellence. The ACSE
also applauds the SED's efforts to review
and adjust its ongoing technical assistance
and initiatives ofthe larger system.

will serve to improve the coordination
ofsystems and strengthen all efforts. A
specific feature ofthe SSIP aligrunent
with the larger system is found in the
California School Dashboard, which
allows for comparisons among schools
and LEAs statewide in six indicators: high
school graduation, academic performance,
suspension, English language learner
rogress, college and career readiness, and
chronic absenteeism. The Dashboard will
serve ro activate che Statewide System of
Support "to assist LEAs and schools to
meet the needs ofeach student served,

powerful accouncabiliry rool.
As the Assessmenc Development and
Administration Division works to make
the College and Career Readiness Indica
tor more specific, the ACSE is pleased
with the career-technical and experiencial
focus ofmany ofthe measures being con
sidered for this indicator and looks for
ward to a more refined level ofderail chat
generares new opportunities for school
engagemem for all scudencs, particularly
students with disabilities.
The division's work in determining
which LEAs are eligible for technical
assistance based on their Dashboard
results reflects the coherence ofche
larger system, as char system is being
guided by the Local Control Funding
Formula. The use ofLCFF priorities, fil
tered through the lens ofequity, goes far
toward ensuring full system integration.
Alternative Assessments

while also monitoring issues ofcom
pliance. One key element ofche SSIP
involves aligning special education
resources and supports with chose for
general education. The ACSE applauds
the implicit message in chis effort: char
special education can best improve
within the context ofa strong and effec
tive system ofgeneral education. Thus,
aligning SSIP efforts wich the LCFF's
Statewide System ofSupports and the
Local Control and Accountability Plans

celebrate the level ofaccouncabilicy that
the dashboard represents for all students
and looks forward co rhe Assessment
Development and Administration Divi
sion's continued efforts co fine-tune this

.....
Accountability and Assessment
The ACSE received regular updates
from CDE's Assessment Developmenc
and Adminisrration Division, which kept
rhe commission apprised ofdevelop
mencs within rhe California Assessment
ofStudent Performance and Progress and
the division's work to create and refine
a complete package ofstatewide assess
ments co screngrhen accountabiliry.

California School Dashboard
The California School Dashboard
represents a particularly impressive
accomplishmenc as a comprehensive, ac
curate, and equitable vehicle for recording
the educational status and growth ofthe
srace's students. The ACSE finds cause co

Caliiornia Advisory Commission on Special Education
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The Assessment Development and
Administration Division also is making
impressive progress coward develop
ing an alternative science assessment
based on the Nexc Generarion Science
standards, and guiding che preparation
ofstudents for these rests. The ACSE
appreciates the complexities ofdepicting
school progress for chose students with
the mosc significant cognitive disabilities
and arriving at appropriate measures. The
ACSE also appreciates the division's re
sponsiveness to the concerns commission
ers have expressed about che accessibility
ofthese assessments and the division's
willingness to build fearurt:s inco rhe
system co accommodate students while
not changingconcenc. Such features as
illustrated glossaries for children who are
English language learners, embedded per
formance casks, and reduced item num
bers associaced with each cask all serve
ro demonstrate che commitment ofthis
division co ensuring that assessments are
•
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fair and thac chey accurately reAecc school
progress for srudents wirh disabilities. The
ACSE also welcomed che news chat scores
are nor invalidated when scudems use an
accommodation. The commission further
applauded che division's efforts to con
tinually gather stakeholder input from the
field so char assessments are nor developed
in a vacuum.
Alternative School Status
The Assessment Development and
Administration Division kept the ACSE
apprised of its work to develop modified
California School Dashboard measures
for alternative schools. The
ACSE respects che complica
tions and unique challenges
involved in determining this
Dashboard Alternative School
Status (DASS). These challeng

ofschools participating in che DASS.
CDE has also created a College and
Career lndicator Work Group to provide
recommendations for incorporating new
measures within che College/Career
lndicator for alcemative schools. As chese
measures may include work-based learn
ing and certificates, involvement in Work
Ability programs, and internships, the
ACSE is optimistic about their ultimate
value for students with disabilities. The
ACSE is impressed wich the division's
intrepidity as it grapples with rhe cask of
finding che best indicators, while ensuring
chat all students count in che system.

es include the difficulty alterna
tive schools have in attracting
and keeping administrators and
ceachers, che inconsistencies in
programming among alterna
tive schools, and their unstable
student attendance races.
The ACSE respects che
division's decision co require
alcernative schools co meet the same state
indicators char are currently reported in
the Dashboard, while using modified
methods where appropriate. One ofchese
modified methods includes che calcula
tion ofa one-year graduation rate, since
alternative schools serve students who are
often highly mobile, credit deficient, high
risk, or out ofschool for years ac a rime.
The one-year rate will ensure a full report
within each LEA ofgraduation outcomes
for all students by including chose who
otherwise would noc have been given
credit for graduating in schools or districts
tracking only four-year rates. The ACSE

English Proficiency Assessment
The California English Proficiency As
sessment is a welcome new addition co che
state's accouncabilicy profile. The ACSE is
looking forward ro learning what accessi
bility assurances che Assessment Develop
ment and Administration Division will be
able to provide for students with disabiJi
ties on chis assessment.
Unified Data System
For decades, che stare has used che
California Special Education Manage
ment Information System (CASEMIS) co
report special education data. This system
is being merged with the general educa
tion dara system (California Longitudinal

also favored che idea ofgiving alterna
tive schools credit for improvements and
progress, focusing on career pathways,
and offering work experience. CDE has
convened an Alternative Schools Task

Pupil Achievement Data System}, further
strengthening statewide efforts to create

Force ro grapple wich che challenge of
measuring the performance and progress

istration Division's progress in creating
a coordinated system ofvalid and useful
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one unified system ofeducation.
ln general, che ACSE applauds the
Assessment Development and Admin
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cools chat accurately measure the educa·
cional progress ofsrudent groups, schools,
and local educarion agencies in the state.
California Commission on Teacher
Credentialing

The ACSE welcomed regular repom
from che Commission on Teacher Cre
dentialing (CTC) on the commission's
cfforcs to reform credential requirements.
Since 201 S, the CTC has been responsive
to the recommendations rhac emerged
from che California Statewide Task Force
on Special Education and the srarewide
input from stakeholders char the cask
force gathered. Through the cask
force, general educators expressed
a dear imen:sc in developing skills
that would enable chem to work
with students with disabilities; and
special educators expressed their
interest in being authorized and
prepared to work wirh all stu·
dents, with and without identified
disabilities. This general theme of
integration and collaboration has
guided che CTC's efforts.
The ACSE appreciates the
CTC's work to establish a com
mon trunk ofknowledge and
expertise for all teachers, and supports che
CTC's efforts to redefine its credentialing
system so that all teachers are as fulJy pre
pared as possible co meet rhe needs ofall
students in their classrooms. Ac rhe same
time, che ACSE respects the addicional
complication ofdetermining how content
knowledge and instructional skills need
to differ for general educators and special
educators.
As part ofthe reform, the CTC has
revised the Teaching Performance Expec
tations (TPE) for general educators and
is currently working to develop a compa
rable set ofTPEs for special educacors
those discrete skills that are necessary for
successfully instructing students with
disabilities. The ACSE welcomes the
conunission's effort to shift rhe credential·
ing focus away from categorical place
ment and restrictive settings and squarely
on student need. This change aligns the
34
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The GOAL Award

Person~Centered

T

This is not a one-size-fies-all program.
The ATP supports person-centered plan
ning through a wide array ofvocational,
social/recreational, and independent
living experiences. Teams ofteachers,
service providers, and paraprofessionals
work to continually assess and address the

psychologists are on staff co provide push
in counseling or individual counseling,
he GOAL Award was created
depending upon a student's IEP.
by che ACSE in 2005-06 with a
Community Connections
contribution of $100,000 over a
ATP staffwork continually to maintain
ten-year period &om film producer Brian
and increase the program's community
Grazer. GOAL-Grazer Outstanding
Achievement in Learning-was designed
connections in order co provide students
co recognize innovative programs in che
with the experiences, services, and learn
state chat benefit
ing opportunities they
scudents with dis
need to prepare for life in
abilities, to honor
their communities. The
the people who
program focuses especially
make chese programs
on independent living
possible, and co
skills, community safety,
share the practices of
self-advocacy, travel/
these programs with
mobility training, budget
parents, educators,
management, and recre
and policymakers.
ation. Appropriate use of
The Fullerton Joint
leisure time and the impor
Union High School
tance ofregular exercise
District's commu
are also emphasized.
nity-based Adule
Successful Transition
ACSE commissioners, dignitaries, and leaders
Transition Program (ATP) ac
The program is committed to ensuring
from the Adult Transition Program at Fullerton
La Sierra High School is the ACSE's
Joint Union High School District
that its students experience a successful
'"iOAL Award winner for 2018.
transition from the school services for
This program began at a single loca
educational. vocational, mobility, social
youch with disabilities co chose for adults
tion in 2009 with one teacher and twelve
emotional, and independent-living needs
wich disabilities. That success is furthered
students who had moderate to severe
ofeach student, honoring individual
by the program's annual Careers Day,
disabilities. The program's goal was to
strengths, interests, and goals. These as
held ac CalScace Fullerton. There parents,
see "every graduating student engaged in
sessments guide instruction and support.
students, and community members can
meaningful, competitive, integrated em
Schedules foe students are then individu
meet with staff from the adult service pro
ployment, and/or continuing education,
alized and kept flexible, depending on
grams offered by Regional Centers and
and/or parcicipation in adult programs
each student's needs and interests.
learn abouc ocher community resources.
one year after completion and beyond." In
Scudencs rotate through job sites co
Since 2009, ATP has tripled its partner
light ofthis goal, the program provided
lea en about careers and discover their
ships and collaborative relationships wich
students with access co community, vo
own interests. The ATP offers a variety
support agencies that help place students
cational, and social opportunities to help
ofsettings and casks within its 32 cur
in adult programs afi:er graduation, offer
them prepare for postsecondary life.
rent jobs sites; these include retail sales,
paid work experience before and after
The success ofthe program has led to
food service, custodial work, landscaping, graduation, and provide other supports.
significant expansion. In less than ten
Indicators ofSuccess
stocking, office work, child care, animal
yeacs, it has grown almost exponentially.
A survey ofstudents in che program
care, and jobs relaced to elder care. ATP
Currently eight teachers and 35 para
staff are continually developing new job
during the 2016-2017 school year
educators serve 117 students ages 18 co
sires based on the interests ofthe students. showed chac 97 percent "were satis
22. ATP opportunities are coordinated
Social-Emotional Health
fied with the support and training they
through eight hubs in che communities
The social-emotional well-being of
received in ATP as it related to the quality
students is a focus ofthe program,
oftheir lives pose-graduation." This kind
where the students live, including one
:n che campus ofCalScace Fullerton
ofsuccess makes the ACSE pleased to
which has partnerships with such
learn that the program has the Fullerton
(CSUF). The ATP also has increased the
supporting agencies and community
district's
full support to maintain and
number ofjob sires it makes available to
resources as the National Alliance on
grow-and chat ocher school districts are
ics students, from 4 at inception co 32 in
Meneal Health, Project Get Safe, and
working to replicate ATP's efforts.
Project Buddies at CSUF. School
2017-2018.
C.Jilornia Advisory C ommission on Special Education
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ACSE's Guiding ~stions for Disability Equity
The ACSE continues to promote the use ofits Guiding ~estions for Disability Equity for all decisions that have the porential co
influence the lives and fatures ofsrndencs with disabilities. The purpose ofthis guide is to help ensure thac future legislation and policic~
embrace access for the full range ofCalifornia's learners, includingscudencs with disabilities. The guide addresses the following:
Providing Access and
Equity by asking che followingquestions: How
will che proposed policy/
program/initiative ensure
equiry, inclusion, and access
for the full range ofCalifornia's learners, including
students with disabilities?
Are there participation
requirements char might
exclude specific student
populations, including
students wi ch disabilities?
Are chere provisions/special circumstances that can
be pur in place co prevent
exclusion?

Ensuring
Dialogue and
Discussion by asking the following
questions: Are/
were appropriate
disability stakeholders included
in the initial planning and/or development ofthe
policy/program/
initiative? Which
stakeholders have
been informed
and authentically
engaged in che
development?

Supporting Learning and
Technical Assistance by asking the
following questions: What supports
and resources might allow students
with disabilities co access and find
success through this proposed policy I
program/initiative? What existing
programs/policies chat serve students
wich disabilities might align or serve to
support or partner with rhe proposed
policyI program/initiative? What
considerations have been given rn how
students with disabilities might be supported through this policy/program/
initiative? Will training and supports
be available for parents, teachers, and
administrators to successfully implement the policy/program/initiative?

The ACSE welcomed Karh Estrada, che
new director ofspecial education for the
California Collaborative for Educational
Excellence (CCEE). This organization has
already made progress in providing supports to

Listening to Leaders
The ACSE is continually ap
preciative ofthe presence and hard
work ofics liaisons. In particular, che
California Seate Board ofEducation

LEA~. Its commitment co serving all srudencs

liaison Dr. Niki Sandoval has been

is shown in che numerous pilot partnerships
and professional learning networks it has de

a staunch and committed advocate
for students with disabilities. Her

veloped with school districts, county offices of
education, and charter schools. The ACSE ap
preciates the CCEE's commitment co the rec
ommendations ofCalifornia's Statewide Task
Force on Special Education, which address
the importance ofearly learning, evidence
based practices, professional preparation and
development, assessment and accountabilicy,
family and student engagement, and special
education financing. The ACSE welcomes
che CCEE's focus on developing and enhanc
ing che potential ofCalifornia's scudencs with
disabilities, and sees that focus being strength
ened through Estrada's presence.

understanding of how they belong
first within general education in
forms her work toward best policies
and practices for serving all students
within one coherent system.
The regular reports ofScott Kir
by, director ofState Special Schools
for scudents who have significant
visual or auditory impairments,
gave the ACSE important insights
into how che state is providing a full
continuum ofservices to students
with disabilities.

Ensuring Accountability and Concinuous
Improvement by asking
the following questions:
What data will be col
leered to measure che
success ofchis policy/
program/initiative spe
cific to serving students
with disabilities? Is stu
dent data going to be disaggregated by students
with disabilities? What
program requirements
have been included chat
specifically address access
for students with disabilities?

ALookAhcad
The ACSE remains firmly committed
to giving each and every student access

to a high-quality public education. In
the commission's 2018-2019 meeting
year, chis commitment will involve a
strong, continued partnership with the
COE as the state enters year two ofthe
California Dashboard and as LEAs are
evaluated once again for differentiated
assistance. The ACSE looks forward to
being part ofthe state's ongoing efforts
ro identify best practices in MTSS and
to find ways for LEAs to fund integrated
systems and services for all students.
Finally, the ACSE anticipates developing
a strong partnership with California's
new administration and welcomes future
opportunities co be pare ofan ongoing
commitment to ensuring chat che state
meets the needs ofevery child in a way
that sets each one up for success in life.

A t.lircccory ofcl1c commissioners .ind orhcr~ who ·".:rve on rhc: ACSE, .ilong with dace' .ind locatiom for the mcrnng\

m 2018-2019, can be found on the AC St web,itc: ll'U'll',Ctle.cd.goz· sp ·se ',u .icH!.dsp.
lo view ACSE meetings via live webca~t. go to u•u•w.cdt.c.i.~l(Ol' ·"/' se ,,, .iot:111tgu·e/g,1s1..isp
Pu1lic Re port 2011- 2018
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credentialing structure with the intents
ofthe individualized education program
'IEP), which drives the services for each
student with a disability.
The ACSE also suppons the CTC's
emphasis on teamwork and collaboration
between general educators and special
educators, as well as rhe coUaborarive
manner in which it welcomes new ideas
and input from interested stakehold
ers at its monthly meetings. The ACSE
appreciates the complications ofdefining
credentials, especially when questions of
where co place a child on a continuum of
severity within a disability category can be
subjective. The ACSE applauds rhe com
mission's efforts to align its focus on in
struction and the individual supports that
every child needs to reach full potential.

supports, healthcare, and social services.
And the DOR has taken on the ambitious
task ofcreating a unified system that is
aligned with coordinated workforce plans
for the entire state. Despite the complexi
ties ofthis goal, the ACSE holds no doubt
that the DOR will be able to deliver on
Xavier's vision and is eager to support the
various efforts and partnerships to further
this work.
In that context, the commission ap
preciated learning about the progress of
the Competitive Integrated Employment
{CIE) Blueprint Project, a five-year plan
to create systems and supports to help
students with developmental disabilities

lmcgration Across Systems
The ACSE welcomed regular updates
on the Special Education Division's
contributions to the work ofother state
departments.
'1epanment of Rehabilitation
The Special Education Division's
collaborative work with the California
Deparcmenc of Rehabilitation (DOR)
is a logical one, since the purpose ofthe
DOR is co create promising employment
futures for students with disabilities.
"Partnerships provide for us the opportu
nity co expand the impact ofwhat we do;'
said Joe Xavier, direccorof DOR, in his
presencation to the commission in Octo
ber. The ACSE appreciated Xavier's chal
lenge to educational leaders in the state
to not be resigned to "the limits imposed
on you by the existing system» and his
encouragement to instead "rethink char
system.» He is doing just that. His goal is,
by the year 2020, co put 20,000 individu
als a year in jobs that pay $20 an hour;
in general, "co gain, retain, or advance
employment."
The DOR offers independent living
)rograms, technology programs, mobil
ity evaluation programs, and One-Stop
programs; it has created partnerships with
many organizations and agencies that pro
vide such services as independent living

outcomes, and is committed to holding
high expectations for all students. Core
members ofthese partnerships include che
Regional Centers and LEAs, along with the
DOR. The ACSE suppons the effons of
these agencies to coordinate their transi
tion programs, and encourages LEAs to
cake full advantage ofthese partnerships. 1
The Scace Rehabilitation Council gave
a presentation to the ACSE about the
council's commitment to being "the voice
ofDOR's stakeholder community." The
ACSE looks forward ro collaborating with
the council to maximize employment, inde
pendence, and equity for individuals with
disabilities. The commissioners specifically
welcomed the prospect ofimproved transi
tion between high school and the DOR, as
well as improved efforts to coordinate local
partnerships with businesses and to create
mentorships that promote those partner
ships throughout the state.

Memal Health
The ACSE's Mental Health Subcom
mittee has demonstrated unflagging energy
in its work supporting early imervention
efforts co address the mental healrh and
behavioral challenges ofchildren and
youth. The committee has collaborated
tirelessly with all relevant agencies to find
and develop effective models ofprevention
and treatment, promote the work ofBreak
find meaningful, competitive employ
ing Barriers, and generally knit together the
ment with equal pay as adults. Through
vast and often fragmented system ofmental
local partnership agreements (LPA), rhe health care in the state.
projecc is working to establish models
The ACSE welcomed reports by state
for such supports as One-Stop centers,
and county agencies about creating a
career pathways, and partnerships with
continuum ofcare that integrates mental
coUeges and local businesses, all ofwhich health services for students. The ACSE
support competitive, integrated job
appreciates the weight ofthis challenge,
preparation and employment for youth
particularly in light ofthe historical and
and adults with disabilicies. One ofthe
strucrnral disconnect between councy
project's corollary efforts includes break mental health and educacion, and the im
ing down silos to create a more seamless
portance ofcoordinating these systems in
delivery ofservices so chat "rhe conversa order to give students with mental health
tion that begins in the secondary schools issues the best chance to succeed in school.
Assembly Bill (AB) 403 represented the
advances into the community life ofthe
child." The project also promotes services culmination ofmore than four decades of
l. For written guidelines from the DOR for
chat match the cultural and linguistic
creating these partnerships and for samples
preferences and needs ofeach student,
agreements, go to littp://www.clrhl.wsov;Page.~/
Competiti~e-lnt1wmted-E1npluyment-(<."IEJ.aspx
focuses on successful postsecondary
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work by the California Depanment of

crauma-informed and thac has the capacity districts chat offer health programs. By

Social Services to diminatc barriers to

to recognize and respond holistically co

institutionalizing a partnership between

successful treatment and supports for

the mental health needs ofstudents. The

the Department ofHealth Care Services

students with mental health care needs

and CDE. the bill would create a vehicle

by ensuring that educators in school

ACSE was particularly pleased to see the
ongoing cultural shift coward family en

for coordinating health programs and

districts, county offices ofeducation,

gagement as a central part of this division's

services delivered rhrough the schools

and charter schools become trained in

efforts, and will track legislation designed
co create the safest and most amenable set

school districts co successfully apply for

trauma-informed care. The ACSE agrees

and make it more possible for Califurnia's

that "the besr solutions are locar and

rings and programs possible for these most

any effort to more closely coordinate

vulnerable children.

and receive federal funds that supporc their
administrative costs when they interface

the work ofschools wich other agen

government. Ultimately, the bill would

cies, such as community mental health

The ACSE was pleased to learn ofthe
Mental Healch Services and Oversight

and probation services, will contribute

Accountability Commission's use of$30

to improved outcomes for students. As

million m ensure char all students have

these efforts gain traction and establish

access to mental health services. This

make it possible for many more students
to receive health services at school, includ
ing care for asthma, diabetes, and mental

successful models and prococols. it is the
commission's hope chat best practices for

commission is helping LEAs and counties
develop outreach ro provide mental health

poorly treated, negatively influence school

a continuum ofcare can be shared and

services, while ensuring that these services

accendance, behavior, and academics.

spread across che state. To this end, the

are cuhurally appropriate, particularly for
African American and Latino families.

Legislation

ACSE would like rn see che document

The California Integrated Core Practice
lvfodelfar Children, Youth, and Families

with state health agencies and the federal

healrh issues-all conditions thac, when

The ACSE regularly reviewed and
The ACSE appreciated the opportunity discussed additional legislation that affeccs
to advise on CDE's revision ofche state's
students with disabilities. The commission

disseminated as widely as possible. 2
ACSE's Mental Health Subcommit

curriculum framework for health. The

ers paid particular attention co AB 2704,

commission understands the importance

tee also facilitated a presenration from

ofinregraring mental health issues into all

which would expand Family Empower
ment Centers. The original intent ofearlier

the Seneca Center, which works through

aspects of the framework and recognizes
mental health as central to srudenc success.

legislation that escablished these centers

The ACSE welcomed an anti-bullying

Currencly there are 14, and rhe ACSE is

a network ofcoordinated community
services ro meet the needs ofyouth who

was to have 32 locatcd across the state.

have experienced high levels of trauma.

reporc and information about strategies

in favor of realizing the original vision.

The ACSE looks forward to the rdease

to prevent bullying behavior and foscer
an inclusive and empathetic culture in all

Even though the money in AB 2704 was

how mental health, probation, and edu

schools. The report stressed the impor

"someching is becrer than nothing;' and

cational services can coordinate efforts.

tance ofcommunity awareness, inclusive

chat this legislation was at lease "a step in
the right direction.~ The ACSE wrote a

of the center's white paper addressing

The ACSE also heard from n:presenta
tives of the Healrh Care Services branch
of the Division ofJuvenile Justice within
the Departmenr ofCorrections and
Rehabilitation. These professionals made
dear the enormiry ofthe challenge ofcn:
ating a coherent and coordinated system
that could effectively disrupt the school
to-prison pipeline, especially in light
of the degree of trauma that too many
young people in the state experience. At
the same time, significant strides are be
ing made toward creating a system chat is
z. Find this document at littps://www.dhcs.
ca.gw/services/MH/Von1111ents/lnfor111t1
tion"l.,2UNutices/IN%2(118-022%20/11tegmt
ed'Vr.120Cnre%20Praftice'Vo20,'vfodcl%20and%20
/11tegraced1Yo20Trni11i11g%2UGuidt!//11tegr11ted_
Core_l'ructice__ Model.pd{
Public Report 201 7-2018
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practices, social-emotional learning, and
mindfulness to eradicate bullying behav
iors. Key ingredients ofa school where

nominal. the commissioners believed chat

formal letter in support ofchis bill.
ACSE commissioners made their annual

bullying does not exist include maintain

visit to che State Capitol to meet with their

ing an open-door policy by administrators
and counselors, promoting a community

local legislators, learn about the processes
for supporring and enacting legislation,

ofkindness and acceptance, and creating

and advise legislators on three cricical cop

an environment ofempathy where every
student feds seen and safe, emotionally

(MTSS), as a fundamental organizing

and physically.3

ies: how a mulcitiered syscem ofsupports
principle for general education, supports
the school success ofall students, especially

The ACSE unanimously voted to
write a letter in support ofAB 834, which
would establish an Office ofSchool-Based

those with disabilities; whac the changes
are co the credentialing syscem for both

Health Programs within COE to pro

general and special educators and how join

vide leadership and assiscance co school

credentialing and training programs will
better serve all students; and how students

3. Helpful anti-bullying materials are avail
able on the CHIME Institute website: https://
chi111ecom1n1mity.ors/ dot's·cliime-ll11ve-.i

with disabilities figure within the context

lmlf~,i11s-pulic1l

ofthe LCFF.
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The Supporting Inclusive Practices Project
"Letting kids in" is a guiding mantra for
Kristin Brooks.
Director of the Supporting Inclusive Practices
(SIP) project, Brooks has devoted much of
her professional life to ensuring that students
who have been marginalized because of their
disabilities have the opportunity to learn
alongside their peers, and that all students
are challenged by a rigorous curriculum.
"Our project isn't just about students with
disabilities;' she says. "This goes back to civil
rights in general. and to literally letting all kids
in the door:'

Beginnings
In September 2015, the U.S. Department of
Health and Human Services and Department
of Education issued a joint policy statement on
the importance of inclusion in early childhood
programs. Out of this statement about
the proven, fundamental, and life-altering
benefits of inclusion, the SIP project was born.
According to Noelia Hernandez, California
Department of Education consultant and
monitor for the project, the SIP's purpose was
to provide support and technical assistance to
local education agencies (LEAs) to increase the
amount of time that students with disabilities
are included in general education settings,
especially in preschool.
The SIP project was also designed to help the
state meet federal monitoring requirements
under the Individuals with Disabilities
Education Act, Part B, for the California State
.Performance Plan and Annual Performance
Reports. The SIP targeted three specific
PAGE 1

indicators within these requirements: those
that tracked statewide assessments, least
restrictive environment (LRE), and LRE for
students with disabilities in preschool through
third grade.
The project was originally launched at the
Santa Clara County Office of Education, which
for decades had been a hub of research-based
educational creativity, specifically with the
Inclusion Collaborative. The SIP first operated
through a request-for-proposal process,
choosing LEAs based on their data profiles
and plans for inclusion. At the SIP's launch,
Brooks was working as director of special
education for the Etiwanda School District,
where she had created the award-winning
inclusive preschool CLOUDS: Creating
Learning Opportunities and Understanding
Differences in Students.
The SIP was then directed by now-retired
Janice Battaglia, who also ran the Inclusion
Collaborative. CLOUDS became a model site
for SIP, Brooks became directly involved, and
the SIP project qukkly grew. Battaglia soon
saw that the project needed its own designated
director and asked Brooks if she wanted the
job. "The thought of being able to build up this
statewide system of inclusion for students with
disabilities was just too attractive to pass up;·
says Brooks.
"When I came on board in 2015, we had
five facilitators who were paid an hourly rate.
They were amazing, but they also had other
full-time jobs and couldn't get out to support
our districts. We knew we had to build better

THE EDGE: SUPPORTING INCLUSIVE PRACTICES

This issue of The EDge profiles
the Supporting Inclusive
Practices project, which is guided
and funded by the California
Department of Education. Special
Education Division. The project
represents a microcosm of the
larger California State System
of Support, which is designed to
work with and alongside Local
Education Agencies In their efforts
to improve school outcomes for
all students, especially those who
have historically underperformed,
and including students with
disabilities. Six local education
agencies that are involved with the
SIP project are featured in these
pages, highlighting the various
effective ways that inclusive
practices are being implemented
throughout the state.
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Letter from the State Director
Cornerstones of the SIP
Yreka Elementary USO

4
6
9

Fresno USO
Covina-Valley USO
Arcadia USO

11

Orange USO

13
20

CHIME Charter School
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capacity. I said, 'Let's come up with
regional hubs of support across the state."
Brooks' idea to develop these hubs
included identifying and deploying what
the project calls exemplar sites. "Districts
learn from other dist-ricts," she says. Her
vision was to match a struggling LEA
with an exemplary one so that efforts
to improve inclusion could be guided
by people who had already addressed
challenges in this area and had realized
success; they could provide practical,
hands-on support.
The project has evolved further by
bringing on university partners this past
year. "We knew that we needed ongoing
research to back up what we do:' says
Brooks. "We also needed
clear messaging about the
pre-service piece. Teacher
candidates have to know
about inclusion from the
get-go so that when we place
them in these communities
that we're trying to change,
they have that same
foundational understanding"
of inclusive practices.
Project Evolution
The project continued
to change and expand. In
2016 the Special Education
Division acquired a new
director in Kristin Wright, a long-time
advocate of quality inclusive preschools.
And in 2017 the federal government
re-issued and reaffirmed its 2015 policy
statement on inclusion. In response, the
SED solidified its commitment to the SIP
project and refocused it on preschool
LRE. Research is beginning to show the
lasting benefits of inclusive preschools
and their influence in spreading inclusive
practices into the later grades-"pushing
up" the culture and models.
At the same time, the SIP project
continued to include those LEAs that
had begun their inclusive efforts in
"other grade bands, which is why all
participating LEAs don't have preschool
LRE programs;' says Hernandez. "Our
director has requested that we be flexible
with this to make sure we do keep those
LEAs that are promoting inclusion and

PAGE 2

the least restrictive environments, but
to shift their focus to make sure they
have a preschool LRE plan and to begin
implementing it:' This approach of
"supporting LEAs where they are" aligns
with the statewide commitment to work
with the strengths and resources of each
locality.
Geography has also contributed to
change within the project. "We started
to get a cluster [ofLEAs] in Southern
CaJifornia, but we knew that LRE was an
issue all over the state;· says Brooks. To
secure that statewide reach, the project
will expand and have two home offices
in 20 I 8-2019: the Santa Clara office will
move to the Riverside County Office
of Education, and a new office will be

established at the El Dorado County
Office ofEducation, "balancing SIP's
influence" geographically. Both offices
will recruit additional exemplar sites
to continue the SIP project's work of
spreading effective in.elusive practices,
with that added focus on initiating
inclusive efforts in preschool.
Brooks sees this expansion as being
"huge for California:' Tamara Clay, El
Dorado County SELPA director, and
Kevin Schaefer, El Dorado SELPA director
of program support, will direct and help
expand the NoCal SIP. 'Tm really excited
to partner with them:· says Brooks.
She has reason to be.
Together, Clay and Schaefer bring
more than 40 years of experience in
educational leadership, with particular
commitments to developing unified
systems, growth mindset, response to

intervention, and multi-tiered system of
supports. Brooks welcomes their added
expertise in developing inclusive cultures
and promoting practices of sustainability
and improvement science, especially
continuous quality improvement.
"El Dorado's commitment is not
just to improvement but to designing
new iuclusive models;· says Clay,
precisely echoing the profile of the SIP.
Schaefer emphasizes the importance
of approaching his work with the SIP
"not just from the special education
perspective, but through the work that
we've done developing an understanding
from the general education perspective:'
Making general education an integral part
of inclusive practices is critical, he says,
because "that's where a lot of the
decisions are made." How general
education and special education
collaborate "in the pre-referral
process" for example, significantly
influences the "inclusion mindset
across the system:' he says. "And
that impacts special education
positively or negatively:'
He and Clay are aiming for the
positive. "This [SIP work] aligns
so perfectly;' says Clay, with the
California School Dashboard,
the state's new school and district
accountability tool, which will
be used to identify LEAs for the SIP
and connect them to the larger system
ofsupport and improvement being
developed by CDE. "The timing for this
SIP expansion is ideal:'
Alignment with the Statewide
System of Support
The many changes in California's
system of education during the past five
years reflect efforts to realize the vision
of the Local Control Funding Formula
(LCFF). The LCFF and its corresponding
accountability framework were designed
to improve outcomes for all students,
but especially for those who historically
underperform-students with disabilities
included. The California Statewide System
of Support undergirds all LCFF efforts
to improve these outcomes by providing
a coherent and coordinated array of
resources and services to help LEAs
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strengthen their efforts to meet the needs
of each student, build internal capacity
to sustain improvements, and address
inequities in opportunities and outcomes.
With decades of research confirming the
effectiveness of well-executed inclusive
practices in improving the school
performance of all students, the effort
to promote these practices becomes the
proverbial "no-brainer:· In addition, the
SIP serves as an example of coherence
within the System of Support: through its
collaborative model of working with
not mandating that things get done to
or for-LEAs; its attention to leveraging
existing strengths and resources to
address fundamental challenges; and
its general flexibility in how work gets
done based on local need, context, and
results. These qualities all reflect the
approach that is being used within the
other elements of this Statewide System
of Support: the California Collaborative
for Educational Excellence (CCEE),
the California County Superintendents
Educational Services Association
(CCSESA) regions, the SELPAs, and
CDE's new monitoring protocols. These
organizations and initiatives are all
working together to develop mutually
supportive approaches and similar
vocabularies to "equip educators with the
knowledge of what we need to do-what's
good for kids and what research shows:·

says Brooks. And as CDE implements
its Statewide System of Support through
the 11 service regions of the CCSESA,
so too is the SIP project "aligning with
the CCSESA regions, we hope with all
of them by 2020-2021;' expanding even
further the project's reach and capacity
to coordinate its efforts with other
initiatives.

We can't limit kids
based on a diagnosis. No adult
can honestly say to a child of
five that "this is what you're
going to become."

The advent of the California School
Dashboard has also changed how LEAs
will be chosen for the SIP. Through the
Dashboard, "we know we have at least 163
districts in the red" for the achievement
scores of students with disabilities, says
Brooks. Th.ese low scores make the LEAs
eligible for Differentiated Assistance,
the second tier of support that the state
provides. Consultants at CDE will be
working with Brooks and her colleagues
to select the next cohort of SIP sites. "We
have much work to do together across
the state;' she says. "Sometimes it does
seem like triaging; I have a huge sense of
urgency to help districts move out of the

red. And our students need and deserve
our help now."
Source of Commitment
Brooks is committed to training,
encouraging, and supporting anyone who
wants to learn about inclusion-inside
or outside of the SIP project. "If there's a
need for trainings but no funds, I show up
when I can;' she says.
"I guess my commitment comes from
my own personal struggles as a child
in a single-parent household. I was
diagnosed with epilepsy when I was very
young. I remember the doctor telling
my mother that I would never be able to
play organized sports or get better than
a C average. My mom didn't accept that.
I didn't either. And that's probably what
drove me to be the overachiever that I
think I've become: straight-A student,
played club soccer in high school and all
through college.
'Tve since grown out of epilepsy. But the
experience has taught me that we can't
limit kids based on a diagnosis-on what
we as adults think is best for them. No
adult can honestly say to a child of five
that 'this is what you're going to become:
"I would like to see us all strive to see
the best in all of our kids and help them
realize their full potential- something
that we cannot even imagine. But we
can work to support changes to the
educational system so that every kid has
the best shot:' <Ill

Inclusion and the Law

h

~~~~ /

~~ Federal law

requires that students with
bilities receive their education, to the
mum extent appropriate, with their
peers who do not have disabilities. Also
according to law, students who receive
special education services should never
be removed from general education
classrooms u nless they cannot, even with
supplemental aids and services, make
educational progress in those classrooms.
This is what is meant by Least Restrictive
Environment (LRE).
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The terms "mainstreaming;'
efforts to promote positive interactions
"integration:' "full inclusion;' and "reverse between students with disabilities (those
with learning disabilities as well as those
mainstreaming" do not appear in any
with significant cognitive, physical, or
law. These terms have been developed
other low-incidence disabilities) and their
by educators to describe various ways
of meeting the LRE requirements. As a
peers without disabilities.
- Adapted from Special Education
result, the exact definitions of these terms
Rights and Responsibilities, Chapter 7,
may vary among different educational
agencies-school districts, county offices
by Disabilities Rights California. This
of education, or Special Education Local
document is available free of charge
at https://www.disabilityrighlsca.org/
Planning Areas (SELPAs).
In general, special and general educators publications/se rr-special-education
must make innovative and systematic
riglits-and-responsibilities
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By Kristin Wright, Director, Special Education Division

Despite more than twenty years
since the reauthorization of the
Individuals with Disabilities
Education Act (IDEA), we
continue to strive as a state and
a nation to more fully include
students with disabilities in our
general education classrooms.
Decades of research support
the benefits of inclusion for all
children, those with disabilities
and those without. But more than
just a "best practice;' inclusion is
for many of us a moral imperative.
As we further a vision of an
inclusive world of work, play,
political and social engagement,
and countless opportunities for
every child in California, we
must be steadfast in ensuring that
every child is learning in the most
inclusive environment possible
and feels a true sense of safety and
belonging.
This issue of 1he EDge showcases
the work of one of the California
Department of Education Special
Education Division's signature
projects designed to improve
outcomes and access for students
with disabilities: the Supporting
Inclusive Practices (SIP) project.
With the latest California School
Dashboard illuminating students
with disabilities as one of the state's
most challenged student groups,
it has never been more critical
to provide the "how" to improve
outcomes for these students. The
SIP project shares and improves
on strategies and structures,
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illustrating the ways in which
inclusive practices contribute to
this "how:' The project brings those
local education agencies (LEAs)
that are realizing success in their
inclusive efforts together with
those seeking improvement. The
project offers all of us the chance
to learn what is working in our
schools.
I would be remiss if I did not
recognize the significance of the
role general and special education
teachers play both in successfully
including students with disabilities
in general education and in
ensuring mastery of grade-level
standards. Changes and updates
to California's teaching credentials
are aligning teacher preparation
programs with the vision of
inclusive practices. Through
these programs, special education
teachers will be learning alongside
their general education colleagues
as they increase subject-matter
competence so they can help all
students achieve higher learning
standards, while general education
teachers will be increasing their
skills to ensure they are prepared
to work with diverse student
populations, including students
with disabilities. All new teachers
will leave their credential programs
with knowledge of how to work
within a multi-tiered system of
support, which includes how to
build curriculum and instruction
using the principles of Universal
Design for Learning and how to

implement positive behavioral
supports in their classrooms.
For me, one of the most gratifying
changes I've witnessed as the
SIP project has evolved is how
participating LEAs are increasing
their use of evidence-based
practices to benefit all of their
students, not just students with
disabilities. SIP is helping to create
a roadmap toward the vision of
one unified system of education in
the state, a system first articulated
in the California Master Plan for
Special Education , re-echoed in the
recommendations of the California
Statewide Special Education
Task Force, and strengthened by
the recent collaborative efforts
of the California State Board
of Education, the California
Department of Education, and
the California Collaborative for
Educational Excellence.
As we collectively support the
vision of a unified and equitable
education system, I challenge all of
us to relentlessly pursue the goal of
helping each and every student in
our state to realize their dreams.
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Cornerstones of the SIP Project
From a survey ofeducators, SIP Project Director Kristin Brooks learned that "fear offailure" and "mindset" present the greatest
barriers to creating and sustaining inclusive practices and settings. In response, she has defined three cornerstone pieces ofthe SIP
to address these barriers: Universal Design for Learning (UDL), Professional Learning Communities (PLCs), and Policy to Practice.
These cornerstones serve to ensure that teachers have the skills, the professional and administrative support, and the best practices they
need to teach all students well. Brooks also tailors the professional development that the SIP provides around these cornerstone pieces
to ensure that what each LEA receives is evidence-based, meaningful in context, and immediately useful in schools or districts.

plans. With UDL. your plans are already
differentiated. And we know that it's best
for all kids:'

Universal
Design for
Learning

"Some people are afraid ofUDL because
they think it is something new;' says
Kristin Brooks. "But it's been around for
decades as a proven approach for reaching
all kids:' She believes that "UDL is not
foreign to what teachers do anyway. It
starts with knowing your kids. That's what
the first couple weeks ofschool are all
about: finding out if they have a history of
needing extra help in math, for example,
or if they have a disability."
This knowledge within a UDL framework
makes it possible for teachers to provide
options or create settings that help to
prevent or circumvent challenges. "If it's
predictable;· she says, "it's preventable.
"We're not talking about throwing out
the decades of lesson plans that teachers
have worked hard to develop. We're talking
about looking at those plans, thinking
about variability. and removing barriers to
learning. With UDL we're offering a buffet,
not just a one-dish meal:'
Brooks does not "buy into the myth of
the average:· She believes that "all kids are
different. We need to create lessons that
tap into their strengths ... and then start
planning around some of those kids who
a.re going to be struggling. You're always
going to have to differentiate anyway
because you're always going to have
kids who didn't get it the first time. But
differentiation is reactive;· says Brooks.
"UDL is proactive. You're not going to
have to create seven different lesson
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According to Brooks, teachers who are
reluctant to work with students who have
disabilities are saying, 'I don't want to
teach those kids because I don't know
how. And I don't have the support. And
I'm scared to try something new: We
have to have classroom doors wide open
and teachers working together being
authentic-not being afraid to say, 'My
kids failed this. Your kids aced it. What
did you do that I didn't do?"' It is Brooks'
conviction that well-run professional
learning communities (PLCs) can
mitigate and address these fears by giving
teachers the ideal venue for modeling new
strategies, having rich conversations, and
sharing professional guidance.
Brooks also argues for rigor in these
communities. "You need to build into
PLCs a structure for how you're going to
respond to the four main questions: What
do we want students to learn, know, and be
able to do? How are we going to assess if
they've learned it, or if they haven't? What
are we going to do if they haven't learned
it? And what are we going to do when they
already know it?" These questions are the
core of response to intervention (RTI), and
"that's why PLCs and RTI go together so
well. And need to go together:·
For many reasons, committed
administrative leadership is essential for
PLCs to work as intended because of the

importance of common meeting and
planning time. The SIP helps LEAs figure
out how to carve out and protect this time
in "many creative ways, especially at the
elementary level where they say, 'Well, we
don't have block schedule, so we don't have
common planning time:" Brooks allows
no excuses: "Well, you need to create
common planning time:·
Brooks' dissertation for the doctorate
she's working on explores the correlation
between organizational health and the
percentage ofstudents with disabilities
included in general education. "My
assumption is that healthy organizations
are willing to take risks, think outside the
box, and create new systems to include all
kids:'

As she works with LEAs to create the
healthiest systems possible, Brooks' third
cornerstone is turning policy into practice.
She asks LEAs to "look at your vision and
mission statements, and then make sure
that you're doing what you need to do and
providing the supports necessary to make
your school a great place for every kid.
"We become educators because we love
kids, and we are committed to helping them
grow into bright futures. Our work involves
fully realizing the commitment of honoring
each child's individuality and giving
teachers the training and support they need
to work with every child. We know that
educating all kids together-helping them
learn with and from each other-is a great
way to prepare them for adult life:' '4
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Yreka Elementary Unified School District and Inclusive Practices
Yreka at a Glance
II> 3 schools in the LEA: 2 elementary

II>
II>
II>
II>
II>
II>

schools: Evergreen Elementary
(grades TK-4) and Jackson Street
Elementary (grades 5-8),
l community day school
County: Siskiyou
Total student enrollment: l,001
Students with disabilities: 7%
English language learners: 3%
Students who are socio
economically disadvantaged: 70%
Participating in the SIP: Evergreen
Elementary, enrollment: 465

In resource classrooms, students with
mild to moderate disabilities receive
the specially designed instruction they
need to access curriculum and to learn.
Sometimes students receive all of their
instruction in these classrooms (typically
called RSP classes). Sometimes students
are part of a "pull-out program;' where
they are in general education classrooms
for part of their day and then "pulled out"
to receive their special education services
inRSP.
At Yreka's Evergreen Elementary School,
the RSP classroom is located in the middle
ofa sprawling campus. Large windows
frame views of the Klamath National
Forest, the walls are filled with colorful
posters, and most of the furniture is child
sized, perfectly fitting the K-3 students
who attend Evergreen . On a morning in
April, Michele Freeze is there, capably
guiding a first-grade girl through a math
lesson.
Freeze is an experienced special educator
who knows her way around individualized
instruction. But she is part ofa district
leadership team that is in the first stages
of trying to reduce- if not eliminate
altogether- the need for this very pleasant
place. Their reasons are practical and
compelling.
Impetus Toward Change
Low LRE scores brought the district to
the attention of Kristin Brooks, director of
the Supporting Inclusive Practices (SIP)
project. Last year, Brooks was cold-calling
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superintendents throughout the state
whose districts were showing similarly
low rates of inclusion, inviting them to
participate in the SIP. One call was to
Dave Parsons, superintendent of the Yreka
Elementary Union School District. Brooks
recalls Parson's response as being unique
in his instant interest and ultimately
unwavering commitment to the goals of
the project as well as "his investment in
moving inclusion into the upper grades:'
Parsons then contacted Amy Dunlap,
principal at Evergreen Elementary. "He
asked if I was interested;' says Dunlap.
She was, and she convinced Free1,e to
attend a SIP conference with her to learn
more. At that event, panels ofseasoned
SIP participants described their various
inclusive models, their struggles, and
their successes. "The idea of inclusion was
nothing I'd ever known or thought about
before;' says Dunlap. "It totally blew our
minds. Our system was just the opposite
completely pull-out:' Despite that radical
difference, Dunlap and Freeze concluded
that "inclusion made so much sense. We've
always wanted to do the right things for
kids;' says Dunlap, "and we realized that
separating them was not good. Our kids
with IEPs were missing important things
that were going on" in general education
settings.
With full support from Parsons, Dunlap
and Freeze agreed to take on the work that
was required for the district to participate
in the SIP. The three of them formed
the district's SIP leadership team and
developed an approach to introducing
inclusive practices to the classrooms at
Evergreen, with the goal of expanding
inclusion into Jackson Street Elementary,
the district's middle and junior high
school equivalent.
Source of Commitment
Even though she is a special educator,
Freeze speaks from the perspective of a
parent when asked why she found herself
immediately committed to inclusion.
"Whenever I look at a student who's on
an IEP, I think about where I would want
that child placed if he were mine. What
would I want him to experience, and what

friends would I want him with? 'fhat's how
I look at every child now. Would I want
my kid pulled out during ELA [English
language arts], when there is so much
rich language expression, vocabulary,
and exposure to the core curriculum? Of
course not:'
Dunlap speaks first as an educator.
"What's interesting;• she says, "is that
when I was a teacher, I didn't want my
kids [with disabilities] pulled out. A lot of
our teachers have that philosophy. They'd
rather keep them" in their classrooms.
But she is also the parent ofan eighth
grade boy who was diagnosed with autism
as a toddler. "There were some general
education programs, like an afterschool
program, that he was denied;' Dunlap
says. "That was really hard." She believes
that her son would have benefited from
inclusive settings, and she is determined to
create them for other children.
The varied roles that Parsons has held as
an educator have well-positioned him to
serve as inclusion's advocate for Yreka. He
taught as a special educator in preschool
through middle school before becoming
a school administrator and then district
superintendent. "I've seen inclusion work;'
he says. "I remember one preschooler who
had absolutely no oral language skills,
and he ended up going into a Head Start
inclusion program. By the time he was in
kindergarten, he sounded just like your
average kid:'
The Beginnings of Change
The leadership team started by
examining the root causes of its LRE
scores. Team members also wanted to
know why the achievement numbers
were so low for students with disabilities.
"We used the 5 Why's1 process and had
sticky notes everywhere;· says Dunlap.
"It came down to [the need for) better
curriculum mapping across the board in
all academic areas and better benchmark
assessment;' reports Parsons. The "Jack of
I. Read howto apply Lhe 5 Whys to education
in School Improvement Planning Basifs: Root
Cause Analysis: l1ttp://ccsd.net/ resources/
aarsi-schoo/-improvement/pdf/plan11ing/
scl100/-improvement-planning
basics-root-cause-a11alysis.pdf
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common assessment among grade levels
is something we fixed" because of the SIP,
says Dunlap. "And that one thing made
a big difference:' She has also introduced
SMART goals2 for language arts: goals
that are Specific, Measurable, Achievable,
Results-focused, and Time-bound.
But systemic issues drove the LRE
numbers- essentially the practice and
habit of pulling students out of general
education classrooms to receive special
instruction, which is inherent in the
special education programs of many
schools across the country. The operating
assumption was that, if a student has a
disability, the special services and supports
required by the student's IEP would be
handled best in a separate classroom.
So Dunlap looked carefully at the
programs that were being used at
Evergreen and how and why students
were being pulled out of general education
settings. She paid particular attention to
one language program that was effective
for all struggling students and that was
being used as a pull-out remedy for
students with and without IEPs, causing
them to miss important core instructional
time. "Too many kids were switching in
and out of it every quarter. Then I went to
the SIP training and realized we need to
put this inside the classroom, not outside:•
By making this program part of general
2. See Setting SMART Goals as tm Educator, at
https://ac/1ievet/1ecore.org/aligrred/setti11g-s
m -a-r-t-goals-as-a11-educator/

education, she reports that this year, "we
only had ten kids below grade level in
phonics. Before we'd have 40 percent. This
year we've definitely evolved!"
Leadership Style
Curiosity and positive energy
characterize the leadership style at
Yreka. "Even though this is our first year
[of implementing inclusive models],
I'm excited;' says Dunlap. "I know our
teachers want to help kids:' She is focused
on "expanding and improving supports
for our inclusion models:· But to begin,
she says, "We didn't have to hire ten
new people. We're using people who
were already here. We just changed the
structure and shifted our people around.
We're using them in different ways:· This
restructuring included placing more
students with disabilities in general
education classrooms, with special
educators and paraprofessionals spending
time in those same classrooms; it also
included providing more interventions
and support to students without IEPs.
"More kids benefit;' says Dunlap.
Challenges
The systemic changes that Yreka has
made as a result of its work with the
SIP are invariably intertwined with
the requirement for people to change
along with them. "From the leadership
standpoint;' says Parsons, the most
difficult thing about introducing inclusive
models "is trying to explain the concept
to the staff, get buy-in, and provide the

support they need lo implement this kind
of model:' In Parson's experience, that
support requires more than just knowing
how to do it. "Through our work with the
county, we're trying to build those grade
level teams and the subject-level teams so
that there's the urgency to be reflective,
and so that teachers also have support
from their team and believe that it's OK to
try new things and to make mistakes-and
not be afraid. We don't have an answer yet
for those people who don't want to reflect
and look internally. But that's part of our
process."
Dunlap agrees that getting teachers to
realize that "you can do this, and it's part
of your job" can be a slow and challenging
process. But Yreka has embraced inclusive
practices for the long haul. The district
will include the SIP in its 2018-2019
Local Control and Accountability Plan
and is adding an action item in support of
expanding inclusive efforts. Parsons views
these activities as integral to the district's
work to improve student performance in
general and to address the high suspension
and absenteeism rates for students with
disabilities specifically.
As Yreka closes in on the end of its first
year of participating in the SIP project, the
leadership team will be deciding what to
do next. "Our leadership team will review
how each model worked. Some experience
will help us to build our action plan;' says
Dunlap. "Right now;· she says, "we're still
exploring:· <Ill

Becoming a SIP Site
All of the districts currently
participating in the Supporting
Inclusive Practices (SIP) project were
invited to apply for a SIP grant because
they did not meet the state's goals in the
Annual Performance Report (APR).
The APR is an accountability tool of
the federal Office ofSpecial Education
Programs. In order to be eligible for
federal IDEA dollars, states must fulfill
certain obligations to ensure that the
money they receive is being spent
properly. The indicators in the APR
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reflect the state's fulfillment of those
obligations and its overall success in its
efforts.
The SIP specifically targets three of
the indicators of how students with
disabilities are being educated in
general education settings: Indicator 3
(the participation and performance of
students with disabilities on statewide
assessments); Indicator 5 (the amount
of time students with disabilities receive
their instruction in general education
classrooms); and Indicator 6 (the

percent of preschool children with
IEPs who received special education
and related services in settings with
typically developing peers).
The SIP sites are interested in a great
deal more than just improving their
performance on the indicators. They
are making important changes to
provide a challenging, inclusive school
experience for all students, preparing
them for career and/or college and
adult life-while meeting their APR
goals.
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Fresno Unified School District and Inclusive Practices
Fresno at a Glance
~

~

~
~

~
~
~

98 schools in the LEA: 66
elementary schools; 15 middle
schools; 9 high schools; 3 special
education schools; 4 alternative
schools; 1 adult school
County: Fresno
Total student enrollment: 74,155
Students with disabilities: 11 %
English language learners: 22%
Students who are socio
economically disadvantaged: 88%
Participating in the SIP:
7 elementary schools

The students with and without disabilities
are prepping for a test at Scandinavia
Middle School in Fresno. Teacher Joyce
Simon poses sample questions based on
the text the seventh graders have read in
this English language arts class. Teacher
Johny York walks among the desks,
adding helpful comments and suggestions.
Simon and York have been co-teaching
this blended class for four years and so
seamless is their partnership that when a
visitor is asked to guess which of the two is
the special education teacher, the answer
is wrong.
Co-teaching at the secondary level was
the Fresno Unified School District's initial
step on the path to inclusive education.
"We started with co-teaching because we
saw that research showed indicators of
success for students;' says Susan Kalpakoff,
special education program manager. "We
identified sites that were moving that work
on their own and then built professional
learning around those strengths:'
Building on existing strengths, as
districts move toward one system of
education for all students, is a hallmark of
the Supporting Inclusive Practices (SIP)
model. Fresno became a SIP district when
it received its first grant for the 2017-18
school year.
"We look for people with an interest in
inclusion who are willing to take risks;'
says Kristin Brooks, director of the SIP
project. "Fresno expressed that interest:'
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Beginnings
In addition to co-teaching at the high
school and middle school levels, the
district had been focused on improving
classroom instruction for the past few
years. But those efforts, and a genuine
interest in furthering inclusive education,
were falling short. The district was not
reducing the number of students with
disabilities who were being taught in a
partially separate environment rather than
with their general education peers.
In the spring of 201 7 the district
convened a Best Practices Inclusion Focus
Group "to identify the root cause of the
lack of inclusive opportunities for students
with disabilities," Kalpakoff says. The
group's analysis led to an understanding
of the challenges Fresno Unified faced as
it began its participation in the SIP. These
challenges helped to shape its action plan.
On receiving its SIP grant, the district
created a leadership team of Assistant
Superintendent Brian Beck, SELPA
Director Adrian Varanini, Kalpakoff, and
three other special education program
managers and tasked it with developing
a three-year action plan. Although the
district had begun, and continues, its
inclusion efforts at the secondary level,
it chose seven elementary schools to
participate in the SIP. The principals
at those sites then became part of the
leadership team to carry out the plan.
Setting Goals
"We have district goals, and we've
developed special education goals aligned
to them;' says Kalapakoff. These goals
include decreasing the disproportionate
number of African American and English
learner students who are identified for
special education services, improving
student achievement on statewide
assessments, improving classroom
instruction, increasing time in the least
restrictive environment, and improving
the special education graduation rate.
"W e're going student by student:' says
Ryan Ruschhaupt, teacher on special
assignment. "We get warnings from the
high school if a student is in danger of not

graduating, and we ask, 'what more we
can do now?' We've improved quite a bit:'
"And we are watching specific indicators
[on the California School Dashboard ]
for least restrictive environment and
student achievement:' says Kalpakoff.
"Each of the SIP school sites will take the
California LRE self assessment, and we
will build professional learning around
those results." Each site also will use those
results to identify one or two goals to
include in the 2018-19 Single Plan for
Student Achievement. "It's relatively new
to use data as a tool to guide instruction;'
she says.
An Inclusion Toolkit
There are several more items in the
inclusion toolkit, including a multi-tiered
system of support (MTSS), the Local
Control and Accountability Plan (LCAP),
Digicoach, 1 and, especially, universal
design for learning.
Fresno Unified is in the process of
developing MTSS districtwide. "Special
education will be part of that process:'
says Kalpakoff. "We don't want to be
in silos:' Being part of the process also
was important as the district drafted
its LCAP-the goals, actions, services,
and expenditures to support student
outcomes. "We had input into meeting the
needs ofour kids;· says Julie Wheelock,
special education program manager.
"There's an extended school year in the
LCAP, for example, and our kids will
attend that. And the LCAP increases the
participation of special education in the
arts, athletics, and other activities."
The addition of Digicoach, a classroom
walkthrough tool, is changing the way
teachers receive feedback. Using the
program on a smartphone or tablet,
school administrators and other
evaluators can quickly rate a teacher and a
classroom setting in such areas as learning
environment, behavioral interventions,
and student engagement. "It's transparent;
it's not evaluative, and it gives effective
feedback;' says Kalpakoff. "It's building
I. Learn more about Digicoach at
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capacity for teachers:·
At Wishon Elementary, one of the SIP
sites, Principal Annarita Howell carries
her phone into classrooms to access
Digicoach and assess the instruction.
With the press of a finger, the results are
sent to teachers immediately, and Howell
posts aggregate data on a white board.
"We have an ongoing data wall where
we look at areas of concern;' she says.
"A special Learning Committee meets
every Tuesday and Thursd ay to discuss
feedback:' The feedback, she says, "is
never a 'gotcha"'; it's about improving
instruction and student learning.
Currently, says Kalpakoff, principals have
Digicoach results only for their
own sites. "We're looking at how
we can run the reports so we can
share the information, so we can
see what one school does well and
they can learn from each other:'
Then there's UDL, which "really
came to the fore this year. This
is about better instruction for all
students;' says Kalpakoff. "We're
applying the UDL model day in
and day out;' adds Ruschhaupt,
"helping teachers select what
they need for their lesson and use
multiple models of instruction:'
Howell says her goal for all
students with disabilities at
Wishon is to spend at least 40
percent of school time in general
education settings. "New IEPs
(Individualized Education Programs) will
reflect that goal;' she says. "Students with
IEPs get baseline core curriculum [tier l)
instruction in a general education class:'
Tier 2 instruction for students who need
extra help also occurs in the classroom.
"It's a push-in model, and that's a change;'
says Howell.
Co·Teaching
Co-teaching also is taking root at the
SIP school sites. "We set up intentional
professional learning on co-teaching;' says
Howell, "and we spent a year on emotional
intelligence:' As the students see it in the
classroom, "they have two teachers:'
Since it already had co-teaching at
some of its secondary schools, the
district began more concerted training
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for co-teaching with general and special
education teachers in English language
arts and mathematics at the high schools.
"Then we rolled it over into middle
school;' says Wheelock. "Teachers
on special assignment modeled what
co-teaching looks like, including how
you set up a classroom. It is a challenge
getting secondary teachers to move past
the lecture model. They need a solid
understanding ofUDL, differentiation,
accommodation, and modification:'
Results have been varied. "Sustainability is
difficult;' she says. With teacher turnover,
"it's a challenge to maintain co-teaching
pairs:'

"But we're creating a model we can
replicate;· says Ruschhaupt, "The biggest
thing first semester is getting teachers to
buy in, building their capacity to shed
their fears and territorial aspects and
combine their strengths as teachers:'
Action Plan
Indeed, the goal of changing attitudes
and mindset, of getting buy-in on
inclusive practices from everyone-from
district administrators to classroom
teachers-is raised as a challenge
throughout the SIP action plan.
"It is important to have an understanding
of the work at the district level;' says
Kalpakoff. She says Superintendent Robert
Nelson is supportive of inclusion, and
Assistant Superintendent Beck remains

on the leadership team. At the classroom
level, "There was a lot of territorial
pushback from special ed teachers at
the beginning;' says Phil Mcllhargey, a
regional instructional manager who works
closely with the SIP sites. "But within a
year there was a shift:'
To improve the district's standing on
the LRE indicator, the action plan set
two goals to be met by June 2018. 1be
district achieved a targeted increase in the
percentage of students with disabilities
who spend more than 80 percent of their
day in general education environments
as measured by the annual performance
review. But it failed to meet its LRE goal
of reducing the percentage of
students who are in general
education settings less than 40
percent of the school day. That
work carries over into the next
school year and will join five
additional goals to be met by
2020, which include reducing
the number of students in
substantially separate classrooms,
increasing the number in fully
inclusive classrooms, achieving
high scores in Digicoach, and
establishing "Accountable
Communities" where general
and special educators work
collaboratively in discussions,
planning, and implementation of
inclusive practices.
The action plan also calls for
aligning SIP work to MTSS, providing
release time for professional learning, and
training teachers on co-teaching, UDL,
and positive behavior interventions and
supports (PBIS). For now, the plan focuses
on the seven SIP school sites. Ultimately,
says Kalpakoff, "we will be taking this on
as a district-wide action plan:'
Training
Work will begin this summer on a
General Education Inclusive Practice
Guidebook and a Web site link that
includes information and resources on co
teaching, UDL, and PBIS. "And we're still
working with Kristin Brooks, looking at
putting together an array of professional
learning opportunities for our principals;·
says Kalpakoff. "All of the SIP site
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principals are asking for
professional development
on including tier l and tier
2 instruction in a general
education classroom:'
In October, the principal,
a general educator, and
a special educator from
each of the seven school
sites will attend at training
at the CHIME Institute,
which has developed
and implemented a
unique model of inclusive
education (seep. 20).
Envisioning the
Future
And what will be different
after three years if all the
goals are met, plans enacted, attitudes
aligned? Jodi Saldivar, teacher on special
assignment, worked with the SIP site
principals to envision a future where all
students will achieve positive academic
and behavioral outcomes with necessary
supports; teachers, regardless of titJes and
credentials, will embrace and teach all

students to the best of their ability; school
leaders will create the culture for optimal
learning environments for all students;
district leaders will provide the resources
and professional development needed
to implement inclusive practices; and
families will feel valued and will be active
members of the school community.

Fresno is working toward
realizing that vision. As
the first year in the SIP
project draws to a close,
"We're setting the stage
for long-term sustainable
growth;' says Saldivar. "It's
a journeY:' The opportunity
to be part of SIP "really
moved our inclusion work
at a quicker pace;' says
Kalpakoff. "The first year
has been about moving
the climate and culture of
the administration at the
school sites and getting staff
on board. The urgency, the
passion, and the will are
there. Silos are tumbling.
The next site-level work will be about
the kids, and that's exciting:' And to the
continuing challenge of changing attitudes
and overcoming fears, experienced co
teacher and special educator Joyce Simon
has some advice for her fellow teachers:
"Be open-minded, be flexible;' and see
inclusion "as the common good:' "4

Preparing with Training and Support
"Training the leaders"
is how school
districts often introduce the idea of
full inclusion. Katherine Mahoney of
Arcadia USD says, "We decided to
make sure that our board ofeducation,
our cabinet, our principals, and our
instructional coaches knew the 'why"'
of inclusion. These leaders "went to all
ofthe SIP trainings;' which typically
include the fundamentals of inclusive
practices, information about staff
development, discussions of"what
inclusion would look like and how it
would work for them in their schools;'
says Anne Truex of Orange USD, where
leaders were also the first to be trained.
This preparation is necessary, Truex
believes, if these are the people "to lead
the change and explain to teachers why
they should invest in inclusion. It is a lot
ofhard work."
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Preparation also includes being
sure that "the teachers and sites feel
competent and supported;' says Sarah
Beggs, also of Orange. She talks about
an "Aha!" moment when she first
proposed inclusion at a meeting with
the district's teachers union. "We live
in our beliefs;' says Beggs, "and in what
we know. In our group, we know that
inclusion is right for kids, and we're
very passionate about it. But then all
of a sudden we're hearing, 'I don't want
those students in my classroom. They
don't belong there. I didn't sign up to
be a special education teacher:' The
pushback from concerned educators
helped Beggs see the importance of
attitude and beliefamong staff-and
that "it came down to 'we need extra
training and support: We don't want
our teachers out there on their own
feeling like they have to solve all of the

problems by themselves:'
Elizabeth Eminhizer has helped to
create capacity among staff at Covina
Valley USD by focusing on data, not
impressions, feelings, or habits. "What
the data say has to be our laser-like
focus for all students;' she says. Ryan
Perry, also of Covina-Valley, talks about
how the focus ofstaff training has
expanded. "As soon as the [SIP] grant
came into place, trainings focused on
teacher support for all students, not
general education or special education
specific. This was a significant shift. By
definition, inclusive means everybody:'
And he sees consistent support for
teachers as central to success: "I feel
very strongly that if you just throw
something out there, you have a greater
chance offailure. And failure in the
world of education means that a door
gets shut. I don't want that door shut:'
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Covina-Valley Unified School District and Inclusive Practices
In a math class at Covina High School,
Gary Hinkley is at the white board
explaining a principle of geometry.
Resource specialist Joseph Schirmer walks
around the room, helping any student
who asks.
Students with a variety oflearning
disabilities make up nearly one third of
the 20 or so teenagers in the room, but
it's difficult to know who has a disability
and who doesn't. One boy sits stone still
at his desk, hugging his backpack while all
the other students take notes. But it turns
out that he is one of the higher achieving
students; he had missed the previous
day's class and is simply using a listening
strategy for effective first instruction,
according to Ryan Parry.
Parry is a program specialist for the
district, and this math class is just one of
the many co-taught inclusive classrooms
that he helped introduced to the high
schools in the Covina-Valley Unified
School District three years ago. Inclusion
was part of the district's efforts to secure
better outcomes for its students. Assistant
District Superintendent of Educational
Services Elizabeth Eminhizer says that
these improvement efforts began when
"we started looking at our system as a
whole-our data, our instruction, and
our graduation
rates. We found
that we had only
32-33 percent
of our students
meetinga-g
requirements. 1 For
students with IEPs,
it was even worse.
So we looked at the
I. "a-g requirements"
are the set of
courses required
for admission to
the University of
California (UC) and
the California State
University (CSU)
systems. Read more
at /1ttps://www.cde.
ca.gov/cilgs//1s/hs
grtable.asp
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barriers in our system;' especially "at our
freshmen and at the classes for special
education that we knew weren't meeting
the standards:'
From there, Covina High School made a
number of changes-rewriting courses for
those a-g requirements, helping parents
know what "a-g" meant, counseling
students to consider college, and
establishing a "No D's" policy. "This really
started changing the culture;' says Parry.
He had been a special educator at Covina
High when these changes started taking
place.
Parry has been committed to inclusive,
equitable, and challenging instruction
for students with disabilities since he
began teaching in 1998. He recalls,
"It was commonplace not to have any
expectations for students with disabilities.
The math book that I was given for my
first high school students was for basic
arithmetic. I marched up to the library
and got real algebra books instead'.' Since
then, "We've slowly been rolling" toward
holding high expectations for all students.
He sees inclusive classrooms as the best
place for most students with disabilities to
meet those expectations.
"When we separate kids;' says Parry,
"we create a highly dysfunctional culture.

Covina-Valley at a Glance
.,. 17 schools in the LEA: l preschool;
9 elementary schools; 3 middle
schools; 3 high schools;
1 continuation school
.,. County: Los Angeles
.,. Total student enrollment: 11,862
.,. Students with disabilities: 14%
.,. English language learners: 8.5%
.,. Students who are socio-economically
disadvantaged: 65.6%
.,. Schools currently participating in the
SIP: All high schools, preschools, and
kindergartens

When students are placed in special
education in elementary schools, for
the most part they're segregated for
the duration. In these settings, kids are
with the same students year after year.
It becomes like a family, and you act
differently in front of your family;' he
says, implying a certain regression and
less-than-mature behavior. "And we knew
for certain that these behaviors would
change in the general education setting
because the expectations are different.
The other students in the class are
expected to do their work:' Also, students
with disabilities have "20 to 30 models
of what appropriate classroom behavior
looks like;' says Parry.
"A very high percentage
of our students fall right
into Tm going to do the
best I can to fit in'."
Covina-Valley started
expanding inclusive
practices in its high
school, "which sounds
backwards;' says Parry,
"but it made sense for
us. I got the SIP grant
during my first year [as
program specialist].
I was just one year
removed from Covina
High as a teacher, and I
knew what I could get in
place. Charles [Bourque]
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was still teaching at
Covina High, and I knew
he was one of the best
teachers districtwide. I
also knew people would
want to work with him.
So I asked Charles, and
he was on board. Then I
got a general education
teacher who said, 'If I can
work with Charles, I am
very interested:"
"At the time;• says
Charles Bourque, who is
now teacher on special
assignment in support of
inclusion, "we had some
students with disabilities
in general education; we
had a middle tier, kind oflike an RSP
class, called an 'O J' class; and then a third
tier, an essentials class. All three of these
were directed toward students getting
a high school diploma. Ryan and I had
been thinking that kids in that middle
level RSP class could be successful
in general education:· Bourque talks
about a common belief among special
educators to "hold onto our kids. But we
were depriving them of that chance to
work with their peers:'
The SIP project came in the form of
an email invitation to apply for a grant
to systematically introduce and sustain
inclusive practices. "Our LRE numbers
weren't great;' says Parry. "But we had
leadership who said, 'let's do this: We
decided that with knowledge, help, and
support, we could succeed:'
Leadership
"The way that Ryan started-slowly and
in a targeted fashion-was so insanely
smart;' says Bourque. "People knew
him and how impactful he has been to
this district. That made it much easier
for him to get people on board. Now
the system is in place; we're just making
adjustments:·
Eminhizer attributes the success of the
inclusive efforts to "these two fabulous
teachers at Covina High. Then the SIP
grant really helped to propel inclusion"
beyond the high school. The number
ofstudents with disabilities who are
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included in general education classrooms
is growing, says Parry. Inclusive settings
will be added to kindergarten, first and
second grades next year. "We're rolling it
out all the way through:'
The district's action plan for the SIP was
direct: Review current practices, provide
professional development in support of
inclusion and co-teaching, implement
the practices, and monitor the results; at
the same time, expand current practices
within the high schools, add inclusive
settings to kindergarten, and extend
them each year into the next grade. Staff
responsible for each step were identified,
as were the resources needed. Timelines
were established and evidence of success
defined.
Building Through the Grades
In the fall of2016, the number of
co-taught high school classes increased
from 8 to more than 15, with transitional
kindergarten and kindergarten classes
all fully included. Corinne Lampers,
an experienced special educator with a
multi-subject credential, is credited with
successfully introducing inclusion to the
early grades. "I work directly with the
general education teachers:· she says,
"providing the support they need to meet
the needs of students in the classroom.
Then I work directly with the students
themselves:' Since she set that model in
place, other co-teaching teams have been
introduced in the first grade, and next

year in the second.
Lampers provides
"critical expertise at that
beginning level;' says
Bourque. "When we meet
as a student services team,
she brings back important
information about what
[the new inclusion
efforts] look like, what the
numbers are, what levels
of need are increasing
or decreasing, and what
supports need to be in
place. Corrine is where it
all starts if the plan is to
grow. Thanks to her, we
know what every next year
is going to look like:·
Serving All
The SIP leadership team at Covina
Valley sees the inclusion initiative
as part of a larger, seamless effort to
serve all students. The district has
made recent news for its 98 percent
graduation rate for Latino students.'
The SIP itself has generated additional
threads. "We started learning about
UDL," says Bourque, "and we're bringing
that to our district. Another thing that's
changed dramatically is our collaborative
relationships. Five years ago, I would go
to the English Department meetings. I
had developed good rapport with them,
but I still felt like an outsider. Now at
these meetings there's no divide."
Current Implementation
Covina-Valley's level ofsuccess with its
inclusive models has made the district
ambitious for more. Part of the SIP plan
was to get students with disabilities
"involved and supported in the general
education curriculum as fast as possible:·
But Parry is especially delighted at the
number of students with IEPs who
have "completely ex.ited" from special
education rosters during their last two
years of high school. "This is exceptional.
2. Read "How One California School District,
Covina-Valley Unified, Narrowed Its Latino
Achievement Gap; at l1ttps://www.daily
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To see it so late is rare, because that
work-and we've determined that they
[achievement] gap grows over time.
are capable of performing in that dass
then that's where they belong. And if
We're now seeing the fruits ofour
labor. We also know that an inclusive
they're not performing? Well, you can't
English class at South Hills High School
qualify for special education because
has outperformed the whole school in
of laziness or lack ofeffort. So we need
English. That tells you it's working. And
to figure out how to better support and
motivate that student:' An important
people are really excited about if'
Bourque also talks about the success
benefit, he says, is the real-world lesson
of kindergarten inclusion efforts in the
"that there are consequences for not
last year, referring to the numbers of
doing your work. But we're seeing
students whose "level of need in the IEP
more and more students recognize
has decreased:' Lampers explains that
that they can compete. They know that
the expectation is high, and that this
students, particularly those with speech
and language delays, are needing fewer
is an a-g college prep course. A very
special services because of the benefits
high percentage ofour students with
of early intervention in an inclusive
disabilities are rising to the occasion:·
setting: "They are being supported in
Goal
the right kind of environment with peer
Parry's goal is simple: continued
modeling and inclusive supports.»
expansion. "In three years, we'll have
"That's a very new pattern for us;· says
inclusive options across our elementary
Bourque. "And as we're seeing more
schools. It won't be 100 percent at 100
students [with disabilities] with greater
percent of the time, although that's our
levels ofsuccess,
aim. But we're going
parents and staff
- - - - - - - - - - - - - - -to have very high
are recognizing that
levels of inclusion:·
As we're seeing more
these students are
The district will also
students with disabilities
like all the other
be working to "dose
students, they just
the inclusion gap into
with greater levels of
need a different level
middle school:' Word
success, parents and
of support. Teachers
seems to have gotten
are also recognizing
out. Several middle
staff are recognizing that
that the expertise is
school principals are
these students are like
spreading across the
interested and eager
entire campus and
to start using inclusive
all the other students.
benefiting a larger
classroom models,
group ofstudents.
according to Parry.
And that's creating
In general, Parry
more buy-in:'
sees inclusion as firmly established at
High Expectations
Covina-Valley. "Our motto is, 'Go slow
Parry believes that the more inclusion
to go fast: We're slowly rolling this out in
a very concentrated effort:'
becomes the norm for students with
disabilities, "the greater d ata changes
'Another powerful thing that will help
we're going to see. As it's brand new,
us sustain this;· says Bourque, "is that
our general education teachers have
some kids are still adjusting to it:'
Among all students in general education
learned that [inclusion) can be done.
classrooms, he says, some pass and
Those co-teaching partnerships have
some fail. He believes that the same
given them the skills and abilities"
expectation should be held for students
that they didn't previously have. The
with disabilities. And he speaks about
experience ofco-teaching has also
all students in the same straightforward
"changed their attitudes about working
way. When his special educators want
with all students. It's become an attitude
to "save" a student with disabilities from
of 'these are our students, and it is the
failing, "I argue that, if they can do the
right thing to do:" ~
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Being part of the Supporting
Inclusive Practices (SIP) project
involves a commitment to
universal design for learning
(UDL). The educators
participating in the SIP see
UDL as key to quality inclusive
classrooms and "part of the
training and the culture;' says
Sara Beggs about the inclusive
efforts at Orange USD. UDL
eliminates a one-size-fits-all
instructional approach and guides
curricular design to ensure that
all students are engaged and
have an opportunity to succeed,
regardless of their unique
challenges and in support of their
strengths. "UDL;' says Ellen Levy,
educational services director for
the Siskiyou County Office of
Education, "is about cracking
open that instructional package
so that everyone can access it.
You do this by providing choice
and optimizing different ways of
framing instruction. It's not an
add-on. It's core to everything,
and I weave it into everything
teachers do:·
SIP Director Kristin Brooks is
committed to "learning from the
source;' which for UDL can mean
attending CAST' symposiums
in Massachusetts. This is what
Arcadia USD's instructional
coach Renee Costarella did. From
there, she became the district's
resident expert and trainer on
UDL. Costarella has created and
makes available creative resources
on UDL, technology in education,
and Thinking Maps, at hHps://
coaclicostarella. weebly.com
l. CAST: The Center for Applied

Special Technology. See http://www.
casl .org
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Arcadia Unified School District and Inclusive Practices
Arcadia at a Glance
.. 11 schools in the LEA: 6 elementary
schools; 3 middle schools; 1 high
school;
l personalized learning center
.. County: Los Angeles
.. Total student enrollment: 9,201
.. Students with disabilities: 8%
.. English language learners: 14%
.. Students who are socio
economically disadvantaged: 22%
.. Schools currently participating in
the SIP: All 11

In the Empathy Room at Camino Grove
Elementary School, students get a sense
ofwhat it is like to live with a learning
disability or to be on the autism spectrum.
Activities at different stations in the room
replicate such experiences as sensory
overload, or the frustration of knowing
what you want to say or write and not
being able to do it.
At the end of their time in the room,
students gather in a "community circle
and talk about what they've learned:' says
Danae Popovich, the school's principal. "It's
pretty powerful. The students say things
like, 'This was really frustrating for me.
I don't know ifl could do this ifI had to
learn this way all day long.' And 'This was
really hard. I wanted to scream and yell.'
Then they talk about how they can be a
better friend" to the students on campus
who have a disability. "That empathy
room has played a big role in helping
our students have a better understanding
of what a person with a disability goes
through.''
Popovich also credits this room with
helping to pave the way for inclusive
classrooms, where students with disabilities
learn alongside their peers without
disabilities. Since the Empathy Room has
become a regular fixture at the school, "I've
noticed that the campus has changed:'
she says. "The kids are empathetic and
inclusive on the playground, in the
cla~sroom, and at lunch.''
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Setting the Stage
Inclusive practices found ready ground
throughout the Arcadia Unified School
District, which includes Camino Grove.
When Katherine Mahoney, Arcadia's
director ofspecial education, arrived
three years ago, "We had been identified"
for not meeting the state's LRE targets,
she recalls. The state required 52 percent
of students with disabilities to spend at
least 80 percent of their time in general
education settings. In 2012-2103, 30
percent of Arcadia's students met that
target. Then that percentage dropped
to 27.7 in 2014-2015. "So there was
something going on;· says Mahoney.
While LRE numbers were declining, "a
group of teachers had been thinking about
co-teaching;' says Popovich. In support
of this interest, district leaders sponsored
a training with Rich Villa, a co-teaching
and inclusion expert. Popovich refers
to that training as one of several "Aha!
moments" that ultimately contributed
to her embracing inclusive practices. As
well, she had been developing an interest
in universal design for learning (UDL),
inspired by Todd Rose's research on "The
End of Average" and planning for the
margins.
"And then we had Restorative Practices;'
says Popovich. "We were learning
to build community, help students
develop positive relationships, feel more
connected to school, and create leadership
opportunities for our students-all of
these things were coming together and the
stars were aligned."
The vehicle for that alignment came in
2014, when the then-director ofspecial
education, David Munoz, applied for the
SIP grant, placing Arcadia in the first
cohort of applicants. Mahoney created an
implementation plan after the grant was
awarded, which included an extensive,
district-level root cause analysis to
discover why Arcadia's LRE scores were
so low. Several reasons emerged. One had
to do with the district's culture ofviewing
special education as a location rather than
a service; another involved the limited

opportunities for students with disabilities
across the grade span to be included in
general education settings; and then there
was a general lack of training among
teachers in the principles ofUDL and how
to apply them. In Arcadia there was also
"a culture of high expectations in general
education;' says Mahoney, "for teachers
to teach at or above grade level. Teachers
were worried that they were going to be
held to the same standards for students
who were struggling as for general
education students. It felt less possible
to include them.'' A corollary factor was
the district's generally high-performing
student population. Stellar achievement
was the norm, and the default assumption
was that if a student struggled, a disability
must be the reason; they were then often
labeled with a disability and placed in
separate classrooms.
The district's task was to address
these causes, while ensuring teacher
competence and student success.
Individualized Application
The leadership team then charged
school principals with determining their
individual schools' needs for inclusive
practice and defining what that would
look like. As a result, Mahoney describes
inclusive efforts as "manifested differently
at each site.''
The SIP efforts have moved in two
directions. Inclusion and co-leaching were
the focus in the district's high schools.
"We saw that as the best approach to take,
when there are periods by periods" says
Mahoney, referring to the class schedules
typical of most secondary schools, and
how they provide ready collaboration time
for co-teachers. Inclusion through a focus
on UDL developed in the elementary
schools "because the kids were already
more fluid. It's really how we already were
approaching instruction.''
Preparing Staff
Popovich approached inclusion first
by spending a great deal of time with
her teachers, referencing the research,
and "just talking about the benefits"
of inclusive settings for students with
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disabilities: "the
academic vocabulary,
content-and of
course just socially."
As well, she assured
general educators
that "they weren't
expected to provide
an intervention
program, rather just
good teachingwhat they're already
doing:' She told her
staff that "individual
growth within high
expectations" was the
goal. Through training
and clear messaging,
she has been able to
allay fears so that "teachers know that
individual student achievement is the
goal."
Flexiblllty
To this culture of mentoring and
support, with a commitment to inclusion
through co-teaching and UDL, add
flexibility and encouragement for
creativity and risk-taking. Popovich
provides an example. "One of the biggest
challenges was our need for an inclusive
model for our first grade just last year:·
she says. "We knew that we had this
large group of students with speech and
language challenges coming up:·
Her idea was to blend general
education, special education speech
and language supports, and English
language development into one seamless
classroom. Popovich asked her special
educators what they thought. "Instead
ofleaving these kids in isolation, I asked
them, 'Is there a possible world where
I could pull a speech and language
pathologist into a general education
classroom and provide services
there?' Because not only are these kids
impacted, but we know there are a
range of kids who still have language
deficits but just are not eligible" for
special education services. "Our greatest
challenge and our greatest success is
that there wasn't any go-to model, no
by-the-book way ofdoing things:· As
an administrator, Mahoney has seen
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that lack ofa ready model serve as a
deterrent. ''I've heard people say, 'If we
can't go and get trained on it, we can't
come back and do it: It was great to see
[our staff] go back to the district model
of staff-directed learning and professional
development:' In short, Popovich and her
staff created something new.
Then they pulled in Kim LaBella, the
English language development teacher
"because she has kids who are just
coming to the United States, just learning
the language;· says Popovich. ''And many
of the strategies that she's doing as an
ELD teacher also support" struggling
students and students with speech and
language challenges.
"This first grade is using an MTSS
model;' says Mahoney. "We're not
worried about who's being labeled an
ELD student or student with a disability
or student with speech and language
development issues. Instead we have
these experts with a wealth of knowledge
and they come into the classroom and
share it with any child, not just in a
pull-out environment with three kids.
It's pretty amazing to see this expertise
available to any student:'
Planning Classrooms
Popovich is pleased with the current
configuration of the inclusion classes.
"The schools have been very thoughtful
about which student they were going to
put into which cohort. We don't want

one class to have all
struggling students and
the others to have all
high achievers. We know
that kids really do benefit
from learning from
each other:· Another
important consideration
was "which children
would most benefit from
the presence of an RSP
teacher or the presence of
an ELD teacher:• Students
did not have to be
labeled with any special
category to be placed in a
co-taught inclusive class.
Mahoney sees inclusion
as "an investment for
everyone." She specifically mentions
how RSP teachers arc working with all
students in inclusive settings to provide
early help at the first sign ofa learning or
behavioral problem. And she welcomes
the news that the district's identification
rates for students with disabilities arc
declining, particularly in the categories
ofspeech and language impairment
and learning disabilities at some of the
elementary schools.
The teachers are finding their own
skills sharpened as well. ''As I've become
more familiar with the general education
curriculum for math;' says Stephanie
Brown, an RSP teacher who works in
inclusive settings, "I see how students
are being taught. Then I can understand
better why our kids are struggling
and can target the gaps. That's where
it's benefiting the whole." Brown also
uses what she's learned in the inclusive
classroom to help students who come
to her for more intense support. "It
gives me a chance to go over what was
covered in the general education class,
and I break down those concepts more
individuallY:'
Collaboration
Mahoney views her position "as a
kind of microcosm of the whole. If I
feel isolated, I know that my [special
education] teachers feel isolated:' Clearly
they are not. Special education staff
are part of "all decisions being made
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about staffing and resources:' That kind
ofadministrative inclusion doesn't
exist everywhere. "So I was kind of
shocked that I was already at the table"
her first day on the job at Arcadia. "I
was expected to be there. So I didn't
have to pipe up with, 'We need to do
this SIP. It's important:" Her general
education colleagues-the cabinet
members, directors ofeducational and
fiscal services, and the chief technology
officer-saw the SIP as "just as valuable
as the math curriculum or the new
standards. The SIP was one of our ten
initiatives, and it was listed right along
with everything else:'
Benefits
"Dr. Villa talks about the Circle of
Community;' says Mahoney, "and how
within that circle there's belonging
and generosity. Often our kids with
disabilities often don't know how to be
generous with others" because they are
so accustomed to being "receivers of
help. So going into a general education
setting where they can help answer a
question for a peer is a huge self-esteem
boost for them:'
With improved self-esteem has come
improved behavior. "Our suspension
rate overall and the behavior of students
with disabilities has improved vastly
since we've started our co-teaching
classes;' says Mahoney.
Teachers have suggested to her that
students may have thought it was OK
for them to act inappropriately in their
small segregated settings "with kids
they've been with since third grade. But
when you're out in a general education
setting, you might land in any one of
seven sections. One of the exciting
pieces of feedback that we received when
we started doing a co-taught algebra
class is that our kids were outperforming
some of the other kids in that class.
Our kids had never before had that
experience of positive social pressure
of wanting to know things and be better
than someone else. And they realized
that they had to advocate for themselves,
not just sit back and not know; so they
studied hard, put in more effort, raised
their hands more, and asked questions:·
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Inclusion and the LCAP
Arcadia's inclusion efforts have
informed the district's LCAPs, but more
holistically, according to Mahoney.
While MTSS and UDL are highlighted in
the district's plans, "each of our district
initiatives is braided together with
inclusive practices. But it's not a line item
for a particular subgroup. "
The district's plans also place a school
counselor at every elementary site. "This
may not sound like it's directly linked to
students with disabilities and inclusion;'
she says, "but with three additional
full-time counselors being added to
address the social-emotional needs of
our students, we anticipate this will
lead to decreased inappropriate student
behaviors that then lead to suspension:'
Also, these counselors will address
issues of"social-emotional development
for all students, respond to crises,
and co-teach social skills and social
development. Historically we didn't have
the tools to support these students in a
general education classroom." That lack
ofsupport meant that students with
disabilities were often placed in more
restrictive settings. The expectation now
is that students "who might have anxiety
issues or behavioral issues" will have the
support they need to adjust to and thrive
in inclusive settings.
Arcad ia's investment in inclusion "has
gone far beyond what the SIP project
was able to provide us;' says Mahoney.
She talks about the SIP grant as "a great
starting point. It provided seed money
for those larger things that are taking
hold in the district:'
Current Implementation
Since the SIP, Arcadia's LRE numbers
have improved, although Mahoney still
sees LRE as one of the district's biggest
challenge. "We have room for growth.
Not everything always goes well, and
we haven't yet met our target:' But she's
not done yet. "We've focused a lot on
leadership, and then on the experts
who would be in the classroom making
things happen in a different way:· Her
next step is to "focus more on the general
education teachers:' She would like to
see "every single teacher going through a

UDL training:·
When asked about the current level of
implementation for inclusive practices,
Popovich says, "We always have work to
do. And I have seen a dramatic change:'
She pulls out a chart of the approaches
and practices she is coordinating just
at Camino Grove: inclusion and co
teaching, competency-based learning,
formative assessments, personalized
learning, response to intervention,
restorative practices, and more. The
long list is framed beneath the umbrella
ofUDL and in service to "the end of
average:'
Popovich says she doesn't think too
much about the SIP as a separate
initiative. "We're doing this because it's
the right thing to do for kids. We know
that when we plan for the margins,
we're planning best-for high, for low,
for struggling, for our behaviors:' By
working to expand the school's inclusive
practices, "We're actually doing a better
job of planning for all kids:· ~
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Circling Back
The school leaders at SIP sites
have learned that focused training
is essential for quality inclusion.
Not even the most talented teachers
can learn and apply on their
own the principles of inclusive
instructional strategies, co-teaching
practices, and UDL principles.
Teachers need direct and repeated
training, ongoing coaching, and
continual support.
Denise MacAllister at Orange
USD confirms the importance of
recurring training for all staff on
these important topics. As well, she
says, "it's really important to bring
in all your teachers;· highlighting
"that collaboration piece:· as it
informs "training, curriculum,
support from leadership, and
parental involvement:'
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Orange USD at a Glance
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43 schools in the LEA: 3 preschools;
28 elementary schools; 5 middle
schools; 4 high schools;
1 continuation school; 1 alternative
school; 1 community day school
County: Orange
Total Student Enrollment: 27,915
Students with disabilities: 12%
English language learners: 25%
Students who are socio
economically disadvantaged: 47%
Schools currently participating
in the SIP: All preschools and
elementary schools

The fifth-grade classroom at Handy
Elementary School is carefully
orchestrated. Teacher Natasha Chavez
has grouped students in clusters around
the room, working on English language
arts. Some students are at computer
screens, some are with Chavez at a white
board, others are reading on their own,
and still others are working with Shaina
Wright, the inclusion teacher for the class.
Students with disabilities and without are
intermixed.
All activity is tracked on computerized
charts, the instructors use a defined
set of rubrics to scaffold their lessons,
and different standards and goals are
assigned to each student. The energy and
engagement belies any impression that
even a single student is struggling. They all
seem to be simply engaged and learning.
The Principal, Michelle Owen and the
teaching staff at Handy represent just one
of the many inclusive elementary school
teams in the Orange Unified School
District. The entire district operates from
the belief that all students can learn and
that inclusive settings are commonly the
best place for that learning lo happen.
The Start
Denise MacAllister, the district's executive
director of special education, credits Anne
Truex, Orange's assistant superintendent,
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with setting the stage for a culture that
embraces inclusion. Under Truex's
guidance, the Educational Services
Division started to dissolve instructional
distinctions among special education,
general education, and English language
development, with the guiding principle
that "we're all in it together for all kids:·
"When we saw that we needed
improvement;' says Sara Beggs, referring
lo the district's low LRE scores, "we
knew we had the right leadership team
here, and we had the SIP funding for
support" referring to the Supporting
Inclusive Practices project. Beggs is
the district's coordinator for inclusive
learning.
Orange was in the first cohort of SIP
grantees. While pockets of inclusion
had existed in the district for a number
ofyears, the SIP precipitated a carefully
planned approach to "growing"
inclusion.
The first thing the SIP leadership
did was address issues of mindset,
specifically the staff's beliefs about
inclusion, about the potential ofstudents
with disabilities, and about the rights
these students had to be educated in
general education classrooms.
"Our whole district has shifted into this
partnership;' says MacAllister. "We're
all talking and collaborating-and our
main conversation is about all students,
whether its academic, social-emotional,
or behavioral. We're saying all of our kids
are all of our kids. The silos are down:'
As part of this partnership, the
leadership at Orange supports its
teachers to succeed in inclusive
settings through focused and recurring
professional development. Every year
staff participate in trainings with
Marilyn Friend, an international co
teaching expert, and from Educational
Consultant Katie Novak on UDL.
The district also takes advantage of the
more local talents of CalState Fullerton
professor Emeritus Belinda Karge and

Wendy Murawski from the Department
ofSpecial Education at CalState
Northridge.'
A Foundation in Preschool
Bree Tippets, the prekindergarten
coordinator, was a key leader in the first
stage ofOrange's SIP rollout. She worked
with staff to ensure that they had the
skills and the mindset they needed to
be successful. She also spent a great deal
of time "visiting with parents, training
parents on inclusion, and informing
parents about the structure that will
be in place. If it affects their child, they
need to hear what's happening:'
Tippets wanted more than just to
make inclusion work in the preschool.
She wanted preschoolers "to be
prepared for the classroom of the
twenty-first century;· says MacAllister.
To accomplish this, Tippets utilized a
research-based preschool curriculum
for the entire district "to ensure that
we were all teaching the same material
linked to the standards. It also allowed
the teachers to truly collaborate and
plan together;· since co-teaching had
become a central element ofOrange's
inclusive model. Within this curriculum,
she incorporated introductions to the
behaviors and strategies that she knew
the children would need in order to
succeed in the later grades-"such
things as Thinking Maps. response
frames, and GLAD strategies:' For
students with disabilities in particular,
"we really worked on helping them find
independence:· says Tippets. "We try to
have them very well prepared" for the
elementary grades.
Tippett's efforts to backwards map
have paid off. "It's why our kindergarten
teachers aren't nervous about students
with disabilities coming in[to their

THE EDGE: SUPPORTING INCLUSIVE PRACTICES

1. Learn more about Marilyn Friend at l1ttp:I/

www.marily11frie11d.com/about_11s.hhn;
Katie Novak at l1ttp://kalie11ovak11dl.com;
Belinda Karge at l1ttp://tl1ediscovery so11rce.
com/e11gage-co-teac/1/; and Wendy Mu
rawski at https://2teacl1/lc.com
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classrooms in the fall),
because they say, 'If
they're coming from
the PreK, I know that
they are prepared to
be effective members
of the general
education classroom."'
Unions
"During those first
years, inclusion was
an unknown:· says
Tippets. "All of the
teachers wanted to
know, 'Who are these
kids I'm getting?
What's coming up?"'
To set the stage and address concerns,
the leadership team met with the
teachers union early in the SIP process.
"We presented what we were thinking,
how inclusion would look, and what our
supports would be;• says MacAllister.
She's candid in describing the first
meeting as "rough. People were very
fearful of the program because this was
going to change how they were going to
teach in their classroom:'
At a recent union meeting, the tone
was "very different;' says Beggs. "It was
clear that now our teachers know that
inclusion is what's right for kids, and
they want to be inclusive. Now it's more,
'How am I going to best support all of
my students? Do we need to do more
co-teaching? Do we need to incorporate
a learning center?' It's more a systems
conversation."
FleKibility
The district's overall plan was to first
prepare staff at the preschool level, and
then systematically introduce inclusive
classrooms into one new grade each year.
Next year, inclusion will extend into
third grade in all elementary schools
throughout Orange. "Sara and our team
go to every elementary school in MaY,'
says MacAllister, "to give principals and
teachers the information and support
they need:'
Cambridge Elementary School's version
of inclusion is one example. The school
incorporates a learning lab into its
model, where "students with disabilities
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and those without get whatever support
they need;' says Principal Diane Lew.
''And our classrooms are where we
offer our interventions. We have math
intervention and reading intervention in
grades l through 6 for everyone:·
"That's the beauty of what Cambridge
has done:· says MacAllister. "No child
is missing out on that direct first
instruction from their general education
teacher."
lmprovePlent Science
In the first year of the SIP, the district
conducted a root cause analysis to fully
understand its LRE rates. As part of
this study, MacAllister and her team
members worked with consultants at
CDE to learn how to read their data and
make use of it. Developing this expertise
has paid off. In the 2017- 2018 school
year, Orange for the first time met its
LRE goals.
"Our LRE numbers had been low
in part because we were calculating
data incorrectly;' says MacAllister,
although the district's improvements
are about much more than just proper
data reporting. As staff began studying
the LRE patterns, tendencies emerged.
"Things were being done just the way
they(! always been done:' says Beggs,
implying that some habits had taken
over. Since their close analysis of the LRE
trends, "we now look at each student"
and consider ways to provide as much
instruction as possible in inclusive
settings. Their newfound skills in data

analysis changed their
practice.
"This has not been
an easy process:· says
MacAllister. "But there
are so many glows. I love
the stories about how
inclusive schooling has
been helping general
education students, too:·
especially those with
problem behaviors that
are not serious enough
to quality for special
education.
"We have the inclusive
mindset:• says Beggs.
"Inclusion is here. It's not going away,
and SIP is an important part of that:'
There is a new wrinkle to that focus.
Orange has been awarded a Scale
Up MTSS Statewide' (SUMS) grant.
"MTSS will help us shift our mindset
from inclusion as a special education
function:' to inclusion as a feature of
general education, where "all means
all. Now how do we perfectly braid and
blend these things together? That's what
I'm excited about!"
"When I helped write the draft for our
(SUMS) grant;' says MacAllister, "we
decided to tie that social-emotional
piece and behavior with the SIP and
the students being integrated in the
classroom." This coordination of
resources and supports in a system is
what essentially defines MTTS. "The
trainings that we're doing already will
continue:· she says, because of the SUMS.
"It's become clear that we're already doing
a lot of these things;' agrees Lew. "MTSS
is just a way to bring it all together-and
maybe get rid of some things that we
don't really need-so that we have that
one goal that we're working on, which is
supporting every single kid."
"I have been so pleased with the team:·
says MacAllister, "and I'm so excited that
we're now tying the SIP to MTSS. When
that came out, we had to sign up. It's like
a bow on everything:' -.i
2. For more about SUMS, go to l1Nps://www.
mydigitalclinlkboard.org/
portal/default/ Group/ Viewer/
Group View?action=2&gid=630 I
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Being Flexible
When Amy Dunlap, principal
of Evergreen Elementary School, first
introduced the ideas of inclusion and co
teaching to her staff, she told them, 'Here
are ten different ways to do it. Talk in your
grade levels about how each of these [ways]
might work.'" When asked why she gave her
teachers so much latitude, she explains, "The
teachers have to have buy-in. They have
to own it:' With each group ofgrade-level
teachers applying a different approach to
inclusion, she believes that in time the best
model will prove itself.
Danae Popovich, principal at Camino
Grove Elementary, is using a student
centered approach to inclusion. "We have
to operate with the resources we have;·
she says. "The school plans to adjust and
adapt, depending on the needs of the

students." As a result, inclusive efforts will
be "manifested differently at each site;· says
Katherine Mahoney, the district's director
of special education.
At Orange USD, inclusion and co
teaching began ln preschool and is being
expanded into a new grade each year, next
year extending from preschool to third. A
team of inclusion specialists visits "every
elementary school in May;' says Denise
MacAllister, the district's executive director
of special education, "to give principals and
teachers the information and support they
need ~ But what those meetings look like "is
different for each school site:' McAllister
believes that the flexibility given to each site
to "do what they're ready for" is what has
secured "stakeholder buy-in."

Collaborating
Finding time for teachers to collaborate
is a challenge in nearly every school
and district that introduces inclusion
through a co-teaching model. "We
recognized;' says Elizabeth Eminhizer
in Covina-Valley USD, "that in order
for teachers to be effective in this work,
they need to have dedicated, committed
time to plan together, to collaborate,
and to look at the achievement data
together for all students, particularly for
our unduplicated students. We believe
that these more vulnerable children will
fall behind without focused instruction.
So we've negotiated with the union
to embed PLC time for our teachers,
and PD time every Tuesday. Then we
increased instructional minutes for
students. 1his is all part ofour LCAP.''
In Fresno, where co-teaching began in
secondary schools, "co-teachers have the
same prep period for collaboration;' says
Program Manager Julie Wheelock, "and

PAGE 19

they meet weekly in Accountable
Communities with all teachers in
their content area:'
Amy Dunlap in Yreka and Danae
Popovich in Arcadia addressed the
challenge offinding time for teachers
to collaborate by restructuring their
staff meetings. uThey used to be
about telling what's going on, or
planning events;· says Dunlap. Now
her teachers use staff meeting time to
create their SMART goals and plan
together. Popovich took a similar
tack. "I usually speak for 5-10
minutes," she says, "and then the rest
is professional learning time" for
teachers to deepen their knowledge
about such practices as Thinking
Maps, UDL, Restorative Practices,
and Leader in Me. Finding enough
time for teachers to plan their
collaborative teaching classrooms,
however, remains a challenge. "I

THE EDGE: SUPPORTING INCLUSIVE PRACTICES

don't think we've fully addressed
it;' says Popovich. "It's definitely a
work in progress'.'
Orange USD leadership has
also altered class and meeting
schedules so that teachers "have
this protected time to meet as
grade-level teams and professional
learning communities;' which
include special educators;' says
Denise MacAJlister. "We also
train on how to plan online for
co-teaching;' says Anne Truex,
"so you don't have to always meet
face-to-face every time you need to
co-plan'.'
"When it's been really difficult,
we have provided subs, or my team
will come out and cover for some
of the classrooms so that they have
even a half hour when they need
it;' adds Orange's Sara Beggs.

SPRING 2018

57

I ..

A Model for Inclusion: CHIME Charter Elementary School
The CHIME Charter Elementary School
has served as model for the Supporting
Inclusive Practices (SIP) project since
2013, when the project started. And for
good reason. At CHIME, every student
receives instruction and services in
general education settings. The school has
never used pull-out programs for speech
and language services, resource specialist
programs (RSP), or segregated classrooms
for special day classes (SDC). "We have
the privilege here to be incredibly clear
and coherent about who we are;' says
CHIME Director Erin Studer. "We are a
demonstration site for full inclusion. That
is why we were started, and that is why we
continue to exist."
The leadership at CHIME executes this
charter by studying "what the research
says about creative, inclusive educational
environments, and trying to put it into
practice to serve all kids;' says Studer.
As a result, CHIME is that rare place
that operates out of a singular, coherent
inclusive vision, with "all of the parts
working all at once:'
Involvement with SIP
While this founding principle of
inclusion makes CHIME an obvious
choice as an exemplar site for the SIP,
it isn't the only reason. "The other
piece;' says Studer, "is that our student
population allows us to demonstrate
the full range ofstudents who might
come to a school and be included.
About 20 percent of our kids have
special needs-that's much higher than
average. And right around 40 percent of
those are students with low-incidence
disabilities:' Low-incidence refers to the
more rarely occurring disabilities-such
as severe vision, hearing, or orthopedic
disabilities-that typically require more
intense supports. This percentage "is
also much higher [at CHIME] than you
would find in your typical public school.
So ifwe can be fully inclusive here, with
our numbers and our student ratios, it's
possible in any other district or school
setting:'
Since its inception, CHIME has
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provided training on inclusion to teams of
educators from across the country. "And
we have been fortunate to have several
school districts in the SIP project be part
of the three-day training that we put on
each fall;' says Studer. These trainings
address the "why" of inclusion as well as
the "how": sustainability, teacher contracts
and assignments, student and classroom
scheduling, co-teaching strategies,
professional learning communities, and
professional development.

Administrators need to
understand that when they
say "yes' to something,
they're going to have to
decide what they're going
to say "no" to.
Importance of Administrative
Leaders
"When we provide those trainings, I
always say to the administrators, Tm
going to be hardest on you. You're the
ones who have to hold out the vision
for this, who have to make the guiding
decisions that will bring the school or the
district closer to your inclusive vision:
Ultimately;' explains Studer, "there are two
reasons for this. First, leadership makes
decisions about things that no one else
gets to decide. Teachers don't get to decide
budget. In many places, teachers don't
get to decide student schedules or room
assignments. These are all the brass tacks
kinds of things that administrators decide
and that are core to the operation of a
school. And second, if these things aren't
decided based on the core principles of
inclusion-universal design, co-teaching,
positive behavioral supports, no pull-out,
and no segregated SDC-then there's
nothing the teachers can do about that.
They can believe in inclusion completely
and work their hearts out, but if we

don't make structural changes at that
administrative level, it's really hard to
make any progress toward inclusion:'
Studer is mindful of the limited
resources that LEAs have to work
with. This is another reason "why I'm
toughest on administrators. They need
to understand that when they say 'yes'
to something- 'we're going to adopt co
teaching, and we're going to be a more
inclusive school and create more inclusive
opportunities for kids'-they're going to
have to decide what they're going to say
'no' to. Too often we approach change in
schools as 'yes and yes: The reality is that
human energy and time are limited. We
can't always ask teachers to do more and
more and more:·
It's Personal
Studer also knows that education is
a challenging profession. "Running a
school is incredibly hard work. For those
implementing [inclusion] as a change, it
can feel like extra work:' To successfully
implement and sustain quality inclusive
practices, Studer says, "there has to be a
mindset shift, moving from thinking that
'these are extra activities that I'm doing
because we're trying to be inclusive' to
'this is not extra work. This is the kind
ofwork I do. I plan universally designed
lessons; I partner with special education
co-teachers; I use positive behavior
approaches in my classroom to support
the needs ofall learners. Paraprofessionals
are part of my room, and I use them in
effective ways to support all learners in
my class: Those are the mindset shifts that
have to happen in order for stakeholders
to buy into this process and commit to all
the different parts:'
Changing People's Minds
When asked about the challenge of
changing mindset, Studer believes
that any resistance to inclusion "is not
about a belief in kids. I find that people
who want to be teachers believe in kids
and the power ofeducation." Instead,
any disagreement about "to include
or not to include" typically centers on
how to achieve educational goals. "So
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when someone says, 'J don't
understand how a school could
work without SDC classes: or ']
don't understand how kids can get
reading intervention if there isn't
an RSP room; I give them concrete
evidence of how that works:· Studer
believes in "the power of showing
them things that they didn't think
were possible. If I give enough of
this contrary evidence, you have
to shift your mindset, and then
you begin to start wondering 'how
might that work in my school?"'
He does not pretend that change
is easy, and goes so far as to say, ''All
change is personal:' The challenge
for educators, he believes, has to
do with how our current teachers
were trained and how that training
creates conflict with what is known
about best practices for inclusion.
"I'm asking you to fundamentally
envision something else:'
Inclusive Models
That vision, of course, is full inclusion,
and Studer remains committed to
it because of its proven efficacy
educational and social growth for all
students-as well as its social justice
components. He is a known advocate for
the "burn your ships" model, where all
separate settings and pull-out practices
are simply eliminated, so that everyone
knows "we're not going back. One year a
sch ool is not inclusive and the next year it
is:· He has, however, a depth of experience
that keeps him from being an ideologue
about "the best waY:' He acknowledges
that "a slow-growth model is possible. l
have seen schools go both ways. You want
to be sure, though, that there's clarity,
that everyone understands that there is a
vision for what this looks like when you're
done, and that everyone knows when you
get there. You want to set a definitive end
point and then reasonable benchmarks
that you measure yourselves by as you go
through this process:·
He also cautions about just "getting
pockets of agreement-a few teachers
here who want to do it, and a few more
over there- and you plan to highlight
their successes and see who else wants
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to join. J'm not saying that won't work,
but there is a danger in this approach of
not progressing fast enough. We become
victims of attrition and start to lose the
people who were part of the initiative in
the first place. There has to be some sense
of urgency to any change process. And if
there isn't urgency for change, I think it's
human nature to say, 'Well, we'll do that
next year:
"For me part of the urgency always has
been that, if we take five years to do this,
there are five years worth of kids who
didn't benefit. Whatever grade a kid is in,
that's his only year in that grade:·
Coordinating Initiatives
The statewide efforts to develop a
uniquely California version of MTSS
and to align all systems so that they
benefit all students within each LEA
echo what CHIME has tried to do
from its very beginning. At CHIME,
all school decisions and activities are
made and designed around five core
principles: universal design for learning
(UDL), co-teaching, positive behavioral
interventions and supports (PBIS),
effective use of paraprofessionals, and a
constructivist approach to teaching and
learning. These principles could be held
up as an "MTSS top five;' and they guide

decisions at CHIME at every
level, from the administration
office to each classroom. Studer
provides recurring professional
development in each.
"I almost feel like these
orienting philosophies are how
we align our MTSS. I don't know
if UDL is a system of support or
if it is how we orient ourselves to
instruction so that those other
things, like a tier-three reading
intervention, are embedded
in that UDL framework. But
this is how the parts of your
MTSS system all end up being
in alignment: your entire
program is oriented around core
philosophies."
Studer is unequivocal in his
insistence on the importance
, .,} of having core principles.
Without clarity in what they are
and their application, "districts struggle
with conceptualizing this alignment
within MTSS. They end up tinkering at
the activity level or the department or
person level" and fail to make systemic,
sustainable, coherent improvement.
Creating Capacity
For schools and districts that are
"focused on creating more inclusive
opportunities for kids;' Studer stresses
the importance ofbuilding capacity. "It
takes time for teachers to work together,
collaborate, and develop materials. And if
I think I'm going to do this and still run
the same old professional development
schedule that J've been running for
the past five years, then I'm crazy. It's
ultimately a question of how you're going
to schedule staff and how you're going to
ask them to work. This falls a lot in the
special education department. No one
questions whether we should have general
education classrooms. The question is,
'Are we going to have special education
classrooms?' And if so, 'How many and
for how long?' 1 know that not every
district in California is going to make
that same decision that we made: zero for
zero amount of time. But we need them to
trend a little closer to zero:'
These efforts and decisions, Studer
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believes,
segregated RSP or
directly involve
SDC settings. "So
We need to build the capacity there's probably
scheduling "not
students but
some arguments to
in people so that they're
be made for how
staff. Wherever
prepared to work in inclusive we stage and time
you put the
adults, that's
that;' he says, "and
classrooms rather than
where the kids
train our teachers to
in segregated settings.
have to be.
do it. But again, if
So if you take
you say that in five
teachers and
years we're going
don't give them four periods ofRSP in a to be a school district that meets the
day and instead give them four periods
federal definition of inclusion, where
ofco-teaching, by definition kids will
100 percent ofour kids are included 80
now be included. In some way, it is that
percent of the time or more, you can
easy'.'
map backwards from there and have a
Studer knows all about the "bumps
clear beginning and an end, with goals
and hurdles" along the way, and the
to measure yourself by. And maybe
need to "build the capacity in people"
you don't meet that final objective by
the end of five years. But you've put
so that they're prepared to work in
inclusive classrooms rather than in
yourself on the path." ~
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Sustainability
The SIP districts are under no
illusion that the money they
received from the grant will last
forever. Consequently, building
the capacity to sustain and
expand inclusive practices is a
goal for each site, according to
SIP Director Kristin Brooks.
Some districts have addressed
issues ofsustainability by first
training their d istrict leaders.
"They're the decision makers, the
resource givers;' says Katherine
Mahoney of Arcadia USD. "And
[inclusion] has to be sustainable
beyond the $30,000" of the grant.
Other districts have spent years
developing a culture ofexpertise.
"Our focus has always been to
develop internal capacity:' says
Elizabeth Eminhizer of Covina
Valley USD, by nurturing talent
within the district. With the SIP,
this means providing professional
development on co-teaching,
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UDL, and research-proven
practices that support inclusion.
Covina Valley's Ryan Parry talks
about the many advantages
of having in-house expertise.
"When you bring people in to
deliver a training, they fly in;
they fly out. Some of it's great,
but they're not here tomorrow."
With internal training capacity,
"if a teacher comes back the
next day needing clarification,
they know they can pick up a
phone and get an answer, or
even get someone to show up at
their door:' The other advantage
Parry sees is that a district's own
trainers are conversant with the
local initiatives and principles,
and understand how they all
fit together. "Now we have 20
different trainings that take place,
and they're aJJ aiming for the
same v1s1on, toward the same
goal:'
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