
Good evening, Superintendent Stratton and School Board members. I am here this evening to again address Central High 
School's Self-contained Department's need for an additional allocation. 

The first page of your packet shows the growth of our department, and loss of an allocation, since the 2016-17 
school year. 

-in 16-17, we had 6 teachers and 48 students. 

-in 17-18, we lost an allocation, and rightfully so, leaving us with 5 teachers and 45 students. 

-in 18-19, we had 5 teachers, and gained 3 students leaving us at 48 students. 

-in 19-20, we had 5 teachers, and gained 5 more students for a total of 53 students. 

-in 20-21, we had 5 teachers, and gained 12 students, and while it was felt with the workload, it was not felt in the 

classrooms due to 22 students being digital, leaving 43 face to face between the 5 teachers. 

-in 21-22, we had 5 teachers, lost two students, but all 63 students came back to us, face to face, creating large classes, 

which contributed to increased behaviors and injuries to staff, as well as students. 

-for the 22-23 school year, we are already slated to have an additional 5 students with the same 5 teachers. This is 20 
students more than we had with 6 teachers, when an allocation was taken. 

When you have special needs students, many with their own unique needs, behaviors, and mannerisms, too many 

students in one room creates a domino effect. One behavior brings out a behavior in another, some students being 

triggered just by a classmate's specific mannerisms. This impacts everyone's safety, well-being, and ability to learn. With 

classes this large, we are not able to provide the support, interventions, strategies, modifications, or level of service that 

our students' need to manage their behavior and allow all to learn. Instead of preventing behaviors, we are exasperating 

them. I encourage you to read the attached letter from the US Department of Education' s Office for Civil Rights, dated 

July 19,2022, as well as the Technical Assistance Guide of the same date entitled "Positive, Proactive Approaches to 

Supporting Children with Disabilities: A Guide for Stakeholders" from the US Department of Education's Office of Special 

Education and Rehabilitative Services. I found the information to be a reinforcement of what I already knew, along with 

some new bits of knowledge. Also attached are two different sources, describing the typical make up of a self-contained 
classroom. 

To illustrate some of the challenges our students present, here is a snapshot of a new student, potentially coming into a 

class ~~o~ he0 aras, tw visually impaired students, and three other students with behavior 
interv~ntion plans: (_____ 
GOALS: 

-In all settings, student will identify the cause of his frustration before putting his hands or body on an adult with 15 or 

less prompts measured by teacher evaluation and documentation every quarter. 

-with supervision, student will transition throughout the school (without dropping to the floor, hugging a pole or stair 

rail, refusing to walk or eloping) in 4 out of 5 opportunities (mind you, there will be six transitions a day, usually with 

only two adults, and the rest of the class). 

* * refuses to use bathroom/ wears pull ups, but will not allow changing if he has an accident. 

This student is coming from a classroom of 6 students with one teacher and two paras. Prior to that, he was in 

Hillsborough in a classroom of 5 students with 4 adults. 

The level of stress this puts on teachers is what leads to emotional and physical exhaustion, which then leads to teachers 

leaving teaching. Thank you for your time and consideration. 

**One self-contained High school teacher already gave up her self-contained class in favor of an Inclusion position due 

to the level ofresponsibilities and expectations (9 students and 21 preps). ~~'fJ 



Central High School1 s ESE Self-Contained Student Population 2016 to Present 

YEARS Student# Class 1 Student # Class 2 Student # Class 3 Student # Class 4 Student # Class 5 Student# Class 6 Total Students Difference +/- overall 

2016-17 Greenwood-8 Sommer-5 Wilson-8 Worden-13 Drake-6 Curry-8 48 -
2017-18 Greenwood-10 TBA-(Curry)-10 Wilson-8 Worden-12 TBA#2-5 --- 45 -3 -3 

2018-19 Greenwood-10 L/T Sub-12 Wilson-9 Ward-13 Worden-4 ------- 48 3 -
2019-20 Greenwood-10 Sivon-14 Wilson-9 Ward-15 Worden-5 -- 53 5 5 

2020-21 Greenwood-( 16)8 Gebhardt-(1S) 11 Wilson-(13) 7 Ward-(15} 13 Worden-(6) 4 Digital Year **(65) 43 in person 12 17 

2021-22 Greenwood-18 Gebhardt-15 Wilson-9 Ward-16 Worden-5 -- - 63 -2 15 

2022-23 Greenwood-19 (15) Gebhardt-15 (11} Wilson-11 (10} Ward-17 Worden-6 (5) Add'I Allocation-lo 68 5 20 

**School year 2020-21 saw a huge jump in population. While it was felt workwise, it was not felt in the classroom with so many students attending digitally. That also explains why, 

with a two student drop (which were students who did not attend anyway), we felt the overpopulation this past school year, resulting in overcrowding and triggered behaviors (leading 

to staff and student injuries). It also affects our ability to address each students' multiple goals, let alone foster progress and mastery over time. Adding an additional 5 students 

without providing an additional teacher allocation is unacceptable given the level of goals, needs, and behaviors of our students. 



SUPPORTING STUDENTS WITH DISABILITIES AND AVOIDING THE DISCRIMINATORY USE OF STUDENT DISCIPLINE UNDER 

SECTION 504 OF THE REHABILITATION ACT OF 1973 

UNITED STATES DEPARTMENT OF EDUCATION 
. OFFICE FOR CIVIL RIGHTS 

THE ASSIST ANT SECRETARY 
July 19, 2022 

Dear Colleague: 

I write to share information for schools, school districts, State officials, parents and guardians, 
and students about how Section 504 of the Rehabilitation Act of 1973 (Section 504), a Federal 
civil rights law that prohibits discrimination based on disability, applies to the use of student 
discipline.1 

This guidance2 describes schools' responsibilities under Section 504 to ensure nondiscrimination 
against students based on disability when imposing student discipline. 3 Specifically, the guidance 
explains how compliance with Section 504's requirement to provide a free appropriate public 
education (FAPE) to students with disabilities can assist schools in effectively supporting and 
responding to behavior that is based on a student's disability and that could lead to student 
discipline. By using Section 504's procedures to identify and meet the behavioral, social, 
emotional, and academic needs of students with disabilities as required for FAPE, schools can 
help prevent or reduce behaviors that might otherwise result in discipline. As the guidance 
explains, when schools do choose to administer discipline for students with disabilities, they must 
do so in a nondiscriminatory manner. 

Schools need not choose between keeping their school community-including students and 
school staff-safe or complying with the law. Schools are required not to discriminate against 
students with disabilities on the basis of disability, a responsibility that extends to the conduct of 
everyone with whom the school has a contractual or other arrangement, such as school district 

1 29 U.S.C. § 794; 34 C.F.R. pt. 104. The Office for Civil Rights (OCR) enforces Section 504 for all programs and 
activities that receive Federal financial assistance from the U.S. Department of Education (Department), including 
those of public elementary and secondary schools, local educational agencies, Sta_te educational agencies, 
preschools, and private schools that receive such assistance. 
2 The Department has determined that this Dear Colleague Letter is significant guidance under the Office of 
Management and Budget's Final Bulletin for Agency Good Guidance Practices, 72 Fed. Reg. 3432 (Jan. 25, 
2007), https://www. fed era I register.gov/docu me nts/2007/01/25/E 7-1066/fi nal-bu lletin-for-agency-good-gu ida nce­
practices. If you are interested in commenting on this guidance, please email us your comment at OCR@ed.gov or 
write to us at the following address: Office for Civil Rights, U.S. Department of Education, 400 Maryland Avenue, 
S.W., Washington, D.C. 20202. For further information about the Department's guidance processes, please visit 
https://www2.ed.gov/policy/gen/guid/significant-guidance.html. 
3 This guidance is issued to provide recipients with information to assist them in meeting their obligations, and to 
provide members of the public with information about their rights, under the civil rights laws and implementing 
regulations that the Department enforces. The Department's legal authority is based on those laws. Except for the 
underlying statutory or regulatory requirements referenced in this Dear Colleague Letter, this significant guidance 
is nonbinding and does not create or impose new legal requirements. Instead, it provides information and 
examples to inform recipients about how the Department evaluates whether covered entities are complying with 
their legal obligations. 

https://www2.ed.gov/policy/gen/guid/significant-guidance.html
mailto:OCR@ed.gov
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SECTION 504 OF THE REHABILITATION ACT OF 1973 

police officers or school resource officers. Nothing in Section 504, however, prohibits a school 
from responding to emergency circumstances or from taking appropriate, nondiscriminatory 
steps to maintain safety while supporting students learning how to be accountable for the impact 
of their actions on others. As the guidance explains, when a student's behavior is based on 
disability, including when the behavior significantly impairs other students' education or 
threatens the safety of the student or others, the student's Section 504 team is responsible for 
considering the impacts of the behavior on others when determining the appropriate placement 
for the student. This consideration could result in a change to the educational setting for the 
student with a disability or in a change to the student's services or supports to more effectively 
address the behavior and ensure safety. Furthermore, Section 504 FAPE requirements do not 
interfere with a school's ability to address extraordinary situations in which a student's behavior, 
including disability-based behavior, is an immediate threat to their own or others' safety, such as 
by contacting crisis intervention specialists or law enforcement. Complying with Section 504's 
general nondiscrimination and FAPE requirements helps to ensure an educational environment 
that is nondiscriminatory, supportive, positive, inclusive, productive, and safe for all. 

OCR appreciates schools' many efforts to support and respond to students' behavioral needs in 
order to prevent the use of student discipline, and, when discipline is used, to implement 
disciplinary policies, practices, and procedures fairly and consistent with all Federal civil rights 
laws.4 Nonetheless, OCR's continued enforcement experience reflects that many students with 
disabilities face discipline because they are not receiving the support, services, interventions, 
strategies, and modifications to school or district policies that they need to manage their 
disability-based behavior. Additionally, many students with disabilities are subjected to 
discrimination based on their disability when being disciplined,- such as when students with 
disabilities are unnecessarily disciplined more severely than students without disabilities for the 
same or similar behavior. 

OCR is committed to ensuring equal access to education for all students and to promoting 
educational excellence at the nation's schools through the vigorous enforcement of students' 
civil rights. An important part of our mission is to ensure that students are not denied equal 
educational opportunity or subjected to discrimination based on their disabilities, including 
through the improper use of discipline. 

Sincerely, 

/s/ 

Catherine E. Lhamon 
Assistant Secretary for Civil Rights 

4 In addition to Section 504, OCR enforces other Federal laws that prohibit discrimination based on disability, race, 
color, national origin, sex, and age. For OCR guidance on topics under these laws, please visit 
http://www.ed.gov/ocr. 
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Notice of Language Assistance 

Notice of Language Assistance: Ifyou have difficulty understanding English, you may, free of charge, 
request language assistance services for this Department information by calUng 1-800-USA-LEARN 
( 1-800-872-5327) (TTY: l-800-877-8339), or email us at: Ed.Languagc.Assistancc@c<l.gov. 

Aviso a personas con dominio limitado del idioma ingles: Si usted tiene alguna dificultad en entender 
el idioma ingles, puede, sin costo alguno, solicitar asistencia lingliistica con respecto a esta informaci6n 
llamando al 1-800-USA-LEARN (1-800-872-5327) (TIY: l-800-877-8339), o envie un mensaje de 
correo electr6nico a: Ed.Language.Assistance@ed.gov. 

~~ffifm;t.J~IWA±~iffi.ffl: ~o!l!1~::f115U1f, ~~ii.If.I~~~~~ · 1filoJ1))~5.l<fi~ijt□J:k~~ 

m~HimM~&. •Mm~•••wRmom@Hi~M~M~~~-mmo~m2W~-~ 
□~ ~UJ~n!H~Hf.J~~-8R. ~~ffi 1-800-USA-LEARN (J-800-872-5327) 

(~~!Pt:.A.±$*-~ : l-800-877-8339), ~itiiB: Ed.Lcmguage.Assistancc@cd.gov. 

Thong bao danlt cho nhiing ngrroi co lcha niing Anh ngfr h~n ch~: N€u quy vi g~p kh6 khan trong vi~c 
hi€u Anh ngu thi quy vi c6 th~ yeu du cac djch V\I h6 h"Q' ngon ngfr cho cac tin tfrc cua B9 danh cho cong 
chung. Cac dich vv h6 tTQ' ngon ngu nay d€u mi~n phi. N€u quy vi mu6n bi€t them chi ti€t v€ cltc djch v1,1 
phien djch hay thong djch, xin vui long g9i s6 1-800-USA-LEARN (1-800-872-5327) 
(TTY: l -800-877-8339), ho~c email: Ed.Languagc.Assistancc@cd.gov. 

~ Of a1~At~ ~lfil ~.:il: ~Di~ 0lollot:: Cil OJ 2~-§-01~ 0 ~ ~~• .:ii!-&¥ ~.s=.!. ~ E~ 011 <gJ ~~ 

cH ~ '2.1 Di Al%! Ai 1:11.,.._ ~ _g_ ~ ot~ *~~LI q, 012f~!- '2.1 Di ::x::1%! Ai 1:11.,.._:: 1f..s'i.£Ailt5-~ LI q_ 

~Q.j OI q 'e:! Q.j Ai l:l j AOJI Cllofl ArA-11 ~ ~.s=.!.7r ~.9_ot~ ~~. ~2t'e:!.2. 1-800-USA-LEARN 

(1-800-872-5327) EE:: ~ ~ ~OIi ~ % ~£tie:!£ 1-800-877-8339 EE:: 01 DII <g,!-?-.1:: 

Ed.Language.Assistance@cd.gov O £ Cc! stolAI 71 l:lrig LI q, 

Paunawa sa mga Taong Limitado ang Kaalaman sa English: Kung nahihirapan kayong makaintindi ng 
English, maaari kayoog humingi ng tulong ukol dito sa inpormasyon ng Kagawaran mula sa nagbibigay 
ng serbisyo na pagtulong kaugnay ng wika. Ang serbisyo na pagtulong kaugnay ng wika ay libre. Kung 
kailangan ninyo ng dagdag na impormasyon tungkolsa mga serbisyo kaugnay ng pagpapaliwanag o 
pagsasalin, mangyari lamang tumawag sa 1-800-USA-LEARN (1-800-872-5327) 
(TTY: l-800-877-8339), o mag-email sa: EJ .Languagc.Assistance@cd.gov. 

YneJ].Ol\fJICUHe )].Jiff JIiii( C orpauu~1e11m.1M 3H3UHCM aHrJIHHCKOro H3bma: EcJIH Bbl HCflf,}TbIDaeTe 
TPYAH0CTH B noHHMaHHH 8HrJU1HCI<Oro .ll3bll(a, Bbl MO)l(eTe nonp0CHTb, 4.T06hl BaMnpeJJ.0CT8Bl1JUI nepeBOA 
HHC!lOpMaUHH, J(0TOpyro MI1HHCTepcTBO O6pa.3onamrn AOBOAHT /J.O Bceo6mero CBe.nemrn. 3TOT nepeB0A 
npe.nocrnnnneTc.11 6ecnnan10. Ecm1 Bbl xon1Te nony<IHTb 6onee noJJ.po6Hy10 1rncpopMau.mo 06 ycnyrax 
ycTHoro H nHCbMeH1:1oro nepeB0JJ.a, 3BOHHTe no Tenec!Jotty 1-800-USA-LEARN ( 1-800-872-5327) 
(cny>1<6a )J)UI cna6ocm,m1m.1.(11x: l-800-877-8339), Hffi1 ornpaBbTe coo6llJ.,eHHe no a.npecy: 
Ed.Languagc.Assistance@ed.gov. 

mailto:Ed.Languagc.Assistance@ed.gov
https://1rncpopMau.mo
https://npe.nocrnnnneTc.11
https://orpauu~1e11m.1M
mailto:EJ.Languagc.Assistance@cd.gov
mailto:Ed.Language.Assistance@cd.gov
mailto:Ed.Languagc.Assistancc@cd.gov
mailto:Ed.Lcmguage.Assistancc@cd.gov
mailto:Ed.Language.Assistance@ed.gov
https://Ed.Languagc.Assistancc@c<l.gov


POSITIVll, PROACTIVE APPROACHES TO SUPPORTING CHILDREN WITH DISABILITIES: A GUIDE FOR STAKEHOLDERS 

The Department has determined that this document provides significant guidance under the 
Office ofManagement and Budget's Final Bulletin for Agency Good Guidance Practices, 

72 Fed. Reg. 3432 (Jan. 25, 2007). See 
https :/ /wv,rw.federalregister. gov/ documents/2007 /0 l /25/E7-l 066/final-bulletin-for-agency-good­

guidance-practices. Except for any statutory. or regulatory requirements described in this 

guidance, this significant guidance is nonbinding and does not create or impose new legal 
requirements. For further information about the Department's guidance processes, please visit 

www2.ed.gov/policy/gen/guid/significant-guidance.html. 

Introduction 

Every child should have access to a high-quality education provided in a safe, supp011ive, and 

predictable I learning environment free from discrimination, filled with healthy, trusting 

relationships, and one that ensures their social, emotional, and academic growth and 
development. Children with disabilities have historically faced systemic baniers to accessing. 

their education and, in light of the COVID-19 pandemic, have faced greater challenges to their 

social, emotional, and academic development and success. 2 It is therefore cmcially important for 
schools and early childhood programs to suppmt the social, emotional, academic, and behavioral 
needs ofchildren with disabilities; consider the haimful effects that inappropriate and ineffective 
discipline can have on child development and outcomes; and invest in alternative strategies and 
supports to address learning and bebavior~l needs. The Department recognizes and appreciates 

school administrators, teachers, and educational staff across the Nation who work to provide a 
safe, positive, and nondiscriminatory education environment for all students, teachers, and other 

school staff. Schools need not choose between keeping their school community- including 

students and school staff- safe and complying with the law. 

The Indivjduals w ith Disabilities Education Act (IDE A) guarantees each eligible child with a 

disability a free appropriate public education (FAPE) that emphasizes special education and 

related services designed to meet the child's unique needs. Under IDEA, the vehicle for 
providing FAPE is through an appropriately developed individualized education program (IEP) 

based on the individual needs of the child. An IBP must include a child's present levels of 
academic achievement and functional performance, and the impact of a child's disability on their 

involvement and progress in the general education curriculum. IEP goals must be aligned with 

1 "Predictable," as used in positive behavioral interventions and supports, has the common definition of something 
that is obvious or has known expectations. Predictable learning environments may contribute to a sense of safety 
for children thereby limiting behavior that is not consistent with a school's code of student conduct. 

2 Orsander, M., Mendoza, P., Burgess, M., & Arlini, S.M. (2020). The hidden impact ofCOVID- 19 on children and 
fami lies with disabilities. London, Save the Children International. 

https://www2.ed.gov/policy/gen/guid/significant-guidance.html
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grade-level content standards for all children with disabilities. 3 The IBP must also include a 

statement of the special education and related service and supplementary aids and services to be 
provided to the child.4 When an IBP is appropriately developed and effectively implemented, 
children can experience social, emotional and academic success. IDEA also includes specific 
provisions to address situations in which the behavior ofa child with a disability impedes the 
child's learning or that ofothers. As part of the obligation to provide FAPE, in the case of a child 
whose behavior impedes the child's learning or that ofothers, the IBP Team must consider -
and include in the IBP - the use ofpositive behavioral interventions and supports, and other 

strategies, to address that behavior. 5 Even with these requirements, data6 suggests that many 
children with disabilities may not be receiving appropriate behavioral interventions and supports 
and instead are being removed from the classroom through disciplinary removals. This resource 

offers alternative strategies that early childhood programs, schools, and local educational 
agencies {LEAs) can use in place of aversive practices 7 or exclusionary discipline.8 

As State educational agencies (SEAs), LEAs, schools, early childhood programs, and educators 
(including administrators, teachers, specialized instructional support personnel, and others 

employed by schools and early childhood programs) work diligently to ensure children have the 

opportunity for safe, in person learning, disciplinary practices and policies should be examined 
and, when appropriate, changed where disparities9 in their use persist. In this technical assistance 
document (a companion to the Ouestions and Answers: Addressing the Needs of Children with 

Disabilities and IDEA ~- Discipline Provisions. which outlines the legal requirements related to 
behavior support and discipline for eligible students with disabilities under IDEA), the Office of 

3 States are pem1itted to define alternate academic achievement standards for children with the most significant 
cognitive disabilities, provided those standards are aligned with the State's academic content standards, promote 
access to the general curriculum, and reflect professional judgment ofthe highest achievement standards possible, 
in accordance with 34 C.F.R. § 200. l(d). 34 C.F.R. § 300. 160(c)(2)(i). 

4 34 C.F.R. §§ 300.17 and 300.320-300.324. 
5 34 C.F.R. §§ 300.324(a)(2)(i) and (b)(2); and 300.320(a)(4). 
6 See accompanying Dear Colleague Letter. 
7 Aversive practices include, but are not limited to, restraint, seclusion, unpleasant spray to the face, securing a 

student to a chair (unrelated to providing occupationl)I therapy or other medical support), and taping a student's 
mouth, as well as the use ofelectYical stimulation devices for the purpose ofaddressing self-injurious behavior or 
aggressive behavior. 

8 Exclusionary discipline, although not defined in IDEA and its implementing regulations, as used in this and the 
accompanying documents, refers to the removal, whether on a sh01t-term or long-te1m basis, of a child with a 
disability from a class, school, or other educational program or activity for violating a school rule or school's code 
of student conduct. Examples can include detentions, in-school suspensions, out-of-school suspensions, 
suspensions from riding the school bus, expulsions, disciplinary transfers to alternative schools, and refen·als to 
law enforcement, including referrals that result in school-related anest. 

9 In Supporting Students with Disabilities and Avoid the Discriminato1y Use of Student Discipline under Section 
504 of the Rehabilitation Act of 1973, the Department's Office for Civil Rights explains that statistical evidence 
suggesting disproportionate use ofdiscipline for certain conduct, alone, does not prove discrimination under the 
federal laws that protect the educational rights ofstudents with disabilities, but may raise a basis for examination 
of whether disability discrimination is occun-ing. 

2 
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Special Education Programs (OSEP) provides information about resources, strategies, and 

evidence-based practices that (while not required by law) can help States, LEAs, schools, early 

childhood programs, educators, and families in their efforts to meet IDEA requirements and, in 

doing so, improve outcomes for children with disabilities. 

I. Proactively Addressing Disparities in, and Negative Outcomes from, 
Exclusionary Discipline 

Given the negative outcomes associated with, and the disparities in the use of, exclusionary 

discipline, 10 SEAs, LEAs, schools, and early childhood programs should identify ways to 

significantly reduce their use. 11 States and other entities that operate educational programs, 

including early childhood education programs, should consider enacting policies that restrict, or 

prohibit, the use of disciplinary practices such as suspension and expulsion in pa11icular 

situations or for particular groups of children. 12 Although there may be instances when a child's 

behavior, such as causing physical harm to selfor othets, watTants exclusionary disciplinary 

action, preventing the need before it occms can be an effective first step in most situations. 

Proactive systematic approaches that focus on instrnction and suppo11s, and that are implemented 

with fidelity and cultural responsiveness, are likely to address disparities; reduce the use of 

exclusionary discipline; and result in positive developmental, academic, and behavioral 

outcomes for all children including those with disabilities. 13 Further, in the Office ofSpecial 

Education and Rehabilitative Services' (OSERS') view, exclusionary discipline should not be 

used for non-violent offenses such as, tan;liness, absenteeism, or subjective offenses such as 

defiance or disrespect. A reduction in exclusionary discipline is associated with a positive school 

1 °Chu, E., & Ready, D.D. "Exclusion and Urban Public High Schools: Short- and Long-Term Consequences of 
School Suspensions." American Journal ofEducation, 124 (August 2018). Available at: 
https://www.journals.uchicago.edu/doi/pdf/ l 0.1086/698454; Gerlinger, J, Viano, S, Gardella, J.H., Fisher, B.W., 
Curran, F. C., & Higgins, E. M. (2021 ). Exclusionary School Discipline and Delinquent Outcomes: A Meta­
Analysis, Journal ofYouth and Adolescence 50, 1493-1509. 

11 States can play an impo11ant role in helping LEAs and early childhood programs to build the capacity to 
implement a proactive approach. For a thorough discussion ofState obligations in reducing discipline disparities, 
see accompanying Questions and Answers: Addressing the Behavioral Needs o[Children with Disabilities and 
IDEA ·s Discipline Provisions. States may also use IDEA section 611 funds, as described in Section JTI ofthis 
document. 

12 For example, Head Start requires programs to prohibit or severely limit the use of suspension due to a child's 
behavior and, where suspension is deemed necessary, the program must first engage with mental health 
professionals, parents, and other specialized professionals to determine whether other options might be 
appropriate. See 45 C.F.R. § 1302.17. See also Head Start Policy & Regulations at: 
htlps://eclkc.ohs.acf. hhs.gov/policy/45-cfr-chap-xi iii 1302-17-suspcnsion-cxpulsion. 

13 Scott, T.M., Gage, N.A., Him, R.G., Lingo, A. S., & Burt, J. (2019). An examination of the association between 
MTSS implementation fidelity measures and student outcomes, Preventing School Failure: Alternative Education 
for Children and Youth, 63:4, 308-316, DOI: 10.1080/1045988X.2019.1605971. 
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climate14 which fosters safety and promotes a supportive environment with respectful, trusting, 

and caring relationships. 15 

Developing positive early learning environments and school climates while implementing 

evidence-based strategies and improving, and equitably applying, program and school discipline 
policies and practices, starts with an investment in building the necessary expertise within the 

educator workforce. A critical step in addressing disparities, significantly reducing the use of 
exclusionary discipline and aversive practices and improving outcomes for children with 
disabilities is providing educators with resources, strategies, and professional knowledge to 

foster a positive school climate. When schools and early childhood programs foster climates of 
inclusion, safety, and belonging, while implementing evidence-based practices, the use of 
exclusionruy discipline and aversive practices (such as restraint or seclusion) can be reduced 

significantly. 16 

A. Using an Evidence-Based Approach to Support and Respond to Student Needs 

A culturally and linguistically responsive multi-tiered system ofsupports (MTSS) is a 

comprehensive prevention framework designed to improve developmental, social, emotional, 
academic, and behavioral outcomes using a continuum of evidence-based strategies and 

supports. 17 Within an MTSS framework, educators implement: 

• universal strategies and supp01ts designed for all children, 

• targeted strategies and supports for children with additional needs and 

• intensive sh·ategies and supports to meet the specific needs of individual children. 

With data-driven decision making and evidence-based approaches to meeting each child's needs, 

MTSS provides a valuable framework to help schools address long-standing inequities in 

14 Huang, F. L. & Cornell, D. (2018). The relationship ofschool climate with out-of-school suspensions. Children 
a11d Youth Services Review, 94, 378- 389. hllps;//doi.org/10.1016/ j.childyouth.201 8.08.013. 

15 School Climate Improvement. National Center on Safe Supportive Learning Environments (NCSSLE). (n.d.). 
Retrieved April 7, 2022, from hllps://safesupportivcleaming.cd.gov/school-climatc-improvemcnt. 

16 Grego1y, A., Cornell, D., & Fan, X.(2011). The relationship ofschool structure and support to suspension rates 
for Black and White high school students. American Educational Research Journal, 48, 904-934. 
https://joumals.sagepub.com/doi/ I 0.3102/000283 121 139853 I ; Heilbrun, A., Cornell, D., & KonoId, T. (2018). 
Authoritative school climate and suspension rates in middle schools; Implications for reducing the racial disparity 
in school discipline, Jouma/ ofSc/100/ Violence, 17(3), 324-338, hllps://doi.org/ I 0.1080/15388220.20 17. 1368395 
Mattison, E., & Aber, M.S. (2007). Closing the achievement gap; The association of racial climate with 
achievement and behavioral outcomes. American .Journal ofCommunity Psychology, 40, 1- 12, 
https://doi.org/ 10. 1007/s I 0464-007-9 128-x. 

17 Essential components ofMTSS. Center on Multi-Tiered System ofSupports. (n.d.). Rehieved April 7, 2022, from 
htlps;//mlss4succcss.org/csscntial-componcnts. 
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achievement. 18 Additionally, MTSS focuses on meeting the needs of all children by using 
universal screening, progress monitoring, and data•based decision making at all tiers ofa flexible 

shucture that allows schools and early childhood programs to customize and organize practices, 

supports, and services based on the needs of each child. 

1. Universal Academic & Behavioral Supports 

Universal instructional and behavioral supports are the strategies provided to all children within 

a school or early childhood program. Universal design for learning (UDL) and positive 
behavioral interventions and suppmts (PBIS) are evidence-based strategies that may be 
implemented at the universal level, which means they are strategies that benefit all children and 

can be implemented at all tiers in MTSS. 

lmpleme11ti11g U11iversal Desig11 for Learning 

When considering the need for interventions, it is important to determine if a child's behaviors 

that are inconsistent with school expectations are a consequence ofdevelopmentally 
inappropriate expectations, academic difficulty, or other factors. In some cases, a child's 
behavior can be impacted by their environment, academic expe1ience> developmental level, or 

social emotional needs. For example, ifa child is sh·uggling academically, developmentally, or 

with social emotional health, and is not provided with appropriate supports or interventions, 
disruptive behavior may occur as a signal that the child's needs are not being met. 19 Thus, it is 
important to consider whole-school and program-wide approaches that also proactively address 

the way children receive and engage with their environment, peers, and instructional material. 20 

UDL21 is a framework to improve and optimize teaching and learning based on scientific insights 

into how humans learn. 22 UDL challenges educators to consider how to intentionally design 

18 Jackson, D. (202 l, July). Leveraging MTSS to Ensure Equitable Outcomes. Center on Multi-Tiered System of 
Supports. Reh'ieved October 202l, from https://mtss4succcss.org/sites/<lcfault/files/202 1-
07/MTSS Equity Briefp<lf. 

19 As discussed later, these issues can also be indications that an individual student has a disability and should be 
evaluated to detem1ine if special education or related aids and services are necessary to meet the student's needs 
on an individualized basis in order to provide F APE. 

20 States can access more infom1ation about accessible instructional materials tlu-ough the federally funded National 
Center on Accessible Educational Materials. https://aem.cast.org/about/national-ccntcr-accessible-educational­

ri,atcrials-leaming. 
21 The Higher Education Opportunity Act (2008) defines UDL as: "a scientifically valid framework for guiding 

educational practice that - (A) provides flexibility in the ways information is presented, in the ways students 
respond or demonsh·ate knowledge and skills, and in the ways students are engaged; and (B) reduces barriers in 
instruction, provides appropriate accommodations, supports, and challenges, and maintains high achievement 
expectations for all students, including students with disabilities and students who are limited English proficient." 

20 u.s.c. § 1003(24). 
22 About universal design for learning. CAST. (2022, February 8). Reh·ieved April 7, 2022, from 

https:/ /www.cast.org/impacl/un i vcrsa l-desi gn-for-lcam i ng-ud I. 
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instruction and assessment to promote multiple means of engagement, representation, and 
action/expression.23 In doing so, UDL is rooted in a strengths-based approach to learning for all 
children, and research has demonstrated that UDL can increase developmental outcomes and 
academic achievement, including for children with disabilities. 24 

Impleme11ti11g Positive Behavioral Interventions a11d Supports 

To fully access and participate in the learning environment, all children should know the school­
and program-wide behavioral expectations required to be successful, have opportunities to 
practice meeting those expectations, and receive support for and reinforcement of those 
behaviors by skilled adults trained in evidence-based practices. 

PBIS is an MTSS framework focused on improving behavior by integrating data, systems, and 
evidence-based practices within three tiers ofsupport: universal, targeted, and individual. These 
tiers are fluid, and the amount ofsupport and interventions should be differentiated over time and 
across settings based on the child's needs. Using this tiered system, all children would benefit 
from universal supports and services, while smaller groups that need more targeted and intensive 
supp01ts and services would receive them. According to the Center on Positive Behavioral 
Interventions and Suppo1ts and the National Center for Pyramid Model Innovations, 
implementation of PBIS results in: 

• Improved outcomes, such as increased academic achievement and social and emotional 
competence for children with disabilities, and reduced bullying behaviors; 

• Significant reductions in inappropriate behavior;25 

• Reduced use of exclusionary discipline, including reduced discipline referrals and 
suspensions; and 

• Reduced use ofrestraint and seclusion. 26 

23 Teaching Excellence in Adult Literacy Center. (2019, April 8). TEAL Center Fact Sheet no. 2: Fact sheet: 
Universal design for learning. Retrieved December 2021, from hllps://lincs.ed.gov/statc-resourccs/fc<leral­
in i tia Ii ves/tca 1/gu idc/ud I. 

24 Basham, J., Blackorby, J., & Marino, M. (2020). Opportunity in crisis: The role of universal design for learning in 
educational redesign. Learning Disabilities: A Contempormy Jo11mal, 18( I), 71- 91. Retrieved October 202 I, 
from: hllps:// filcs.eric.c<l.gov/fulltcxt/EJ 1264277.pdf. 

25 Hemmeter, M. L., Snyder, P.A., Fox, L., & Algina, J. (2016). Evaluating the implementation of the pyramid 
model for promoting social emotional competence in early childhood classrooms. Topics in Early Childhood 
Special Education, 36, 133- 146. Reh-ieved April 2021, from: 
hllps://journals.sagcpub.cum/doi/full/10. 1177/027 112 14 16653386. 

26 Center on PBIS. (2022). Supporting and Responding to Student's Social, Emotional, and Behavioral Needs: 
Evidence-Based Practices for Educators (Version 2). Reh·ieved April 9, 2022, from 
https://www.pbis.org/pbis/gctting-startcd. 
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2. Targeted Supports 

Consistent with IDEA, if the behavior of a child with a disability impedes their learning or the 

learning ofothers, the use of positive behavioral interventions and supports and other strategies 

must be considered to address that behavior.27 For some children whose behavioral needs are not 

met with school- and program-wide strategies, the IEP team should detem1ine what more 

targeted, individualized interventions and supports are necessary. Targeted supports are typically 

provided in smaller groups to allow for more ex licit instruction and additional opportunities to 

practice positive behaviors and receive constructive feedback. Social skills instruction, supp01ts 

on developing social relationships, self-management strategies, check and connect (a mentoring 

intervention designed to spot early signs ofdisengagement, improve school performance, and 

reduce school dropout), and restorative practices, are examples of interventions that may be 

provided as targeted supports. 28 

Restorative practices focus on developing caring connections, listening to and valuing others' 

opinions, promoting accountability, repairing harm, and supporting reintegration-back into the 

educational environment. Implementing restorative practices as a targeted support could include 

using restorative group conferencing, restorative circles, and conversations among students to 

facilitate healing. 29 Research suggests that combining restorative practices with school wide 

positive behavioral supports reduces disciplinary refe1Tals and disparities in the use of 

discipline.30 

3. Individualized or Intensive Supports 

Some children may benefit from intensive supports that are designed to meet the specific needs 

of an individual child. These supports can be more intensive than school-wide or targeted and 

small-group approaches. Such supp01ts may include conducting a functional behavioral 

assessment (FBA) and implementing a corresponding behavioral intervention plan (BIP) or 
providing wraparound services31 or individual counseling. 

27 34 C.F.R. § 300.324(a)(2)(i). 
28 Tier 2. Center on PBIS. (2021). Retrieved October 7, 2021, from https://www.pbis.org/pbis/ticr-2 . 

29 Wachtel, T. (2016). References. Defining restorative. International Institute for Restorative Practices. Retrieved 
October I 0, 2021, from https://www.iiq1.edu/images/pdf/Dcfining-Rcstorat ive Nov-20 I 6.pd( 

30 Vincent, C. G., Inglish, J., Gi1van, E. J., Sprague, J. R., & McCabe, T. M. (2016). School-wide positive and 
restorative discipline (SWPRD): Integrating school-wide positive behavior interventions and supports and 
restorative discipline. Inequality in School Discipline, I I 5- 134. https://doi.org/ I 0.1057 /978-1 - 137-5 1257-4 7. 

31 In this context, "wraparound services" refers to the school- and community-based medical and mental health 
services provided in tandem as supports for a child with serious behavioral needs and their family based on the 

child's and family's unique needs. 
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F,mctional Behavioral Assessment Process -\-n-e,, re.,50\ -\-\'f)~~~Vs. 
The FBA is a process for identifying the reasons behind, or factors contributing to, a child's 
behavior.32

•
33 This process is rooted in the understanding tbat behavior is a form of 

communication and can provide a deeper understanding ofwhat a child is trying to convey 
through their behavior. By investigating the conditions and other factors that contribute to the 
occU11"ence of the behavior, the response that the behavior elicits, and the reasoning for the 
continuation of the behavior, the FBA process provides useful information to inform the 
development of appropriate, effective interventions that address the root cause of the behavior, 
rather than using a punitive approach as an attempt to stop or reduce the behavior. 

Although IDEA does not provide specific requirements for what should be included in the FBA 
process, it is generally understood that an effective FBA process34 is individualized and, at a 
minimum, should: 

• Clearly define the interfering behavior. 

• Collect indirect and direct data on the occunence and nonoccurrence of the behavior. 

• Analyze data to determine trends and develop a hypothesis of the function of the 
behavior. 

• Lead to the development or revision of a BIP (which is monitored, evaluated, and 
adjusted as needed). 

The first step in the FBA process is to clearly define the behavior of concern (interfering 
behavior) to ensure that it is measurnble and observable, and that data are collected on the 
specific behavior. Data collection provides information on the frequency, duration, conditions, 
location, and individuals present when the interfering behavior does and does not occur; the 
events or conditions that typically occur before and after the interfering behavior; and other 

32 As noted in 011estio11s mul Answers: Addressing the Needs o[Children with Disabilities and IDEA 's Discipline 
PnJl'isions, Appendix /, a fi.mctional behavioral assessment (FBA) is used to understand the function and purpose 
ofa child's specific, interfering behavior and factors that contribute to the behavior's occurrence and non­
occurrence for the purpose ofdeveloping effective positive behavioral interventions, supports, and other sti-ategies 
to mitigate or eliminate the interfering behavior. 

33 In D.S. v. Trn111b11/f Board ofEd11calion, 975 F.3d 152 (2d Cir. 2020), the U.S. Court of Appeals for the Second 
Circuit disagreed with the Department's interpretation that a functional behavioral assessment (FBA) is 
considered an evaluation or reevaluation wider IDEA that triggers a parent's right to request au independent 
educational evaluation at public expense. Based on this, OSERS intends to review its previously stated positions 
on this matter, including whether an LEA must seek parental consent before conducting an FBA for an eligible 
child with a disability. (See Questions E-4 and E-5 ofOSERS' 2009 Q&A document.) 

34 For more information on the FBA process, see "Using FBA for Diagnostic Assessment in Behavior" from the 
National Center on Intensive Intervention, available at: 
https://intcnsiveintervention.org/sitcs/dcfaul t/files/Handout%203a%20-
%20Functional%20Bchavior%20Asscssment FBA Proccss.%20pdf.p<lf. 
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relevant information. Based on the analysis of those data, a hypothesis is developed indicating 

the settings or events that may trigger the occurrence ofthe interfering behavior (antecedent), a 

description of the inteifering behavior (behavior), and the responses that perpetuate the 

interfering behavior (consequence). Each of these components should be carefully considered to 

ensure that appropriate and effective interventions are identified_ and implemented. Therefore, 
individual(s) conducting the FBA should be well-versed and trained in observation and data 

collection and analysis. 35 

The IBP Team may rely on the information collected and analyzed through the FBA36 process to 
understand factors that conttibute to the occurrence and non-occurrence of tlie child's behavior 
and to inform the development of an effective BIP an~ identify additional supports and services 

to be included in the IBP. 37 Guided by the data and information collected through the FBA that 
identified the function of the behavior, a BIP takes an individualized, proactive, and preventative 

approach to addressing the interfering behavior. In general, a BIP describes how antecedents that 
trigger the interfering behavior will be addressed and how new skills and replacement behaviors 

will be taught and reinforced. 38 

Lastly, once developed, the BIP should be reviewed periodically to determine its effectiveness 

and whether it needs to be adjusted. Identifying criteria for success can be helpful in guiding the 

IEP Team in monitoring the interventions. 

n. Investing in School and Educator Capacity 

Shifting schools and early childhood programs away from exclusionary and disproportionate 

disciplinary practices toward a more positive school and program climate requires building 
educator capacity. Educators play an integral role in supporting children and fostering a positive 
school climate and are critical partners·in meaningfully addressing disparities in the uses of 
exclusionary discipline. Therefore, it is important for SEAs, LEAs, schools, and early childhood 
programs to invest time and resources in ensuring that educators are equipped with the skills and 

supports including evidence-based training and professional development necessa1y to 
implement these strategies in culturally and linguistically responsive and affuming ways. 

35 The OSEP-funcled IRIS Center offers a module on Functional Behavioral Assessment available at: 
https:/ / iris. peabody.vai1derbiIt .edu/modu le/fba/ chaI lenge/#contcn t. 

36 34 C.F.R. § 300.530 specifies when an FBA is required. For more information, see accompanying Questions and 
Ans wers: Addressin fJ the Behavioral Needs ofChildren with Disabilities and IDEA 's Discipline Provisions. 

37 Sugai, G., Lewis-Palmer, T. & Hagan-Burke, S. (2000). Ove1view of the Functional Behavioral Assessment 
Process, Exceptio11ality, 8(3), I49-160, https://doi.org/ I 0.1207 IS l5327035EX0803 2. 

38 National Center on Intensive Intervention. (2013). Supra note 43. 
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A. Culturally and Linguistically Responsive Practices 

Implementing proactive school- and program-wide interventions may reduce rates of 
exclusionary discipline, yet discipline disparities may often persist in the absence ofspecific 
attention to address them. 39 To meet the needs ofall children, proactive, evidence-based 
program- and school-wide approaches should be impleme1ited in a culturally and linguistically 
responsive way that affirms the multi-faceted identity ofeach child. 40 · 

The MTSS framework may be used to _address issues leading to disparate outcomes for children 
with disabilities, particularly children who are of color, English language leamers, or from low­
income families. The MTSS framework's use of data-based decision making provides an 
opportunity to objectively examine disparities and ensure equity in implementation ofdiscipline 
policies across groups of children. In general, when schools and early childhood programs 

implement practices that include setting high expectations for all children, recognizing and 
affirming children's multi-faceted backgrounds and cultures to strengthen their learning, and 
providing access to effective insh·uction and resow-ces for learning, children are given an 
equitable opportunity to learn and achieve more positive outcomes.41 Emerging e~idence 

suggests that effective practices include sh·engthening relationships with children; embedding 
culturally and linguistically supportive practices within early childhood programs, schools, and 
classrooms; and developing and implementing policies that supp01t equity. 42 

When educators connect with and understand children and take children's perspectives into 
consideration, they build empathy and respond to children's behavior in more affirming ways. As 

educators build more welcoming environments that center children's experiences, the climate of 
the classroom, early childhood program, or school can begin to change, and the dispropo1tionate 
use of discipline can decrease. Early childhood programs, schools, LEAs, and SEAs can consider 

ongoing and effective professional development in these areas to ensure educators are equipped 
with the skills to create a culturally responsive learning environment for all children. 

39 Greg01y, A., Skiba, R.J., & Mediratta, K. (20 I 7). Eliminating disparities in school discipline: A framework for 
intervention. Review ofresearch i11 Educatio11, 41, 253- 278, https://doi.org/ I 0.3 102%2r009 I 732X I 7690499. 

40 McIntosh, K., Sugai, G., Smolkowski, K., Horner, R.H., & Girvan, E. J. (2018, February I). A 5-point 
intervention approach for enhancing equity in school discipline. Practice Guides. Retrieved October l 0, 2021, 
from ht lps :/ /www .pb is. org/rcsou rcc/a-5-noi nt- i n tervcntion-anproach-for-en h anc in g-eg u i ty-in-schoo 1-d isc i DI inc. 

41 Klingner, J. K., Artiles, A. J., Kozleski, E., Harry, B., Zion, S., Tate, W., & Riley, D. (2005). Addressing the 
disproportionate representation ofculturally and linguistically diverse students in special education through 
culturally responsive educational systems. Education Policy Analysis Archives, I 3(38), 1-40. 

42 Leverson, M., Pinkelman, S., Rose, J, McIntosh, K, & Smith, K. (2021, March). Center on PBIS: Resource: PBIS 
cultural responsiveness field guide: Resources for trainers and coaches. Retrieved October 7, 202 1, from 
https://www.pbis.org/rcso11 rcc/pbis-cultural-rcspo11sivencss-fic l<l-guidc-rcsourccs-for- traincrs-an<l-coachcs. 
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B. Educator Preparation and Ongoing Professional Development 

To effectively implement evidence-based practices such as UDL or PBiS within an MTSS 
framework, educators should have specific knowledge and skills in effectively supporting and 

responding to children. Often, education preparation programs provide limited instruction and 
training on how to effectively support and respond to behaviors, and specifically to behaviors of 

children with disabilities.43 Consequently, many teachers often list challenges related to 
managing and supporting student behavior, as well as high stress and emotional and physical 
exhaustion, as reasons for leaving the profession.44 Some of these challenges can be mitigated by 
aligning teacher preparation programs and pre-service experiences to the skills teachers will need 

in the classroom. ' 

Educators should have access to ongoing job-embedded professional development,45 coaching, 

and consultation with specialized instructional support personnel46 who have expertise in 
responding to and supporting the full range of student needs. LEA, school, and early childhood 
program leadership should prioritize job-embedded professional development opportunities for 
educators to both strengthen their foundational knowledge and skills and provide support to 

teachers, specialized instructional support personnel1 and other staffwho may need additional 

skills or assistance'i\-i\'ic> ,:r,o\ ~o,::}t; c,_\;,O<.}.\ '\)e.\11(\ · 

C.V!- \('().\n~~ . a~"vo.~-s ne,e~ 
'f()Ol"'e. .\-~c,.\fl\fy.\ \ 

43 Freeman, J., Simonsen, B., Briere, D. E., & MacSuga-Gage, A. s :C2014). Pre-~ervice teacher training in 
classroom management: A review ofstate accreditation policy and teacher preparation programs. Teacher 
Educational and Special Education, 37, 106-120. Retrieved from: http://doi.org/10. I 177/088840641 3507002; 
Wei, R. C., Darling-Hammond, L., & Adamson, F. (2010). Professional development in the United States: Trends 
and challenges. Dallas, TX: National StaffDevelopment Council; Begeny, J.C., & Ma11ens, B. K. (2006). 
Assessing pre-service teachers' training in empirically validated behavioral instruction practices. School 
Psychoiogy Quarterly, 21, 262- 285. http://do i.org/l O. l 52 l/scpg .2006.2 1.3.262; Chesley, G. M., & Jordan, J. 
(2012). W11at's missing from educator prep. Educational Leadership, 69, 41-45. · 

44 Brownell, M. T., Smith, S. W., NcNellis, J. R., & Miller, M . D. (1997). Attrition in special education: W11y 
teachers leave the classroom and where they go. Exceptionality, 7(3), 143-155. 
https://doi.org/10.1207/s l 5327035ex0703 1; Ingersoll, R. M., & Smith, T. M. (2003). The wrong solution to the 
teacher shortage. Educational Leadership, 60, 30-33; Ingersoll, R., Merrill, E.; Stuckey, D., & Collins, G. (2018). 
Seven Trends: The Transformation ofthe Teaching Force, updated October 2018. Research Report (#RR 2018- 2). 
Consortium for Policy Research in Education, University ofPennsylvania. Retrieved from 
https://reposilory.upenn.edu/cprc rcsearchreports/ 108; Smith, T. M., & Ingersoll, R. (2004). What are the effects 
of induction and ment01ing on beginning teacher turnover. American Education Research Journal, 41, 681- 714; 
Stevenson, N. A., VanLone, J., & Barber, B. R. (2020). A commentary on the misalignment of teacher education 
and the need for classroom behavior management skills. Education & Treatment ofChildren, 43(4), 393-404. 

45 Job-embedded professional development refers to teacher learning that is grounded in day-to-day teaching 
practice and is designed to enhance teachers' content-specific instructional practices with the intent of improving 
student learning see https://leamingforward.org/wp-content/uploads/20 17/08/ job-embedded-professional­

dcvelopmcnt.pdf. 
46 ESSA defines specialized instmctional personnel as (i) school counselors, school social workers, and school 

psychologists ; and (ii) other qualified personnel involved in providing assessment, diagnosis, counseling, 
educational, therapeutic, and other necessary services (including related services as that tenn is defined in section 
602 ofIDEA (20 U.S.C. 1401)) as part ofa comprehensive program to meet student needs. 
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To effectively support students and respond to behavior, school and program personnel should 

have knowledge, skills, and experience in topics such as: 

• Understanding the unique needs of each child with a disability and the rights afforded to 
children with disabilities under IDEA; 

• Being aware of potential signs of stress; 

• Being prepared to be the first contact and resource for children in need of suppo1t; 

• Implementing universal screening and understanding screening data to make infonned · 
decisions about child needs and appropriate instructional and behavioral strategies; 

• Implementing evidence-based prevention and intervention practices (such as positive 
behavioral interventions and supports, safe physical escort, confl ict prevention, 
understanding antecedents, de-escalation, and conflict management) across all school or 

program settings to effectively suppo1t and respond to child behavior ( e.g., classrooms, 
administrative office, hallways, playgrounds, cafeteria, school bus); 

• Conducting FBAs; 

• Effectively designing, implementing, and evaluating IEPs and BIPs, in collaboration with 
families and with support from specialized suppo1t personnel; and 

• Re-integrating children into the school or program after extended periods of virtual 
learning or other absences from school. 

ID. Federal Funding Available to Address Disparities in, and to Reduce the Use of, 
Exclusionary Discipline 

In addition to implementing coordinated policies, multiple funding streams can, and should, be 

used to address discipline disparities, improve school climate, and provide behavioral supports. 
IDEA requires LEAs to meet the functional, including behavioral, needs of eligible children with 

disabilities as part of their obligation to provide FAPE. Thus, IDEA Part B funds can be used to 
provide support and direct seivices related to addressing the behavior of children with disabilities, 
including technical assistance and professional development and training in this area.47 

At the SEA level, States may reserve a portion of their IDEA Part B funds to carry out certain 
authorized State-level activities to support children with disabilities and educators. For example, 

SEAs may use the IDEA section 6 11 funds they reseive for State-level activities, other than 
administration, for support and direct seivices, including technical assistance, personnel 

preparation, and professional development and training; to assist LEAs in providing positive 

47 Federal funds can be used for these purposes, provided, among other factors, the costs are necessary and 
reasonable for the performance ofthe Federal award and allocable to the Federal grant. 2 C.F.R. § 200.403. 
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behavioral interventions and supports and mental health services for children with disabilities; 

and to support capacity building activities and improve the delivery of services by LEAs to 

improve results for children with disabilities.48 

Another area in which IDEA funds may be used to provide behavioral suppo1is is with 

coordinated early intervening services (CEIS).49 CEIS are services provided to students in 

kindergarten through grade 12 (with a particular emphasis on students in kindergarten through 

grade three) who are not cmTently identified as needing special education and related services, 

but who need additional academic and behavioral supports to succeed in a general-education 

environment. 50 IDEA allows LEAs to use up to 15 percent offunds they receive under Part B of 

IDEA for CEIS. 51 This rese1vation is known as voluntary CEIS. This can include professional 

development for teachers and other school staff to enable such personnel to deliver scientifically 

based academic and behavioral interventions, and to provide educational and behavioral 

evaluations, services, and supports. 52 

An LEA that has been identified as having significant disproportionality based on race or 

ethnicity with respect to the identification, placement, or discipline of children with disabilities 

under IDEA section 618( d)(l) must reserve the maximum amount of funds under IDEA section 

613(f) (i.e., an amount equal to 15 percent of the LEA's IDEA Part B section 611 and 619 

subgrants) for comprehensive CEIS activities under IDEA section 618(d)(2)(B). When LEAs 
with significant disproportionality use funds rese1ved for comprehensive CEIS to identify and 

address the factors contributing to the significant disproportionality, numerous factors should be 
considered.53 These factors can include the inappropriate use ofdisciplinary removal and other 

policies, practices, and procedmes that contribute to the significant disproportionality. 54 

Additionally, an LEA may use comprehensive CEIS funds for training and professional 

development and behavioral evaluations and supports, such as FBAs, BIPs, and PBIS, where 

doing so addresses the factors identified by the LEA as contributing to the significant 
disproportionality identified by the State. Comprehensive CEIS funds may also be used for 

48 34 C.F.R. § 300. 704(b )(4)(i), (iii), and (viii). See also OSEP letter to Batson (Dec. 11, 2008), available at: 
https://sites.cd.gov/idca/files/idea/policy/spcccd/guid/i<lca/letters/2008-4/batson 12 1108statcactivities4g2008.p<lf. 

49 34 C.F.R. § 300.226. 
50 Id. See also OSEP Memo 08-09 (July 28, 2008), available at https://www2.cd.gov/policy/speced/guid/idca/ccis­

guidancc.pdf. 
51 Section 613(t) of IDEA (20 U.S.C. §l413(t)); 34 C.F.R. § 300.226. 
52 In the case ofan LEA's required use ofIDEA Part B funds for comprehensive CEIS due to being identified with 

significant dispropo1tionality, the LEA may also use the funds to address the needs ofchildren already identified 
as eligible for special education and related services. 34 C.F.R. § 300.646(d)(2)(ii). For more information1 see 
OSEP's Significant Dispropmtionality (Equity in IDEA) Essential Questions and Answers (Mar. 2017), available 
at: https:/ /sites.ed.gov/idca/fi les/si gni ficant-disproportional ity-ga-03-08- 17 .pdf. 

53 For more information see OSEP's Significant Disproportionality (Equity in IDEA) Essential Questions and 
Answers (Mar. 2017), available at: https://s itcs.ed.gov/ idca/fi les/significant-disproportionality-ga-03-08-1 7-2.pdf. 

54 34 C.F.R. § 300.646(d)(l)(ii). 

13 

https://sitcs.ed.gov/idca/files/significant-disproportionality-ga-03-08-17-2.pdf
https://sites.ed.gov/idca/fi
https://www2.cd.gov/policy/speced/guid/idca/ccis
https://sites.cd.gov/idca/files/idea/policy/spcccd/guid/i<lca/letters/2008-4/batson
https://CEIS).49


POSITIVE, PROACTIVE APPROACHES TO SUPPORTING CHILDREN WITH DISABILITIES: A GUIDE FOR STAKEHOLDERS 

preschool-aged children and children with disabilities, in certain LEAs identified with significant 

disproportionality to address discipline disparities and the behavioral needs ofchildren.55 

Further, CEIS funds may be consolidated with certain other Federal funds in a school wide 

program under Title I of the Elementary and Secondary Education Act of 1965, as amended 

(ESEA), provided that the applicable requirements for both funding streams are met.56 

Finally, ESEA allows for some funds to be used to support MTSS, particularly Title II funds for 

professional development. Additionally, the Department has clarified that funds provided to 

States and LEAs through the Elementary and Secondary School Emergency Relief (ESSER) 

Fund and the Governor's Emergency Education Relief (GEER) Fund are available to assist 
SEAs' and LEAs' efforts to address social, emotional, behavioral, and mental health needs, 

including PBIS.57 

IV. Federal Resources to Support State and Local Efforts to Address Disparities in, and 
Reduce the Use of, Exclusionary Discipline 

In September 2021, the Depa1tment released Supporting Child and Student Social, Emotional, 

Behavioral and Mental Health to provide information and resources to enhance the promotion of 

mental health and the social and emotional well-being among children and students. That resource 

highlights seven key challe~ges to providing school- or. program-based mental health suppo1t 

across early childhood, K-12 schools, and higher education settings, and presents seven 
corresponding recommendations. It includes examples ofhow the recommendations are being put . 

into action by early childhood programs, schools, c~mrnu.nities, and States across the country. 

In addition, the Department funds several technical assistance centers that provide resources 

related to beh_avior that can be accessed by ~EAs, LEAs, schools, early child.hood programs, and 

educators. 

• National Technical Assistance Center on Positive Behavioral Interventions and 
Supports: Funded since 1998, the purpose of the Center on PBIS is to improve the 

capacity of SEAs, LEAs, and schools to establish and sustain the PBIS framework to 

(a) scale up tier 2 and 3 systems to improve outcomes for students with or at risk for 

55 34 C.F.R. § 300.646(d)(l) and (2). See also OSEP Memo 08-09 (July 28, 2008), available al 
https://www2.ed.gov/policy/spcced/gui<l/idea/ccis-guidancc.pdf. 

56 34 C.F.R. § 300.206. See also the Department's Office ofElementary and Secondary Education Sept. 13, 2013, 
letter to State Directors on maximizing flexibility in the administration ofFederal grants, available at: 
https://www2.ed.gov/programs/teacherqual/tlex ibility-swp09 l 3 l 3.pdf 

57 U.S. Department ofEducation, Frequently Asked Questions: Eleme11ta1y and Seco11da1y School Emergency Relief 
Programs Govemor's Emergency Education ReliefPrograms, Washfogtor1, DC, May 202 1. Available at: 
htlps://ocse.cd.gov/tilcs/202 1/05/ESSER.GEER .FAQs 5.26.2 1 745AM FINALb0cd6833 f6f46e03ba2d97d30af 
f953260028045f9ef3b l8ea602db4b32bld99.pdf. See also U.S. Department ofEducation. (2021). Supporting 
Child and Student Social, Emotional, Behavioral, and Mental Health Needs. Retrieved October 8, 202 1, from 
htlps://\vww2.ed.gov/documcnts/studcnts/supporting-cl1ild-studcnt-social-cmotional-behaviornl-mcntal-health.pdf. 
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disabilities, (b) enhance school climate and school safety, and ( c) improve conditions for 
teaming to promote the well-being of all students. The Center on PBIS (a) provides the 

technical assistance to encourage large-scale implementation ofMTSS to address social, 

emotional, behavioral, and mental health needs; (b) provides the organizational models, 

demonstrations, dissemination, and evaluation tools needed to comprehensively and 

effectively implement MTSS across an array of contexts; and ( c) extends the lessons 

learned ~om PBIS implementation to the broader agenda of educational reform. The 
Center also provides support to the School Climate Transformation District and State 
grants. The website (www.pbis.org/) includes resources, tools, and trainings to enhance 
district and State efforts to build capacity and systemically integrate social, emotional, 
behavioral, and mental health strategies and supports in schools. 

• National Center for Pyramid Model Innovations (NCPMI): The NCPMI works to 
improve and support the capacity of State systems and local programs to implement an 

early childhood MTSS to improve the social, emotional, and behavioral outcomes of 

young children with, and at risk for, developmental disabilities or delays. The goals of the 
Center are to assist States and programs in their implementation of sustainable systems 
for the implementation of the Pyramid Model for Suppo1ting Social Emotional 

Competence in Infants and Young Children within early intervention and early education 
programs with a focus on improving the social, emotional, and behavioral outcomes of 
young children birth to five, reducing the use of inappropriate disciplinary practices, 

promoting family engagement, using data for decision-making, integrating early 
childhood and infant mental health consultation, and fostering inclusion. 
(https://challengingbehavior.cbcs.usf.eduL) 

• National Center on Intensive Interventions (NCII): NCII works to build the capacity 
ofSEAs, LEAs, universities, practitioners, and other stakeholders to support 
implementation of intensive intervention in literacy, mathematics, and behavior for 
students with severe and persistent learning and/or behavioral needs. NCil's approach to 
intensive intervention is data-based individualization. The website includes tools to 
support the implementation of evidence-based practices for intensive behavior. 

(https://intensiveintervention.org/) 

• IRIS Center: The IRIS Center is a national center dedicated to improving education 
outcomes for all children, especially those with disabilities bilth through age twenty-one, 
through the use of effective evidence-based practices and interventions. The Center has 

training modules available for pre- and in-service development for educators on 
supporting and responding to school behavior, including cultural considerations and 
behavior. (https://iris.peabody.vanderbilt.edu/) 

• Comprehensive Center Network (CCNetwork): The CCNetwork is comprised of 19 
Regional Comprehensive Centers and 1 National Center that provide capacity-building 

technical assistance to States, districts and schools in their design and implementation of 
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evidence-based policies, practices, programs, and interventions that improve instruction 

and educational outcomes for all students. SEAs may request capacity-building suppmt 
from their Comprehensive Centers. The CCNetwork produces and disseminates research­

based tools and resources to build the capacity of educational leadership in social, 

emotional, behavioral , and mental health approaches to better support the well-being of 

students, school staff, and families. (https://compcenternetwork.org/) 

• Center to Improve Social and Emotional Learning and School Safety (CISELSS): 
The purpose of the CISELSS is to provide technical assistance to supp01t States and 

districts in the implementation of social and emotional learning evidence-based programs 
and practices. The CISELSS works to build the lmowledge and capacity of (1) SEAs to 

support their LEAs and (2) LEAs to support their schools. (https://selcenter. wested.orgO 

• National Center on Safe Supportive Learning Environments (NCSSLE): Funded by 

the Department's Office of Safe and Supportive Schools, NCSSLE offers information and 
technical assistance to States, districts, schools, institutions ofhigher education, and 

communities focused on improving school climate and conditions for learning. NCSSLE 

operates ru1der the premise that, with the right resources and support, educational 

stakeholders can collaborate to sustain safe, engaging, and healthy school environments 

that support student academic success. The website includes information about the 

Center's training and technical assistance resources, products and tools, and latest 
research findings. (https://safesupportiveleaming.ed.govD 

• What Works Clearinghouse (WWC): Funded by the Department's Institute of 
Education Sciences, the WWC has been a central and h·usted source of scientific 

evidence on education programs, products, practices, and policies. The WWC reviews 

relevant research, determines which studies meet rigorous standards, and summarizes the 

findings. The WWC focuses on high-quality research to answer the question "what works 

in education?" (https:// ies .ed.gov/ncee/wwc/FWW/Results?filters=.Behavior) 
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What is a Self-Contained Classroom? 

A self-contained classroom is generally explained as a classroom for special learners in which all members of 
the classroom are students with special needs. The classroom may be prut of a general education school building 
or a separate facility for students with special needs. Some classrooms operate as fully self-contained and have 
students stay in the room for the entire day. On the other hand, other self-contained classroom models have 
instmction in the room, but then go to lunch, specials and recess, etc. with their general education peers. 

Self-contained classes usually have no more than ten students and are typically led by a certified 
teacher. Students in the class are often assisted by a Para-educator who is also there to provide additional 
support during instruction. These classes enhance students' ability to learn by limiting the class size anclby 
addressing their special needs with smaller groups, individualized instruction, and a...flexible, but nurturing 
environment. 

https://Classroom.com


3 Benefits of a Self-Contained Class 

These classes can be advantageous for any student struggling to succeed academically because of a special need 
or learning difficulty. Some people debate if the inclusion model should be used with all students. However, 
there are still many self-contained classrooms in existence that many teachers, parents and students view as 
beneficial. Here are the top three benefits of learning in a self-contained special education classroom! 

Smaller Class Size 

Average U.S. class sizes typically hold anywhere from 25 to 40 students, depending on the grade level. That is 
an excessive number of kids for just one teacher to handle, especially if some have difficulty keeping up with 
the academic load of the class. Often, students who have trouble with lessons could be "left behind" because 
teachers, even if they really wanted to, might not be able to dedicate enough time or attention to each child. 

A self-contained classroom allows students to participate in smaller classes and receive one-on-one lessons with 
(in most cases) a certified teacher. The teachers can properly support learning because they can carve out the 
plan the time to sit down with each student and in smaller groups. This is especially true when there is a Para­
Educator in the classroom. They can also form stronger rapport in smaller environments, which might motivate 
students and keep them on track to meet their goals. 

Individualized Instruction 

When the class size is smaller, teachers can personalize the curriculum to best suppmt each individual, whether 
using a different teaching method or implementing a more intensive intervention. The instructors can alter their 
strategies and lessons based on what each child struggles with. They can choose to develop specific skills that 
the student is in need ofdeveloping. This positively impacts the students, as they receive an education tailored 
to their strengths and needs rather than a large, busy classroom that may move too fast or is not meeting their 
current needs. 

More Flexibility 

When there are too many students in one class, many times individualized assistance and personalized 
instructions are not part of the deal. General, globalized instruction take flight. Students with special needs 
could be at a disadvantaged in a larger setting if the general educator and special educator do not get a change to 
collaborate about teaching resources that personalize the instruction. Special education experts have insight into 
ways to modify materials to support various learning needs. When you have larger classrooms, it can be 
challenging to change up your curriculum or modify it spontaneously, even if the student may need the support 
in that way. 

However, when you have fewer students, you have greater control over the lessons, granting you the flexibility 
to alter them based on each student's needs. You can have a much more individualized lesson plan and schedule 
since you will work through it at a different pace every day. In a typical classroom, the teacher must continue 
with the instruction, even if some students do not fully understand the material. In a self-contained classroom, 
the teachers can change things up as they see fit, stay on a topic for longer, or utilize a different method to 
ensure that the student can get the material that is being presented. 

Some educators and parents advocate against self-contained classrooms since it limits the student's interaction 
with non-disabled peers, but for some families, they love the benefits of the smaller group size and the nurturing 
classroom environment ofa self-contained classroom and they view it as a safe space. In the end, each family, 
along with their school team, will need to decide what works best for the student. 
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In recent decades, public schools find themselves facing the greater needs ofdiverse student populations, with varying 
cognitive abilities, maturity levels, and academic strengths and weaknesses. While most typical elementary, middle, and 
high school students find themselves immersed in a classroom of twenty to thirty peers with one lead teacher, most 
public schools also have "self-contained" classrooms to provide alternative settings for enhanced academic support for 
the children whose needs cannot be fully met in a general education classroom. 

What are Self-Contained Classrooms? 

Unlike standard classrooms with a large number of peers, self-contained classrooms are typically smaller settings with a 
fewer number of students. Created to help foster enhanced support for students with special needs or specific 
difficulties, self-contained rooms are generally comprised ofabout ten students with unique struggles who are most 
commonly instructed by a lead teacher with a certification in special education. Self-contained classrooms will also have 
at least one paraeducator who provides instructional support under the guidance of the classroom teacher. 

Due to recent curriculum shifts, some self-contained rooms cater to the diverse needs ofstudents, such as those coping 
with autism spectrum disorder. A lead teacher, who is highly trained to help support students with autism, is able to 
provide greater assistance than what these students would typically receive in a classroom with a larger student-to­
teacher ratio. Other examples ofstudents who may be enrolled in self-contained rooms include students with 
developmental issues, behavioral concerns, students with specific academic struggles (i.e. in math, reading, science), or 
students learning to read with dyslexia. '-----------~ 



Subsequently, due to the unique demands of all students enrolled in public schools, many educators have found that self­
contained classrooms provide a more positive and supportive environment for academic, personal, and even social 
development. Traditionally, self-contained classrooms were intended to help students who demonstrated special needs, 
or to assist students who were struggling with classes or cun-iculum content. However, as the achievement gap among 
students continues to grow, many public schools question whether self-contained classrooms are the best avenue for 
student learning and support. 

The History ofSelf-Contained Classrooms 

While self-contained classrooms have been used in public schools for decades, these classrooms grew in popularity as 
the regulations of"No Child Left Behind" became increasingly severe. Essentially, the "No Child Left Behind" statute 
requires that all students participate in standardized tests to rate and rank a school's performance. As this assessment 
procedure was nationally enforced, teachers who insh1lcted struggling students with various cognitive challenges 
frequently had low test score averages, while teachers who instructed average or honors students had higher scores. 
Subsequently, many schools began placing a greater number ofsh11ggling students in self-contained classrooms to 
ensure that specific class test-score averages remained high. 

The Purpose of Self-Contained Classrooms 

A self-contained classroom is generally designed to provide struggling students with specialized support and 
interventions. For example, many students coping with autism spectrum disorder are pulled out of standard classes in 
order to work with special needs experts on an array ofskills, lessons, and tutorials to enhance each student's 
progress. In many other cases, students who are learning to read with dyslexia, students with Attention Deficit Disorder 
or ADHD, or st11dents who display a general shuggle in "regular" classrooms are also candidates for self-contained 
instruction. 

In the past, students with special needs might have spent their entire day in a self-contained classroom. And while 
severely disabled students may still do so, for the most part, special needs kids spend at least part of their day in regular 
education classrooms. The level to which special needs children are integrated into regular education classrooms largely 
rests upon that child's Individual ized Education Program (IBP). Among other things, an IBP explicitly states what 
services a child will receive in school. This includes how the curriculum is delivered to the child and what aids and 
services the child is eligible to receive, including program modifications like self-contained classrooms. 

Although self-contained classrooms provide many benefits for children with special needs, interaction with their peers is 
also very important. In recent years, schools have moved toward a model ofmainstreaming or inclusivity. The 
Wisconsin Education Association Council (WEAC) defines mainsh·eaming as "selective placement ofspecial education 
students in one or more regular education classes." The purpose ofmainstreaming is to give special needs sh1dents the 
peer-to-peer interaction they need, but doing so in classes that suit the child's strengths or academic interests. For 
example, a child with a traumatic brain injury who particularly enjoys social studies might spend his entire day in a self­
contained classroom, except for the daily period in which he joins the regular education social studies class. In this 
situation, the child would be accompanied by a paraeducator who would assist the child with reading, writing, note 
taking, test taking and other common classroom duties. 



Inclusion, as defined by WEAC, is educating a child "to the maximum extent appropriate in the school and classroom he 
or she would otherwise attend." In this situation, services are brought to the child with special needs, rather than the 
child leaving the regular education classroom. Again, paraeducators will often work with the special needs student to 
assist with assignments, testing and other tasks. The regular education teacher and the student's peers will also engage 
with the special needs student to create an environment in which the student gleans academic knowledge and skills, as 
well as social and emotional skills. 

Which Students Should be Placed in Self-Contained Classrooms? 

While most community members and school leaders agree that self-contained classrooms provide snuggling students 
with much needed support, many parents and school leaders are concerned about the target audience for this educational 
intervention. 

As researchers Algozzine and Morsink explain in the journal Exceptional Children, there are specific cases ofstudents 
who, without doubt, need more personal and unique interventions: "Clearly, there is a need for specially designed 
instruction for some exceptional students. For example, it is difficult to imagine not providing specialized classroom 
interventions for individuals who are blind or deaf." While students with specific needs are provided with interventions 
and public school support, a new wave of educational expe11s argue that this approach is leaving out a significant student 
population-the academically gifted. 

"Gifted" or "TAG" students (Talented and Gifted) often express that their standard courses of study fail to meet their 
own unique and special needs. While schools address the needs of those who are cognitively, behaviorally, and 
emotionally snuggling, many public schools have not extended this support to students who desire a greater challenge. 

As the University ofMichigan reveals in their resource "Gifted Education,: self-contained classrooms for gifted 
children provide unique instt.·uction and intervention strategies for all public school students. As many academically 
gifted kids often feel excluded by peers, bullied, teased, or taunted for their skills and abilities, self-contained rooms for 
gifted kids would allow this population of students to work with peers who are faced with the same struggles. This, as 
research supports, is a benefit that struggling students are able to experience in self-contained classrooms as well. 

The National Association for Gifted Children (NAGC) estimates that 5-7 percent ofchildren attending U.S. public 
schools are academically gifted. To address the needs of these students, many schools across the nation have 
implemented special programs and classes. This might take the form of Advanced Placement, International 
Baccalaureate or honors courses in public high schools. In elementary and middle schools, gifted children might be 
pulled out ofa regular classroom for part of the day to engage in studies in a self-contained class with other gifted 



students. Some public school districts offer specialized gifted and talented programs that provide gifted students more 
rigorous classroom studies, as well as opportunities to compete in academic-related competitions such as History Day 
and Odyssey of the Mind. 

The debate over equality in education is not one that will soon be resolved. However, mainstreaming, inclusivity and 
self-contained classrooms are moves in the right direction. At the end of the day, schools, parents and teachers are doing 
the best they can to ensure each child- special need or not - receives the best education they can in the least restrictive 
environment possible. Ifyou have a child with special needs, be sure to contact his or her school and inquire about the 
range of services available to them to maximize their educational experience. 
Additional Resources [±] 
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	Good evening, Superintendent Stratton and School Board members. I am here this evening to again address Central High School's Self-contained Department's need for an additional allocation. 
	The first page of your packet shows the growth of our department, and loss of an allocation, since the 2016-17 school year. -in 16-17, we had 6 teachers and 48 students. -in 17-18, we lost an allocation, and rightfully so, leaving us with 5 teachers and 45 students. -in 18-19, we had 5 teachers, and gained 3 students leaving us at 48 students. -in 19-20, we had 5 teachers, and gained 5 more students for a total of 53 students. -in 20-21, we had 5 teachers, and gained 12 students, and while it was felt with 
	Education and Rehabilitative Services. I found the information to be a reinforcement of what I already knew, along with some new bits of knowledge. Also attached are two different sources, describing the typical make up of a self-contained classroom. 
	To illustrate some of the challenges our students present, here is a snapshot of a new student, potentially coming into a class ~~o~ he0 aras, tw visually impaired students, and three other students with behavior interv~ntion plans: (_____ GOALS: 
	-In all settings, student will identify the cause of his frustration before putting his hands or body on an adult with 15 or less prompts measured by teacher evaluation and documentation every quarter. -with supervision, student will transition throughout the school (without dropping to the floor, hugging a pole or stair rail, refusing to walk or eloping) in 4 out of 5 opportunities (mind you, there will be six transitions a day, usually with only two adults, and the rest of the class). 
	* *refuses to use bathroom/ wears pull ups, but will not allow changing if he has an accident. This student is coming from a classroom of 6 students with one teacher and two paras. Prior to that, he was in Hillsborough in a classroom of 5 students with 4 adults. 
	The level of stress this puts on teachers is what leads to emotional and physical exhaustion, which then leads to teachers leaving teaching. Thank you for your time and consideration. 
	**One self-contained High school teacher already gave up her self-contained class in favor of an Inclusion position due to the level ofresponsibilities and expectations (9 students and 21 preps). ~~
	'fJ 
	s ESE Self-Contained Student Population 2016 to Present 
	Central High School
	1 

	YEARS 
	YEARS 
	YEARS 
	Student# Class 1 
	Student # Class 2 
	Student # Class 3 
	Student # Class 4 
	Student # Class 5 
	Student# Class 6 
	Total Students 
	Difference 
	+/-overall 

	2016-17 
	2016-17 
	Greenwood-8 
	Sommer-5 
	Wilson-8 
	Worden-13 
	Drake-6 
	Curry-8 
	48 
	-

	2017-18 
	2017-18 
	Greenwood-10 
	TBA-(Curry)-10 
	Wilson-8 
	Worden-12 
	TBA#2-5 
	--
	-

	45 
	-3 
	-3 

	2018-19 
	2018-19 
	Greenwood-10 
	L/T Sub-12 
	Wilson-9 
	Ward-13 
	Worden-4 
	------
	-

	48 
	3 
	-

	2019-20 
	2019-20 
	Greenwood-10 
	Sivon-14 
	Wilson-9 
	Ward-15 
	Worden-5 
	-
	-

	53 
	5 
	5 

	2020-21 
	2020-21 
	Greenwood-( 16)8 
	Gebhardt-(1S) 11 
	Wilson-(13) 7 
	Ward-(15} 13 
	Worden-(6) 4 
	Digital Year 
	**(65) 43 in person 
	12 
	17 

	2021-22 
	2021-22 
	Greenwood-18 
	Gebhardt-15 
	Wilson-9 
	Ward-16 
	Worden-5 
	--
	-

	63 
	-2 
	15 

	2022-23 
	2022-23 
	Greenwood-19 (15) 
	Gebhardt-15 (11} 
	Wilson-11 (10} 
	Ward-17 
	Worden-6 (5) 
	Add'I Allocation-lo 
	68 
	5 
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	**School year 2020-21 saw a huge jump in population. While it was felt workwise, it was not felt in the classroom with so many students attending digitally. That also explains why, with a two student drop (which were students who did not attend anyway), we felt the overpopulation this past school year, resulting in overcrowding and triggered behaviors (leading to staff and student injuries). It also affects our ability to address each students' multiple goals, let alone foster progress and mastery over time
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	July 19, 2022 
	Dear Colleague: 
	I write to share information for schools, school districts, State officials, parents and guardians, and students about how Section 504 of the Rehabilitation Act of 1973 (Section 504), a Federal civil rights law that prohibits discrimination based on disability, applies to the use of student discipline.
	1 

	This guidancedescribes schools' responsibilities under Section 504 to ensure nondiscrimination against students based on disability when imposing student discipline. Specifically, the guidance explains how compliance with Section 504's requirement to provide a free appropriate public education (FAPE) to students with disabilities can assist schools in effectively supporting and responding to behavior that is based on a student's disability and that could lead to student discipline. By using Section 504's pr
	2 
	3 

	Schools need not choose between keeping their school community-including students and school staff-safe or complying with the law. Schools are required not to discriminate against students with disabilities on the basis of disability, a responsibility that extends to the conduct of everyone with whom the school has a contractual or other arrangement, such as school district 
	29 U.S.C. § 794; 34 C.F.R. pt. 104. The Office for Civil Rights (OCR) enforces Section 504 for all programs and activities that receive Federal financial assistance from the U.S. Department of Education (Department), including those of public elementary and secondary schools, local educational agencies, Sta_te educational agencies, preschools, and private schools that receive such assistance. The Department has determined that this Dear Colleague Letter is significant guidance under the Office of Management
	1 
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	OCR@ed.gov 
	https://www2.ed.gov/policy/gen/guid/significant-guidance.html
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	SUPPORTING STUDENTS WITH DISABILITIES AND AVOIDING THE DISCRIMINATORY USE OF STUDENT DISCIPLINE UNDER 
	SECTION 504 OF THE REHABILITATION ACT OF 1973 
	police officers or school resource officers. Nothing in Section 504, however, prohibits a school from responding to emergency circumstances or from taking appropriate, nondiscriminatory steps to maintain safety while supporting students learning how to be accountable for the impact of their actions on others. As the guidance explains, when a student's behavior is based on disability, including when the behavior significantly impairs other students' education or threatens the safety of the student or others,
	OCR appreciates schools' many efforts to support and respond to students' behavioral needs in order to prevent the use of student discipline, and, when discipline is used, to implement disciplinary policies, practices, and procedures fairly and consistent with all Federal civil rights laws.Nonetheless, OCR's continued enforcement experience reflects that many students with disabilities face discipline because they are not receiving the support, services, interventions, strategies, and modifications to schoo
	4 

	OCR is committed to ensuring equal access to education for all students and to promoting educational excellence at the nation's schools through the vigorous enforcement of students' civil rights. An important part of our mission is to ensure that students are not denied equal educational opportunity or subjected to discrimination based on their disabilities, including through the improper use of discipline. 
	In addition to Section 504, OCR enforces other Federal laws that prohibit discrimination based on disability, race, color, national origin, sex, and age. For OCR guidance on topics under these laws, please visit . 
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	http://www.ed.gov/ocr
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	Notice ofLanguage Assistance 
	Notice ofLanguage Assistance 
	Notice of Language Assistance: Ifyou have difficulty understanding English, you may, free of charge, request language assistance services for this Department information by calUng 1-800-USA-LEARN ( 1-800-872-5327) (TTY: l-800-877-8339), or email us at: 
	Ed.Languagc.Assistancc@c<l.gov. 

	Aviso a personas con dominio limitado del idioma ingles: Si usted tiene alguna dificultad en entender el idioma ingles, puede, sin costo alguno, solicitar asistencia lingliistica con respecto a esta informaci6n llamando al 1-800-USA-LEARN (1-800-872-5327) (TIY: l-800-877-8339), o envie un mensaje de correo electr6nico a: 
	Ed.Language.Assistance@ed.gov. 
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	Paunawa sa mga Taong Limitado ang Kaalaman sa English: Kung nahihirapan kayong makaintindi ng English, maaari kayoog humingi ng tulong ukol dito sa inpormasyon ng Kagawaran mula sa nagbibigay ng serbisyo na pagtulong kaugnay ng wika. Ang serbisyo na pagtulong kaugnay ng wika ay libre. Kung kailangan ninyo ng dagdag na impormasyon tungkolsa mga serbisyo kaugnay ng pagpapaliwanag o pagsasalin, mangyari lamang tumawag sa 1-800-USA-LEARN (1-800-872-5327) (TTY: l-800-877-8339), o mag-email sa: 
	EJ.Languagc.Assistance@cd.gov. 
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	The Department has determined that this document provides significant guidance under the Office ofManagement and Budget's Final Bulletin for Agency Good Guidance Practices, 72 Fed. Reg. 3432 (Jan. 25, 2007). See https :/ /wv,rw.federalregister. gov/ documents/2007 /0 l /25/E7-l 066/final-bulletin-for-agency-good­guidance-practices. Except for any statutory. or regulatory requirements described in this guidance, this significant guidance is nonbinding and does not create or impose new legal requirements. For
	www2.ed.gov/policy/gen/guid/significant-guidance.html

	Introduction 
	Introduction 
	Every child should have access to a high-quality education provided in a safe, supp011ive, and predictablelearning environment free from discrimination, filled with healthy, trusting relationships, and one that ensures their social, emotional, and academic growth and development. Children with disabilities have historically faced systemic baniers to accessing. their education and, in light ofthe COVID-19 pandemic, have faced greater challenges to their social, emotional, and academic development and success
	I 
	2 

	The Indivjduals with Disabilities Education Act (IDEA) guarantees each eligible child with a disability a free appropriate public education (FAPE) that emphasizes special education and related services designed to meet the child's unique needs. Under IDEA, the vehicle for providing FAPE is through an appropriately developed individualized education program (IEP) based on the individual needs ofthe child. An IBP must include a child's present levels of academic achievement and functional performance, and the
	1 "Predictable," as used in positive behavioral interventions and supports, has the common definition ofsomething that is obvious or has known expectations. Predictable learning environments may contribute to a sense ofsafety for children thereby limiting behavior that is not consistent with a school's code ofstudent conduct. 
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	grade-level content standards for all children with disabilities. The IBP must also include a statement ofthe special education and related service and supplementary aids and services to be provided to the child.When an IBP is appropriately developed and effectively implemented, children can experience social, emotional and academic success. IDEA also includes specific provisions to address situations in which the behavior ofa child with a disability impedes the child's learning or that ofothers. As part of
	3 
	4 
	-
	5 
	6 
	7 
	8 

	As State educational agencies (SEAs), LEAs, schools, early childhood programs, and educators (including administrators, teachers, specialized instructional support personnel, and others employed by schools and early childhood programs) work diligently to ensure children have the opportunity for safe, in person learning, disciplinary practices and policies should be examined and, when appropriate, changed where disparitiesin their use persist. In this technical assistance document (a companion to the Ouestio
	9 

	States are pem1itted to define alternate academic achievement standards for children with the most significant cognitive disabilities, provided those standards are aligned with the State's academic content standards, promote access to the general curriculum, and reflect professional judgment ofthe highest achievement standards possible, in accordance with 34 C.F.R. § 200. l(d). 34 C.F.R. § 300. 160(c)(2)(i). 
	3 

	34 C.F.R. §§ 300.17 and 300.320-300.324. 34 C.F.R. §§ 300.324(a)(2)(i) and (b)(2); and 300.320(a)(4). See accompanying Dear Colleague Letter. Aversive practices include, but are not limited to, restraint, seclusion, unpleasant spray to the face, securing a 
	4 
	5 
	6 
	7 

	student to a chair (unrelated to providing occupationl)I therapy or other medical support), and taping a student's mouth, as well as the use ofelectYical stimulation devices for the purpose ofaddressing self-injurious behavior or aggressive behavior. 
	Exclusionary discipline, although not defined in IDEA and its implementing regulations, as used in this and the accompanying documents, refers to the removal, whether on a sh01t-term or long-te1m basis, ofa child with a disability from a class, school, or other educational program or activity for violating a school rule or school's code ofstudent conduct. Examples can include detentions, in-school suspensions, out-of-school suspensions, suspensions from riding the school bus, expulsions, disciplinary transf
	8 

	In Supporting Students with Disabilities and Avoid the Discriminato1y Use of Student Discipline under Section 504 of the Rehabilitation Act of 1973, the Department's Office for Civil Rights explains that statistical evidence suggesting disproportionate use ofdiscipline for certain conduct, alone, does not prove discrimination under the federal laws that protect the educational rights ofstudents with disabilities, but may raise a basis for examination ofwhether disability discrimination is occun-ing. 
	9 
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	Special Education Programs (OSEP) provides information about resources, strategies, and evidence-based practices that (while not required by law) can help States, LEAs, schools, early childhood programs, educators, and families in their efforts to meet IDEA requirements and, in doing so, improve outcomes for children with disabilities. 
	2 Orsander, M., Mendoza, P., Burgess, M., & Arlini, S.M. (2020). The hidden impact ofCOVID-19 on children and families with disabilities. London, Save the Children International. 

	I. Proactively Addressing Disparities in, and Negative Outcomes from, Exclusionary Discipline 
	I. Proactively Addressing Disparities in, and Negative Outcomes from, Exclusionary Discipline 
	Given the negative outcomes associated with, and the disparities in the use of, exclusionary discipline,SEAs, LEAs, schools, and early childhood programs should identify ways to significantly reduce their use. States and other entities that operate educational programs, including early childhood education programs, should consider enacting policies that restrict, or prohibit, the use ofdisciplinary practices such as suspension and expulsion in pa11icular situations or for particular groups ofchildren. Altho
	10 
	11 
	12 

	action, preventing the need before it occms can be an effective first step in most situations. Proactive systematic approaches that focus on instrnction and suppo11s, and that are implemented with fidelity and cultural responsiveness, are likely to address disparities; reduce the use of exclusionary discipline; and result in positive developmental, academic, and behavioral outcomes for all children including those with disabilities. Further, in the Office ofSpecial Education and Rehabilitative Services' (OS
	13 

	n and Urban Public High Schools: Short-and Long-Term Consequences of School Suspensions." American Journal ofEducation, 124 (August 2018). Available at: Curran, F. C., & Higgins, E. M. (2021 ). Exclusionary School Discipline and Delinquent Outcomes: A Meta­Analysis, Journal ofYouth and Adolescence 50, 1493-1509. 
	1 
	°
	Chu, E., & Ready, D.D. "Exclusio
	https://www.journals.uchicago.edu/doi/pdf/l 0.1086/698454; Gerlinger, J, Viano, S, Gardella, J.H., Fisher, B.W., 

	States can play an impo11ant role in helping LEAs and early childhood programs to build the capacity to implement a proactive approach. For a thorough discussion ofState obligations in reducing discipline disparities, see accompanying Questions and Answers: Addressing the Behavioral Needs o[Children with Disabilities and IDEA ·s Discipline Provisions. States may also use IDEA section 611 funds, as described in Section JTI ofthis document. 
	11 

	For example, Head Start requires programs to prohibit or severely limit the use ofsuspension due to a child's behavior and, where suspension is deemed necessary, the program must first engage with mental health professionals, parents, and other specialized professionals to determine whether other options might be appropriate. See 45 C.F.R. § 1302.17. See also Head Start Policy & Regulations at: htlps://iii 1302-17-suspcnsion-cxpulsion. 
	12 
	eclkc.ohs.acf. hhs.gov/policy/45-cfr-chap-xi

	Scott, T.M., Gage, N.A., Him, R.G., Lingo, A. S., & Burt, J. (2019). An examination ofthe association between MTSS implementation fidelity measures and student outcomes, Preventing School Failure: Alternative Education for Children and Youth, 63:4, 308-316, DOI: 10.1080/1045988X.2019.1605971. 
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	climatewhich fosters safety and promotes a supportive environment with respectful, trusting, and caring relationships. 
	14 
	15 

	Developing positive early learning environments and school climates while implementing evidence-based strategies and improving, and equitably applying, program and school discipline policies and practices, starts with an investment in building the necessary expertise within the educator workforce. A critical step in addressing disparities, significantly reducing the use of exclusionary discipline and aversive practices and improving outcomes for children with disabilities is providing educators with resourc
	16 

	A. Using an Evidence-Based Approach to Support and Respond to Student Needs 
	A culturally and linguistically responsive multi-tiered system ofsupports (MTSS) is a comprehensive prevention framework designed to improve developmental, social, emotional, academic, and behavioral outcomes using a continuum ofevidence-based strategies and supports. Within an MTSS framework, educators implement: 
	17 

	• 
	• 
	• 
	universal strategies and supp01ts designed for all children, 

	• 
	• 
	targeted strategies and supports for children with additional needs and 

	• 
	• 
	intensive sh·ategies and supports to meet the specific needs of individual children. 


	With data-driven decision making and evidence-based approaches to meeting each child's needs, MTSS provides a valuable framework to help schools address long-standing inequities in 
	Huang, F. L. & Cornell, D. (2018). The relationship ofschool climate with out-of-school suspensions. Children a11d Youth Services Review, 94, 378-. School Climate Improvement. National Center on Safe Supportive Learning Environments (NCSSLE). (n.d.). Retrieved April 7, 2022, from 
	14 
	389. hllps;//doi.org/10.1016/j.childyouth.2018.08.013
	15 
	hllps://safesupportivcleaming.cd.gov/school-climatc-improvemcnt. 

	Grego1y, A., Cornell, D., & Fan, X.(2011). The relationship ofschool structure and support to suspension rates for Black and White high school students. American Educational Research Journal, 48, 904-934. / I 0.3102/000283 121 139853 I; Heilbrun, A., Cornell, D., & KonoId, T. (2018). Authoritative school climate and suspension rates in middle schools; Implications for reducing the racial disparity in school discipline, Jouma/ ofSc/100/ Violence, 17(3), Mattison, E., & Aber, M.S. (2007). Closing the achievem
	16 
	https://joumals.sagepub.com/doi
	324-338, hllps://doi.org/ I 0.1080/15388220.2017. 1368395 
	https://doi.org/ 

	Essential components ofMTSS. Center on Multi-Tiered System ofSupports. (n.d.). Rehieved April 7, 2022, from 
	17 
	htlps;//mlss4succcss.org/csscntial-componcnts. 
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	achievement. Additionally, MTSS focuses on meeting the needs ofall children by using universal screening, progress monitoring, and data•based decision making at all tiers ofa flexible shucture that allows schools and early childhood programs to customize and organize practices, supports, and services based on the needs ofeach child. 
	18 

	1. Universal Academic & Behavioral Supports 
	Universal instructional and behavioral supports are the strategies provided to all children within a school or early childhood program. Universal design for learning (UDL) and positive behavioral interventions and suppmts (PBIS) are evidence-based strategies that may be implemented at the universal level, which means they are strategies that benefit all children and can be implemented at all tiers in MTSS. 
	lmpleme11ti11g U11iversal Desig11 for Learning 
	When considering the need for interventions, it is important to determine ifa child's behaviors that are inconsistent with school expectations are a consequence ofdevelopmentally inappropriate expectations, academic difficulty, or other factors. In some cases, a child's behavior can be impacted by their environment, academic expe1ience> developmental level, or social emotional needs. For example, ifa child is sh·uggling academically, developmentally, or with social emotional health, and is not provided with
	19 
	20 

	UDLis a framework to improve and optimize teaching and learning based on scientific insights into how humans learn. UDL challenges educators to consider how to intentionally design 
	21 
	22 

	18 Jackson, D. (202 l, July). Leveraging MTSS to Ensure Equitable Outcomes. Center on Multi-Tiered System of Supports. Reh'ieved October 202l, from 07/MTSS Equity Briefp<lf. 
	https://mtss4succcss.org/sites/<lcfault/files/2021
	-


	19 As discussed later, these issues can also be indications that an individual student has a disability and should be evaluated to detem1ine ifspecial education or related aids and services are necessary to meet the student's needs on an individualized basis in order to provide F APE. 
	20 States can access more infom1ation about accessible instructional materials tlu-ough the federally funded National Center on ri,atcrials-leaming. 
	Accessible Educational Materials. https://aem.cast.org/about/national-ccntcr-accessible-educational­

	21 The Higher Education Opportunity Act (2008) defines UDL as: "a scientifically valid framework for guiding educational practice that -(A) provides flexibility in the ways information is presented, in the ways students respond or demonsh·ate knowledge and skills, and in the ways students are engaged; and (B) reduces barriers in instruction, provides appropriate accommodations, supports, and challenges, and maintains high achievement expectations for all students, including students with disabilities and st
	20 u.s.c. § 1003(24). 22 About universal design for learning. CAST. (2022, February 8). Reh·ieved April 7, 2022, from https:/ /i vcrsal-desi gn-for-lcam i ng-ud I. 
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	instruction and assessment to promote multiple means ofengagement, representation, and action/expression.In doing so, UDL is rooted in a strengths-based approach to learning for all children, and research has demonstrated that UDL can increase developmental outcomes and academic achievement, including for children with disabilities. 
	23 
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	Impleme11ti11g Positive Behavioral Interventions a11d Supports 
	Impleme11ti11g Positive Behavioral Interventions a11d Supports 
	To fully access and participate in the learning environment, all children should know the school­and program-wide behavioral expectations required to be successful, have opportunities to practice meeting those expectations, and receive support for and reinforcement ofthose behaviors by skilled adults trained in evidence-based practices. 
	PBIS is an MTSS framework focused on improving behavior by integrating data, systems, and evidence-based practices within three tiers ofsupport: universal, targeted, and individual. These tiers are fluid, and the amount ofsupport and interventions should be differentiated over time and across settings based on the child's needs. Using this tiered system, all children would benefit from universal supports and services, while smaller groups that need more targeted and intensive supp01ts and services would rec
	• 
	• 
	• 
	Improved outcomes, such as increased academic achievement and social and emotional competence for children with disabilities, and reduced bullying behaviors; 

	• 
	• 
	Significant reductions in inappropriate behavior;

	• 
	• 
	Reduced use ofexclusionary discipline, including reduced discipline referrals and suspensions; and 

	• 
	• 
	Reduced use ofrestraint and seclusion. 


	Teaching Excellence in Adult Literacy Center. (2019, April 8). TEAL Center Fact Sheet no. 2: Fact sheet: Universal design for learning. Retrieved December 2021, from hllps://lincs.ed.gov/statc-resourccs/fc<leral­in i tia Ii ves/tca 1/gu idc/ud I. 
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	Basham, J., Blackorby, J., & Marino, M. (2020). Opportunity in crisis: The role ofuniversal design for learning in educational redesign. Learning Disabilities: A Contempormy Jo11mal, 18(I), 71-91. Retrieved October 202I, from: pdf. 
	24 
	hllps://filcs.eric.c<l.gov/fulltcxt/EJ 1264277.

	Hemmeter, M. L., Snyder, P.A., Fox, L., & Algina, J. (2016). Evaluating the implementation ofthe pyramid model for promoting social emotional competence in early childhood classrooms. Topics in Early Childhood Special Education, 36, 133-146. Reh-ieved April 2021, from: hllps://journals.sagcpub.cum/doi/full/10.1177/02711214 16653386. 
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	Center on PBIS. (2022). Supporting and Responding to Student's Social, Emotional, and Behavioral Needs: Evidence-Based Practices for Educators (Version 2). Reh·ieved April 9, 2022, from . 
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	2. Targeted Supports 
	Consistent with IDEA, ifthe behavior ofa child with a disability impedes their learning or the learning ofothers, the use ofpositive behavioral interventions and supports and other strategies must be considered to For some children whose behavioral needs are not met with school-and program-wide strategies, the IEP team should detem1ine what more targeted, individualized interventions and supports are necessary. Targeted supports are typically provided in smaller groups to allow for more ex licit instruction
	address that behavior.
	27 

	practice positive behaviors and receive constructive feedback. Social skills instruction, supp01ts 
	on developing social relationships, self-management strategies, check and connect (a mentoring 
	intervention designed to spot early signs ofdisengagement, improve school performance, and 
	reduce school dropout), and restorative practices, are examples of interventions that may be 
	provided as targeted supports. 
	28 

	Restorative practices focus on developing caring connections, listening to and valuing others' opinions, promoting accountability, repairing harm, and supporting reintegration-back into the educational environment. Implementing restorative practices as a targeted support could include using restorative group conferencing, restorative circles, and conversations among students to facilitate healing. Research suggests that combining restorative practices with school wide positive behavioral supports reduces di
	29 
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	3. Individualized or Intensive Supports 
	Some children may benefit from intensive supports that are designed to meet the specific needs 
	ofan individual child. These supports can be more intensive than school-wide or targeted and 
	small-group approaches. Such supp01ts may include conducting a functional behavioral 
	assessment (FBA) and implementing a corresponding behavioral intervention plan (BIP) or 
	providing wraparound servicesor individual counseling. 
	31 

	34 C.F.R. § 300.324(a)(2)(i). 
	27 

	28 Tier 2. Center on PBIS. (2021). Retrieved October 7, . 
	2021, from https://www.pbis.org/pbis/ticr-2

	29 Wachtel, T. (2016). References. Defining restorative. International Institute for Restorative Practices. Retrieved October I 0, 2021, Nov-20 I 6.pd( 30 Vincent, C. G., Inglish, J., Gi1van, E. J., Sprague, J. R., & McCabe, T. M. (2016). School-wide positive and restorative discipline (SWPRD): Integrating school-wide positive behavior interventions and supports and restorative discipline. Inequality in School Discipline, I I 5-/I 0.1057 /978-1-137-51257-4 7. 
	from https://www.iiq1.edu/images/pdf/Dcfining-Rcstorative 
	134. https://doi.org

	31 In this context, "wraparound services" refers to the school-and community-based medical and mental health services provided in tandem as supports for a child with serious behavioral needs and their family based on the child's and family's unique needs. 
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	F,mctional Behavioral Assessment Process -\-n-e,, re.,50\-\-\'f)~~~Vs. 
	The FBA is a process for identifying the reasons behind, or factors contributing to, a child's behavior.•This process is rooted in the understanding tbat behavior is a form of communication and can provide a deeper understanding ofwhat a child is trying to convey through their behavior. By investigating the conditions and other factors that contribute to the occU11"ence ofthe behavior, the response that the behavior elicits, and the reasoning for the continuation ofthe behavior, the FBA process provides use
	32
	33 

	Although IDEA does not provide specific requirements for what should be included in the FBA process, it is generally understood that an effective FBA processis individualized and, at a minimum, should: 
	34 

	• 
	• 
	• 
	Clearly define the interfering behavior. 

	• 
	• 
	Collect indirect and direct data on the occunence and nonoccurrence ofthe behavior. 

	• 
	• 
	Analyze data to determine trends and develop a hypothesis ofthe function ofthe behavior. 

	• 
	• 
	Lead to the development or revision ofa BIP (which is monitored, evaluated, and adjusted as needed). 


	The first step in the FBA process is to clearly define the behavior ofconcern (interfering behavior) to ensure that it is measurnble and observable, and that data are collected on the specific behavior. Data collection provides information on the frequency, duration, conditions, location, and individuals present when the interfering behavior does and does not occur; the events or conditions that typically occur before and after the interfering behavior; and other 
	As noted in 011estio11s mul Answers: Addressing the Needs o[Children with Disabilities and IDEA 's Discipline PnJl'isions, Appendix /, a fi.mctional behavioral assessment (FBA) is used to understand the function and purpose ofa child's specific, interfering behavior and factors that contribute to the behavior's occurrence and non­occurrence for the purpose ofdeveloping effective positive behavioral interventions, supports, and other sti-ategies to mitigate or eliminate the interfering behavior. 
	32 

	In D.S. v. Trn111b11/f Board ofEd11calion, 975 F.3d 152 (2d Cir. 2020), the U.S. Court ofAppeals for the Second Circuit disagreed with the Department's interpretation that a functional behavioral assessment (FBA) is considered an evaluation or reevaluation wider IDEA that triggers a parent's right to request au independent educational evaluation at public expense. Based on this, OSERS intends to review its previously stated positions on this matter, including whether an LEA must seek parental consent before
	33 

	For more information on the FBA process, see "Using FBA for Diagnostic Assessment in Behavior" from the National Center on Intensive Intervention, available at: %20Functional%20Bchavior%20Asscssment FBA Proccss.%20pdf.p<lf. 
	34 
	https://intcnsiveintervention.org/sitcs/dcfault/files/Handout%203a%20
	-
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	relevant information. Based on the analysis ofthose data, a hypothesis is developed indicating the settings or events that may trigger the occurrence ofthe interfering behavior (antecedent), a description ofthe inteifering behavior (behavior), and the responses that perpetuate the interfering behavior (consequence). Each ofthese components should be carefully considered to ensure that appropriate and effective interventions are identified_ and implemented. Therefore, individual(s) conducting the FBA should 
	35 

	The IBP Team may rely on the information collected and analyzed through the FBAprocess to understand factors that conttibute to the occurrence and non-occurrence oftlie child's behavior and to inform the development of an effective BIP an~ identify additional supports and services to be included in the IBP. Guided by the data and information collected through the FBA that identified the function ofthe behavior, a BIP takes an individualized, proactive, and preventative approach to addressing the interfering
	36 
	37 
	38 

	Lastly, once developed, the BIP should be reviewed periodically to determine its effectiveness 
	and whether it needs to be adjusted. Identifying criteria for success can be helpful in guiding the 
	IEP Team in monitoring the interventions. 


	n. Investing in School and Educator Capacity 
	n. Investing in School and Educator Capacity 
	Shifting schools and early childhood programs away from exclusionary and disproportionate disciplinary practices toward a more positive school and program climate requires building educator capacity. Educators play an integral role in supporting children and fostering a positive school climate and are critical partners·in meaningfully addressing disparities in the uses of exclusionary discipline. Therefore, it is important for SEAs, LEAs, schools, and early childhood programs to invest time and resources in
	35 The OSEP-funcled IRIS Center offers a module on Functional Behavioral Assessment available at: https:/ /iris. peabody.vai1derbiIt.edu/modu le/fba/ chaI lenge/#contcn t. 36 34 C.F.R. § 300.530 specifies when an FBA is required. For more information, see accompanying Questions and Answers: AddressinfJ the Behavioral Needs ofChildren with Disabilities and IDEA 's Discipline Provisions. 
	37 Sugai, G., Lewis-Palmer, T. & Hagan-Burke, S. (2000). Ove1view of the Functional Behavioral Assessment Process, Exceptio11ality, 8(3), I49-160, 0.1207 IS l5327035EX0803 2. National Center on Intensive Intervention. (2013). Supra note 43. 
	https://doi.org/ I 
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	A. Culturally and Linguistically Responsive Practices 
	Implementing proactive school-and program-wide interventions may reduce rates of exclusionary discipline, yet discipline disparities may often persist in the absence ofspecific attention to address them. To meet the needs ofall children, proactive, evidence-based program-and school-wide approaches should be impleme1ited in a culturally and linguistically responsive way that affirms the multi-faceted identity ofeach child. · 
	39 
	40 

	The MTSS framework may be used to _address issues leading to disparate outcomes for children with disabilities, particularly children who are ofcolor, English language leamers, or from low­income families. The MTSS framework's use ofdata-based decision making provides an opportunity to objectively examine disparities and ensure equity in implementation ofdiscipline policies across groups ofchildren. In general, when schools and early childhood programs implement practices that include setting high expectati
	more positive outcomes.
	41 
	42 

	When educators connect with and understand children and take children's perspectives into consideration, they build empathy and respond to children's behavior in more affirming ways. As educators build more welcoming environments that center children's experiences, the climate of the classroom, early childhood program, or school can begin to change, and the dispropo1tionate use of discipline can decrease. Early childhood programs, schools, LEAs, and SEAs can consider ongoing and effective professional devel
	Greg01y, A., Skiba, R.J., & Mediratta, K. (20 I 7). Eliminating disparities in school discipline: A framework for intervention. Review ofresearch i11 Educatio11, 41, 253-/ I0.3102%2r009 I 732X I 7690499. 
	39 
	278, https://doi.org

	McIntosh, K., Sugai, G., Smolkowski, K., Horner, R.H., & Girvan, E. J. (2018, February I). A 5-point intervention approach for enhancing equity in school discipline. Practice Guides. Retrieved October l 0, 2021, from htlps :/ /www .pb is. org/rcsou rcc/a-5-noi nt-i n tervcntion-anproach-for-en h anc in g-eg u i ty-in-schoo 1-d isc i DI inc. 
	40 

	Klingner, J. K., Artiles, A. J., Kozleski, E., Harry, B., Zion, S., Tate, W., & Riley, D. (2005). Addressing the disproportionate representation ofculturally and linguistically diverse students in special education through culturally responsive educational systems. Education Policy Analysis Archives, I 3(38), 1-40. 
	41 

	Leverson, M., Pinkelman, S., Rose, J, McIntosh, K, & Smith, K. (2021, March). Center on PBIS: Resource: PBIS cultural responsiveness field guide: Resources for trainers and coaches. Retrieved October 7, 2021, from . 
	42 
	https://www.pbis.org/rcso11rcc/pbis-cultural-rcspo11sivencss-ficl<l-guidc-rcsourccs-for-traincrs-an<l-coachcs
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	B. Educator Preparation and Ongoing Professional Development 
	To effectively implement evidence-based practices such as UDL or PBiS within an MTSS framework, educators should have specific knowledge and skills in effectively supporting and responding to children. Often, education preparation programs provide limited instruction and training on how to effectively support and respond to behaviors, and specifically to behaviors of Consequently, many teachers often list challenges related to managing and supporting student behavior, as well as high stress and emotional an
	children with disabilities.
	43 
	for leaving the profession.
	44 

	Educators should have access to ongoing job-embedded professional development,coaching, and consultation with specialized instructional support personnelwho have expertise in responding to and supporting the full range ofstudent needs. LEA, school, and early childhood program leadership should prioritize job-embedded professional development opportunities for educators to both strengthen their foundational knowledge and skills and provide support to teachers, specialized instructional support personneland o
	45 
	46 
	1 

	skills or assistance'i\-i\'ic> ,:r,o\ ~o,::}t; c,_\;,O<.}.\ '\)e.\11(\ · 
	C.V!-\('().\n~~ . a~"vo.~-s ne,e~ 'f()Ol"'e. .\-~c,.\fl\fy.\ \ 
	Freeman, J., Simonsen, B., Briere, D. E., & MacSuga-Gage, A. s :C2014). Pre-~ervice teacher training in classroom management: A review ofstate accreditation policy and teacher preparation programs. Teacher Educational and Special Education, 37, 106-120/0888406413507002; Wei, R. C., Darling-Hammond, L., & Adamson, F. (2010). Professional development in the United States: Trends and challenges. Dallas, TX: National StaffDevelopment Council; Begeny, J.C., & Ma11ens, B. K. (2006). Assessing pre-service teachers
	43 
	. Retrieved from: http://doi.org/10.I 177
	285. http://doi.org/l

	44 Brownell, M. T., Smith, S. W., NcNellis, J. R., & Miller, M. D. (1997). Attrition in special education: W11y teachers leave the classroom and where they go. Exceptionality, 7(3), 143-155. 5327035ex0703 1; Ingersoll, R. M., & Smith, T. M. (2003). The wrong solution to the teacher shortage. Educational Leadership, 60, 30-33; Ingersoll, R., Merrill, E.; Stuckey, D., & Collins, G. (2018). Seven Trends: The Transformation ofthe Teaching Force, updated October 2018. Research Report (#RR 2018-2). Consortium for
	https://doi.org/10.1207/sl 
	https://reposilory.upenn.edu/cprc 

	45 Job-embedded professional development refers to teacher learning that is grounded in day-to-day teaching practice and is designed to enhance teachers' content-specific instructional practices with the intent ofimproving student learning see ­
	https://leamingforward.org/wp-content/uploads/2017/08/job-embedded-professional

	dcvelopmcnt.pdf. 46 ESSA defines specialized instmctional personnel as (i) school counselors, school social workers, and school 
	psychologists; and (ii) other qualified personnel involved in providing assessment, diagnosis, counseling, educational, therapeutic, and other necessary services (including related services as that tenn is defined in section 602 ofIDEA (20 U.S.C. 1401)) as part ofa comprehensive program to meet student needs. 
	POSITIVE, PROACTIVE APPROACHES TO SUPPORTING C HILDREN WITH DISABILITIES: A GUIDE l'OR STAKEHOLDERS 
	To effectively support students and respond to behavior, school and program personnel should have knowledge, skills, and experience in topics such as: 
	• 
	• 
	• 
	Understanding the unique needs ofeach child with a disability and the rights afforded to children with disabilities under IDEA; 

	• 
	• 
	Being aware ofpotential signs ofstress; 

	• 
	• 
	Being prepared to be the first contact and resource for children in need ofsuppo1t; 

	• 
	• 
	Implementing universal screening and understanding screening data to make infonned · decisions about child needs and appropriate instructional and behavioral strategies; 

	• 
	• 
	Implementing evidence-based prevention and intervention practices (such as positive behavioral interventions and supports, safe physical escort, conflict prevention, understanding antecedents, de-escalation, and conflict management) across all school or program settings to effectively suppo1t and respond to child behavior ( e.g., classrooms, administrative office, hallways, playgrounds, cafeteria, school bus); 

	• 
	• 
	Conducting FBAs; 

	• 
	• 
	Effectively designing, implementing, and evaluating IEPs and BIPs, in collaboration with families and with support from specialized suppo1t personnel; and 

	• 
	• 
	Re-integrating children into the school or program after extended periods ofvirtual learning or other absences from school. 



	ID. Federal Funding Available to Address Disparities in, and to Reduce the Use of, Exclusionary Discipline 
	ID. Federal Funding Available to Address Disparities in, and to Reduce the Use of, Exclusionary Discipline 
	In addition to implementing coordinated policies, multiple funding streams can, and should, be used to address discipline disparities, improve school climate, and provide behavioral supports. IDEA requires LEAs to meet the functional, including behavioral, needs ofeligible children with disabilities as part of their obligation to provide FAPE. Thus, IDEA Part B funds can be used to provide support and direct seivices related to addressing the behavior ofchildren with disabilities, including technical assist
	47 

	At the SEA level, States may reserve a portion oftheir IDEA Part B funds to carry out certain authorized State-level activities to support children with disabilities and educators. For example, SEAs may use the IDEA section 6 11 funds they reseive for State-level activities, other than administration, for support and direct seivices, including technical assistance, personnel preparation, and professional development and training; to assist LEAs in providing positive 
	Federal funds can be used for these purposes, provided, among other factors, the costs are necessary and reasonable for the performance ofthe Federal award and allocable to the Federal grant. 2 C.F.R. § 200.403. 
	47 
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	behavioral interventions and supports and mental health services for children with disabilities; and to support capacity building activities and improve the delivery ofservices by LEAs to improve results for children with disabilities.
	48 

	Another area in which IDEA funds may be used to provide behavioral suppo1is is with coordinated early intCEIS are services provided to students in kindergarten through grade 12 (with a particular emphasis on students in kindergarten through grade three) who are not cmTently identified as needing special education and related services, but who need additional academic and behavioral supports to succeed in a general-education environment. IDEA allows LEAs to use up to 15 percent offunds they receive under Par
	ervening services (CEIS).
	49 
	50 
	51 
	52 

	An LEA that has been identified as having significant disproportionality based on race or ethnicity with respect to the identification, placement, or discipline ofchildren with disabilities under IDEA section 618( d)(l) must reserve the maximum amount offunds under IDEA section 613(f) (i.e., an amount equal to 15 percent ofthe LEA's IDEA Part B section 611 and 619 subgrants) for comprehensive CEIS activities under IDEA section 618(d)(2)(B). When LEAs with significant disproportionality use funds rese1ved fo
	53 
	54 

	34 C.F.R. § 300. 704(b )(4)(i), (iii), and (viii). See also OSEP letter to Batson (Dec. 11, 2008), available at: 
	48 

	108statcactivities4g2008.p<lf. 
	https://sites.cd.gov/idca/files/idea/policy/spcccd/guid/i<lca/letters/2008-4/batson 12 1

	34 C.F.R. § 300.226. 
	49 

	50 
	Id. See also OSEP Memo 08-09 (July 28, 2008), available at https://www2.cd.gov/policy/speced/guid/idca/ccis­

	guidancc.pdf. 
	Section 613(t) ofIDEA (20 U.S.C. §l413(t)); 34 C.F.R. § 300.226. 
	51 

	52 In the case ofan LEA's required use ofIDEA Part B funds for comprehensive CEIS due to being identified with 
	significant dispropo1tionality, the LEA may also use the funds to address the needs ofchildren already identified 
	as eligible for special education and related services. 34 C.F.R. § 300.646(d)(2)(ii). For more information1 see 
	OSEP's Significant Dispropmtionality (Equity in IDEA) Essential Questions and Answers (Mar. 2017), available 
	at: nificant-disproportional ity-ga-03-08-17 .pdf. 
	https:/ /sites.ed.gov/idca/fi les/si g

	53 For more information see OSEP's Significant Disproportionality (Equity in IDEA) Essential Questions and 
	Answers (Mar. 2017), available at: 
	https://sitcs.ed.gov/idca/files/significant-disproportionality-ga-03-08-17-2.pdf. 

	34 C.F.R. § 300.646(d)(l)(ii). 
	54 
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	preschool-aged children and children with disabilities, in certain LEAs identified with significant disproportionality to address discipline disparities and the behavioral needs ofchildren.Further, CEIS funds may be consolidated with certain other Federal funds in a school wide program under Title I ofthe Elementary and Secondary Education Act of 1965, as amended (ESEA), provided that the applicable requirements for both funding streams are met.
	55 
	56 

	Finally, ESEA allows for some funds to be used to support MTSS, particularly Title II funds for professional development. Additionally, the Department has clarified that funds provided to States and LEAs through the Elementary and Secondary School Emergency Relief (ESSER) Fund and the Governor's Emergency Education Relief(GEER) Fund are available to assist SEAs' and LEAs' efforts to address social, emotional, behavioral, and mental health needs, including PBIS.
	57 


	IV. Federal Resources to Support State and Local Efforts to Address Disparities in, and Reduce the Use of, Exclusionary Discipline 
	IV. Federal Resources to Support State and Local Efforts to Address Disparities in, and Reduce the Use of, Exclusionary Discipline 
	In September 2021, the Depa1tment released Supporting Child and Student Social, Emotional, Behavioral and Mental Health to provide information and resources to enhance the promotion of mental health and the social and emotional well-being among children and students. That resource highlights seven key challe~ges to providing school-or. program-based mental health suppo1t across early childhood, K-12 schools, and higher education settings, and presents seven corresponding recommendations. It includes example
	In addition, the Department funds several technical assistance centers that provide resources related to beh_avior that can be accessed by ~EAs, LEAs, schools, early child.hood programs, and educators. 
	• National Technical Assistance Center on Positive Behavioral Interventions and Supports: Funded since 1998, the purpose ofthe Center on PBIS is to improve the capacity ofSEAs, LEAs, and schools to establish and sustain the PBIS framework to 
	(a) scale up tier 2 and 3 systems to improve outcomes for students with or at risk for 
	34 C.F.R. § 300.646(d)(l) and (2). See also OSEP Memo 08-09 (July 28, 2008), available al 
	55 
	https://www2.ed.gov/policy/spcced/gui<l/idea/ccis-guidancc.pdf. 

	34 C.F.R. § 300.206. See also the Department's Office ofElementary and Secondary Education Sept. 13, 2013, letter to State Directors on maximizing flexibility in the administration ofFederal grants, available at: df 
	56 
	https://www2.ed.gov/programs/teacherqual/tlex ibility-swp09 l 3 l 3.p

	U.S. Department ofEducation, Frequently Asked Questions: Eleme11ta1y and Seco11da1y School Emergency Relief Programs Govemor's Emergency Education ReliefPrograms, Washfogtor1, DC, May 202 1. Available at: .FAQs 5.26.21 745AM FINALb0cd6833f6f46e03ba2d97d30af f953260028045f9ef3bl8ea602db4b32bld99.pdf. See also U.S. Department ofEducation. (2021). Supporting Child and Student Social, Emotional, Behavioral, and Mental Health Needs. Retrieved October 8, 2021, from 
	57 
	htlps://ocse.cd.gov/tilcs/2021/05/ESSER.GEER 
	htlps://\vww2.ed.gov/documcnts/studcnts/supporting-cl1ild-studcnt-social-cmotional-behaviornl-mcntal-health.pdf. 
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	disabilities, (b) enhance school climate and school safety, and ( c) improve conditions for 
	teaming to promote the well-being ofall students. The Center on PBIS (a) provides the 
	technical assistance to encourage large-scale implementation ofMTSS to address social, 
	emotional, behavioral, and mental health needs; (b) provides the organizational models, 
	demonstrations, dissemination, and evaluation tools needed to comprehensively and 
	effectively implement MTSS across an array ofcontexts; and ( c) extends the lessons 
	learned ~om PBIS implementation to the broader agenda ofeducational reform. The 
	Center also provides support to the School Climate Transformation District and State 
	grants. The website (www.pbis.org/) includes resources, tools, and trainings to enhance 
	grants. The website (www.pbis.org/) includes resources, tools, and trainings to enhance 

	district and State efforts to build capacity and systemically integrate social, emotional, 
	behavioral, and mental health strategies and supports in schools. 
	• 
	• 
	• 
	National Center for Pyramid Model Innovations (NCPMI): The NCPMI works to improve and support the capacity ofState systems and local programs to implement an early childhood MTSS to improve the social, emotional, and behavioral outcomes of young children with, and at risk for, developmental disabilities or delays. The goals ofthe Center are to assist States and programs in their implementation ofsustainable systems for the implementation ofthe Pyramid Model for Suppo1ting Social Emotional Competence in Infa
	https://challengingbehavior.cbcs.usf.eduL) 


	• 
	• 
	National Center on Intensive Interventions (NCII): NCII works to build the capacity ofSEAs, LEAs, universities, practitioners, and other stakeholders to support implementation ofintensive intervention in literacy, mathematics, and behavior for students with severe and persistent learning and/or behavioral needs. NCil's approach to intensive intervention is data-based individualization. The website includes tools to support the implementation ofevidence-based practices for intensive behavior. (/) 
	https://intensiveintervention.org


	• 
	• 
	IRIS Center: The IRIS Center is a national center dedicated to improving education outcomes for all children, especially those with disabilities bilth through age twenty-one, through the use ofeffective evidence-based practices and interventions. The Center has training modules available for pre-and in-service development for educators on supporting and responding to school behavior, including cultural considerations and /) 
	behavior. (https://iris.peabody.vanderbilt.edu


	• 
	• 
	Comprehensive Center Network (CCNetwork): The CCNetwork is comprised of 19 Regional Comprehensive Centers and 1 National Center that provide capacity-building technical assistance to States, districts and schools in their design and implementation of 
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	evidence-based policies, practices, programs, and interventions that improve instruction 
	and educational outcomes for all students. SEAs may request capacity-building suppmt 
	from their Comprehensive Centers. The CCNetwork produces and disseminates research­
	based tools and resources to build the capacity ofeducational leadership in social, 
	emotional, behavioral, and mental health approaches to better support the well-being of 
	students, school staff, and /) 
	families. (https://compcenternetwork.org

	• 
	• 
	• 
	Center to Improve Social and Emotional Learning and School Safety (CISELSS): The purpose ofthe CISELSS is to provide technical assistance to supp01t States and districts in the implementation ofsocial and emotional learning evidence-based programs and practices. The CISELSS works to build the lmowledge and capacity of(1) SEAs to support their LEAs and (2) LEAs to support their schools. (
	https://selcenter. wested.orgO 


	• 
	• 
	National Center on Safe Supportive Learning Environments (NCSSLE): Funded by the Department's Office ofSafe and Supportive Schools, NCSSLE offers information and technical assistance to States, districts, schools, institutions ofhigher education, and communities focused on improving school climate and conditions for learning. NCSSLE operates ru1der the premise that, with the right resources and support, educational stakeholders can collaborate to sustain safe, engaging, and healthy school environments that 
	https://safesupportiveleaming.ed.govD 


	• 
	• 
	What Works Clearinghouse (WWC): Funded by the Department's Institute of Education Sciences, the WWC has been a central and h·usted source ofscientific evidence on education programs, products, practices, and policies. The WWC reviews relevant research, determines which studies meet rigorous standards, and summarizes the findings. The WWC focuses on high-quality research to answer the question "what works in education?" (
	https://ies.ed.gov/ncee/wwc/FWW/Results?filters=.Behavior) 
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	3 Benefits of Learning in a.Self-Contained Classroom 
	3 Benefits of Learning in a.Self-Contained Classroom 
	Inside: Self-contained classroom definition and benefits, as well as books, workbooks and resources to support the classroom. 
	This page includes affiliate links. 
	What is a Self-Contained Classroom? 
	What is a Self-Contained Classroom? 
	A self-contained classroom is generally explained as a classroom for special learners in which all members of the classroom are students with special needs. The classroom may be prut ofa general education school building or a separate facility for students with special needs. Some classrooms operate as fully self-contained and have students stay in the room for the entire day. On the other hand, other self-contained classroom models have instmction in the room, but then go to lunch, specials and recess, etc
	Self-contained classes usually have no more than ten students and are typically led by a certified teacher. Students in the class are often assisted by a Para-educator who is also there to provide additional 
	support during instruction. These classes enhance students' ability to learn by limiting the class size anclby 
	addressing their special needs with smaller groups, individualized instruction, and a...flexible, but nurturing 
	environment. 

	3 Benefits of a Self-Contained Class 
	3 Benefits of a Self-Contained Class 
	These classes can be advantageous for any student struggling to succeed academically because ofa special need or learning difficulty. Some people debate ifthe inclusion model should be used with all students. However, there are still many self-contained classrooms in existence that many teachers, parents and students view as beneficial. Here are the top three benefits oflearning in a self-contained special education classroom! 
	Smaller Class Size 
	Average U.S. class sizes typically hold anywhere from 25 to 40 students, depending on the grade level. That is an excessive number ofkids for just one teacher to handle, especially ifsome have difficulty keeping up with the academic load ofthe class. Often, students who have trouble with lessons could be "left behind" because teachers, even ifthey really wanted to, might not be able to dedicate enough time or attention to each child. 
	A self-contained classroom allows students to participate in smaller classes and receive one-on-one lessons with (in most cases) a certified teacher. The teachers can properly support learning because they can carve out the plan the time to sit down with each student and in smaller groups. This is especially true when there is a Para­Educator in the classroom. They can also form stronger rapport in smaller environments, which might motivate students and keep them on track to meet their goals. 
	Individualized Instruction 
	When the class size is smaller, teachers can personalize the curriculum to best suppmt each individual, whether 
	using a different teaching method or implementing a more intensive intervention. The instructors can alter their strategies and lessons based on what each child struggles with. They can choose to develop specific skills that the student is in need ofdeveloping. This positively impacts the students, as they receive an education tailored 
	to their strengths and needs rather than a large, busy classroom that may move too fast or is not meeting their 
	current needs. 
	More Flexibility 
	When there are too many students in one class, many times individualized assistance and personalized instructions are not part ofthe deal. General, globalized instruction take flight. Students with special needs could be at a disadvantaged in a larger setting if the general educator and special educator do not get a change to collaborate about teaching resources that personalize the instruction. Special education experts have insight into ways to modify materials to support various learning needs. When you 
	However, when you have fewer students, you have greater control over the lessons, granting you the flexibility to alter them based on each student's needs. You can have a much more individualized lesson plan and schedule since you will work through it at a different pace every day. In a typical classroom, the teacher must continue with the instruction, even ifsome students do not fully understand the material. In a self-contained classroom, the teachers can change things up as they see fit, stay on a topic 
	Some educators and parents advocate against self-contained classrooms since it limits the student's interaction with non-disabled peers, but for some families, they love the benefits ofthe smaller group size and the nurturing classroom environment ofa self-contained classroom and they view it as a safe space. In the end, each family, along with their school team, will need to decide what works best for the student. 
	Understanding Self-Contained Classrooms in Public Schools 
	Understanding Self-Contained Classrooms in Public Schools 
	Updated October 22, 2020 
	I 
	by Grace Chen 
	473 
	Learn about the history ofpublic schools incorporating self-contained classrooms, and whether they are right for your child. 
	In recent decades, public schools find themselves facing the greater needs ofdiverse student populations, with varying cognitive abilities, maturity levels, and academic strengths and weaknesses. While most typical elementary, middle, and high school students find themselves immersed in a classroom of twenty to thirty peers with one lead teacher, most public schools also have "self-contained" classrooms to provide alternative settings for enhanced academic support for the children whose needs cannot be full
	What are Self-Contained Classrooms? 
	Unlike standard classrooms with a large number of peers, self-contained classrooms are typically smaller settings with a fewer number ofstudents. Created to help foster enhanced support for students with special needs or specific difficulties, self-contained rooms are generally comprised ofabout ten students with unique struggles who are most commonly instructed by a lead teacher with a certification in special education. Self-contained classrooms will also have at least one paraeducator who provides instru
	Due to recent curriculum shifts, some self-contained rooms cater to the diverse needs ofstudents, such as those coping with autism spectrum disorder. A lead teacher, who is highly trained to help support students with autism, is able to provide greater assistance than what these students would typically receive in a classroom with a larger student-to­teacher ratio. Other examples ofstudents who may be enrolled in self-contained rooms include students with developmental issues, behavioral concerns, students 
	'-----------~ 
	Subsequently, due to the unique demands ofall students enrolled in public schools, many educators have found that self­contained classrooms provide a more positive and supportive environment for academic, personal, and even social development. Traditionally, self-contained classrooms were intended to help students who demonstrated special needs, or to assist students who were struggling with classes or cun-iculum content. However, as the achievement gap among students continues to grow, many public schools 
	The History ofSelf-Contained Classrooms 
	While self-contained classrooms have been used in public schools for decades, these classrooms grew in popularity as the regulations of"No Child Left Behind" became increasingly severe. Essentially, the "No Child Left Behind" statute requires that all students participate in standardized tests to rate and rank a school's performance. As this assessment procedure was nationally enforced, teachers who insh1lcted struggling students with various cognitive challenges frequently had low test score averages, whil
	The Purpose ofSelf-Contained Classrooms 
	A self-contained classroom is generally designed to provide struggling students with specialized support and 
	interventions. For example, many students coping with autism spectrum disorder are pulled out ofstandard classes in order to work with special needs experts on an array ofskills, lessons, and tutorials to enhance each student's progress. In many other cases, students who are learning to read with dyslexia, students with Attention Deficit Disorder 
	or ADHD, or st11dents who display a general shuggle in "regular" classrooms are also candidates for self-contained 
	instruction. 
	In the past, students with special needs might have spent their entire day in a self-contained classroom. And while severely disabled students may still do so, for the most part, special needs kids spend at least part oftheir day in regular education classrooms. The level to which special needs children are integrated into regular education classrooms largely rests upon that child's Individualized Education Program (IBP). Among other things, an IBP explicitly states what services a child will receive in sch
	Although self-contained classrooms provide many benefits for children with special needs, interaction with their peers is also very important. In recent years, schools have moved toward a model ofmainstreaming or inclusivity. The Wisconsin Education Association Council (WEAC) defines mainsh·eaming as "selective placement ofspecial education students in one or more regular education classes." The purpose ofmainstreaming is to give special needs sh1dents the 
	peer-to-peer interaction they need, but doing so in classes that suit the child's strengths or academic interests. For example, a child with a traumatic brain injury who particularly enjoys social studies might spend his entire day in a self­contained classroom, except for the daily period in which he joins the regular education social studies class. In this situation, the child would be accompanied by a paraeducator who would assist the child with reading, writing, note taking, test taking and other common
	Inclusion, as defined by WEAC, is educating a child "to the maximum extent appropriate in the school and classroom he or she would otherwise attend." In this situation, services are brought to the child with special needs, rather than the child leaving the regular education classroom. Again, paraeducators will often work with the special needs student to assist with assignments, testing and other tasks. The regular education teacher and the student's peers will also engage with the special needs student to 
	Which Students Should be Placed in Self-Contained Classrooms? 
	While most community members and school leaders agree that self-contained classrooms provide snuggling students with much needed support, many parents and school leaders are concerned about the target audience for this educational intervention. 
	As researchers Algozzine and Morsink explain in the journal Exceptional Children, there are specific cases ofstudents who, without doubt, need more personal and unique interventions: "Clearly, there is a need for specially designed instruction for some exceptional students. For example, it is difficult to imagine not providing specialized classroom interventions for individuals who are blind or deaf." While students with specific needs are provided with interventions and public school support, a new wave of
	"Gifted" or "TAG" students (Talented and Gifted) often express that their standard courses of study fail to meet their 
	own unique and special needs. While schools address the needs of those who are cognitively, behaviorally, and 
	emotionally snuggling, many public schools have not extended this support to students who desire a greater challenge. 
	As the University ofMichigan reveals in their resource "Gifted Education,: self-contained classrooms for gifted 
	children provide unique instt.·uction and intervention strategies for all public school students. As many academically 
	gifted kids often feel excluded by peers, bullied, teased, or taunted for their skills and abilities, self-contained rooms for 
	gifted kids would allow this population ofstudents to work with peers who are faced with the same struggles. This, as 
	research supports, is a benefit that struggling students are able to experience in self-contained classrooms as well. 
	The National Association for Gifted Children (NAGC) estimates that 5-7 percent ofchildren attending U.S. public 
	schools are academically gifted. To address the needs of these students, many schools across the nation have 
	implemented special programs and classes. This might take the form of Advanced Placement, International 
	Baccalaureate or honors courses in public high schools. In elementary and middle schools, gifted children might be 
	pulled out ofa regular classroom for part of the day to engage in studies in a self-contained class with other gifted 
	pulled out ofa regular classroom for part of the day to engage in studies in a self-contained class with other gifted 
	students. Some public school districts offer specialized gifted and talented programs that provide gifted students more rigorous classroom studies, as well as opportunities to compete in academic-related competitions such as History Day and Odyssey of the Mind. 

	The debate over equality in education is not one that will soon be resolved. However, mainstreaming, inclusivity and self-contained classrooms are moves in the right direction. At the end of the day, schools, parents and teachers are doing the best they can to ensure each child-special need or not -receives the best education they can in the least restrictive environment possible. Ifyou have a child with special needs, be sure to contact his or her school and inquire about the range of services available to
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