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ABSTRACT

RACIAL DISPROPORTIONS IN A NORTH CAROLINA EXCEPTIOAL

CHILDREN’S PROGRAM: A CASE STUDY

Kieran Danielle Foxx
Western Carolina University (July 2013)

Director: Dr. Candace Boan-Lenzo

For several decades research has documented threpresentation of minorities in
special education programs. The public school ayasteWayne County, North Carolina,
has been plagued by accusations of racial inegualith as segregation of school
district lines to seclude children in the Goldsb@ity district which is within the Wayne
County school system and primarily African Americaom attending schools in higher-
SES districts, where the children are primarily t@hEven though the racial inequity has
been identified with regard to the school distlioes, researchers have not explored
additional acts of racial inequality in the puldithool system of Wayne County. This
study compared the racial composition of childrethe Wayne County special
education program and their eligibility categoti@she racial composition of the entire
Wayne County Public School student population émtdy any potential issues of
minority overrepresentation in their special ediscaprogram. Chi square analyses
revealed statistically significant results with ikBkn American students being the most

overrepresented minority group in the analyzed{mgidence special education
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categories, such as mild intellectual disabilitypdarate intellectual disability, serious
emotional disturbance, and specific learning diggbirhey were also overrepresented in
the category of severe intellectual disability. liogtions of these results for the county
as they try to unravel possible discriminatory picas and policies that result in unequal

education experiences will be discussed.



CHAPTER I: REVIEW OF THE LITERATURE
Introduction
Racial disproportions in special education programge been a nationwide
concern for several decades. Racial disproportiggnal special education is when the
percentage of one minority group in special edoca higher than its percentage in the
representative population (Bollmer, Bethel, MunkB&erman, 2011). Research has
suggested that often minorities are overrepresantedceptional children (EC)/special
education programs (Cartledge, 2005; Dunn, 1968]lEft et al., 2008; Skiba et al., 2008;
Taylor, 2005; Wright & Santa Cruz, 1983; Zhang &&igannis, 2002).
Overrepresentation in special education has beemndented for numerous ethnic and
racial groups (Gabel, Curcic, Powell, Khader, & éd) 2009; Obiakor, Harns, Offor, &
Beachum, 2010; Raines, Dever, Kamphaus, & Road;ZBhealey, McHatton, &
Wilson, 2011; Shifrer, Muller, & Callahan, 2011;l8tan et al., 2009; Sullivan & Bal,
2013; Vasquez lll et al., 2011) as well as forwdials with limited English-proficiency
(Garcia, 2010; Hibel & Jasper, 2012; Moreno & GaytZ013; Ortiz et al., 2011; Samson
& Lesaux, 2009; Sullivan, 2011). This paper wiltés primarily on the
overrepresentation of ethnic or racial minoritiespecial education. The next sections
will discuss legislation related to disabilitiesschools and litigation related to racial
discrimination in special education.
Relevant Special Education Legislation
Current legislation highlights the need for anrappiate education for all
children. In 1975, Congress and President Fordksit@d Public Law 94-142, otherwise

known as the Education for All Handicapped Childeéen, which safeguarded the



education of children with disabilities (Office $pecial Education and Rehabilitative
Services, 2010). This law was amended several tirafege being replaced by Public
Law 101-146, the Individuals with Disabilities Edlion Act (IDEA) in 1990 (Office of
Special Education and Rehabilitative Services, 208ince its adoption, IDEA has been
reauthorized multiple times. The most recent iteradf this law ensures that all children
receive a free and appropriate public educatidherieast restrictive environment (U.S.
Department of Education, 2007). IDEA also conclutdhas when a disability is identified
in the public school setting, it should not be tbsult of cultural, environmental, or
economic factors. Therefore, it can be assumedithan a child is misidentified with a
disability and placed in special education as ation of culture, environment or
economic factors, IDEA has been violated and thiel chbeing denied a free and
appropriate public education in the least restrecenvironment. IDEA also focuses on
the need for early intervention and prevention paots, as well as comprehensive
transition planning for students with disabilities.

As part of IDEA, schools are required to providegnts of children with
disabilities or of children who are referred foesfal education assessment with a
handbook outlining procedural safeguards (Northo@@a Department of Public
Instruction, 2009). For North Carolina, this handbkds calledProcedural Safeguards:
Handbook on Parents’ Rightshe handboolks offered to parents any time they attend a
special education meeting and highlights theirtsgis parents of children with
disabilities. With a better understanding of thiaghts, parents would be more equipped
to address disproportionality by combating inactaiesssessment and inappropriate

eligibility determinations. In regards to disproponality in special education, IDEA



mandates in 34 CFR Part 300 and in section 618h&)schools have policies and
procedures to prevent the inappropriate overideatibn and disproportionate
representation of minority students in special etioa (U.S. Department of Education,
2007). In addition, states and their local educati@gencies (LEAS) that receive
assistance under Part B of IDEA must collect aradyae data annually to determine any
cases of disproportionate minority representatiospecial education.

The primary equation used to calculate dispropodiity is to divide the number
of children from a racial/ethnic group in a specdisability category by the number of
children from that racial/ethnic group in the regmetative population (Bollmer et al.,
2011). The second step in the equation is to catieuhe derived number by 100. If a
disproportionate minority representation is fouthg LEA in which it was found is
required to revise its policies, practices, anccpdures used in the special education
identification or placement process and to thewigea public report of the changes
(U.S. Department of Education, 2007). The final Afegulation in regards to
disproportionality is that state agencies monitBAk to ensure that the disproportionate
representation of ethnic and minority groups dassoccur in special education.

Additional federal legislation is Section 504 b&tRehabilitation Act of 1973
(Office for Civil Rights, 2010). Section 504 protethe rights of any individual with a
disability from discriminatory activities or agessithat receive federal funding or
assistance, such as public schools. In the putiiod setting, Section 504 mandates that
all children with a disability receive a free amgpeopriate public education (FAPE).
Section 504 does not address discrimination baseda, but is relevant to the issue of

disproportionality in regards to special educagealuation and placement (Office for



Civil Rights, 2000; Office for Civil Rights, 2010l 34 CFR Part 104 of Section 504, it
states that evaluation data include a wide vanétiata so that accurate eligibility and
special education placement decisions are madedBasthis provision, it can be
generalized that when making a special educatigibgity determination, a wide variety
of data should be analyzed to ensure that a studeaitves appropriate services and is
not wrongly identified with a disability based acral or cultural variables.

The Americans with Disabilities Act of 1990 progglimportant consideration for
individuals that have disabilities in a wide vayief settings, including the educational
setting (Americans with Disabilities Act, 2011; Thas & Grimes, 2008). The ADA
prohibits the discrimination against individualghwdisabilities and provides that they
receive equal opportunity in employment, state landl government services, such as
the public school setting, public accommodationsymercial facilities, and
transportation. Similar to Section 504, the ADA sloet specifically address the
discrimination against individuals of minority aiheic status, but states that if an
individual has a disability, he/she receives thgrapriate services. In the special
education setting, this means that children witlabllities receive appropriate special
education services.

North Carolina has integrated the above legigtatio theirPolicies Governing
Services for Children with Disabilitieranual. For example, if a child is limited English
proficient, the North CarolinRolicies Governing Services for Children with Diddiles
asserts that the child must be evaluated in histagve language to ensure that an
appropriate evaluation and placement occur (No#dfoltha Department of Public

Instruction, 2010). Theolicies Governing Services for Children with Didiies



manual states that when making a special educaligibility determination, the
Individualized Education Plan (IEP) team must sleswdence that the child’s disability
is not the result of cultural factors, limited Eisdl proficiency, or from being
environmentally or economically disadvantaged.
Relevant Special Education Litigation

Special education litigation has also addresssctidnination against children
from different cultural, racial, or linguistic bagfounds in the academic environment.
Racial discrimination in the public education sejthas been a persistent problem for
more than a century. In 1896, in regards toRlessy v. Fergusooase, the court ruled
that African American and white children were aitided to an equal public education;
however, African American and white students hacet®ive their equal public
education in separate settings (Library of Congnesk). In 1954, the U.S. Supreme
Court ruled in the caggérown v. Board of Educatignvhich was a consolidation of five
separate cases, that segregated public schoolsawiskation of the 14 amendment and
were ultimately unconstitutional (U.S. Courts, nld.S. National Archives & Records
Administration, 2013). In 1967, thdéobson v. Hanseoourt case ruled against the
discrimination of African American students by meah school assignment and ability
tracking policies (Lundy-Wagner, 2010). In 197Toldow-up to theHobson v. Hansen
court case ruled that educational resources shimuidore equally distributed among
African American and white students.

Several court cases have addressed raciallyrallftuand linguistically biased
assessments; these court cases have includ&deatha v. State Board of Educatiaase

in 1970, theGuadalupe v. Temple School Distragtse in 1972, and tHASE v. Hannon



case in 1980, which argued that the overrepresentat African American students in
the educable mentally retarded (EMR) category Wwasdsult of biased intelligence tests
(Reynolds & Fletcher-Janzen, 2007; Segall & Wils2®04; Thompson, 2004). In 1972,
theLarry P. v. Rilexcase concluded that intelligence tests canndiédétermining

factor that places children in special educaticmgpams; this case also highlighted the
overrepresentation of minority students placedhenEMR category and ruled that the
percentage of minority students in special edunatioist be parallel to the percentage of
minority students in the representative populaf®acks, 2001; Thompson, 2004). Even
though multiple litigations have occurred to addrése issue of minority
overrepresentation in special education, the ibsgecontinued to exist.

As previously stated, an overrepresentation ofoniies receiving special
education is a nationwide concern. This issuess alconcern in North Carolina (Ferri &
Connor, 2005; Zorigian & Job, 2009). The purposthaf study is to examine the racial
composition of Wayne County’s Exceptional Childe(EC) program to identify any
racial disproportions. Identifying racial dispropons in Wayne County will serve as
informative data to allow for EC Program referratigplacement reform. The following
literature review will address (1) the recent reskeaegarding continued
overrepresentation of certain minority groups iagal education, (2) the reason why
overrepresentation in special education needs tmbsidered, (3) the factors that have
influenced overrepresentation (4) the attemptsitbess special education
disproportionality, (5) and a description of the WWa County public school system.

Overrepresentation of Minorities in Special Educaton

National Data



The issue of minorities being overrepresentegacl education services has
been a concern for several decades (Artiles, Rigmlazar, & Higareda, 2005; Atrtiles,
Trent, & Palmer, 2004; Dunn, 1968; Ferri & Conr2005; Fletcher & Navarrete, 2003;
Meyer & Patton, 2001; Ortiz & Yates, 1983; Reschil§97). As previously mentioned,
several federal policies have been created aegusafd to ensure equal education
opportunities for all students regardless of rdzav(s, 2005). The federal policies have
included the Individuals with Disabilities Educatié.ct (IDEA), Section 504 of the
Rehabilitation Act of 1973, and the Americans witisabilities Act (ADA). Even with
these three policies, inequality in the educatigstesn has persisted in regards to race,
culture, and language. Inequality in the schoolesyisdue to race, culture, and language
has several implications, but for the purpose ©f $kudy, the focus will solely be on the
overrepresentation of minority students in speethication programs (Ferguson, 2010;
Gregory, Skiba, & Noguera, 2010; Muller, Riegle-@ty Schiller, Wilkinson, & Frank,
2010).

In the U.S. Department of Education’s 2011 anmepbrt, it was concluded that
based on recent U.S. Census data, United Statéis pabool students have become
significantly diverse (Ford, 2012). In the Unitethtes, minority students have drastically
increased and continue to increase in the pubio@gpopulation. Even though policies
have been created to protect minority students fdaocational inequality, racial
inequality in the U.S. public school system hastiomred to occur. Research has
suggested that students of minority status are@jlgimore represented in programs
designed to address the needs of children witlbiiisas, such as special education, and

are underrepresented in programs designed to adithesieeds of children with above



average academic performance, such as acadengd#dly programs and advanced
courses (Corra, Scott, & Carter, 2011; Yoon & Ggr2009). Studies have indicated that
minority students are often overrepresented indmgidence special education
categories, which include mild to moderate intellat disabilities, behavior and
emotional disturbances, and learning disabilite®l not low-incidence special education
categories, such as severe intellectual disalsij/iterebral palsy, and vision/hearing
impairments (Arnold & Lassmann, 2003; Donovan & £x,02002). Some minority
groups tend to be more overrepresented in higlidémde disability categories than other
minority groups. According to Office of Special Edtion Programs’ (OSEP) %0

annual report to Congress on the implementatidDBA published in 2008, racial and
ethnic minority students were most often represkmtehe specific learning disability
(SLD) category and were more likely to receive sgesducation services under one of
the following categories: SLD, speech or languageairments, intellectual disabilities
(ID), other health impairments (OHI), or emotiod#&turbance (Office of Special
Education Programs, 2008).

African American Population. In regards to the African American minority
group, the Office for Civil Rights (OCR) (2006) wmped that even though African
American students represented 17.13% of the pabhool student population in the
United States, they were overrepresented in spediatation categories: 32.01% of
students identified as having an intellectual diggb28.91% of students identified as
having a behavioral or emotional disturbance, 2% 23 students identified as having a
specific learning disability, and 21.66% of studkeidentified as developmentally delayed

(Ford, 2012; Office for Civil Rights, 2006). Accongd to the Office of Special Education



Programs’ annual report (2008) on the implemematiolDEA, it was reported that
African American students were 2.75 times morelyike receive services for an
intellectual disability and were 2.28 times mokely to receive services for an
emotional disturbance (Office of Special Educattsagrams, 2008). Another study
suggested that African American students were ttimees as likely to be identified as
having an intellectual disability two times as lik& be identified with a behavioral-
emotional disability, and approximately one andchli times as times as likely to be
identified with a specific learning disability cormed to white American students (Ferri
& Connor, 2005; Losen & Orfield, 2002). Jordan (2p6oncluded that African
American students were more likely to be diagnasitld an intellectual disability in
states with high levels of minority overrepresepotain special education programs as a
whole. This report also indicated that North Caralwas considered to have a high level
of minority overrepresentation in special educapoograms. African American students
are also more likely to be identified as havingrdellectual disability if they attend
schools in wealthier communities (Oswald, Coutinhaddest, 2002).

Hispanic American Population.In regards to the Hispanic American minority
group, the 2006 OCR report indicated that Hisp&mericans represented 20.41% of
the public school student population and were Higgimderrepresented in the intellectual
disability, behavior or emotional disability, anevetlopmentally delayed special
education categories; they were slightly overregmeed, 20.98%, in the specific learning
disability category (Ford, 2010; Office for Civilights, 2006). According to the Office of
Special Education Programs, Hispanic students ivd@times more likely to receive

services for a specific learning disability and evet8 times less likely to receive services
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for other health impairments (Office of Special Eattion Programs, 2008). Another
report concluded that Hispanic students tend torfekerrepresented when they are in
elementary school, but overrepresented when theindrigh school (Artiles, Rueda,
Salazar, & Higareda, 2002). Further analysis hasloded that the overrepresentation of
Hispanic students in special education programsis national concern, but rather a
concern specific to several states and schooias{({Guiberson, 2009; Meyer & Patton,
2001; Oswald, Coutinho, Best, & Nguyen, 2001). ldrgp students living in states with a
high Hispanic population are more likely to be aepresented in special education
programs (Parrish, 2002). In the state of New M@xac10-year longitudinal study
indicated that Hispanic students were more fredquésentified as having a specific
learning disability or speech-language impairmbéantwere European American
students (Valdez, 2003). In addition to qualifyfiog special education services, research
has indicated that Hispanic students are refeoetesting at a higher rate than European
American students for special education servicesp& Reschly, 2003).

Asian American Population.Asian American students are typically
underrepresented in special education programse(L&rfield, 2002; Poon-McBrayer
& Garcia, 2000). The Office of Special Educationdgtams (2008) concluded in their
30" annual report to Congress that students of Aséifie Islander descent were 1.29
times more likely to receive services for autisrd arere .26 times less likely to receive
services for an emotional disturbance. Asian Anagristudents have been referred to, by
some, as the “model minority” and in addition tangeunderrepresented in special
education programs, are overrepresented in acadiyrand intellectually gifted classes,

and participate more often in advanced placemeR) (fasses (Aud, Fox, &
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KewalRamani, 2010; Ford, 2012; Kristof, 2006). A®sult, Asian American students
often have high and positive expectations placemhubem by their parents, teachers,
and other school staff.

Native American Population.In regards to Native American students, research
has suggested that this specific population isnaféerred for special education services
because their way of learning differs from whitedgints’ ways of learning and
responding (Gritzmacher & Gritzmacher, 2010). Afiemg referred, Native American
students are likely to qualify for special educatservices due to confusion regarding the
interpretation of the assessment results. Data then2006 Office for Civil Rights data
collection suggested that Native Americans arerepeesented in intellectual
disabilities, behavioral or emotional disabilitispecific learning disabilities, and
developmental delays (Ford, 2012; Office for CRights, 2006). More specifically,
another study’s results suggested that approxima&o of American Indian and
Alaskan Native third grade students received spedacation services at a rate higher
than any other racial or ethnic group (Hibel, Haittt, & Farkas, 2008). The Office of
Special Education Programs stated that Americaiamnélaska Native students were
1.81 times more likely to receive special educasiervices for a specific learning
disability than students’ ages 6 through 21 iro#tler racial and ethnic groups combined
(Office of Special Education Programs, 2008).

Regional Data

Research has suggested that southern states,ingchNdrth Carolina, are more

likely to have special education programs compdsayily of minority children (Ferri &

Connor, 2005). Some have hypothesized that soustetes often have a higher
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percentage of minority populations in their speeidlication programs as a result of a
more extensive and significant history of raciaregation (Abdullah, 2006; Collins,
2008; Ferri & Connor, 2005). Zhang and Katsiyarf@302) conducted a study that
suggested that African American students in thel@wo region are more likely to
receive special education services for an inteledadisability than African American
students in the West and Northeast regions of thieet) States. There was a mean
difference of 2.14% between African Americans lyin Southern and Northeast regions
and a mean difference of 2.10% between studentglin the Southern and West
regions of the United States. A common practicgouthern states is to have
neighborhood schools and some have considered Issdgr@gation to be the result of
these neighborhood schools (Cullen & Rivkin, 2003;ner & Marsh, 2011).
Neighborhood schools mean that children attendacehdhe neighborhood in which
they live, instead of being allowed an intra-ddtghoice. This means that children who
live in a low-income neighborhood attend low-incosehools. Research has
demonstrated that low-income schools attract leséifeed teachers (Breaden, 2008).
The idea of neighborhood schools and their effactpecial education disproportionality
has not been analyzed; however, it is importacbtwsider that neighborhood schools
may contribute to racial inequality in educatiorthe Southern region of the United
States.
North Carolina Data

Recent data has suggested that in North Carolipeogjmnately 35% of students
receiving special education services are Africareficans, even though African

American students only represent 30% of the puddimol student population (Zorigian
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& Job, 2009). According to the same report, Hispatiidents in North Carolina tend to
be slightly underrepresented in special educatid®q(in the total school population and
8% in the special education population) and whitelents tend to be proportionately
represented (53% in the total school and speciatatn populations). However, the
level of overrepresentation varies by school distdorigian and Job (2009) stated that
according to the North Carolina Department of Rubistruction, 10% of LEAs have a
problem with special education disproportionaliore specific data regarding
disproportionality in North Carolina was not availdue to the North Carolina
Department of Public InstructionBisproportionality Reportbeing updated at the time
of this study. As a result, an attempt was madmtdact someone at the NC Department
of Public Instruction (NC DPI) to check the statiigshe report and to find out what
school districts in North Carolina have been idediwith significant disproportionality
and have had the LEA fund applied; however, thsnapt was unsuccessful.

Reasons that Special Education Overrepresentationééds to be Considered

Minority overrepresentation in special educat®@am important issue and entails

several negative implications for students, suclidening the achievement gap (Aron
& Loprest, 2012; Bussing et al., 2012; Shin, Damidoong, Chan, & Heistad, 2013;
Signor-Buhl, LeBlanc, & McDougal, 2006) and decexhgraduation rates (Aron &
Loprest, 2012; Goodman, Hazelkorn, Bucholz, Duffitta, 2011; Zablocki &
Krezmien, 2013). Therefore, it can be assumeddti&tren who are inappropriately
identified with a disability and qualified for spakteducation services are at risk for low
academic achievement and an increased likelihooligt school dropout due to

receiving special education services and beingestibp its negative implications.
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Achievement Gap

Even though special education services are sdgagiddress academic concerns,
research has suggested that some special edupatigrams increase the discrepancy of
academic achievement between students receivinga@neceiving special education
services instead of narrowing the achievement §apn(& Loprest, 2012; Bussing et al.,
2012; Shin et al., 2013; Signor-Buhl et al., 20@)in and colleagues (2013) examined
the reading and math performances among regulas@eal education students in the
fourth to seventh grades in a large urban schatich. Their results suggested that the
students who received special education service@stasistently lower academic
achievement. Another study examined the long-t@sults of 87 students with
Attention-Deficit/Hyperactivity Disorder (ADHD) anfibund that children with ADHD
receiving special education services received I@geres on the Florida Comprehensive
Assessment Test (FCAT) than children with ADHD resteiving special education
services (Bussing et al., 2012). When special détutaervices are warranted, it is
imperative to accurately determine the appropaateunt of time a child needs to
receive special education services in order to fiteseademically. Results from Signor-
Buhl, LeBlanc, and McDougal’s (2006) study suggeskeat after controlling for overall
cognitive ability, children in the special educatioclusion setting (a less intensive
setting) performed approximately .6 standard demiathigher on standardized measures
of reading achievement than children receivingisesvin the self-contained setting (a
more intensive setting). Further research has stgbthe claim that children receiving

special education services perform lower than ttlassmates not receiving special
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education services and are also more likely to dugf high school (Aron & Loprest,
2012).
Graduation Rates

Data has suggested that children diagnosed witbadbitity are less likely to
receive a regular high school diploma than childsghout a diagnosis (Aron & Loprest,
2012). More specific data has concluded that stisdeith emotional and behavioral
disorders have an increased rate of dropping ostlodol and not receiving a high school
diploma (Zablocki & Krezmien, 2013). Zablocki andggmien also found that students
who had been retained in a grade or had lowerdkiarage grades were less likely to
receive a high school diploma. Goodman and colleagR011) examined the school
records of 67,749 students in Georgia over a saf-period. Their results suggested that
students with a mild disability, such as speciéiarhing disability, had a less than 30%
chance of receiving a high school diploma comp#&wezhildren without a disability.
Smith, Manuel, and Stokes (2012) examined the gtaalurates of children with and
without disabilities in twelve southern states émahd that children without disabilities
were more likely to graduate from high school thtagir peers with disabilities. In
addition, children with emotional disturbances wire least likely to receive a regular
high school diploma.

Overrepresentation is an imperative issue dubdgobtential negative
implications of receiving special education sersjoghich include low academic
achievement (Aron & Loprest, 2012; Bussing et2012; Shin et al., 2013; Signor-Buhl
et al., 2005) and a decreased likelihood of higtoetgraduation (Aron & Loprest, 2012;

Goodman et al., 2011, Zablock & Krezmien, 2013hédtreasons why
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overrepresentation may be a problem include theled/teacher expectations for these
students (Aron & Loprest, 2012; Ferri & Connor, 3p@nd lowered student self-esteems
(Conley, Ghavami, VonOhlen, & Foulkes, 2007; G&enny, & Ghany, 2003) of
special education students. In addition to the tnegaonsequences of receiving special
education services, racially and ethnically divesteglents are (1) more likely to
demonstrate significant achievement gaps betwesndgalves and more economically
advantaged groups, such as whites and Asian Anmari{¢éao & Thompson, 2003) and
(2) less likely to complete high school (Tyler &fstrom, 2009). Even though the goal of
special education is to benefit children acadenyicalis unfortunate that receiving
special education services can be detrimentaladernic performance and high school
graduation. Based on the potential negative coresemps of receiving special education
services and being a racially diverse studengntlee argued that the primary reason
special education disproportionality needs to bdresked is the negative consequences
associated with being misidentified with a disapili
Factors that have Influenced Overrepresentation

Data has indicated that several racial and etipaiaps are overrepresented in
high-incidence special education categories, sadhtallectual disabilities, behavior or
emotional disabilities, specific learning disaldgt, and developmental delays (Sullivan
& Artiles, 2011). These groups include African Amean (Ferri & Connor, 2005; Losen
& Orfield, 2002), Native American (Gritzmacher &i@macher, 2010), and Latino
students (Artiles et al., 2002; Ford, 2010; OfficeCivil Rights, 2006). It is critical to
know the factors that contribute to this overreprgation in order to promote reform and

change (Ford, Grantham, & Whiting, 2008). Reseaahhighlighted two primary
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contributing factors, which include (1) culturaffdrences among students, families, and
teachers, and (2) inappropriate assessment angrigti@ion practices during the referral
and eligibility determination stages (Arnold & Lasann, 2003; Cartledge, Gardner, &
Ford, 2008; Ford, 2012; Ford et al., 2008; Guiber2009; Harry, 2002; Harry, 2008;
Marston, Muyskens, Lau, & Canter, 2003; Santel&&¥ilson, 2010; Trent, Kea, & Oh,
2008; Valencia, 2010).
Cultural Differences

Cultural differences among students, families, @adhers are a contributing
factor to a minority group being over referred tiesting to determine special education
eligibility (Cartledge et al., 2008; Ford, 2012;rHa 2002; Harry, 2008; Trent et al.,
2008; Valencia, 2010). Cultural differences mdgtesto (1) race and ethnicity,
(2)language, (3) values, beliefs, attitudes, ane&¢dnomic status. Research has
specifically highlighted the negative impact ofshecultural differences between white
teachers and their racially, ethnically, and lirsgjeally diverse students (Ford, 2012).
White teachers often have low expectations for miypgtudents, more frequently refer
them for psychoeducational assessments, and aeelikely to support special education
placement for them than for their nonminority pg@rsrd, 2012).

Race and ethnicity.In regards to race and ethnicity, children fronfedént
ethnic backgrounds and of different races fromrttezichers and the majority school
population, tend to be over-referred for specialoation assessment and placed in
special education programs (Ford et al., 2008;i8enR005). They also tend to be

underrepresented in gifted education programs.
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Language.When referring a student for special educationssssent and
deciding upon a student’s eligibility for specidueation services, it is important to take
into account the student’s language developmentd(R2012). Research has suggested
that sometimes teachers and other school staff ileeatience for students who are
not yet proficient in English and as a result, e likely to refer these students for
special education assessment (Seymour, 2004) ditiaag when referring a student for
special education assessment, it is first impottacbnsider if a language developmental
concern exists in the student’s primary languagére referring for a language
developmental concern in the student’s secondaulage; this pertains only to minority
students whose primary language is not Englishh ssd&nglish-second language (ESL)
learners (Ortiz, 2008). Recent researchers exantireedre-referral and placement
decisions for 19 students with limited English jpe@ncy (Klingner & Harry, 2006).
Their study emphasized the role language playpeacial education referral and
placement decisions, such that often educatomnidipterpret children with limited
English proficiency as having low intelligence, (@jsinterpret children with limited
English proficiency as having a language or leaymiisability, (3) are confused about the
appropriate timeframe for second-language acgoisdand as a result, do not know when
to refer for assessment, (4) overly rely on asseasstores and not observations or
proficiency in primary language to make a placenueaision, (5) have a lack of
meaningful pre-referral strategies for studenthwihited English proficiency, and (6)
use inadequate translation services to assesqstutdaguage development in their
primary language. In another study, it was discegti¢hat 10% of a 21 student sample

group from Texas who spoke both English and Spaamshreceived special education
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services for a specific learning disability hadrteag difficulties most likely due to their
cultural and linguistic backgrounds, rather thamfra “true” specific learning disability
(Wilkinson, Ortiz, Robertson, & Kushner, 2006).

Values, beliefs, and attitudesValues, beliefs, and attitudes in regards to
minority students are debatably the primary contiiig factor to minority
overrepresentation in special education prograrasld(R2012; Ford et al., 2008; Garcia &
Guerra, 2004; Trent et al., 2008; Valencia, 2028)previously stated, white teachers
frequently set low expectations for their raciaéiyhinically, and linguistically diverse
students. As a result, teachers, who are typiediiye, tend to refer racially, ethnically,
and linguistically diverse students for special@tion services more often than they
referred these minority students for academicafted services (Ford et al., 2008). It is
also a common misconception that all minority at@idhave the same academic
concerns and needs, and as a result, minorityrehildre treated as a homogenous group
(Ford, 2012). From this, stems the incorrect behat all minority children struggle
academically. Another study discovered that ofeathers attribute the low academic
performance of minority students to the economatust of the students’ families and
communities rather than as a function of acadenstruction or academic environment
(Lynn, Bacon, Totten, Bridges lll, & Jennings, 2p.10

Economic statuslt is a challenge to demonstrate a positive cotimaldbetween
low economic status and the overrepresentationimbnities in special education due to
the fact that often a family’s economic statusasnecorded after a special education
referral or placement decision is made (Fletch&ta&arrete, 2003). However, one study

examined the socioeconomic statuses (SES) of ehildientified with a learning
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disability and discovered that the overidentifioatof African American and Hispanic
students diagnosed with a learning disability cdaddcontributed to by the lower SES of
these two minority groups. Often it is too diffittd differentiate the impact of race on
academic performance and special education refemchplacement versus the impact of
socioeconomic status due to the fact that thesevawmiables often coincide (Aud et al.,
2010; Joyner & Marsh, 2011). For example, recentation research has suggested that
approximately 40% of African American and Latinadgnts attend low SES elementary
schools compared to only 5% of white students ditgnsuch schools.
Inappropriate Assessment and Interpretation Practies

Research has highlighted the inappropriatenessrog assessment practices,
which have a strong influence in special educatigyibility determination decisions
(Ford, 2012; Ford et al., 2008; Klotz & Canter, 808antelices & Wilson, 2010; Trent et
al., 2008; Valencia, 2010). Some argue that assgsmstruments are typically narrow
in their measure of intelligence. In regards toaniy students with limited English
proficiency, research has suggested that nonveebta of intelligence and tests
administered in students’ native language are &llyithe better instruments for
measuring intelligence in ethnically, racially, dmdyuistically diverse students
(Flanagan & Ortiz, 2001; Ford et al., 2008; Nagl&Ford, 2003; Naglieri & Ford,
2005; Ortiz, 2008). Some believe that assessmetruments are biased in their measure
of minority students’ cognitive abilities and haudturally loaded questions (Ford et al.,
2008; Lau & Blatchley, 2009); however, others bedi¢that assessment instruments are

not biased and that the major flaw in administestandardized assessments to minority
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students lies within the interpretation phase (&Htlores, 2011; Erwin & Worrell,
2012; Klotz & Canter, 2006).

Those who believe that assessment instrumentsased note two key variables
that contribute to biased assessment instrumeljtasgessments typically measure only
a few areas of intelligence and achievement andloddake into account that most
children possess cognitive strengths in some doarain(2) most assessments have
culturally loaded tasks and questions (Ford e2808). Even though intelligence is a
broad concept, cognitive and psychological assestsnigpically only measure a few
areas of intelligence and require the use of lidhigarning styles to complete
assessments on an age-appropriate level (Ford 208B). For example, different
cultures use different verbal and nonverbal langusdglls (Sattler, 2001). Some African
American students speak a variant of English deéileatk English” or “Ebonics.”
These students, as a result of their unique véabglage skills, may perform lower on
assessments with strong verbal components thaireespecific responses. Some
assessments require the examiner to sit besidgassafrom the examinee. However,
this could potentially make some examinees feeborortable. For example, some
Chinese students are uncomfortable in face-togaeéing arrangements. As a result,
anxiety and a general level of feeling uncomfotaibight influence a Chinese student’s
performance on an assessment that requires addeed seating arrangement between
the examinee and the examiner.

Like the previous examples, some studies have dstrated that culture has a
significant impact on children’s intelligence am@t some assessments do not capture

minority students’ true cognitive ability (Fletch&anzen & Ortiz, 2006; Prifitera,



22

Saklofske, & Weiss, 2008). In addition, some tesish as the WISC-IV psychological
assessment, have culturally-loaded questions a@ikd teecause they are developed to
reflect the values and beliefs of the culture far majority culture (Lau & Blatchley,
2009). As a result of biased assessments, it isritapt to not rely on assessment
measures for special education determination. adisti¢ is important to perform
extensive assessments in the student’s native d@egu addition to intensive
instructional interventions and assessments, tegarent/student interviews,
observations, language proficiency screenings aamackground history.

Those who do not believe that assessment instrisncentribute to
disproportionality, attribute the overrepresentaid minority students to other factors
such as the achievement gap (Erwin & Worrell, 20&8)overreliance on assessment
scores by the Individualized Education Plan (IEFd (Chu & Flores, 2011; Klotz &
Canter, 2006), or racial bias and/or a lack ofuraltcompetence among the IEP team
members (Moreno & Gaytan, 2012; Sullivan, 2011)l€agues Klingner and Harry
(2006) noted that minority disproportionality inegjal education could be contributed to
the pre-referral team, more specifically inapprafaipre-referral strategies that led to
special education referral. As part of their studyngner and Harry observed Child
Study Team (CST) meetings for 19 minority stude@ST is a pre-referral problem-
solving approach similar to Rtl. During the CST miregs, the researchers noted that the
team did not pay enough attention to the appragmess of the pre-referral strategies, but
instead, pushed for special education evaluatithrerahan evaluating the
appropriateness of the pre-referral intervention(s)

Attempts to Address Overrepresentation
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There have been several successful attempts tesglghinority
overrepresentation in special education progranafding effective problem-solving
team approaches (Ciolfi & Ryan, 2011; Gravois & &dgeld, 2006; Marston et al.,
2003; Proctor, Graves, & Esch, 2012; Riley, 20082\R 2011), culturally sensitive and
responsive teaching techniques and curriculums@gi Stewart, 2013; Klingner et al.,
2005), and parent/school/community partnershipsi¢Nal Education Association,
2007).

School-Based Problem Solving Teams

The Individuals with Disabilities Education ACDEA) is a U.S. Department of
Education policy that ensures academic equalityliostudents (U.S. Department of
Education, 2004). Its provisions include that aildren, despite racial and ethnic
diversity, receive an equal and appropriate edocatDEA provisions require that all
states have effective policies and proceduresdarerthat all children with disabilities
are identified, evaluated, and provided appropsateices (U.S. Department of
Education, 2004). It is critical that children wiisabilities are identified and evaluated
in a timely manner. Response to Intervention (Rthn evidence-based problem solving
team approach that provides equal and appropugieost to all students within a school.
The Rtl approach involves three tiers that addsebsol-wide to individual students’
specific academic and behavioral needs. After [ ¢tas received intensive three tier
interventions, a team decision can be made to eethild for an evaluation to determine
special education eligibility. Appropriate speaalucation referral is not based on or
influenced by diverse ethnic or racial variablag, father is a team decision based on

students’ academic needs. Like appropriate spediatation referral, appropriate special
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education placement is based on academic need{shanld not be influenced by
demographic variables, such as students’ divetsgeand racial characteristics.

Gravois and Rosenfield (2006) implemented instonetl consultation teams
(ICT), which are a team problem solving approachilar to Rtl teams, in 13 schools and
over a two-year span compared referral and placedaa to nine comparison schools.
Results from the study demonstrated significanteteses in the risk of minority students
being inappropriately referred and placed in spedacation programs. Other studies
have further supported the benefits of Rtl or aepfitoblem-solving team approach in
reducing disproportionality in special educationo{C & Ryan, 2011; Marston,
Muyskens, Lau, & Canter, 2003; Proctor, Graves, kit 2012; Riley, 2009; Riley,
2011). Marston and colleagues (2003) examinedfteets of a problem-solving team
approach in Minneapolis Public Schools over a gkobfour years. Their results
suggested that from the first to the fourth yeangdlementation of the problem-solving
team approach, there were significant decreas&fican American students being
referred, evaluated for, and placed in special atioic.
Culturally Responsive Teaching and Curriculums

In addition to effective school-based problem-saeams, culturally responsive
teaching and curriculums are also effective in caalyiand eliminating special education
disproportionality. Researchers who presentedealNtitional Center for Culturally
Responsive Educational Systems (NCCRESt), whichiges assistance to states and
local educational agencies (LEAS) that have a 8aanitly high rate of special education
disproportionality, concluded that many schoolritits that serve culturally and

linguistically diverse students have teaching peastand curriculums that are not
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culturally responsive (Klingner et al., 2005). Tlesearchers’ belief was that special
education disproportionality can be addressed byiging culturally responsive and
evidence-based interventions and school-wide imgar@nts, which will help narrow the
achievement gap that exists between culturallyl@gdistically diverse students and
their peers. Ladson-Billings (1994) gave exampfesutiurally-responsive teaching,
which included: teaching students to work collabwedy, encouraging critical thinking,
actively engaging children in the curriculum, gegtthe same high standards for all
students, frequent communication between parentsesmthers regarding students’
academic achievement, creating an academic envaonthat welcomes different
cultures, and encouraging children to create tn@gue self-identity.
Parent/School/Community Partnerships

The National Education Association (2007) providadexample of a public
school system in Fairbanks, Alaska that createaranp/family/community committee
that encouraged parent and community involvemetftardistrict’s schools to monitor
issues, such as achievement gaps and special iethudisproportionality. After ten years
of implementing the committee, the number of raaseol complaints in the school
system was significantly reduced. The Council faeé&ptional Children highlighted the
benefit of parental involvement during the pre-refestage that occurs prior to special
education placement (Council for Exceptional Clatdr2002). They stated that parents
can share relevant information about their chitdifure and can help implement
interventions at home to promote the generalizatioskills.

Wayne County, NC Public School System

Demographics
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Wayne County is primarily a rural county with theception of Goldsboro, its
only city (Joyner & Marsh, 2011). According to Way@ounty Public Schools’ 2013
annual report, Wayne County is théhzargest school district in the state (Wayne County
Public Schools, 2013). Wayne County serves appratdin 19,468 children. The student
population is composed of .17% American Indian%I8awaiian Pacific, 1.04% Asian,
17.84% Hispanic, 34.55% African American, 40.85%tejrand 5.44% multi-racial. In
the schools, there are approximately 30 differangliages spoken and 63% of students
receive a free or reduced-in-price lunch. Wayner@pis also home to the Seymour
Johnson Air Force Base in Goldsboro, NC; it isreated that over 2,000 military
students attend a Wayne County Public School. atielrcomposition of the students
receiving special education services should mdtelrdacial composition of all students
attending a Wayne County Public School.
Racial Discrimination in Wayne County Public Schoad

This study focused on the racial composition oélehts from Wayne County,
North Carolina who receive exceptional childrerE€] services; the EC program of
Wayne County, NC provides special education sesvicehildren with academic needs.
Even though our study examined the racial compwsidf students receiving EC
services, it is important to highlight the racsdues that have plagued Wayne County
and more specifically, Wayne County’s Public Screyatem. In 2009, the National
Association for the Advancement of Colored PeopNl@ACP) filed a complaint against
the Wayne County, NC Public School system (Barh&009; Charbonneau, 2011;
National Association for the Advancement of ColoRabple, 2009). The NAACP’s

complaint was due to the school system’s schodidictidines, which determined the
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schools that students in Wayne County attended NB®&CP stated that the school
district lines tended to segregate African Ameriaad other students of color from their
white classmates and as a result, minority studeets not provided transportation to
higher-performing schools within Wayne County thatl higher graduation rates and
more highly-qualified teachers. As a result of slshool district lines and other racially-
segregating practices, the NAACP accused Wayne t@&tublic Schools of actions that
have and will continue to result in higher high@ahdrop out rates, suspension rates,
harsher discipline, lower grade point averagesetawllege entrance rates, lower college
ambition rates, and lower gifted and talented pgudtion by African American students
and other students of color. In addition, the NAA&feused Wayne County of placing
students of color in self-contained classroomslagher rate than white students.

The NAACP continued to note that Wayne County twanldistinct racial
districts: the Goldsboro City “Black” District, wth was composed of 99.9% African
American students, and the largest Wayne Countyadatistrict, which was
predominately white (90%) students; both distrases located within Wayne County
(Barber 11, 2009). The Wayne County School Boaravisre of the “Black District” and
has refused to re-district the 50-year old schesitidt line maps. The NAACP also
accused Wayne County Public Schools of withholdinlg | funding from the “Black
District” since the 2002-2003 school year, everugiothe majority of students attending
schools in the “Black District” were from economligalisadvantaged households. Due
to the allegations, the NAACP charged Wayne Coentlylic Schools of violating the No
Child Left Behind Act (2002%tating that the Wayne County School Board did not

provide students with the opportunities to transbes better performing school, the right
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to know the qualifications of teachers, and théatrig receive tutoring services. A case
study published in 2011, elaborated upon the raeigiegation that still exists in Wayne
County’s public school system (Joyner & Marsh, 20Bhsed on data they analyzed
from the National Center for Education Statist2810) and Private Schools Report
(2005), the researchers suggested that almosbh@layne County’s high school
students attended highly segregated school. Teamgsers gave the example that in the
2008-2009 school year, Goldsboro High School’'salammmposition was 98% African
American and 86% of the students were from a loveine home environment.

The significant segregation in Wayne County wgsatiyesized to be the result of
the school board’s attendance zones and distnies I{Joyner & Marsh, 2011). To test
their hypothesis, the researchers examined theokaltendance zones and district lines
and discovered that even though Goldsboro Cityllg 2% African American,
Goldsboro High School, the primary “neighborhoodhsol in Goldsboro City, is almost
completely composed of African American studentsyWe County Public Schools does
allow students to transfer to different schooldwnitthe county; however, students must
provide their own transportation to the schooltheir choice. Students from low-income
homes, which include many of the students in thkl§hwro High School area, struggle
to afford the transportation to a different sch@&en though children living on Seymour
Johnson’s Air Force base are closer in proximitgdbools within the Goldsboro High
School zone, they are excluded from the Goldsbagh Bchool area lines. To reverse
the act of segregation at Goldsboro High Schoelrésearchers proposed transforming
Goldsboro High School into a magnet school or nedrg the school attendance zones.

As a result of the highly segregated Goldsboro F8ghool, Wayne County is considered
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to be one of the most segregated school countigiatate of North Carolina (Clotfelter,
Ladd, & Vigdor, 2002; Dewitt, 2010).
Why Wayne County Public Schools’ Racial Segregatiois Worth Studying

Even though several studies, such as the onesanedtin the previous
paragraph, have elaborated upon the racial segragatWayne County’s public school
system and stated the potential negative acadenpiecations of racially segregating
students, they have not examined the potentiakepsrsentation of minorities in Wayne
County’s special education program. It is importanstudy this issue when considering
the fact that despite the allegations of raciadlgregating school district lines, the Wayne
County school board has not corrected the issuedrawing new district lines. In
addition, through informal observations it has beeted that some teachers do not
consider the impact language barriers have on ste’d@cademic performances. As a
result, it is important to thoroughly examine theial composition of students receiving
special education services to promote reform ibegrrepresentation exists and
hopefully minimize the racial tension in Wayne Ctympublic school system.

Statement of the Problem

Racial issues in Wayne County Public Schools areerns that need to be
immediately addressed. Even though there are neuligeial issues, our study focused
solely on the possibility of overrepresentatiomohorities receiving special education
services in Wayne County Public Schools due tmnatiand state concerns of minority
overrepresentation in special education progrardslanegative implications of
receiving unwarranted special education servicesr{& Loprest, 2012; Barber II,

2009; Davis, 2005; Fletcher & Navarrete, 2003; £aniacher & Gritzmacher, 2010;
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Zhang & Katsiyannis, 2002). This study analyzedrt@al composition of students
receiving exceptional children’s services in Wagainty, NC in comparison to the

racial composition of the entire Wayne County, N®I school student population. We
hypothesized that the racial issues evident iatger school system would also be
evident in the overrepresentation of African Amanis in high-incidence categories

(mild and moderate intellectual disabilities, sfiedearning disabilities, and serious
emotional disturbance). The goal of the study wazdvide a helpful resource to Wayne
County Public School administrators for lookingatial inequities in the exceptiona
children’s program, which might highlight the nded exceptional children’s program
referral and placement to be closely examined tetriie needs of all students regardless

of race.
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CHAPTER II: METHODOLOGY
Participants
Archival data fronSpecialEd- Periodic Count Primary Active Studerst Li
collected on the Comprehensive Exceptional Childxecountability System (CECAS)
for the December Child Count in 2012, 2011, and02@&re used to examine differences
in special education eligibility based on race.d@shers examined the number of
students in the following racial categories reaggvspecial education services from
December 2010 to 2012: American Indian or AlaskdwdaAsian, Black or African
American, Hispanic Latino, more than one raciahidees, and white and their special
education eligibility in the following categoriesocial-emotional disability (SED), mild
intellectual disability (IDMI), moderate intellecudisability (IDMO), severe intellectual
disability (IDSE), specific learning disability (8l), and other health impairment (OHI).
The archival data reported the racial category, @9 students in 2010, 1,824 students in
2011, and 1,785 students in 2012. Therefore, thdysexamined the racial and eligibility
categories of 5,408 students (ages 6-21) recespegial education services in a Wayne
County Public School in the past three years amdpewed the percentage of each racial
category represented to the percentage of ead category in the entire school system
(gathered from WCPS annual report) to determira@ ibverrepresentation of minority
students receiving special education servicesexkshd examined the percentage of
minority students in the selected eligibility cateigs to determine any
overrepresentation of minority students in thesegm@ies. Overrepresentation was
examined relative to the population of each miyagibup in Wayne County rather than

national percentages of each minority group.
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Materials

The materials needed for this study included teedinber 2010 through
December 2012 Child Count data, which had alre@#nlzollected. The Child Count
data is gathered every December via special edurctacher input in the CECAS online
computer program. When December approaches, sgeltiahtion teachers count the
number of students they serve in the regular, mregpand self-contained setting and the
demographic information of each of their studemd mput this data onto CECAS by the
first of December each year. The data collectedhempurpose of this study included the
number of students in each racial category recgispecial education services by the
first of December Child Count and their eligibilitgtegory. No confidential information
was included in the accessed Child Count data. Wasacollected by a statistician from
the North Carolina Department of Public Instruction

Procedures

Permission to conduct the study was obtained tlmrparticipating school
system and through the IRB Approval process at @e<starolina University. The IRB
Approval Committee at Western Carolina Universdyiewed the study’s hypothesis and
proposed methods and issued an IRB exemption.letter

Data Analysis

To analyze the data, chi square-goodness ofshis tgere performed to determine
if the racial composition of students receiving@pkeducation services was the same as
or different than the racial composition of stugesitending a Wayne County Public
School across each category of special educatmpeiform the chi square-goodness of

fit tests, the independent variable was race aedigépendent variable was special
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education categorization. Expected counts weredoasé¢he percentage of a given ethnic
group (e.g., African Americans comprised 34.55%tatlents in Wayne County, so the
researchers expected to find the observed valnettbe significantly different than
34.55% for any special education category) in theeyli¢ County public school system.
The racial composition of students in Wayne Counaty remained fairly consistent for
the past three years. See Table 1 for percentaggadénts in Wayne County by ethnic
group:

Table 1

Ethnic Composition of Entire WCPS Student Poputatio

AFRICAN AMERICAN | 34.55%

AMERICAN INDIAN 17%

ASIAN 1.04%

HISPANIC 17.84%

TWO OR MORE RACES 5.44%

WHITE 40.85%

Note.According to the WCPS 2013 Annual Report
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CHAPTER Illl: RESULTS
Serious Emotional Disturbance

According to North Carolina’Bolicies Governing Services for Children with
Disabilities,the category of serious emotional disturbance (SEE)des children who
exhibit “one or more of the following characterstiover a long period of time and to a
marked degree that adversely affects” academiopeédnce: “(A) An inability to make
educational progress that cannot be explainedtellectual, sensory, or health factors,
(B) an inability to build or maintain satisfactanterpersonal relationships with peers
and teachers, (C) inappropriate types of behaviéealings under normal circumstances,
(D) a general pervasive mood of unhappiness oredspon, and (E) a tendency to
develop physical symptoms or fears associated pathonal or school problems” (North
Carolina Department of Public Instruction, 20103).The special education category of
SED also includes children with schizophrenia, dags not apply to children labeled as
socially maladjusted, unless they meet one or rabtiee five SED characteristics listed
above. Results revealed a statistically significhfierence 2 (5, N=151) = 64.65%) <
.0001] between observed values and expected viludse category of SED based on
race. Table 2 includes observed percentages bycadlegsed across three years of

CECAS data.
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Table 2

Percentage of Students Classified with a Serioustiémal Disturbance Based on Race

Ethnic Group N Expected Patage = Observed Percentage
African American 97 34.55 64.24
American Indian 0 A7 0.00

Asian 0 1.04 0.00

Hispanic 5 17.84 3.31

Two or More Races 5 5.44 3.31

White 44 40.85 29.14

Mild Intellectual Disability

According to North Carolina’Bolicies Governing Services for Children with
Disabilities, a child with a mild intellectual disability (IDNldemonstrates (1)
intellectual functioning at least two standard d¢woins below the mean plus or minus the
standard error of measure that has an adversd effeacademic performance and (2)
deficits in adaptive behavior less than two staddiaviations in one adaptive behavior
domain or one and one-half standard deviationsAdb&lanultiple domains that became
evident during the period of development (Northdliaa Department of Public
Instruction, 2010, pp. 4, 68). Results revealethaistically significant differenceyf (5,
N=942) = 976.06p < .0001] between observed values and expecte@ v &b the
category of mild intellectual disability based @te. Table 3 includes observed

percentages by race collapsed across three ye@iS@AS data.
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Table 3

Percentage of Students Classified with a Mild letstlal Disability Based on Race

Ethnic Group N Expected Percentage ObserverkRE@ge
African American 687 34.55 72.93
American Indian 0 A7 0.00
Asian 0 1.04 0.00
Hispanic 84 17.84 8.92
Two or More Races 22 5.44 2.34
White 149 40.85 15.82

Moderate Intellectual Disability

According to North Carolina’Bolicies Governing Services for Children with
Disabilities, a child with a moderate intellectual disabilitp10) demonstrates (1)
intellectual functioning at least three standardia®ns below the mean plus or minus
the standard error of measure that has an adviéest @ academic performance and (2)
deficits in adaptive behavior less than two staddiaviations in one adaptive behavior
domain or one and one-half standard deviationsdb&lanultiple domains that became
evident during the period of development (Northdliaa Department of Public
Instruction, 2010, pp. 4, 68). Results revealethaistically significant differenceyf (5,
N=201) = 62.18p < .0001] between observed values and expecteeév&bu the
category of moderate intellectual disability basedace. Table 4 includes observed

percentages by race collapsed across three ye@iS@AS data.
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Table 4

Percentage of Students Classified with a Modenatiglectual Disability Based on Race

Ethnic Group N Expected Percentage ObserverkRE@ge
African American 119 34.55 59.20
American Indian 0 A7 0.00
Asian 0 1.04 0.00
Hispanic 32 17.84 15.92
Two or More Races 0 5.44 0.00
White 50 40.85 24.88

Severe Intellectual Disability

According to North Carolina’Bolicies Governing Services for Children with
Disabilities, a child with a severe intellectual disability 8B) demonstrates (1)
intellectual functioning at four or more standaayidtions below the mean plus or minus
the standard error of measure that has an adviéest @ academic performance and (2)
deficits in adaptive behavior less than two staddiaviations in one adaptive behavior
domain or one and one-half standard deviationsdb&lanultiple domains that became
evident during the period of development (Northdliaa Department of Public
Instruction, 2010, pp. 4, 68). Results revealethaistically significant differenceyf (5,
N=15) = 28.44p < .0001] between observed values and expecte@v#tu the category
of severe intellectual disability. Table 5 includdserved percentages by race collapsed

across three years of CECAS data.
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Table 5

Percentage of Students Classified with a Seveediéstual Disability Based on Race

Ethnic Group N Expected Percentage ObserverkRE@ge
African American 15 34.55 100
American Indian 0 A7 0.00
Asian 0 1.04 0.00
Hispanic 0 17.84 0.00
Two or More Races 0 5.44 0.00
White 0 40.85 0.00

Specific Learning Disability

According to North Carolina’Bolicies Governing Services for Children with
Disabilitiesthe category of specific learning disability (SLB)applied to children with
“a disorder in one or more of the basic psycholalgicocesses involved in understanding
or in using language, spoken or written, that mayifest itself in the impaired ability to
listen, think, speak, read, write, spell, or tondathematical calculations, including
conditions such as perceptual disabilities, brajary, minimal brain dysfunction,
dyslexia, and developmental aphasia” (North Casoldepartment of Public Instruction,
2010, pp. 4). The category of SLD “does not incliesening problems that are primarily
the result of visual, hearing, or motor disabisifief mental retardation, of serious
emotional disturbance, or of environmental, cultusaeconomic disadvantage.” Results
revealed a statistically significant differenge (5, N=2,779) = 74.4( < .0001] between

observed values and expected values for the catefspecific learning disability based
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on race. Table 6 includes observed percentagesdeycollapsed across three years of
CECAS data.
Table 6

Percentage of Students Classified with a Specédarhing Disability Based on Race

Ethnic Group N Expected Percentage ObserverbRE@ge
African American 1,138 34.55 40.95
American Indian 0 A7 0.00
Asian 5 1.04 .18
Hispanic 419 17.84 15.08
Two or More Races 134 5.44 4.82
White 1,083 40.85 38.97

Other Health Impairment

According to North Carolina’Bolicies Governing Services for Children with
Disabilities (2008) the category of other health impairment (Obiapplied to children
with “limited strength, vitality or alertness, imgling a heightened alertness to
environmental stimuli, that results in limited afexss with respect to the educational
environment” (North Carolina Department of Pubhstruction, 2010, pp. 4). In addition,
the OHI “is due to chronic or acute health problemsh as asthma, attention deficit
disorder or attention deficit hyperactivity disordeiabetes, epilepsy, a heart condition,
hemophilia, lead poisoning, leukemia, nephritigummatic fever, sickle cell anemia, and
Tourette’s Syndrome, etc. and adversely affects.catiinal performance.” Results

revealed a statistically significant differenge (5, N=1,260) = 137.4% < .0001]
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between observed values and expected values faathgory of other health impairment
based on race. Table 7 includes observed percantggace collapsed across three years
of CECAS data.

Table 7

Percentage of Students Classified with Other Heafgpairment Based on Race

Ethnic Group N Expected Percentage ObserverkRE@ge
African American 466 34.55 36.98
American Indian 0 A7 0.00
Asian 0 1.04 0.00
Hispanic 81 17.84 6.43
Two or More Races 88 5.44 6.98

White 625 40.85 49.60
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CHAPTER IV: DISCUSSION

Special education disproportionality in the Unittates has been well
documented by research for several decades (Cgetl@@05; Dunn, 1968; Fiedler et al.,
2008; Skiba et al., 2008; Taylor, 2005; Wright &&aCruz, 1983; Zhang &
Katsiyannis, 2002). Based on current federal aatd $¢gislation, (1) all children should
receive a free and appropriate public educatiorPEQIn the least restrictive
environment (LRE), (2) eligibility determination @dsions should be based on a wide
variety of data, (3) identified disabilities shouldt be the result of cultural,
environmental, or economic factors, (4) and stateslocal educational agencies (LEAS)
should prevent, monitor, and address any issugsradrity overrepresentation in special
education (Americans with Disabilities Act, 2011grith Carolina Department of Public
Instruction, 2010; Office for Civil Rights, 2000ff@e for Civil Rights, 2010; U.S.
Department of Education, 2007). Unfortunately, desghe legislation, segregation in the
public school system has persisted and several cases have highlighted the
overrepresentation of minority students in speetalcation, specifically African
American students in the educable mentally reta(B®&R) category (Reynolds &
Fletcher-Janzen, 2007; Sacks, 2001; Segall & Wjl2604; Thompson, 2004).

Research has suggested that racially and ethnaigkbrse students are typically
overrepresented in special education, more spalifibigh-incidence special education
categories (mild to moderate intellectual disaletit behavior and emotional
disturbances, and learning disabilities), and umgeesented in academically gifted and
advanced placement programs (Arnold & Lassmann3;200rra et al., 2011; Donovan

& Cross, 2002; Yoon & Gentry, 2009). However, tisisiot observed in all minority
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groups (Office of Special Education Programs, 208&)can American (Ford, 2012;
Office for Civil Rights, 2006; Office of Special Hdation Programs, 2008), Hispanic
(Ford, 2010; Office for Civil Rights, 2006; Offiad Special Education Programs, 2008),
and Native American students (Ford, 2012; GritzreaéhGritzmacher, 2010; Office for
Civil Rights, 2006) are typically the most overrepented minority groups in special
education programs; Asian American students arnedifp underrepresented in special
education programs (Losen & Orfield, 2002; Poon-Nuoler & Garcia, 2000). Even
though special education is a nationwide concemmeshave suggested that it is more of
an issue in the southern region of the United Statéich includes North Carolina (Ferri
& Connor, 2005).

Special education disproportionality is an impottasue for the following
reasons: (1) students who are placed in speci@iagidn have lowered academic
achievement (Aron & Loprest, 2012; Bussing et2012; Shin et al., 2006), (2) students
who are placed in special education are less liteehgceive a high school diploma (Aron
& Loprest, 2012; Goodman et al., 2011; Zablock &&mien, 2013), (3) students who
are placed in special education are subject toredveeacher expectations (Aron &
Loprest, 2012; Ferri & Connor, 2005), and (4) studavho are in special education
experience lowered academic self-esteems (Conlaly, @007; Gans et al., 2003).
Research has suggested that special educatiompisponality is influenced by (1)
cultural differences, such as race and ethnicitydFet al., 2008; Jenkins, 2005),
language (Klingner & Harry, 2006; Ortiz, 2008; Seyyum 2004), values, beliefs, and
attitudes (Ford, 2012; Ford et al., 2008; Garci@gerra, 2004; Trent et al., 2008;

Valencia; 2010), economic status (Aud et al., 20A6tcher & Navarrete, 2010; Joyner



43

& Marsh, 2011), (2) and inappropriate assessmahfbaimterpretation practices (Chu &
Flores, 2011; Erwin & Worrell, 2012; Ford et alQB; Klotz & Canter, 2006; Lau &
Blatchley, 2009).

To address the overrepresentation of minoritiegpecial education, initiatives
such as (1) the implementation of school-basedlpnolsolving teams (Ciolfi & Ryan,
2011; Grovois & Rosenfield, 2006; Marston et abQ2; Proctor et al., 2012; Riley,
2009; Riley, 2011), (2) using culturally responsigaching and curriculums (Klingner et
al., 2005; Ladson-Billings, 1994), and (3) parestit®l/community partnerships (Council
for Exceptional Children, 2002) have shown to Heative in decreasing a school
system’s amount of race-based complaints and redigtiminating special education
disproportionality.

The current study examined special education dEptionality in Wayne
County, North Carolina due to persistent allegatiohracially segregating practices,
specifically segregating school district/area lines due to the fact that no studies have
previously examined other racially segregatingasssuch as the overrepresentation of
minorities in special education in Wayne Countyiblic schools (Barber 1l, 2009;
Charbonneau, 2011; Joyner & Marsh, 2011; NAACP 92000 determine if an
overrepresentation of minorities in special edweraéxisted, the study analyzed the racial
composition of students receiving exceptional akitds (EC) services, otherwise known
as special education services, and their eligjbdétegory to the racial composition of
the entire Wayne County public school (WCPS) stugepulation.

The current study expected to find significantroepresentations of African

Americans in high-incidence categories of spediaication, as a result of the 2006 OCR
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report and recent data that suggested that in N&atblina, approximately 35% of
students that received special education serviees African American, even though
African American students only represented 30%hefdublic school student population
(Office for Civil Rights, 2006; Zorigian & Job, 200 In regards to the Hispanic
American minority group, the 2006 OCR report intichthat Hispanic Americans
represented 20.41% of the public school studentilptipn and were slightly
underrepresented in the intellectual disabilitypdgor or emotional disability, and
developmentally delayed special education categjottey were slightly overrepresented
in the specific learning disability category (Fo2@10; Office for Civil Rights, 2006). As
a result, the current study expected to find Higpatudents slightly overrepresented in
the specific learning disability category and umépresented in the remaining high-
incidence categories. Asian American studentsyquiedlly underrepresented in special
education programs (Losen & Orfield, 2002; Poon-Mgolr & Garcia, 2000) and as a
result, the current study expected to find thisytaton of students underrepresented in
the analyzed high-incidence categories. The OCBrtép006) indicated that Native
American students are overrepresented in the faligwigh-incidence categories:
intellectual disabilities, behavioral or emotiodgabilities, specific learning disabilities,
and developmental delays (Ford, 2012; Office fonl@ights, 2006). The current study
expected to find similar results for the small pertage of Native American students in
Wayne County.

Hypothesis Testing

Serious Emotional Disability
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In the SED special education category, there watatsstically significant
difference between observed values and expecteeévalased on race, such that African
Americans were overrepresented (64.24% in the SE€&gory compared to 34.55% in
the WCPS student population) and every other rgc@lp was underrepresented.

This finding supports the current research thggeats that African American
students are approximately 2.28 times more likelseteive services for an emotional
disturbance (Office of Special Education Progra2@98) and two times as likely to be
identified with a behavioral-emotional disabilitygrri & Connor, 2005; Losen &
Orfield, 2002). Based on our data analysis, Afriéamerican students in Wayne County
are almost two times as likely to be identifiedwat behavioral-emotional disability and
to be placed in the SED category while every otheral group is underrepresented in
the SED category in the country.

National data on the overrepresentation of Afriéamerican students in this
category suggest that even though African Amergtadents represent 17.13% of the
public school student population in the United &a28.91% of students in this
population are identified as having a behavioramotional disturbance (Ford, 2012;
Office for Civil Rights, 2006). In our study, Afann American students accounted for
64% of the students classified in this categorys T imore than double the
overrepresentation identified in national data.

Research has found that Hispanics and Asian Aarestudents are typically
underrepresented in behavior or emotional disglshtegories (Ford, 2010; Office for
Civil Rights, 2006; Office of Special Education Brams, 2008), which was consistent

with the Wayne County data used in this analys@wvéler, the results from our data



46

analysis contradicted the research that suggestiNttive American students are
typically overrepresented in behavioral or emotiahsability categories (Ford 2012;
Office for Civil Rights, 2006). That said, the repentation of Native American students
in Wayne County is .17% of the total student popoia

Mild Intellectual Disability

In the IDMI special education category, there wasadistically significant
difference between observed values and expecteeévalased on race, such that African
American students were overrepresented (72.93%eitM| category compared to
34.55% in the WCPS student population) and the ir@ngaracial groups, American
Indian (0% in the IDMI category v. .17% in the WCB8dent population), Asian (0% in
the IDMI category v. 1.04% in the WCPS student pation) Hispanic (8.92% in the
IDMI category v. 17.84% in the WCPS student popaigt white (15.82% in the IDMI
category v. 40.85% in the WCPS student populatiam), multi-racial (2.34% in the
IDMI category v. 5.44% in the WCPS student popola}j were underrepresented.

The derived results, suggesting the overrepresentaf African American
students in Wayne County in the mild intellectuisbdility category, were consistent
with the current research that concludes that Afridmerican students are 2.75 to 3
times more likely to receive special education mexfor an intellectual disability (Ferri
& Connor, 2005; Losen & Orfield, 2002; Office of &pal Education Programs, 2008);
in Wayne County, African Americans were 2.11 timesre likely to receive services for
a mild intellectual disability. However, nationatd suggests that African Americans are
overrepresented in this category, accounting fadB% of students identified as having

an intellectual disability (Ford, 2012; Office fGivil Rights, 2006). In Wayne County,
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the overrepresentation data indicates that over G2¢te children in the IDMI category
are African American.

In addition, the results suggesting the undersspr@tion of Hispanics in the
IDMI category in Wayne County were consistent with Office for Civil Rights (2006)
report that Hispanic Americans tend to be undeasgted in the intellectual disability
category. However, the results for the Native Araanipopulation contradicted the
existing literature that this specific populatiertypically overrepresented in the
intellectual disability category (Office for CiviRights, 2006).
Moderate Intellectual Disability

In the IDMO special education category, there watagstically significant
difference between observed values and expectegvalased on race, such that even
though African American students accounted for @#y65% of the WCPS student
population, they accounted for 59.20% of studeeteiving special education services
for a moderate intellectual disability. Americamliian (.17% in the WCPS student
population v. 0% in the IDMO category), Asian (1204n the WCPS student population
v. 0% in the IDMO category), Hispanic (17.84% ie WCPS student population v.
15.92% in the IDMO category), white (40.85% in WEPS student population v.
24.88% in the IDMO category), and students idemtgywith two or more races (5.44%
in the WCPS student population v. 0% in the IDM@egary) were underrepresented in
this special education category.

The results for some racial groups were consistithtcurrent literature. African
American students were 1.71 times more likely teenee services for a moderate

intellectual disability than students from otheciah groups. Even though they were not
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more than 2 times as likely to receive servicesaforoderate intellectual disability in
Wayne County, the results still support the rede#trat African American students are
overrepresented in the intellectual disability gaty (Ford, 2012; Office for Civil
Rights, 2006). Our results that Hispanic studergsevglightly underrepresented in the
IDMO category were supported by the research thggested that Hispanic American
students are slightly underrepresented in intelkdadisability categories (Ford, 2010;
Office for Civil Rights, 2006). However, our findjs that American Indian students were
underrepresented in the IDMO category in Wayne Gocontradicted the research study
that suggested that Native American students weza@presented in intellectual
disability categories (Ford, 2012; Office for Cilights, 2006).
Severe Intellectual Disability

In the IDSE special education category, there wstatgstically significant
difference between observed values and expecteeévalased on race. African
American students accounted for 100% of studegtsivimg services for a severe
intellectual disability. Based on our results, A& American students were significantly
overrepresented in the IDSE category and even thoegearch suggests that African
American students are often overrepresented iflantaal disability categories (Ford,
2012; Office for Civil Rights, 2006; Office of SpatEducation Programs, 2008), our
results suggest that the overrepresentation ircetegory is considerably worse for
Wayne County than for the rest of the nation. Exaher racial group was
underrepresented in this category.

Specific Learning Disability
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In the SLD special education category, there wstatstically significant
difference between observed and expected valuesi lmasrace. Even though there was a
statistically significant difference for this catey based on race, this was the most
proportionate category, such that the racial contiposof the SLD category was most
parallel to the racial composition of the WCPS stitdoopulation than any other of the
special education categories analyzed. Once a@fiinan American students were
overrepresented in this category, but only sligfdly.95% in this category v. 34.55% in
the WCPS student population); they were also thye racial group that was
overrepresented. American Indian students wereapoesented in this category at all.
Asian (.18% in this category v. 1.04% in the WCR&lent population), Hispanic
(15.08% in this category v. 17.84% in the WCPS atighopulation), white (38.97% in
this category v. 40.85% in the WCPS student pomuitand multi-racial (4.82% in this
category v. 5.44% in the WCPS student populatitudents were all slightly
underrepresented in the SLD category.

In comparison to the existing research, our figdiwere somewhat consistent. In
regards to the African American student populatresearch suggests that this
population is approximately one and a half timeseni&ely to be identified with a SLD
than white students (Ferri & Connor, 2005; Lose®#&ield, 2002). However, our
findings suggest that in Wayne County, the liketilas not as significant. Research
suggests that Hispanic students are often ovesepted in the SLD category (Ford,
2010; Office for Civil Rights, 2006; Office of SpatEducation Programs, 2008);
however, in Wayne County, Hispanic students weghty underrepresented in the SLD

category. Consistent with the research (Losen &@¥f2002; Poon-McBrayer &
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Garcia, 2000), Asian students living in Wayne Cgumére also underrepresented in this
category. However, our findings that American Imdsaudents were not represented in
the SLD were inconsistent with the research thggests that Native American students
are overrepresented in the SLD category (Ford, 20ffice for Civil Rights, 2006).
Other Health Impairment

In the OHI special education category, there wsiaastically significant
difference between observed and expected valuesl lmesrace. In this category, African
American (36.98% in the category v. 34.55% in théR®% student population) and
students with more than one racial identity (6.98%e category v. 5.44% in the WCPS
student population) were only slightly overrepreésdnHowever, this was the only
category that students with more than one racaitity were overrepresented; they were
underrepresented in all of the other special edutaategories analyzed. The most
significant OHI overrepresentation based on raceiwed among white students
(49.60% in the category v. 40.85% in the WCPS studepulation). In addition, the
category of OHI was the only special educationgatg where white students accounted
for the largest percentage; in all of the otheegaties, African American students
accounted for the largest percentage. Hispani8%.4 the category v. 17.84% in the
WCPS student population) students were underrepiesde this category. American
Indian and Asian students were not representeuisrcategory at all.

Our findings that Hispanic students were signifibaunderrepresented in the
OHI category were inconsistent with the researeth sliggests that Hispanic students are
only .48 times less likely to receive servicesdorOHI (Office of Special Education

Programs, 2008). In Wayne County, it appears thspahic students are significantly
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less likely to receive special education serviaeden the OHI category than other
Hispanic students across the country.
Summary of Findings

Our findings regarding Wayne County’s disproporéite placement of minority
students in high-incidence special education caiegtased on race, suggests that
African American students are overrepresentedliafahe high-incidence categories and
except for the other health impairment categorgpant for the highest percentage of
racial composition in each category. African Amangtudents accounted for 100% of
individuals receiving services for a severe intgllal disability. Even though American
Indian students account for .17% of Wayne Courgyisre public school population,
they were not represented in any of the six higidience special education categories.
The only category that Asian students were reptedan was the specific learning
disability category. In this category, Asian studenere underrepresented. In addition,
Hispanic students were underrepresented in altimgllence categories. Their racial
composition in the moderate intellectual disabitityd specific learning disability
categories was not as significant and was moseseptative relative to the overall racial
composition in the Wayne County public school pagioh. Children who identified with
more than one race were only slightly overrepresemt the other health impaired
category; they were underrepresented in the seemadional disability, mild intellectual
disability, and specific learning disability categs. White students were
underrepresented in all of the high-incidence categ except for the other health
impaired category where they accounted for thesktrgercentage of students receiving

special education services in this category. Basedur results, the most significant
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special education disproportions were seen inehewss emotional disability and
intellectual disability categories for African Ameain students. The racial composition of
children receiving services for a specific learnthigability was most representative of
the racial composition of the entire Wayne Couniplje school student population.
Limitations of Study

There were several limitations of our study. Thstfiimitation is that it was a
challenge to gather this data. After permissioartalyze archival data was granted by the
former exceptional children’s director of Wayne @t the examiner met with Wayne
County’s data manager. The data manager attempfettthe data requested by the
examiner, but found it difficult due to schoolstonsistent data reporting practices, such
that some schools were better at reporting the euawibtheir children receiving
exceptional children’s services and their eligtpitategories than others. After
attempting to find the data in Wayne County, thamxer explored state and national
data collection sites, but could not find data #peto race and special education
category in Wayne County. Finally the examiner aotdd the North Carolina
Department of Public Instruction (NC DPI) Schoo{&wlogy Consultant who directed
the examiner’s data request to a NC DPI statisticlde statistician was able to supply
the requested data set. The challenge of acquhmgata for this study is considered a
limitation because it came from an indirect sownd not directly from Wayne County.
In addition, our data was potentially limited doethe fact that it might have not included
some of the children receiving EC services forghst three years due to some Wayne

County schools’ inconsistent reporting practices.
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A related concern regarding this data collecti@s what neither the data manager
nor the EC director in Wayne County mentioned weetr not the system had been
identified as having a disproportionality problerhem the study was initially proposed
and data analysis was granted. This is importacduse IDEA mandates that if a
disproportionate minority representation is foutg LEA in which it was found is
required to revise its policies, practices, andcpdures used in the special education
identification or placement process and to thewigea public report of the changes
(U.S. Department of Education, 2007). In additiorhte public report, IDEA mandates
that the state educational agency examine thetda@termine if the disproportionate
representation was the result of long-term suspessand expulsions of children with
disabilities. The final IDEA regulation in regarttsdisproportionality is that state
agencies monitor LEAs to ensure that the disprogaate representation of ethnic and
minority groups does not occur in special educafidns does not seem to be happening
reliably in North Carolina.

The second limitation of our study is that ouradsét did not provide information
for all special education categories, especiallyevsubjective categories, such as autism
or speech/language impairments. It would have beeeficial to analyze categories such
as Autism or speech-language impairments since stunés have suggested that
Hispanic children, in particular, are more freqieidentified as having a speech-
language impairment than are European AmericarestsdValdez, 2003) and that
children of Asian/Pacific Islander descent are agpnately 1.29 times more likely to
receive special education services for autism (@feif Special Education Programs,

2008) than children from other minority groups.
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The third limitation of our study is that furth@nalysis of the disabilities that
qualified children to receive special educatiorvees under other health impaired was
not conducted due to the fact that this data iscaded when special education eligibility
determinations are made and reported to CECAS. Menyé this information was
coded, it would have allowed the researcher toyaeahe number of children diagnosed
with Attention-Deficit/Hyperactivity Disorder (ADHPto determine if racially and
ethnically diverse students were more often diagdagth ADHD.

Recommendations for Wayne County
Future Research

Based on our results, recommendations for futiseaieh can be made in regards
to Wayne County’s referral, assessment, and placedeeision process. When a special
education assessment referral is made, the rabe child being referred should be
documented so that future research can analyzsetdin racial groups are overreferred
for special education assessment. To encouragestamsrecording of this information
across schools, it is recommended that Wayne Causpecial education assessment
referral forms include a line where children’s edddentity is recorded. When the
referral forms are sent to compliance personngifamm that does not include this
information should be returned until it is comptetéh case compliance personnel do not
consistently check the forms, school psychologbktsuld include the race of every child
they evaluate in their annual logs. School psyahiste should also include students’
eligibility determinations, area(s) of eligibilifpr SLD, and health impairments for OHI
in their annual logs. This will allow for more camnient data access for future analysis of

special education disproportionality. During theessment phase, school psychologists
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should take into account the overrepresentatiqgradicular racial groups in the different
high-incidence categories and should more cautyaedect assessments to safeguard
against inappropriate assessment practices. lasessment interpretation/placement
decision phase, Individualized Education Plan (lEe@ms in Wayne County should
make more culturally- and racially-considerateibligy determinations to ensure that
“true” disabilities exist and that children’s acatde and/or behavioral deficits are not the
result of racially and ethnically diverse variabl8sce lower academic achievement and
decreased graduation rates are negative consegudatehildren in special education
are subject to, further research should examinat¢heevement levels and graduation
rates of minority children within Wayne County. ther research that helps determine
the reason for the overrepresentation is essdygfale interventions can be applied.
Recommended Interventions

Based on this study’s results, special educatisprdportionality does exist in
Wayne County’s public schools. In the literatureiees, effective school-based problem
solving teams and parent/school/community partmgssiiere highlighted as effective
interventions to address special education disptmmality. Based on these
interventions, it is recommended that Wayne Cotmtys on establishing consistently
strong Rtl teams across all schools with strontabokation with and input from school
psychologists due to their extensive problem amabysd Rtl training. Being aware of the
issue of special education disproportionality ie tounty, Rtl teams should monitor the
race of every student beyond Tier 1 to ensureth®atacial composition of students in
Tier 2 and 3 is representative to the racial contiposof students in each particular

school. This will serve as a special educationrdigprtionality safeguard when an
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assessment referral is made. Rtl teams shoulctafsader environmental impacts, such
as cultural and economical variables, on studgr@dormances when Tier placement and
assessment decisions are made. In addition, thed&ttls should make sure that
culturally responsive interventions and progressitoang tools are used so that a true
picture of a child’s academic performances is obdld. With a strong Rtl team in each
school and an involved district-wide Rtl teamsitiopeful that Wayne County will
observe significant decreases in minority studbeisg referred, evaluated, and placed in
special education.

The second recommended intervention is for Waymen€ to create a
parent/family/community committee like the commatireated by the public school
system in Fairbanks, Alaska (National Educationogggtion, 2007). This committee
should monitor public school issues, especiallcspeducation disproportionality and
should encourage and demand the annual analy8ie adce of children receiving
special education services and their eligibilitiegmries in Wayne County. It is also
recommended that the committee make a strong ctanexith the data manager in
Wayne County. The committee should also promotergal involvement during the pre-
referral stage so that parents can share informatiout their child’s unique culture and
can implement academic and/or behavioral intereastat home to help their child
generalize his/her skills. A parent/family/commyrabmmittee will assist in
safeguarding against inappropriate referrals aiggbéity determinations as a result of

race.
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