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Discipline can be defined as order
among pupils so learning can
take place without competition

from unproductive factors. It is a system
of rules for conduct and a mechanism for
ensuring that conduct codes are followed
(Smith & Rivera, 1995).

Research is replete with information on
discipline and what needs to be in place
for it to be effective. As we introduce you
to this issue on Discipline: Policy and
Procedures, we want to share some
insights from the professional literature
and then let you continue to read how
educators in the state are implementing
effective disciplinary practices.

The purpose of a discipline plan is to
communicate to each child that behav-
ioral standards are expected in the
classroom and in the school. It communi-
cates an atmosphere of firmness, clarity,
and conscientiousness. The plan should
be designed to teach the simple relation-
ship that appropriate behavior has
positive consequences and that inappro-
priate behavior has negative conse-
quences. A schoolÕs discipline plan
coming from the PrincipalÕs office serves
both to strengthen the teacherÕs plan for
the classroom and to provide stronger
consequences for a studentÕs behavior
when needed.

We know that the best way to handle
problems is to prevent them from
occurring. Therefore, successful disci-
pline plans are based on a foundation of
prevention. Prevention techniques
establish the foundation on which
teachers can implement additional
interventions and promote a positive
classroom environment. Prevention
techniques can include the organization
or structuring of physical arrangements in
the classroom, time management,
assignments given and grouping prac-
tices. Prevention is also realizing that
discipline begins with a positive attitude
that nurtures studentsÕ learning of
personal, social, and academic skills.

Perhaps most importantly, it is the
realization that discipline is as much a
teaching/learning interaction as is any
subject matter. It involves a curriculum
planning process aimed at teaching
appropriate social and interpersonal
skills, and promotes the attitude that
alternatives to corrective discipline can
be powerful, positive interventions in
decreasing problem behavior and
increasing positive, prosocial behavior.

Discipline plans can and should
emphasize cooperation between the
school and home and between educators.
Plans that are developed collaboratively
to accommodate the needs of all students
are more comprehensive and can be
implemented more consistently. Support
from all those who interact with and care
for students increases the success of the
plan and the success of the students.

As you read the articles in this issue of
the Utah Special Educator, we encourage
you to reflect on the discipline policies
and procedures in your setting. Also
consider the following questions:

Does your school...
¥  Have a positive image?
¥  Promote school pride in its students?
¥  Advocate that staff exhibit caring and

trust in all students?
¥ Provide easy student access to teachers

and administrators?
¥  Promote learning that is relevant to

future needs?
¥  Have programs in place for at-risk

students?
¥  Have clearly stated goals?
¥  Encourage students to take responsibil-

ity for their actions?
¥  Administer discipline in a firm, fair,

and consistent manner?
¥  Administer discipline that teaches

appropriate behaviors?
¥  Render logical consequences when

disciplinary action is necessary?
¥  Promote alternatives to suspension and

expulsion?
¥  Promote parent participation and

involvement in the educational
process?
(Taken from Johns & Keenan, 1997.
Techniques for Managing a Safe
School)

What Is Effective Discipline?
Davalee Miller and Randy Schelble, ULRC Program Specialists
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Guest Editorial

Tough KidsÑ
They Are Our Strongest Weakness

How We Get Into Management Difficulties
By Being Coercive

Ken Reavis, Utah State Office of Education,
Bill Jenson, University of Utah, and

Ginger Rhode, Davis School District

W e know behavior has a
genetic connection. We also
know we have zero influence

on that genetic connection when it comes
to our difficult student behavior issues.
Thus, our first option for influence as
educators is in how we interact with
students. We have a choice in our
interactions with studentsÑwe can do
them right, or we can do them wrong.
Patterson describes ÒwrongÓ as the
human tendency of management through
coercion. Our first and largest obstacle to
managing more difficult student behavior
issues is this tendency to react coercively.
Because we are first human beings before
we are educators, our first step in
becoming proactive managers of student
behavior is to understand this human
tendency for being coercive.

Coercion is a process of interaction
escalation between an adult and a student.
It centers on the behavioral issues of
noncompliance (noncompliance is not
following directions or not stopping a
behavior when asked to discontinue it).
Problems in compliance only occur after
a request is made and the student is
expected to comply. Read the steps below
and follow along with the requests made
in figure 1. Imagine a teacher trying to
get a student to do his in-seat mathemat-
ics assignment.

Step 1:

The teacher asks Bubba, ÒwouldnÕt
you like to hurry and get this assignment
finished?Ó Bubba ignores the question-
request. If you think about it, this is not
too smart of a question.
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Step 2:

The teacher then tries to cajole and
humor Bubba into working with, ÒCome
on please , I will help you with the first
problem.Ó Bubba now delays  and says,
ÒWait a minute, IÕll finish it when IÕm
done drawing my picture.Ó

Step 3:

After several minutes of doodling, the
teacher now yells , ÒNow you had better
do it! IÕm not going to ask again.Ó Bubba
now argues , ÒYou always pick on me!
You have never liked me!Ó Or, makes
an excuse , ÒCanÕt you see I am having a
tough day, and you still push me?Ó

Step 4:

Still noncompliance, and the teacher
is upset and ready to do something. He/
She overdoes it and yells, ÒNow you
have had it ! Get to the principalÕs
office. If you are not going to work, you
canÕt be in my class.Ó Bubba explodes.
He becomes aggressive and tantrums .

Step 5:

The teacher is so upset, he/she feels it
is not worth pushing Bubba. He/She
thinks ÒHe is too touchyÑI donÕt care if
he doesnÕt learn.Ó The teacher withdraws
the request by simply walking away and
doing nothing.

When this happens:

1. Bubba is reinforced for all his
disruptive behavior (ignoring,
delaying, arguing, and throwing a
tantrum).

2. Bubba stops throwing his tantrum,
and the teacher is reinforced for
withdrawing her request.

Richard Simpson at the University of
Kansas says we risk escalation of
student behavior when we raise our
voices, preach, mimic, act superior or
back students into physical or psycho-
logical corners. What is wrong with
coercion? In the long run, it does not
permit the proactive teaching of essential
skills; it forms a negative mindset for
both parties; and it escalates student risk
factors. These student risk factors
include poor social skills, deficit self-
management skills, and academic
failure.

For the student, the outcome of
coercion is the reinforcement of the poor
social behaviors of arguing, making
excuses, manipulating, whining and
tantruming. CreshamÕs research supports
that over 85% of job firings are not
because the person cannot do the job but
because the person cannot manage his/
her own behavior or get along with
others. For the adult, the outcome of
coercion is stress. Over time this stress
brings increased vulnerability to psycho-
logical and physiological ills.

For the student, coercion contributes
to the development of antisocial behav-
ior patterns. Patterson refers to this as
the development of the Òvile weed.Ó For
the student, coercion reinforces failure
patterns of behavior. These patterns
include antisocial behavior, low self-
esteem, peer rejection, poor academic
performance, deviant peer groups,
substance use, dropping out of school
and delinquency. The pattern continues

for the adult with poor family relation-
ships, job instability, substance abuse,
mental health problems, and difficulties
with law enforcement. The prognosis of
coercion is terminal non-productivity
and non-enjoyment of life.

Students often act to see us overreact.
When we choose to be coercive, tough
students point out our violations of basic
management laws. We need to be wise
and proactive, learn to anticipate and
stay calm. The point is, if we are not in
charge of ourselves, we should not work
with students who are not in charge of
themselves. To do so will not result in a
positive outcome for either party.

Choose proactive management
procedures and make yourself believable
in studentsÕ lives. You will see greater
academic success and social competence
and are more likely to see the things you
value carried on by these next genera-
tions of students.

What is wrong with coercion? In the long run, it does

not permit the proactive teaching of essential skills; it

forms a negative mindset for both parties; and it

escalates student risk factors. These student risk factors

include poor social skills, deficit self-management skills,

and academic failure.

The Tough Kid Book: Practical Classroom
Management Strategies

and

The Tough Kid Tool Box: A Collection of
Classroom Tools

by Ginger Rhode, William R. Jenson, and
H. Kenton Reavis

are available from Sopris West. For
ordering information call 1-800-547-
6747.-
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An Interview WithÉCal Evans

EditorÕs Note: Cal Evans, Jordan School
District Special Education Director, is
immediate Past-President of the
Council for Administrators in Special
Education (CASE). During the
reauthorization process of the
Individuals with Disabilities
Education Act (IDEA), he worked at
the national level to help formulate
policy regarding special education and
related services for students with
disabilities.

W hen the long awaited
regulations were published
(34 CFR Part 300) for public

comment, there were no big surprises or
changes in the area of discipline from the
statutory (P.L. 105-17) language.  Here is
a brief Q and A that may assist you in
navigating the dual system of discipline.

What are the key discipline
provisions in IDEA 1997 that
classroom teachers need to be
aware of?

The following information was provided
by Joe Ballard at the Council for Excep-
tional Children (CEC) Governmental
Relations Office and provides an excellent
overview of the new discipline provisions:

The legislation adds substantial
provisions that address the discipline of
children with disabilities. Provisions allow
school personnel to order a change in the
placement of a child with a disability to an
appropriate interim alternative education
setting (IAES), another setting, or suspen-
sion, for not more than 10 school days (to
the extent such alternative would be
applied to children without disabilities).

Weapons and Drugs.  A child who
carries a weapon to school or to a school
function or who possesses or uses illegal
drugs or sells or solicits the sale of a

controlled substance while at school or a
school function can be placed in an IAES
for the same amount of time that a child
without a disability would be subject to
discipline, but for not more than 45 days.

Behavior Intervention Plan.  The
legislation requires that either before or
not later than 10 days after taking the
disciplinary action, the LEA convene an
IEP meeting to develop an assessment plan
to address the problem behavior (if the
LEA did not conduct a functional behavior
assessment and implement a behavior
intervention plan for the child before the
problem behavior), or if the child already
has a behavior intervention plan, the IEP
team will review the plan and modify it, as
necessary, to address the behavior.

Injury to Self or Others.  A hearing
officer may order a change in placement of
a child with a disability to an IAES for not
more than 45 days if the officer determines
that the public agency has demonstrated by
substantial evidence that maintaining the
current placement of the child is substan-
tially likely to result in injury to the child
or to others, considers the appropriateness
of the current placement, considers
whether the agency has made reasonable
efforts to minimize the risk of harm in the
current placement (including the use of
supplementary aids and services), and
determines that the IAES meets the
requirements.

Interim Alternative Educational
Setting (IAES). The legislation requires
the IAES to be determined by the IEP
team and to be selected so as to enable the
child to continue to participate in the
general curriculum, continue to receive
services and modifications that will enable
the child to meet the goals in the IEP, and
include services and modifications
designed to address the problem behavior.

Manifestation Determination Review .
If a disciplinary action is contemplated as

a result of drugs, alcohol, or injury to self
or others, or if a disciplinary action
involving a change of placement for more
than 10 days is contemplated for a child
with a disability who had engaged in other
behavior that violated any rule or code of
conduct:
1. Not later than the date on which the

decision to take action is made, parents
must be notified of the decision and of
all procedural safeguards; and

2. Immediately, if possible, but in no case
later than 10 school days after the date
on which the decision to take that action
is made, a review must be conducted of
the relationship between the childÕs
disability and the behavior subject to the
disciplinary action. The review is to be
conducted by the IEP team and other
qualified personnel.

Requirements for Finding that
Behavior is not a Manifestation of the
Disability.  In order to find that the
behavior was not a manifestation of the
disability, the team must determine:
1. That the childÕs IEP and placement were

appropriate and that special education
services supplementary aids and
services and behavior intervention
strategies were provided consistent with
the IEP and placement;

2. The childÕs disability did not impair the
ability of the child to understand the
impact and consequences of the
behavior; and

3. The childÕs disability did not impair the
ability of the child to control the
behavior.

Implications of Manifestation Review.
If it is determined that the behavior of the
child with a disability was not a manifesta-
tion of the childÕs disability, the relevant
disciplinary procedure applicable to
children without disabilities may be
applied to the child in the same manner in
which that would be applied to children

Navigating The Dual Discipline System:
Which Way Do We Go?

Cal Evans, Director of Special Education,
Jordan School District

Feature Article
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without disabilities, except that they will
continue to receive a free appropriate
public education.

Parent Appeal and Child Placement
During Appeal.  New provisions allow
parents who disagree with a determination
that the childÕs behavior was not a
manifestation of the disability to request a
hearing, and for the state education agency
(SEA) or local education agency (LEA) to
arrange for an expedited hearing. During
the appeal, the child shall remain in the
IAES pending the decision of the hearing
officer or until the expiration of the time
limit, whichever occurs first, unless the
parent and the SEA or LEA agree other-
wise. If a child is placed in an IAES and
school personnel propose to change the
childÕs placement after expiration of the
IAES, the child shall remain in the current
placement (prior to the IAES) during the
pendency of any proceeding to challenge
the proposed change in placement, unless
school personnel maintain that it is
dangerous for the child to be in the current
placement, in which case the LEA may
request an expedited hearing.

Children Not Yet Eligible for Special
Education.  A child who has not been
determined to be eligible for special
education and related services and who has
engaged in behavior that violated any rule
or code of conduct of the LEA, may assert
any of the protections if the LEA had
knowledge that the child had a disability
before the behavior occurred. If the LEA
did not have knowledge that the child had
a disability, the child may be subjected to
the same disciplinary measures as applied
to children without disabilities. The LEA
will be considered to have knowledge of
the disability if:
1. The parent has expressed concern in

writing (unless the parent is illiterate or
has a disability that prevents compli-
ance) to personnel of the appropriate
educational agency that the child is in
need of special education and related
services;

2. The behavior or performance of the
child demonstrates the need for such
services;

3. The parent has requested an evaluation
of the child; or

4. The teacher, or other personnel of the
LEA, has expressed concern about the
behavior or performance of the child to
the director of special education or to
other personnel of the agency.

  If a request is made for an evaluation
of a child during the time in which the
child is subjected to disciplinary measures,
the evaluation shall be conducted in an
expedited manner. If the child is deter-
mined to have a disability, the agency shall
provide special education and related
services.

Referral to and Action by Law
Enforcement. The legislation clarifies that
nothing prohibits an agency from reporting
a crime committed by a child with a
disability to appropriate authorities or
prevents State law enforcement and
judicial authorities from exercising their
responsibilities with regard to crimes
committed by a child with a disability. An
agency that reports a crime committed by a
child with a disability must ensure that
copies of the special education and
disciplinary records of the child are
transmitted for consideration by the
authorities.

IDEA requires a functional
behavioral assessment and be-
havioral intervention plan. What
kind of information should be
included and what type of data is
necessary?

It is instructive here to take a look at the
behaviors that we will be dealing with
when ÒFunctional AssessmentÓ is men-
tioned. Some studies (Adams, 1994)
suggest that drug and alcohol account for
up to 40% of all disciplinary sanctions
involving suspension. Others suggest
truancy (Bear, 1997) as the number one
behavior that will result in suspension. My
research suggests that the top five behav-
iors resulting in disciplinary suspension
include:

¥  Assault
¥  Weapons
¥  Theft
¥  Vandalism
¥  Drug and Alcohol

These are rather complex behaviors that
develop over extended time periods. To
believe that we can analyze each behavior,
then fix it so it does not happen again
during a short term suspension is certainly
an ambitious goal.

The emphasis here should be placed on
the word FUNCTIONAL. We need to take
this information and use it to come up with

a program to reduce the likelihood that the
behavior in question will happen again.
Dr. JÕs (the ÒJÓ is for Jenson) patented ÒA-
B-CÓ approach to functional assessment
works well in these circumstances.

¥  A is for Antecedent:
Look into whether there is a pattern of
events that lead up to the behavior
resulting in disciplinary action. Identify-
ing the antecedents allows teachers to
identify situations where intervention
may prevent a behavior from happening.

¥   B is for Behavior:
Determine what the behavior is (e.g.,
theft), frequency, duration and purpose.

¥   C is for Consequences:
What happens as a result of the behav-
ior?
What are reinforcers, reductive inter-

ventions, replacement behaviors or social
skills that may be implemented to reduce
the likelihood that behavior will recur?

The resulting behavior intervention plan
should include:
¥  Definition of target behavior.
¥  Replacement behavior to be taught.
¥  Behavioral interventions including

reinforcement procedures and reductive
procedures.

¥  Method of data collection.
¥  Plan for evaluation.

The issue of manifestation deter-
mination has been widely de-
bated. Now that IDEA has been
reauthorized, what were the
major issues and how were they
resolved? How will this impact
schools?

The manifestation issue evolved from
S-1 v. Turlington, [635 F. 2d 342, EHLR
552:257 (5th Cir 1981)], which established
that a student with a disability may not be
penalized for behavior caused by the
students disability. Later, Doe v. Maher,
[IDELR 557:353 (U.S. Court of Appeals,
9th Circuit (1986)] polished the concept by
reasoning that conduct that is caused by, or
has a direct and substantial relationship to
the disability of the child should not be
viewed in the same way as other behavior.

Whether the Òmanifestation determina-
tionÓ should be a part of the new law was
debated in several of the hearings I
attended in Washington as President of
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CASE. Debate often focused on whether
there should be further protected sub-
classes within the already protected class
of students with disabilities. In other
words, students ÒwithÓ a manifestation are
further protected than students Òwithout.Ó
In essence, the disciplinary procedures
establish four classes of students:
¥  ÒWithoutsÓ
¥  ÒWithsÓ
¥  ÒAlmost WithsÓ
¥  ÒWith WithsÓ

ÒWithoutsÓ are general education
students; ÒWithsÓ are students with
disabilities; ÒAlmost WithsÓ are students
eligible under Section 504; and ÒWith
WithsÓ are students with disabilities with a
manifestation determination suggesting
that their behavior is caused by the
disability. Disciplinary procedures are
different for each of these four classes of
students.

The debate was solved by including the
Òmanifestation determinationÓ as part of
the new law. How will this impact
schools? An examination of the compo-
nents of the process will help you answer
this question for yourself:

1. Purpose
The Manifestation Determination

meeting is convened to determine
whether a behavior arises from, is
caused by, is a manifestation of,
has a direct and substantial relation-
ship to the studentÕs disability. In
order to make this determina-
tion, the IEP Team must
compare the present
behavior with previously
documented information
about the studentÕs
disability.

2. The Meeting
This must be held Ò... immediately, if

possible, but in no case later than 10
school days after the date on which the
decision to take that action is made...Ó
[P.L. 105-17 Sec. 615(k)(4)(A)(ii)]

It must be an appropriately constituted
IEP Team with prior notice given. [P.L.
105-17 Sec. 615(k)(4)(B)]

Decisions must be made on an indi-
vidual case by case basis, not on generali-
zations of a disability or diagnosis.

The IEP team must consider, in terms of
the behavior subject to disciplinary action,

all relevant information, including:
¥  Evaluation and diagnostic results,

including such results or other relevant
information supplied by the parents of
the student;

¥  Observations of the student; and
¥  The studentÕs IEP and placements. [P.L.

105-17 Sec. 615(k)(4)(C)(i)(I-III)]

3. Questions to be Answered/  Informa-
tion to be Reviewed

A. Is the Program Appropriate? [P.L. 105-
17 Sec. 615(k)(4)(C)(ii)(I)]  To deter-
mine that the studentÕs IEP and place-
ment were appropriate and that special
education services, supplementary aids
and services and behavior intervention

strategies were provided consistent with
the IEP and placement, review:
¥  Disability. What is the studentÕs

disability?
¥  Referral. Was presenting behavior

included in initial referral?
¥  Evaluation/TWR. Accurate, complete,

additional information needed. Was
presenting behavior evident in any of
the evaluations that have been
completed?

¥  Anecdotal records. Is there record of
presenting behavior?

¥  The current IEP. Have services been
provided?

¥  Are there IEP goals that deal with the
current behavior?

¥  Educational history. Has behavior
occurred in the past?

¥  Academic Performance. How is
student performing in classes?

B. Does the Student Have the Ability to
Understand the Impact of the Behavior?
[P.L. 105-17 Sec. 615(k)(4)(C)(ii)(II)]
To determine whether the studentÕs
disability impaired the ability of the
student to understand the impact and
consequences of the behavior the Team
must be satisfied by the greater weight
of credible evidence that as a result of
the disability, at the time of the offense,
the student lacked substantial capacity
to appreciate the wrongfulness of their
conduct or ability to conform to
school rules.
Possible issues to examine include:
¥  Has the student received informa-
tion regarding the schoolÕs code of
conduct?

¥  Is there a documented history of this
behavior?

¥  Has student demonstrated the ability to
follow rules?

¥  Interactions with the student where
potential impact and consequences of
this or similar behavior may have been
expressed (e.g., in social groups.
classroom discussions or direct
interaction with the student).

¥  Interactions with the student where
wrongfulness of the conduct or similar
conduct was expressed (ability to tell
right from wrong).

C. Does the Student Have the
Ability to Control this Behavior?  [P.L.
105-17 Sec. 615(k)(4)(C)(ii)(II)]  To
determine whether the studentÕs
disability impaired the ability of the
student to control the behavior, the
Team must be satisfied by the greater
weight of credible evidence that as a
result of the disability, at the time of the
offense, the student lacked substantial
capacity to control the behavior.
Possible issues to examine include:

 ¥  Nature and severity of the disability,
eligibility criteria, behavioral charac-
teristics.
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 ¥  Is behavior controlled for adults?
 ¥  Does student behave differently in the

presence of peers?
 ¥  Patterns of behavior (aggression

instead of isolated instance of
punching, dishonesty rather than an
isolated instance of theft).

 ¥  Was behavior result of other psycho/
social event other than disability (e.g.,
illness, life changing event, substance
abuse)?

 ¥  Context in which the behavior
occurred.

 ¥  Antecedents to the behavior.
 ¥  Was behavior premeditated or

impulsive?
 ¥  Relevant medical information

(diagnosis, medications).

D. Documentation

At the conclusion of the meeting, the
following components must be docu-
mented:

¥   Behavior that prompted the meeting.
¥   Sources of information.
¥   Additional evaluations conducted.
¥   Statement addressing whether IEP and

placement were appropriate and
whether special education services
supplementary aids and services and
behavior intervention strategies were
provided consistent with the IEP and
placement.

¥   Statement addressing the extent to
which the studentÕs disability effected
the ability to understand the impact
and consequences of the behavior.

¥   Statement addressing the extent to
which the studentÕs disability im-
pacted the ability to control the
behavior.

¥   Manifestation Statement (the behavior
was/was not a manifestation of
disability).

¥   Documentation of participation of IEP
Team. Provision of ability to file
dissenting opinion.

It is my opinion that the ÒManifestation
DeterminationÓ will impose additional
fierce demands on the time of teachers and
staff that are already overburdened with
paperwork and procedures.

How will the IEP Team members
change in regards to the reautho-
rized IDEA, specifically in disci-
pline procedures?

Members of the IEP Team have been
expanded to include Ò...at least one regular
education teacher...Ó. [34 C.F.R. Part 300,
¤300.344)]

In regard to discipline, the role of the
IEP Team is profound. Decisions regarding
the placement of a student with disabilities
may not be made by any individual, rather,
they must be made by the studentÕs IEP
Team.

Within ten days of the date the decision
is made to recommend a change of
placement as a disciplinary sanction to the
studentÕs IEP Team, the IEP Team must be
convened to make the following decisions
relative to the recommendation:

1.  Make Manifestation Determination.
[The manifestation review] shall be
conducted by the IEP Team and other
qualified personnel. [P.L. 105-17 Sec.
615(k)(4)(B)]

2. Determine Interim Alternative Educa-
tional Setting.
The [interim] alternative educational
setting... shall be determined by the IEP
Team. [P.L. 105-17 Sec. 615(k)(3)(A)]

3. Conduct Functional Behavior Assess-
ment & Develop Behavior Intervention
Plan.

Either before or not later than 10 days
after taking a disciplinary action
[resulting in a change of placement]; if
the local educational agency did not
conduct a functional behavioral assess-
ment and implement a behavioral
intervention plan for such student before
the behavior that resulted in the suspen-
sion... the agency shall convene an IEP
meeting to develop an assessment plan
to address that behavior.

Remember, the parent is part of the IEP
Team and may bring a representative. At
this point we can only speculate as to the
amount of time it will take for the IEP
Team (with lawyers included) to complete
these tasks (better pack a lunch!).

What do you see as the critical
standards for programming in
Interim Alternative Educational
Settings to ensure students
continue to receive FAPE?

Let me put this issue into the proper
perspective: Suspension is the #1 discipline
strategy used in the United States, and,
home instruction is the #1 setting where the
interim education takes place. The goals of
the program are:

1. To punish the student.
2. Provide instruction to the student in

social isolation.
By contrast, I had the opportunity to

participate in a Project Forum Seminar last
month sponsored by the United States
Office of Education. A wide range of
education stakeholders was represented.
Their purpose and goals were:

Purpose.  An Interim Alternative Education
Setting provides a student with disabili-
ties that has been removed from school
for disciplinary reasons the opportunity
make progress in the general education
curriculum and on the goals of the
studentÕs IEP to the same extent
progress could be made in the studentÕs
previous setting, as well as interventions
and strategies to address the behavior
resulting in the disciplinary action to
reduce the likelihood that such behavior
will result in future disciplinary actions.

Goals.
1. Where students have exhibited unsafe

behavior, secure a safe school environ-
ment.

2. Remove pressure/crisis from teacher and
classroom.

3. Prevent reoccurrence.
4. De-escalate everyoneÕs behavior.
5. Provide behavior interventions to

mitigate the behavior.
6. Complete evaluation and diagnostic

work.
7. Provide educational services that will

allow student to make progress as they
would in the previous placement.

8. Review and adjust the IEP.

These are two very different paradigms.
The difficulty for school districts lies in the
fact that there are no model programs to
look to for guidance. Certainly, the
standards for IAES will be forthcoming (as
will many answers regarding disciplinary
issues and the new IDEA) in the courts.
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A  student continually disrupts the
classroom. As a last resort, the
student is referred to the office

for an administrator to impose discipline
upon the student and to correct the
behavior. All too often, the student
returns, continues to disrupt, and the
principal or the assistant principal feels
powerless. The problem is that too many
teachers and administrators narrowly
define discipline in terms of Òpunish-
ment.Ó A more effective approach is to
define discipline in terms of training
students to act in a manner conducive to
learning and to safety.

First, students need to understand what
is and what is not acceptable. It is not
enough to post the rules; most students
could tell you the school rules without
even looking at the list. Instead, students
need to understand that the rules are
important to everyone. Consistency of
expectations across staff is the best way
to teach appropriate behavior.

Sometimes, however, we mistakenly
believe that consistency also means
treating each student exactly alike. Just as
students differ in their learning styles and
modality preferences during academics,
students may learn behavior better from
one intervention than from another.
Begin with assessing the studentÕs
understanding of his or her behavior.
Next, determine the studentÕs ability to
solve the problem the misbehavior has
created. Instruct as much as necessary to
help students understand the impact of
their behavior on others and to determine
adaptive ways to get their needs met. If
consequences are necessary, give the
student a choice among several accept-
able options if possible. Do not make
punishment more negative than necessary
to remove the guilt of more aware
students or to impose a level of discom-
fort on students comfortable with their
maladaptive pattern of behavior. Harsh
punishments cause resentment, not
change.

As you work through the process of
assessing, teaching, and reinforcing, keep
these tips in mind:

1. Maintain the studentÕs sense of well
being. Always make the distinction
between the behavior and the person.
Students need to know the difference
between your feelings toward them
personally and your response to what
they have done.

2. Diffuse any hostility or rage. Anger
prevents learning and learning is the
goal. A question that is off the subject
may be enough to allow the student to
set aside the emotion and return to a
rational mode.

3. A student willing to concede his or her
error is a major step. Often they will
suggest the need for an apology but
may not know how to go beyond a
brief statement of ÒIÕm sorry.Ó The
administrator may need to help them
organize their thoughts. A sincere, well
thought out apology is an excellent
learning tool. It requires the studentÕs
admission of responsibility, an
acknowledgment of the harm done,
and a resolve to change the behavior.
An apology may also be seen as
restitution to the offended party.

4. Make decisions that are in the best
interest of the individual student at that
particular time. Consider the precipitat-

ing event and help the student under-
stand both the situation and the
resulting problem behavior. An event
may explain the behavior but it does
not excuse the negative reaction.

5. Avoid the trap of arguing. Do not
discuss the fairness of a situation or
consequence. Fairness is in the eyes of
the beholder, and sometimes an
impossible objective. Work on
reasonableness as the criteria rather
than fairness.

6. Stay focused on the issue at hand. It is
counterproductive to engage in a
discussion of how someone else
behaved. Help the student feel empow-
ered by getting to the issue of their
behavior.

7. Choose your battles. All referrals to the
office do not require the same amount
of time. Most disciplinary interven-
tions can be accomplished in a
relatively short period of time. How-
ever, if the problem has serious
repercussions, take the time necessary
to address the issues.

8. Make a point to interact positively with
all students as soon as possible after a
negative encounter. Let the student
know that the negative situation is in
the past and you continue to care and
like them.

Discipline:
Tips For Administrators And Others

Kathryn McCarrie and Shelly Pierce, Kearns Junior High School,
Granite School District

The problem is that too many teachers and

administrators narrowly define discipline in terms of

Òpunishment.Ó A more effective approach is to define

discipline in terms of training students to act in a

manner conducive to learning and to safety.
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Traditionally students displaying
severe behaviors have been
removed from the classroom,

placed in suspension, expelled, and/or
placed in self-contained behavior units. A
more positive, proactive approach can
result if these students remain in the
classroom and achieve social and
academic success. The significance of
including these students in the regular
academic environment is antecedent to
their appropriate functioning within our
society. This article will describe the

collaboration process Weber School
DistrictÕs Impact Team uses to assist
teachers in successfully working with
students who display severe behaviors
within the school environment.

The Impact Team is an outgrowth of
the training received through UtahÕs
B.E.S.T. (Behavioral and Educational
Strategies for Teachers) Project. Not only
does the team continue to receive help
from the B.E.S.T. Project, it has also had
the opportunity to receive other various

trainings specializing in behavior
management.

Weber School DistrictÕs Impact Team
includes the special education director, a
special education coordinator, school
psychologist, social worker, and special
and regular educators. Each member
brings to the team a background in their
own area of expertise. The team meets bi-
monthly to coordinate referrals, share
interventions, and train peers on current
behavioral strategies.

The various segments of the collabora-
tion process include the referral proce-
dure, use of team collaboration, class-
room observations, development of
behavioral interventions, follow-up on
implementation of behavioral interven-
tions, and the facilitation of school-wide
management plans.

The tools used by the Impact Team are
forms which are utilized for referrals,
interviews, observations, intervention
plans, and follow-up. The referral form,
completed by an administrator, provides
demographics on the student, briefly
describes his/her behavior, and the
interventions which have been tried. It is
then submitted to the special education
director via a special education coordina-
tor who assigns two team members to the
case. The assigned team members then
proceed to do a functional assessment on
the targeted student. This is accomplished
by gaining more specific information
from the administrator and teachers
involved with the student using an
interview form. Utilizing observation
forms, the team members are able to
continue to collect detailed information
concerning the studentÕs behavior. After
the functional assessment is complete, the
team members collaborate with the
administrator and teachers to develop an
intervention plan.

 During the entire process, team
members keep a log describing what was
discussed at each meeting, the assign-
ments made, those who were present, and
the date and time of the next meeting.

Team Collaboration: Meeting The Behavioral
Needs Of Teachers And Students

Gloria Rasmussen, Impact Team Member,
Weber School District

Feature Article
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Facilitating school-wide management
plans and providing inservice on behav-
ioral strategies throughout the district is
another area where the team provides
input and support. The entire collabora-
tive process facilitates a link between
regular educators, special educators, and
administrators. Thus an atmosphere of
shared responsibility is created within
faculties for the success of the student
with significant behavior deficits.

Weber School District Impact
Team Members

Ann Miller, Special Education Director,
Weber School District
Gloria Rasmussen, Resource Teacher,
Bonneville High School
Russ Gardner, Special Education
Teacher, Behavior Disorders,
Valley View Elementary
Jeanna Martin, Special Education
Teacher, Intellectual Disabilities,
Roy Junior High School
Debbie Coffin,
Regular Education Teacher,
Valley View Elementary
Karen Neiswender,
Regular Education Teacher,
Valley View Elementary
Julie Zollinger, School Psychologist
Jim Christiansen, School Social Worker
Sue Goodsell, Special Education
Coordinator

Interview Form

 1. What do you want to happen? What is your
goal for the student? What are the studentÕs
strengths?

 2. Who is or has been involved?

 3. What is the behavior?

 4. When is it occurring?

 5. How long has the behavior existed?

 6. How often does it occur?

 7. What interventions have been tried and for
what length of time?

 8. Parent involvement:

 9. Is the child taking medication?

10. Pertinent information:

Classification:

Grade:

TeacherÕs name:

School contact person:

Assigned lead person:
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I  consult in Jordan School District
with special and regular education
teachers in elementary and secondary

schools to help develop effective behav-
ioral intervention programs for classrooms
and students with challenging behaviors.

Teachers who spend time building
relationships with their students know the
benefit of positive student-teacher rapport;
it promotes discipline enhancement rather
than discipline enforcement. In open and
trusting classrooms, the teacher is able to
teach and help students practice self-
control instead of trying to impose order as
a disciplinarian. Establishing and maintain-
ing student-teacher relationships requires
commitment and work.

In a survey from Utah State University,
the students from schools in Utah were
asked to judge adult behaviors as either
positive or negative. Figure 1 shows the
results.

Jo Webber, a behavior specialist from
Texas, outlines suggestions to help teachers
develop positive student-teacher relation-

ships. I have included brief descriptions of
strategies and practices that teachers can
use to accomplish these goals.

Provide opportunities for students to
respond successfully; efficacy is built by
success.
Components of Effective Instruction (James
Ysseldyke & Bob Algozzine)

Planning Instruction. The degree to
which teaching goals and teacher
expectations for student performance
and success are stated clearly and are
understood by the student.

Managing Instruction. The degree to
which classroom management is
effective and efficient.
¥ The degree to which there is a sense of
positiveness in the classroom.

Delivering Instruction. The degree to
which there is an appropriate instruc-
tional match.
¥ The degree to which lessons are
presented clearly and follow specific
procedures.

¥ The degree to which instructional
support is provided for the individual
student.
¥ The degree to which the students
opportunity to respond is high.
¥ The degree to which sufficient time is
allocated to academics, and instructional
time is used efficiently.

Evaluating Instruction. The degree to
which the teacher actively monitors
student progress and understanding.
¥ The degree to which student perfor-
mance is evaluated appropriately and
frequently.

Let students win without compromising
standards.

¥ Establish classroom rules.
¥ Teach students the skills needed to
compromise and negotiate.
¥ Teach problem solving strategies.
¥ Be consistent.

Use praise and positive attention.

¥ Focus on the good things happening in
your classroom.
¥ Compliment and encourage students
frequently.

Have a positive attitude toward all
students.

¥ You are a role model; demonstrate the
same behaviors you expect from the
students.
¥ DonÕt demean students.
¥ Use non-judgmental terms when giving
corrective feedback.
¥ Teach and help students practice
alternative behaviors.

Keep a sense of humor.

¥ Find a reason to laugh with your
students each day.

Leave your emotional baggage at the
door.

¥ Behavior is communication.
¥ Your verbal and non-verbal messages

Building Positive Relationships In The
Classroom

Jan Maack, B.E.S.T. Specialist, Jordan School District

Figure 1
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set a tone; make it a positive one.
¥ Use relaxation techniques.
¥ Ask team members for support.

Be enthusiastic.

¥ If youÕre not learning, your students
arenÕt learning either.
¥ Model enthusiasm.

Establish credibility, trust, and Ògive-
and-take.Ó

¥ Discuss your behavioral and academic
expectations with the students.
¥ Ask students what their expectations
for the class work and social climate are.
¥ Follow through!

Listen and find out the interests of your
students.

¥ Provide opportunities to talk about
their interests.
¥ Provide opportunities to talk about
important events in their lives.
¥ Listen, listen, listen!

Avoid sensitive issues.

¥ DonÕt pry.
¥ If students seek assistance for emo-
tional problems, refer them to the school
counselor.

Allow students to instruct.

¥ Encourage students to bring informa-
tion and materials about their hobbies
and interests, and share it with their
peers.

Communicate caring.

¥ Send positive notes home.
¥ Post studentsÕ work and achievements.
¥ Actively participate in student learning.
¥ Give positive and corrective feedback
about work and behavior immediately.

The goal of discipline in the classroom
or in the school is to teach and model good
citizenship skills, promote a sense of
community, and provide a positive
environment where students can achieve
their learning goals and further their social
development. ÒStudents may not remember
what they were taught, but they will always
remember how they were treated.Ó Daily
modeling, instruction, and practice in the
art of relationship building will provide
immeasurable benefits to our students.

A  very sage Special Education
professor from Utah State
University in response to my

desperate queries on how to work with a
Òtough kidÓ simply stated, ÒIncrease the
rate of positive reinforcement.Ó I could
hardly believe his answer and waited for a
more detailed explanation. He turned and
walked away. I sunk into the chair behind
my desk and looked over a room whose
walls were covered with home-notes, point
cards, coupons, raffle tickets, chart moves,
spinners, reinforcer or reinforcement
towers, contracts, and tracking forms. How
could I increase the rate of positive
reinforcement? I was already using every
positive trick I could pull out of my hat.
But my sage professor had never steered
me wrong; IÕd try. Every opportunity I had
I lavished positive praise and tokens on my
Òtough kid.Ó Slowly, very slowly, he began
to respond and I saw a definite change in
his behavior.

From this experience, I along with
administrators, special service providers,
teachers, paraprofessionals and students
have begun to forge a school-wide
discipline program at James E. Moss
Elementary.

Our program is eclectic to say the least.
Our staff has pulled from any and every
program we felt had been tried success-
fully and would help us build Òa positive,
mutually respectful climateÓ at Moss
Elementary. B.E.S.T., B.I.A., Alternative
Classroom and a school-wide system of
positive reinforcement all became a part of
our program.

Behavioral and Educational Strategies
for Teachers (B.E.S.T.) training for our
faculty and staff through Newman
Elementary in Salt Lake City School
District helped us key in on having a safe
school, respecting all children mutually,
being responsible for all students, meaning
what we say and never going away.

Our Behavior Invention Assistant
(B.I.A.) program was spearheaded by
Angie Holden and Jolene Benson from the
of Granite School District offices. Al-
though, B.I.A. is a program designed for

secondary schools, Moss Elementary has
tinkered with this program to suit an
elementary situation. Teachers refer
children with behavior problems to the
Special Service Team. The childÕs teacher
and Team members set a behavior goal
and the child is then tracked by the B.I.A.
and assisted in successfully accomplishing
the behavior goal.

The Alternative Classroom was
developed by Dennis Whitely, also of
Granite School District offices, as a means
to help address the many student behavior
problems that have emerged in recent
years as well as provide specific strategies
to minimize the amount of time misbehav-
ing students interfere with the education of
others. The Alternate Classroom is
designed as an accommodation and
extension of the regular classroom where
students perform tasks determined by their
classroom teacher. This program has
proved very effective in several elemen-
tary schools in Granite School District.

Our school wide system of positive
reinforcement has included at various
times a 200 Club, Road Runners (Moss
Mascot) Club, Road Runner Book, School
Store and Road Runner Coupons. All this
in addition to a faculty, staff and adminis-
tration who care and respect each other
and every child has led to creating a
positive, mutually respectful climate in a
highly impacted school which has a very
high transiency rate.

Workable and effective discipline is an
ever changing and growing process which
requires energy, creativity, self-discipline,
flexibility and caring. There is seldom a
day at Moss Elementary where behavior
problems do not occur. Thanks to dedi-
cated educators and a sage professor, we
have a few more strategies up our sleeves.
Some days we even work a little magic.

Eclectic Discipline: Using
Effective Discipline Programs

Jolayne Nelson, Moss Elementary,
 Granite School District
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V isitors entering Columbia
Elementary School at any time
of the year may notice a huge

wall display entitled ÒColumbia Astro
Honor Roll.Ó The acknowledged students
are not necessarily scholars, but are
students demonstrating good character
traits and behaviors called ÒPositive
Actions.Ó The same visitor touring the
school will see other smaller wall
displays by each learning center honoring
past ÒAstro Honor RollÓ students.

Throughout the school universal rules
are posted as well as encouraging words
such as honesty, integrity, responsibility,
etc. The visitor might notice students
using the term ÒPositive ActionÓ in
reference to their behavior. In each
classroom the same rules, encouraging
words, and an ÒAttitude AdjustmentÓ
chart are vividly displayed. All adult
personnel carry yellow I.C.U. notes to
distribute to students showing positive
actions.

At Columbia Elementary in Jordan
School District, teachers and administra-
tors, after observing other B.E.S.T.
schools have created a program to
improve school climate. It emphasizes
self-esteem, self-management and
enhancement of character traits that can
be transferred from the school environ-
ment into the world in which the student
lives. The students are taught that they
can be empowered to act in positive ways
that will improve their self-concept.
ÒColumbia ElementaryÑcreating
courteous, competent, caring and capable
citizensÓ is both the theme and goal of
ColumbiaÕs school-wide ÒPositive
ActionÓ program. Now in its third year of
operation this program promises to
continue reinforcing positive attitudes
and behaviors among students.

Columbia ElementaryÕs ÒPositive
ActionÓ program is divided into three
parts: (1) Columbia School Rules, (2)
Positive Action Plan, and (3) a school-
wide Discipline Program. Each part will
be discussed individually.

Columbia School Rules

Six basic rules were established
summarizing the Jordan School District
Code of Conduct. They are as follows:

1. We will follow directions the first
time.

2. We will keep hands, feet, mouth and
objects to ourselves.

3. We will use positive actions and
statements toward others.

4. We will always walk quietly in the
building.

5. We will always be in the proper place.
6. We will use all materials and equip-

ment properly.

Rule lists are posted in each classroom
and throughout the school. Once taught,
discussed and reviewed, these rules have
shown to be consistent, comprehensive,
as well as understood by the students. All
adult personnel, both certified and
classified, have a sound knowledge of the
school rules and serve to reinforce them
with the students. Booklets describing the
rules, Positive Action Plan and Discipline
Program are given to students and parents
at the start of the school year. Both sign a
disclaimer form stating the rules are
understood by the student.

Positive Action Plan

The Positive Action Plan to promote
and teach desirable attitudes and behav-
iors as well as improved self concepts is
comprised of several components. Some
are summarized as follows:
1.  Each student at Columbia studies

Positive Action concepts which
includee fairness, goal setting, respon-
sibility and cooperation. After much
investigation, it was decided to utilize
a curriculum entitled ÒPositive ActionÓ
developed by Carol Gerber Allred,
Ph.D. from Twin Falls, Idaho. This
curriculum utilizes lessons and
activities that are effective in develop-

A ÒPositive ActionÓ Approach To
School-Wide Discipline

Victoria Norton-Strong, Columbia Elementary,
Jordan School District
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ing self concepts and are age appropri-
ate for each grade level. ÒWords of the
weekÓ pertaining to the lessons taught
are also included. A new word for the
week, such as INTEGRITY, is posted
in classrooms and throughout the
school as a constant reminder to
students.

2.  I.C.U. (I see you doing something
good) notes are awarded by any adult
employee in the school to students
demonstrating Positive Action. These
special notes may be redeemed by the
student for privileges, activities or
tangible rewards.

 An example of such activity is a
weekly school-wide drawing where
winners get to choose a prize from the
school treasure box.

3. The most exciting events, however, are
the Positive Action Assemblies where
a student from each class is nominated
by either his/her teacher or classmates
as being an ÒAstro Honor Roll Stu-
dentÓ demonstrating Positive Action.
Each assembly has a theme, such as
goal setting, self-discipline, fairness,
respect, etc. The student chosen from
each class exhibits an example of the
theme.

 Columbia School has moved away
from just rewarding the academically
bright, talented or compliant student.
Instead, any student demonstrating
positive action can be acknowledged.
A guest speaker is invited to speak
about the theme. Columbia has had the
privilege of having many prominent
citizens including the Utah Jazz Bear
as guests. The honor student is
presented with a special certificate and
Columbia school pin and has his/her
picture is taken with the guest speaker.
Parents are given a special invitation to
attend. The certificates are mounted on
a special ÒAstro Honor RollÓ bulletin
board in the front hall of the school. It
is what a person notices first as they
enter the school.

School-wide Discipline Policy

The final section of the school-wide
Positive Action Program is the discipline
policy. It has two parts: (1) School rules
and Continuum of Consequences, and (2)

I. S. S. (In School Suspension).

Each student is expected to follow the
school rules for the safety and well being
of himself/herself and others. Failure to
do so will result in the student following
a continuum of consequences. These are
enforced by all teachers in their class-
rooms as well as other adult school
personnel. They are:

1.  Warning,
2.  5 minute consequence,
3.  15 minute consequence,
4.  In school suspension and phone call to

parents, and
5.  Referral to administration and letter to

parents.

Severe disciplinary incidents are
referred directly to the school administra-
tion. Outside of class, any adult personnel
can communicate to the teacher if a rule
has been violated by issuing a Òpink
slip.Ó These affect a continuum of
consequences.

Students know if they have a conse-
quence by the ÒAttitude AdjustmentÓ
chart in their classroom. This has been
nicknamed Òthe color changeÓ chart.
Each student has his/her name and a
library pocket containing a set of cardsÑ
one color for each consequenceÑon the
chart. All students begin the day with a
green card on the chart, which means
Òkeep up the good workÓ or ÒyouÕre
doing great.Ó As a student proceeds

through the continuum of consequences,
a different colored card is presented for
that student. Students are continually
reminded about their behavior and
expectations by referring to the chart.
ÒPink slipsÓ received outside of class
result in a color change.

As students pay consequences or I.S.S.
time, they are involved in problem
solving types of activities designed to
assist them in overcoming undesirable
behaviors. Communication with parents
has also been an effective strategy in
assisting students in demonstrating
Positive Action. It should also be noted
that time spent in I.S.S. is determined by
the grade and age of the student. Some-
times the time is adjusted, depending
upon the incident.

ColumbiaÕs Positive Action program is
continually revised and other dimensions
are added according to the needs of the
students  as well as to maintain interest
and motivation. Many of UtahÕs B.E.S.T.
strategies, such as the Ò200Ó club have
been added as incentives to enrich the
program.

It has been the hope in developing this
program that all students will be able to
realize their maximum potential academi-
cally, socially, and emotionally in a
climate that is conducive to personal
growth, development and happiness.
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O ne phrase frequently used when
dealing with behavior issues in
the school is, ÒI tried that and it

didnÕt work.Ó Whatever the behavior
intervention, no strategy meets the needs
of all students at all times. The Mandt
System is no exception. Although the
Mandt System of managing people is
effective in dealing with most crises, it
does not replace a well-designed behavior
intervention plan.

To better understand how Mandt might
be effectively used within the schools, a
brief discussion of an effective school-
wide discipline system should be helpful.
An effective school-wide discipline
system is comprised of three major areas
of focus. They include:

1. A system designed to clearly define
appropriate behavior and develop
rewards and consequences around the
expected behavior both in and out of
the classroom.

2. A system designed to deal with
students going through behavior crises.
This includes strategies for recognizing
a potential crisis and taking preventive
steps to de-escalate the situation. The
primary focus is not intended to shape
or change the inappropriate behavior,
though it may have such an effect upon
some students, but is intended to
provide safety and protection at the
least intrusive level.

3. A system designed to deal with
studentsÕ behavioral needs when
school and classroom behavior
intervention strategies do not obtain
the desired results. This consists of an
individualized behavior plan and may

include, as part of that plan, strategies
outlined in (a) and (b).

Many schools, when developing a
school-wide discipline program, review
the literature and adopt a plan that fits
most comfortably with their behavioral
philosophy, not recognizing that such
plans generally focus upon only one or
two of the above described systems. It is
at this point that school staff, finding that
the behavioral needs of the student are
not fully realized, sometimes become
frustrated and critical of the system
complaining that is just does not work.

An example of this is when a school
adopts a program such as Assertive
Discipline or Love and Logic (System 1
above) and finds that Johnny, a first
grader, is unresponsive to such strategies
and becomes physically aggressive while
attempting to run from the school. The
situation has now become a crisis. To
ensure safety to the student, some form of
crisis management such as the Mandt
needs to be employed (System 2 above).
After the crisis is over, the school or IEP
team convenes and develops a specific
behavior plan, as described in Randy
SprickÕs Interventions catalog, recogniz-
ing that if the behavior occurred once, by
all probability, it will recur (System 3
above).

The Mandt System is highly effective
in helping to de-escalate staff and
students in a crisis in such a way that it
reduces the risk of injury to those
involved. It is divided into four basic
modules with each module describing de-
escalation strategies from least intrusive

to more intrusive. An emphasis is on the
importance of using the least intrusive
strategies. Modules One and Two
describe nonphysical intervention options
while Modules Three and Four are more
focused upon physical interactions.

Schools within Granite District have
used the Mandt System of management
in three primary ways. The following are
examples:

Example 1. It can be used as a part of
a method described in an individualized
behavior plan when a studentÕs inappro-
priate behavior reaches a level to where
there is an increased risk of injury to self,
others or property. This helps parents and
staff better understand how the student
will be dealt with in a crisis situation,
thus providing the opportunity for
disagreements to be worked out before
the need arises.

Example 2. It can be used to train
school crisis teams. Many of our schools
have selected groups of three or four staff
members to be members of the crisis
team within the school. They can be
called upon to assist other faculty
members in dealing with crisis. Such
team members benefit from training in
the Mandt system of management.

Example 3. Many school administra-
tors have arranged for all of their faculty
to be trained in Modules One and Two of
the Mandt System, complementing the
teacherÕs classroom management by
providing nonphysical ways of prevent-
ing a behavior from escalating into a
crisis.

Mandt And School-Wide Discipline
Dennis Whiteley, Elementary Special Education Coordinatior,

Granite School District

One phrase frequently used when dealing with behavior issues in the

school is, ÒI tried that and it didnÕt work.Ó Whatever the behavior

intervention, no strategy meets the needs of all students at all times.
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For Adults Only
Linda K. Carver, Principal, Canyon View School,

Weber School District

Canyon View School in the Weber
School District is diverse to say
the least. We serve students of all

ages as well as all disabilities. On paper
this mix of students may appear impos-
sible to manage, but in fact it is manage-
able with amazing results. To find a
common denominator for discipline
techniques would also appear to pose a
challengeÑyet in actuality, some basic
beliefs hold true with children of all ages.

First and foremost, I would suggest not
to let oneÕs ego get in the way. Remem-
ber who is the adult? So often because we
are human (which is good) we tend to
react when a student is misbehaving. We
might even want swift and exacting
justice. What we are really doing is
setting the student up for more confronta-
tional behavior. This can quickly turn
into a cycle of expected negative re-
sponses by both student and teacher.

When I was teaching in our high
school unit a rather tough looking
eighteen year-old boy sauntered into my
first class. At the end of the period I
asked all the students to turn in their
assignments. Out of nowhere this young
man said, ÒIÕm not turning this in. This is
a stupid assignment.Ó Now, my sense of
right got involved. I immediately felt like
I had to justify the importance of my
assignments (my ego was getting in the
way). The student obviously then had to
defend himself, so he became more
defiant and I responded just how he
would expect me to respond. He then told
me where to Òget offÓ in no uncertain
terms. Again I was not going to have this
happen, so I kicked him out of class. In
just a matter of moments a great day was
ruined and I soon became my own
behavioral problem. I was going to make
certain that this boy was not going to get
away with thisÑI had to set an example
for the class!

After several deep breathing sessions I
stormed out of the classroom to find him.
When he saw me I could tell instantly he

was expecting round two. Then it hit me.
I was defending my pride. In a moment
of saneness, I approached him and said I
was sorry about what happened in the
classroom. I asked him if there was
something I could do to help him. This
completely unnerved him and totally
defused the situation. After a few
awkward moments of silence he simply
stated, ÒIÕm going through some bad
times. My parents just split up, we are
losing our house, IÕve been working all
night to help my mom and IÕm tired.Ó

Several post graduate classes couldnÕt
have taught me a greater lesson. All the
punishment and justice I could have
placed on this individual would not solve
or correct his problems or behavior.

In our Junior High Behavioral Unit the
teachers compiled a list of key words and
phrases to help us deal with students with
behavioral problems. It is a guide to
remind us to be the adult.

We ask ourselves these questions when
dealing with each of our students:

Have we been nurturing?
Have we treated the student with
dignity and respect?
Have we avoided a power struggle?
Have we given the student opportuni-
ties to succeed using win-win strate-
gies?
Have we given the student a sense of
belonging?
Have we given the student an opportu-
nity to bond with others?
Have we shown unconditional caring?
Are we promoting resiliency in the
student?

If we can answer, ÒyesÓ to all of these
questions, it becomes a never ending
miracle how the problems diminish. Are
these questions applicable for all ages?
Absolutely, try itÑbeing humanistic is
not a sign of weakness.
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Ask MaeÉ
Special Education Coordinator Mae Taylor-Sweeten

Utah State Office of Education

O n September 19, 1997, the
Federal Office of Special
Education Programs (OSEP)

issued its initial guidance on disciplinary
removal of children with disabilities from
their current educational placement. The
focus of the guidance letter is primarily
related to the removal of such students
for ten school days or less, in one
calendar year. The guidance was deemed
immediately necessary, due to numerous
requests for interpretation of the newly-
authorized IDEA Ô97, and OSEPÕs plans
to issue regulations in each of the areas
where clarification is needed. The
regulations are expected to reflect the
positions on discipline taken in this
guidance document.

The new draft Federal Regulations for
IDEA 97 are due to be issued in approxi-
mately two weeks. In the interim, it is
important that we all read and digest this
interim guidance on disciplinary proce-
dures, so that problems which could be
caused by misunderstanding or misappli-
cation of disciplinary removal (short-term
suspension) procedures can be avoided.
The following questions and answers are
contained in OSEPÕs guidance letter.
(The underlining in the questions and the
bold-faced in the answers are my
emphasis.)

No. 1: Under IDEA, do public
agencies have a responsibility, as
part of the IEP process, to

New Federal Guidance On
Discipline

consider a childÕs behavior?

Answer: Yes. Section 61(d)(2)(B)
requires the IEP team Òin the case of a
child whose behavior impedes his or her
learning or that of others, (to) consider,
when appropriate, strategies, including
positive behavioral interventions,
strategies, and supports to address that
behavior.Ó In addition, school districts
should take prompt steps to address
misconduct when it first appears. Such
steps could, in many instances, eliminate
the need to take more drastic measures.
These measures also could be facilitated
through the individualized education
program (IEP) and placement processes
required by IDEA. For example, when
misconduct appears, a functional behav-
ioral assessment could be conducted, and
determinations could be made as to
whether the studentÕs current program is
appropriate and whether the student could
benefit from the provision of more
specialized instructional and/or related
services, such as counseling, psychologi-
cal services, or social-work services in
schools. In addition, training of the
teacher in effective use of conflict
management and/or behavior manage-
ment strategies also could be extremely
effective. Inservice training for all
personnel who work with the student,
and, when appropriate, other students,
also can be essential in ensuring the
successful implementation of the above
interventions.
No. 2: Does the right to a free
appropriate public education
extend to children with disabili-

ties who are suspended or
expelled?

Answer: Yes. A free appropriate
public education must be made available
to all eligible children with disabilities,
including children with disabilities who
have been suspended or expelled from
school. [Section 612(a)(1)]

No. 3: What is the meaning of
the phrase Òchildren with dis-
abilities who have been sus-
pended or expelled from
schoolÓ?

Answer: The Department believes that
the phrase means children with disabili-
ties who have been removed from their
current educational placement for more
than ten school days in a given school
year.

No. 4: Must educational services
be continued during the removal
of a child with a disability from
his or her educational placement
for ten school days or less?

Answer: No. The Department does not
believe that it was the intent of Congress
to require that FAPE be provided when a
child is removed for ten school days or
less during a given school year.
However, there is nothing in the IDEA
Ô97 that would prevent the provision of
FAPE during this time.

No. 5: Must there be a manifes-
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tation determination before a
student with disabilities can be
removed from his or her current
education placement for a
period of ten school days or less
during a given school year?

Answer: No. The Department does not
believe that the statute requires a mani-
festation determination prior to a removal
for a period of ten school days or less in a
given school year. However, if an action
that involves the removal of a child with
a disability from his or her current
educational placement for more than ten
school days in a given school year is
contemplated, the Department believes
that a manifestation determination would
be required, and the manifestation
determination must take place as soon as
possible but in no case later than ten
school days after the decision to take that
action is made. [615(k)(4)(A)]

No. 6: Must a functional behav-
ioral assessment be conducted
prior to removal of ten school
days or less during a given
school year?

Answer: No. The Department does not
believe the statute requires a functional
behavioral assessment if a child with a
disability is removed from his or her
current educational placement for ten
school days or less in a given school
year, and no further disciplinary action is
contemplated.

No. 7: Are there any specific
actions that a school district is
required to take during a re-
moval of a child with a disability
from his or her educational
placement for ten school days or
less?

Answer: If no further removal is
contemplated, the Department does not
believe that other specific actions are
required during this time period. How-
ever, school districts are strongly
encouraged to review as soon as possible
the circumstances that led to the childÕs
removal and consider whether the child
was being provided services in accor-
dance with the IEP and whether the

behavior could be addressed through
minor classroom or program adjustments,
or whether the IEP team should be
reconvened to address possible changes
to the IEP.

No. 8: Does IDEA continue to
allow a school district to seek a
court order to remove a student
with a disability from school or
otherwise change the studentÕs
placement? If so, under what
circumstances?

Answer: Yes. IDEA continues to
allow a school district to seek to obtain a
court order to remove any student with a
disability from school or to change the
studentÕs current educational placement if
the school district believes that maintain-
ing the student in the current educational
placement is substantially likely to
result in injury to the student or to
others. (Honig v. Doe, Supreme Court,
1988)

In addition, the new statute allows
school authorities to ask a hearing officer
to move children with disabilities to an
interim alternative educational setting for
up to 45 days if they are substantially
likely to injure themselves or others in
their current placement. The hearing
officer may move the child to an alterna-
tive educational setting if the public
agency demonstrates by evidence that is
more than a preponderance of the
evidence that maintaining the child in the
childÕs current placement is substantially
likely to result in injury to the child or
others. The hearing officer must consider
the appropriateness of the childÕs
placement, whether the school district has
made reasonable efforts to minimize the
risk of harm to the childÕs current
placement, including the use of supple-
mentary aids and services, and determine
that the interim alternative educational
setting meets the requirements of section
615(k)(3) of the Act (access to the
general curriculum, meets the goals of the
IEP, and includes services and modifica-
tions designed to address the behavior so
that it does not recur).

USOE will certainly inform school
districts the minute we receive the new
Draft Federal Regulations. You will also
receive information on how to provide
public comment to OSEP regarding
contents of the Draft. In the meantime,

keep the faith!
Which New Requirements

Are In Force Now?

Many of you have received a copy
of the IDEA Ô97 Statute (the law
itself), signed by President Clinton
on June 4, 1997. There still seems to
be some confusion as to which parts
are in effect now.  Basically, all of
Part B of the IDEA Ô97 Statute came
into force immediately upon the
PresidentÕs signing on June 4 (The
major exception is the new IEP
procedure). Following is a short
table clarifying which portions of
the law are in effect now, and which
portions will take effect at a later
date.

Part B - in effect now:

Sec. 612:  SEA Requirements (State
Plan)
Sec. 613:  LEA Eligibility (policies -
except new IEP requirements)
Sec. 614:   Evaluations, re-evalua-
tions, eligibility determination,
parental
consent requirements, circumstances
regarding serving children with
disabilities in adult prisons
Sec. 615:  Procedural Safeguards,
discipline, due process

Takes Effect October 1997:

Sec. 617:  Secretary of Education
responsibilities
Sec. 651:  Part D - State Program
Improvement Grants

Takes Effect July 1, 1998:

Sec. 612(a)(14): Comprehensive
System of Personnel Development
(CSPD)
Sec. 612(a)(16): Performance
Goals and Indicators
Sec. 614(d):  IEP requirements and
changes
Sec. 618:  New State reporting
requirements
Sec. 619:  Preschool requirements
Part C: Formerly Part H - Early
Intervention
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FAQÕs: Frequently Asked Questions About Inclusion

I f I would have been asked that
question 15 years ago I would have
answered, ÒDonÕt worry about it, itÕs

not important.Ó However, let me
explain...At that time I had looked for
and acquired a job in a Òstate of the artÓ
school designed specifically for students
with moderate and severe disabilities.
This school had everything I had been
taught or ever imagined would be needed
for successfully educating these students.
Our school had excellent, experienced
special education teachers who mentored
and worked closely with less experienced
teachers. We had a host of quality,
trained paraeducators who helped us
teach the students each day. We had
physical therapists, occupational thera-
pists, speech and language therapists,
psychologists, social workers, as well as
a nurse. Additionally, our building was
designed with the needs of students with
disabilities in mind. Ramps instead of
stairs made the building accessible.
Expensive and specialized equipment
was readily available to meet the therapy
and learning needs of any student we had.

Indeed, I was certain our school was
providing everything in the area of
education a student with disabilities
needed.....until one day I heard something
that caused me to question this belief.  t
happened at a national conference when
the keynote speaker, a parent, spoke
about her daughter. This parent began by
describing her daughter and her various
disabilities. As she described her daugh-
ter, I similarly pictured in my mind the
students who had the most severe
disabilities with whom I worked back at
our school. Then suddenly and unbeliev-
ably, this parent stood there in front of a
large group of special educators and
passionately expressed her reasons for

taking her daughter out of a special
school for children with disabilities (just
like the one I worked in!) and placing her
in a general education classroom.

At first I dismissed her comments as
those of a stressed parent gone berserk.
Since I was sitting in the middle of the
row with no easy escape route, I felt
uncomfortable trying to leave. Reluc-
tantly and skeptically, I began to listen to
what she had to say. I do not recall her
exact words, but she said something
similar to this: ÒMy daughterÕs physical
skills will improve with physical and
occupational therapy, but unless some
miracle occurs, she will never walk, she
will never get herself dressed in the
mornings, and in order to live, someone
will always have to feed her. My
daughterÕs communication skills will
improve with speech therapy, but unless
some miracle occurs she will never learn
enough words to carry on a simple
conversation. With specialized and
individualized instruction my daughter
will gain some basic academic skills, but
unless some miracle occurs she will
never be able to enjoy reading a good
book.Ó The parent then went on to
explain that after having given much
thought as to what would make the
greatest difference in her daughterÕs
quality of life, she came to the conclusion
that it was not any of the things that had
been the focus of her daughterÕs educa-
tion at the special school.

She went on to identify social relation-
ships as the critical factor upon which the
quality of her daughterÕs future life
depended. She spoke of the necessity of
her daughter going to school with the
children that lived next door and down
the street. She spoke of the importance of

these children getting to know each other
and being with each other on a daily basis
so quality personal relationships could
grow and flourish. Then the interesting
part came. The school district told this
parent that if she wanted her daughter to
be in a general education classroom she
would receive absolutely NO SPECIAL
EDUCATION services there. Then came
for me the most incredible response. The
parent chose the general education
classroom!

This parentÕs passion for her daughter
and the fact that she had given up
everything I held dear as an educator for
something she believed would make the
most difference in her childÕs life touched
me deeply. Over the next few years as I
reflected on her words, I came to the
realization that the development of social
relationships are indeed a critical part of
schooling. As I have since journeyed on
new roads in education I have personally
seen and felt the significant difference it
has made in individual childrenÕs lives to
be able to develop and make real friends
with peers who live close enough in the
neighborhood to regularly do things with
after school hours.

Thanks to a risk-taking parent who
helped me question how I would have
answered this question 15 years ago,
today I have a very different answer than
the one I started with. I would sum that
answer up by saying. ÒOne reason
children with disabilities should be
included as members of general educa-
tion classrooms is because it is a critically
important place for developing social
relationships that can make a positive
difference in the quality of life for each
member of that classroom.Ó

Why Is It Important For Students With
Disabilities To Be Included In General
Education Classrooms?

Loydene Hubbard Berg, Program Specialist,
UtahÕs Project for Inclusion
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A rt Access/Very Special Arts
Utah (with support from the
State Office of Education:

Special Education Services Unit) invites
special education teachers to submit
proposals to help fund artist-in-residen-
cies, special art projects and arts festivals
for students receiving special education
services, ages 3 through 22.

Art Access/VSA Utah believes that the
arts should be part of every studentÕs
education. The arts can be especially
relevant to the student with disabilities in
that they may be the studentÕs natural and
preferred means of expression. The arts

can be used to good effect to train and
reinforce perceptual, motor, and aca-
demic/cognitive skills. They also
contribute to a schoolÕs attempts to
integrate students with special needs into
the life of the school.

Projects funded during the 1996-97
school year included a residency con-
ducted by two dancers from Repertory
Dance Theatre, Chara Huckins and Todd
Allen, which targeted a mixed group of
14 students with special needs and
disabilities at the Sundwall Center in
Moab. The project consisted of a 90
minute daily movement class for a week
which culminated in two performances
for the community during the Moab Arts
Festival. The artists also provided a
teachers in-service.

Teacher Karen Clark wrote of the
artistÕs guiding the children into creative
expression by taking a risk and said ÒThe
students transformed from self-con-
sciousness to expressiveness. This creates
a lot of important growth. I plan to
incorporate the concept of risk-taking in
other areas with my students.Ó

For the above reasons and many more,
we urge you to consider using the arts in
your districts, schools and classrooms. If
youÕre not sure where to begin, please
give Ruth Lubbers or Vonnie
Wildfoerster a call at 801-328-0703. We
can provide more information and send
proposal forms to you. Proposals are due
in the Art Access office on December 1,
1997.

Access To Art
Programming

Vonnie Wildfoerster, Special Projects Coordinator,
Art Access/Very Special Arts Utah
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IDEA Ô97 Planning Committee

Electronic discussion groups are the
hottest new feature of UtahÕs
innovative and comprehensive

strategy to address the reauthorization of
the federal Individuals with Disabilities
Education Act (IDEA). A major theme in
the Utah State Office of EducationÕs
(USOE)  implementation plan for the
new legislation (P. L. 105-17) is a
commitment to seeking input from a
broad base of stakeholders, representing
all groups and organizations involved in
the provision of education and related
services to students with disabilities in
the state of Utah. Recognizing that
distance may prevent many otherwise
interested persons, particularly those in
rural Utah, from participating in the
IDEA Õ97 task forces, the Utah IDEA Õ97
Planning Committee  has authorized the
use of electronic discussion groupsÑone
associated with each task forceÑin order
to ensure that the voices of all concerned
parties, regardless of where they live, are
heard and considered.

The electronic discussion groups are
open to anyone with a working e-mail
account.  Individuals are encouraged to
subscribe to any and all groups which
interest them.  It is considered good form,
however, for new subscribers to ÒlistenÓ
to what existing group members have to
say before jumping in with their own
slant on an issue.  The content area
groups and their respective e-mail
addresses  are listed in the accompanying
chart.

To join a discussion group, simply
send a message to the e-mail address
listed in the table, placing the word,
ÒsubscribeÓ in the subject field of your
message.  Within 24 hours, you should
receive a ÒwelcomeÓ message, confirm-
ing that you have been added to the list of

members.  After that, you will receive all
messages posted by members of the
group.

If you prefer to receive postings less
frequently, you may subscribe instead to
the Òlist digest.Ó  Digest members will
receive compilations of all messages
posted since the last digest was sent.
Digests will be compiled and sent about
once a week (more frequently if volume
is high).  To subscribe to the digest, use
the command Òsubscribe digestÓ in your
messageÕs subject field.

The stateÕs overall IDEA Õ97 imple-
mentation plan is overseen by the Utah
IDEA Õ97 Planning Committee. The
committee  is composed of representa-
tives from the Local Education Agency
Directors (LEAD), the Utah State Board
of Education Advisory Committee for
Children with Disabilities (USBEACH),
the Utah State Office of Education, the
SuperintendentsÕ Association, the Local
School Board Association, parents, the
Legislative Coalition for People with
Disabilities, the Disability Law Center
and Utah institutions of higher education.

Ten content-area task forces are being
co-facilitated by members of the Utah
Program Administrative Review (PAR)
Team, directed by Margaret Lubke, and
members of the Utah Learning Resource
Center, directed by Bruce Schroeder.
Information on the implementation plan
as it develops are available on the TRL
Monitoring web site,
www.monitoring.sdl.usu.edu/idea97.htm

Discipline
disclist@ksar.usu.edu

Eligibility&Evaluation
evallist@ksar.usu.edu

Finance
finlist@ksar.usu.edu

Individualize d Educatio n Program s (IEP)
ieplist@ksar.usu.edu

Placement
plclist@ksar.usu.edu

Procedura l Safeguards
psaflist@ksar.usu.edu

Monitoring,
Interagenc y Agreements
Stat e Assessments , Performance
Goal s & Indicators,
Stat e Improvemen t Grant,
Comprehensiv e Syste m of Personnel
Developmen t (CSPD)
sealist@ksar.usu.edu

LISTSERV ADDRESSES

Electronic Discussion G roups For IDEA Õ97
IDEA 1997 Planning Committee

Website
http://

www.monitoring.sdl.usu.edu/
idea97.htm

UtahÕs Plan for
Implementing the
Reauthorization
Requirements

P.L. 105-17
Click to continue

http://www.monitoring.sdl.usu.edu/idea97.htm
http://www.monitoring.sdl.usu.edu/idea97.htm
mailto:disclist@ksar.usu.edu
mailto:evallist@ksar.usu.edu
mailto:finlist@ksar.usu.edu
mailto:ieplist@ksar.usu.edu
mailto:plclist@ksar.usu.edu
mailto:psaflist@ksar.usu.edu
mailto:sealist@ksar.usu.edu
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Utah Mentor Teacher Academy

Spotlight on Mentors: Ideas That Work

The focus of the Utah Mentor
Teacher Academy training in
September was not only on the fair

weather and beautiful scenery of Snow-
bird but on increasing the knowledge
base and modeling skills of the Track XI
and Track XII mentors.

First year mentors (Track XII)  were
initiated to the mentor scales of knowl-
edge base, interpersonal skills, and
modeling. They were asked to share their
experiences with one another, to begin
thinking like a Òmentor,Ó and to apply
what they learned in their new mentoring
role.

Second year mentors (Track XII)
discussed and practiced specific facilita-
tion skills. This training falls under the

mentor scale of ÒmodelingÓ and they had
ample opportunity to model their new
skills for one another as they met daily in
small groups for intensive practice
sessions.

In October, first year mentors learned
about the last two mentor scales, collabo-
ration and coaching. They also set goals
in each mentor scale area that they will
be working toward during this first year
of the Academy. Advanced effective
presentations and influence training was
the agenda for second year mentors. This
was a very active day as they tried out
new techniques for making any presenta-
tion they do more exciting and meaning-
ful. As inservice trainings are planned in
your districts, make sure you give them a
chance to Òshow offÓ their new skills.

The second day of training in October

combined first and second year mentors
as they focused on learning more about
the direction assessment is taking in the
State of Utah from Barbara Lawrence,
Assessment and Testing Specialist at the
State Office of Education. Part of the day
also focused on portfolio assessment, and
alternative form of assessment to measure
student learning. Annette Bennett, a
second year mentor from Salt Lake City
School District, shared the teacher
inservice and student portfolio assess-
ment trainings she has developed in this
area. We encourage you to find out who
the current mentors are in your district.
They have wonderful information to
share.

Angie Loosli
Logan School District

Training Effective
Paraprofessionals

I teach in a classroom for students with
severe disabilities at Logan High. We
rely heavily on staff to act as job coaches
and carry out programming in a variety of
settings. Their effectiveness is critical to
the success of our students. From the

beginning, establish clear expectations
by: providing a clear schedule of respon-
sibilities with a checklist so they can
begin monitoring their own behavior.

After the second week of school, the
supervising teacher should do formal
observations on all staff so everyone is
clear on their performance level. Estab-
lish that improvement and goal setting
are part of the job not just a punitive
measure.

It is important to set group goals and
require everyone to monitor their

behaviors that contribute to achieving
these group goals.

Paraprofessionals should set individual
goals from their formal observations. If
they have no areas that require training,
set goals that will further skill develop-
ment (i.e. Learn to make program
adaptations based on data or developing a
task analysis).

At the beginning of the year encourage
communication by: setting up a form that
elicits applicable and needed information
and establishing times to fill them in and

1997-98 Mentors Begin Year At Snowbird
Davalee Miller, ULRC Program Specialist
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Each student is given a bonus card.
The card has been colored with an
invisible marker randomly on several
squares. The teacher or the student can
then color in one square on the card with
a ÒchangeableÓ marker when the student
exhibits a positive behavior. When a
colored square changes color, the
student is reinforcedÑa small piece of
candy, one minute of free time, skip the
next problem on the assignment, or
move to the next learning center.

This activity monitors itself and has
been very successful. It has an effect on
all students in the class. As students see
other studentÕs squares change colors,
they work harder to. All students stay on
task and work harder for the bonus
points.

Cheri Caldwell
Davis School District

Positive Incentives

Example Of Setting Group Goals And Self-monitoring Of Behavior

Overall program goal:  To increase organization and data keeping and to
decrease down time for students.

Staff Checklist Class Period:

Did you complete........
Instructional program data (list programs):

Behavior program data:

Toileting data:

Did you....
Use scheduling pictures or symbols?
Use correct reinforcement system?
Use correct transition area?
Gather all materials before leaving?
Put all material away?

Total time engaged:

Total free time:

read them. Use this feedback to make
program adaptations and keep parents
updated.

Provide positive feedback regularly
and encourage positive interactions
between staff by always listing strengths
and commenting on them during formal
observations. In addition, have each
person list the strengths of other staff
members and share them in a staff
meeting.

The success of effective paraprofes-
sionals includes an Increase in perfor-
mance on formal observations, decrease
in missing data, change in number of
positive interactions between staff.
Increased effectiveness of paraprofes-
sional is also measured by a change in
student performance on programs.

Sample Point Card: Randomly Color in
Squres with Invisible Marker

123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345 123456789012345

123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345

123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345

12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234
12345678901234 12345678901234567

12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567
12345678901234567 1234567890123456

1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456
1234567890123456

123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
123456789012345
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Announcements

The Utah Special Educator publishes announcements that are of interest to our readers by special
education-oriented organizations and educational institutions within the State of Utah. Limit items
to one half page in length. Contact Randy Schelble, Editor, Utah Special Educator, 2290 E. 4300 So.,
#220, Salt Lake City, Utah 84117, (801) 272-3431 or (800) 662-6624 in Utah.
Announcements must be received by the following dates for publication:

December 12 Ñ January issue
January 9 Ñ February issue
February 13 Ñ March issue
April 10 Ñ May issue
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S E R V I C E  D I R E C T O R Y
Utah State Office of Education

Services for At Risk Students
Kukic, Stevan J. Director, At Risk and Special Education Services ......................................................... 538-77 06
Bradley, Patricia Facilitator, FACT............................................................................................. ......... 538-7817
Broadbent, Brenda Specialist, Early Childhood Special Education ............................................................. 538- 7708
Casillas, Nancy Specialist, Title I ............................................................................................. ......... 538-7825
Cortez, Diana Specialist, Bilingual Education/Director, Alternative Language Services.......................... 538-7645
Haley, Les Specialist, Fiscal & Data Management for Special Education, At Risk Funds,

Drug-Free Schools .................................................................................................... 538-7714
Hennefer, Kenneth Specialist, Transition & Applied Technology for Special Needs

Populations/Corrections Education ............................................................................ 538-7727
Hostetter, Cheryl Specialist, Special Education At Risk Programs, Special Health Care Needs, TBI ............. 538-7695
Johnson, Sandra Specialist, Title 1 ............................................................................................. ........ 538-7806
Lacy, Laurie Specialist, Title I/Homeless Education/Even Start/Highly Impacted Schools .................... 538-7501
McConnell, Tim Project Director, UtahÕs Project for Inclusion and Specialist, Severe Disabilities ................ 538-7568
Robinson, Suecarol Specialist, Youth in Custody/At Risk Specialist/ADD/Truancy ....................................... 538-7726
Reavis, Ken Specialist, Behav Disord, Comprehensive System of Personnel Development ................... 538-7709
Ross, John D. State Coordinator of Title I/Migrant Education ............................................................ 538-7724
Sheld, Dale Specialist, Learning Disabilities/Communication Disorders/Assistive Technology/

LEP Disabled ........................................................................................................... 538-7707
Suter, Donna Specialist, Transition Services .................................................................................... 538-7576
Taylor-Sweeten, Mae Coordinator, Special Education, State and Federal Compliance .................................... 538-7711
Weight, Shirlee Specialist, Indian Education/Substance Abuse Prevention/Gang Prevention Intervention .. 538-7838

Statewide Projects
Behavioral and Educational Strategies for Teachers (BEST)
USOE 250 East 5th South, Salt Lake City, Utah 84111
Deb Andrews, Project Coordinator ............................................................................................... ............. 538-7566

Utah Parent Center
2290 East 4500 South, Suite 110, Salt Lake City, Utah 84117
Helen Post, Director ........................................................................................................... ..................... 272-1051

Utah Project for Inclusion
USOE 250 East 5th South, Salt Lake City, Utah 84111
Tim McConnell, Project Director ................................................................................................ ................ 538-7568

Utah Learning Resource Center (ULRC)
2290 East 4500 South, Suite 220, Salt Lake City, Utah 84117
Bruce Schroeder, Project Coordinator ........................................................................................... ............. 272-3431

Utah Project for Children with Dual Sensory Impairments (CDSI)
USDB, 742 Harrison Blvd., Ogden, Utah   84404
Blaine L. Seamons, Project Director ............................................................................................ ............... 629-4700
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Utah Learning Resource Center
2290 East 4500 South
Suite 220
Salt Lake City, Utah 84117

ADDRESS CORRECTION REQUESTED

The Utah Special Educator is a symbol of the leadership of Dr. R. Elwood Pace
whose vision made the Consortium, the ULRC and this journal possible

This information is provided as a service. We believe it to be
accurate, but it is important to confirm with the contact listed.
To obtain additional information and to supply important
upcoming dates, please contact us at (801) 272-3431 or
(800) 662-6624 in Utah. Updated 10/24/97

November 1997
20-22 CASE International Conference on Public

Policy in Special Education, Wyndham Hotel,
San Diego, CA. Contact: Jo Thomason, CASE,
(505) 243-7622.

20-23 International Early Childhood Conference on
Children with Special Needs, Hyatt Regency,
New Orleans, LA. Contact the DEC Conference
Office, (410) 269-6801.

December 1997
5 Consortium at the Inn at Prospector Square,

Park City. Contact the ULRC (801) 272-3431
or (800) 662-6624

10-13 TASH  Conference - ÒWe the People, All the
PeopleÓ, Sheraton Boston, Massachusetts.
Contact local TASH representative.

January 1998
8 LEAD meeting, Park City School District

Office.
9 Consortium at the Inn at Prospector Square,

Park City. Contact the ULRC (801) 272-3431
or (800) 662-6624.

15-16 Ninth Annual Mentor Conference at the
Olympus Hotel, Salt Lake City.  Contact Karen
Marberger (800) 662-6624.

28-30 CASE Institute 1998 The New IDEA for
Principals and Special Education Administra-
tors and Teachers, Clearwater Beach, Florida
Contact Jo Thomason

Utah CSPD Consortium Calendar
1997-98

Visit the
Utah Learning

Resource
Center

Home Page
and

Enter the
monthly
EduQuiz

www.provo.k12.ut.us/

ULRC/ulrc.html

http://www.ulrc.org

