
PRACTICE EXAM 4: NBPTS EXCEPTIONAL NEEDS 
SPECIALIST STUDY SIMULATION (100 QUESTIONS)

This  independently  authored  100-question  study  simulation  follows  the  NBPTS Exceptional  Needs  Specialist 
selected-response blueprint: approximately 20% Knowledge of Students and Knowledge of Philosophy, History, 
and Law; 20% Diversity and Family Partnerships; 30% Communication and Social Development and Behavior; 
and 30% Assessment and Curriculum and Instruction. Questions span early childhood through young adulthood 
and varied exceptional-needs profiles. The live Component 1 assessment uses approximately 45 selected-response 
items plus  three  constructed-response exercises;  this  expanded set  is  for  study,  discrimination practice,  and 
pacing rather than a reproduction of official items.

1. A third-grade student with cerebral palsy demonstrates grade-level reasoning in science but produces 
very little written work because of slow motor output. Which planning response best reflects knowledge 
of the learner?

A. Reduce science content until handwriting speed reaches the class average.

B. Replace science with occupational therapy activities during core instruction.

C. Maintain grade-level conceptual expectations while providing efficient access methods for recording 
and expressing ideas.

D. Judge conceptual understanding primarily from the amount of handwriting completed.

2.  A 15-year-old with significant  intellectual  disability is  learning to order food in the community.  
Which instructional choice best preserves dignity and developmental appropriateness?

A. Use preschool picture books because the student's reading level is below grade level.

B. Use age-respectful menus, authentic community language, meaningful choices, and supports matched 
to the student's current communication needs.

C. Have an adult place every order so the student avoids making public mistakes.

D. Delay community instruction until the student can read a full restaurant menu independently.



3. A preschool child communicates wants by reaching, vocalizing, and looking toward familiar adults. 
What should the teacher conclude before selecting communication goals?

A. The child is not communicating because no spoken words are used.

B. All gestures should be ignored so speech becomes the only successful option.

C. A communication system should be chosen without observing the child's existing signals.

D. The child's current intentional signals should be documented and expanded into more efficient, 
broadly understood communication forms.

4.  A student  returning  after  a  traumatic  brain  injury  completes  complex  work  in  the  morning  but 
becomes slow and error-prone after lunch. What is the best initial interpretation?

A. The pattern may reflect changing cognitive stamina, so the team should collect time-of-day data and 
adjust demands while recovery is monitored.

B. The student is choosing not to work because ability should remain constant throughout the day.

C. The morning performance proves that no disability-related support is needed.

D. The afternoon errors show that all academic expectations should be permanently reduced.

5.  A student who is gifted in mathematics also has ADHD and frequently loses materials and misses  
deadlines. Which approach best reflects an understanding of twice-exceptionality?

A. Remove advanced work until the student independently meets every organizational expectation.

B. Provide advanced mathematical challenge while explicitly teaching and supporting organization, 
planning, and deadline management.

C. Assume giftedness means executive-function supports are unnecessary.

D. Focus only on ADHD needs because high-level mathematical instruction can wait.

6.  A  student  with  multiple  disabilities  gives  inconsistent  yes/no  responses  when  adults  ask  rapid 
questions. Which assumption should guide the team's next step?

A. Conclude that inconsistent responses show the student does not understand language.

B. Stop asking questions until the student develops a faster motor response.



C. Interpret whichever response occurs first as the student's reliable preference.

D. Presume the student has something to communicate and examine response mode, wait time, 
positioning, sensory access, and partner behavior.

7. A middle-school student wants to join robotics club, but staff worry that the student's seizure disorder 
will make participation inconvenient. What should the Exceptional Needs Specialist advocate for first?

A. Recommend exclusion because extracurricular activities are optional rather than educational.

B. Require the family to provide a private aide before the student can attend.

C. Identify reasonable health and access supports that allow participation with peers while following the 
student's safety plan.

D. Delay participation until the student has been seizure-free for an entire school year.

8.  A high-school  student can explain needed accommodations but  waits  for adults to request  them. 
Which goal most directly develops self-determination?

A. Teach the student to identify when an accommodation is needed, request it appropriately, and 
evaluate whether it helped.

B. Have teachers provide every accommodation automatically without involving the student.

C. Ask the family to make all accommodation requests through graduation.

D. Eliminate accommodations so the student learns to manage difficulties independently.

9. A teacher notices that a student with a disability is consistently assigned classroom helper tasks while  
peers participate in challenging group work. What is the strongest ethical response?

A. Continue the helper role because being useful is more important than academic challenge.

B. Assign easier work permanently so the student experiences fewer errors than peers.

C. Avoid raising the issue because classroom role decisions belong only to the general educator.

D. Review whether expectations and opportunities are equitable, then redesign participation so the 
student has meaningful access to challenging learning.



10. A district argues that a student who earns passing grades does not need evaluation despite persistent 
evidence  of  a  suspected  disability  and  need  for  special  education.  Which  IDEA principle  is  most 
relevant?

A. Passing grades automatically exclude a student from IDEA eligibility consideration.

B. Child Find applies only after a student has failed at least one course.

C. Child Find requires identification, location, and evaluation of students suspected of disability even 
when they are advancing from grade to grade.

D. Evaluation may occur only when a parent supplies a private medical diagnosis.

11.  An IEP team is choosing between a general education class with supports and a more restrictive 
setting. Which principle should guide the placement decision?

A. Choose the setting with the highest adult-to-student ratio regardless of individual need.

B. Educate the student with nondisabled peers to the maximum extent appropriate, using supplementary 
aids and services before selecting a more restrictive placement.

C. Place the student according to disability category so comparable learners receive the same program.

D. Select the setting preferred by staff because service efficiency is the primary legal standard.

12. A student's IEP goal states, 'The student will improve reading.' What is the most important problem 
with this goal?

A. It lacks sufficiently measurable criteria for determining the expected skill, conditions, and level of 
performance.

B. IEP goals may address only functional skills and cannot include reading.

C. Annual goals must describe every daily lesson the teacher will provide.

D. Reading goals are unnecessary when the student participates in general education.

13. A student was reevaluated three years ago. The parent and school agree that a new reevaluation is 
unnecessary at this time. Which statement is most accurate under IDEA?

A. A reevaluation must occur every year regardless of agreement or student need.



B. A reevaluation is generally required at least every three years unless the parent and public agency 
agree that it is unnecessary.

C. A reevaluation is prohibited until five years have passed since the previous evaluation.

D. Only a physician can determine whether a school reevaluation may be waived.

14. A school decides that a disciplinary removal will constitute a change of placement for a student with 
an IEP. By when must the manifestation determination occur?

A. Within 30 calendar days after the student returns to the original placement.

B. Only at the student's next annual IEP review, regardless of the removal decision.

C. Before any school discipline can be imposed, including a one-period detention.

D. Within 10 school days of the decision to change the student's placement because of the conduct 
violation.

15. During a manifestation determination, the team finds that the student's conduct was the direct result 
of the district's failure to implement the IEP. What must the district do?

A. Take immediate steps to remedy the implementation deficiencies and address the behavior through 
the IDEA discipline process.

B. Treat the conduct as unrelated to disability because the written IEP itself was appropriate.

C. Continue the same implementation pattern until the next annual review.

D. Require the parent to prove that the implementation failure caused academic regression.

16. A teacher is asked in a public hallway why a particular student receives a specialized behavior plan.  
What is the most ethical response?

A. Explain the plan briefly because school employees may discuss any student information anywhere.

B. Share the student's diagnosis but omit the behavior details to preserve partial privacy.

C. Protect the student's confidentiality and discuss educational information only with appropriate people 
in an appropriate setting.

D. Post a summary of the plan so all staff and families understand why supports are used.



17. A student says, 'I prefer disability-first language when talking about my autism.' What is the most  
respectful response from the specialist?

A. Correct the student because person-first language is always the only respectful wording.

B. Avoid all reference to disability even when the student wants to discuss identity and access.

C. Honor the student's stated language preference while remaining attentive to context and future 
preferences.

D. Use whichever terminology staff prefer because professional language overrides student preference.

18. A new teacher says that students with extensive support needs should first prove prerequisite skills 
before  receiving  grade-level  academic  instruction.  Which  response  best  reflects  contemporary 
exceptional-needs practice?

A. Provide access to meaningful grade-aligned learning while teaching prerequisite and functional skills 
through appropriate supports and individualized instruction.

B. Delay academic access until all developmental prerequisites are mastered in sequence.

C. Replace academics with custodial care because extensive support needs limit academic benefit.

D. Use grade-level materials without any adaptation because access and independence are identical.

19. A student with a visual impairment reports that a classroom adaptation makes work slower and more 
frustrating even though staff believe it is helpful. What should the specialist do?

A. Require continued use because professionals selected the adaptation.

B. Use the student's report as data and reassess the adaptation's efficiency, access, and fit.

C. Remove all supports because the student expressed dissatisfaction with one option.

D. Ask peers to vote on whether the adaptation looks helpful during class.

20. An interdisciplinary team uses very different terminology for the same student's needs, and family 
members appear confused during meetings. What is the specialist's most useful role?

A. Require every discipline to use special education terminology regardless of audience.

B. Allow each professional to present independently because collaboration can compromise expertise.



C. Ask the family to learn the technical vocabulary before participating in planning.

D. Help the team translate discipline-specific language into shared, understandable terms and connect 
recommendations to common student goals.

21. A multilingual student rarely speaks during whole-group discussion but contributes detailed ideas in 
a small group using both English and the home language. What is the best interpretation?

A. The student has a language disorder because whole-group speech is limited.

B. The home language should be prohibited so English develops more quickly.

C. Gather communication evidence across settings before inferring a deficit from whole-group 
participation.

D. Only whole-group participation should count when evaluating classroom communication.

22. A family uses an interpreter during an IEP meeting. Which practice best supports meaningful family 
participation?

A. Speak only to the interpreter because the interpreter is responsible for family decisions.

B. Address the family directly, pause for interpretation, provide understandable materials, and verify 
shared understanding throughout the meeting.

C. Use rapid technical language so the meeting remains efficient despite interpretation.

D. Ask the family's child to interpret sensitive educational information for the adults.

23. A family reports that a student independently manages a complex household chore that school staff 
believed was beyond the student's ability. What should the team do next?

A. Analyze the home routine, cues, motivation, and supports to understand how independence occurs 
and apply useful conditions at school.

B. Dismiss the information because school data are always more valid than family observations.

C. Assume the student can perform every multistep school task without support.

D. Replace school goals with household chores because home performance is more authentic.



24. A teacher interprets a student's limited eye contact as disrespect, while the family explains that direct  
eye contact with adults is discouraged in their culture. What is the most appropriate response?

A. Require sustained eye contact because school expectations must supersede cultural practices.

B. Refer the student for autism evaluation based on eye contact alone.

C. Stop monitoring engagement because cultural differences make classroom expectations irrelevant.

D. Interpret eye contact culturally and use multiple indicators of attention and engagement.

25. A parent disagrees with the school's proposed reading intervention and brings articles supporting a 
different approach. What is the strongest collaborative response?

A. End the discussion because instructional methods are solely school decisions.

B. Adopt the family's preferred program immediately without considering fit or implementation.

C. Review both evidence bases, identify shared goals, and let student outcomes guide the decision.

D. Ask the parent to wait until the annual review before raising instructional concerns.

26.  A student  from a  low-income household  frequently  arrives  without  required  materials  because 
belongings move between temporary living arrangements. What is the most equitable response?

A. Lower the student's grade whenever materials are missing to teach responsibility.

B. Provide reliable access to needed materials at school while collaborating privately and respectfully 
with the family about practical barriers.

C. Require the family to purchase duplicate supplies before the student participates.

D. Exclude the student from group work until organization matches classroom expectations.

27.  A gifted screening process  relies  heavily  on  English  vocabulary.  A multilingual  student  shows 
advanced reasoning in nonverbal tasks but misses the cutoff. What should the school examine?

A. Whether the student should be excluded until fully English proficient.

B. Whether the cutoff should be applied without review to preserve identical procedures.

C. Whether one teacher's impression should replace all systematic evidence.



D. Whether the identification process validly captures advanced potential across languages, modalities, 
experiences, and opportunities to learn.

28.  A  family  can  attend  meetings  only  early  in  the  morning  because  of  work  and  transportation 
responsibilities. Which response best supports partnership?

A. Offer feasible scheduling and participation options so the family's circumstances do not become a 
barrier to meaningful involvement.

B. Keep the standard meeting time because equal treatment requires identical scheduling for all families.

C. Hold meetings without the family and send the paperwork afterward.

D. Require the family to arrange unpaid leave because school schedules cannot be adjusted.

29.  A teacher  wants  to  incorporate  a  student's  tribal  community  traditions  into  instruction.  Which 
approach is most culturally responsive?

A. Use a generic activity labeled 'Native American' because any tribal example is culturally relevant.

B. Avoid all cultural connections because acknowledging culture inevitably creates stereotypes.

C. Replace evidence-based instruction with traditional practices in every subject regardless of fit.

D. Seek authentic family or community guidance and connect relevant traditions to learning without 
assuming they define the student's every preference.

30. A parent uses a communication style that school staff perceive as unusually direct during meetings. 
What should the specialist do?

A. End meetings whenever the parent's tone differs from staff expectations.

B. Assume the communication style proves the family is unwilling to collaborate.

C. Focus on the content and goals of the family's message, examine cultural communication differences, 
and avoid labeling style as hostility without evidence.

D. Ask another family member to speak instead so meetings feel more comfortable for staff.

31.  A student uses an AAC device at school and the family primarily speaks a language other than  
English at home. What is the strongest planning approach?



A. Program only English because AAC systems should use one language regardless of home 
communication.

B. Support communication across the languages and contexts that matter to the student, including 
culturally and linguistically relevant vocabulary when feasible.

C. Ask the family to speak English at home so the device matches school use.

D. Limit device use to therapy sessions until the student masters school vocabulary.

32.  A newly arrived refugee student startles when adults raise their voices and sometimes withdraws 
from difficult tasks. What is the most appropriate initial response?

A. Create predictable, emotionally safe routines and gather data before assigning a cause to the behavior.

B. Use louder directives so the student quickly learns classroom authority.

C. Assume trauma explains every academic difficulty and stop considering other causes.

D. Refer immediately for special education eligibility based only on withdrawal behavior.

33. A family asks that home priorities such as dressing and meal preparation receive greater attention in 
a student's program. What should the IEP team do?

A. Reject the request because IEPs may address only academic subjects.

B. Discuss how family priorities connect to the student's functional needs, independence, curriculum 
access, and measurable goals across settings.

C. Adopt every requested home routine automatically without considering educational relevance.

D. Tell the family to teach functional skills privately because schools should not address independence.

34.  A student  lives  with  grandparents  who provide  daily  care,  while  the  parent  retains  educational 
decision-making rights. How should the school collaborate?

A. Treat the grandparents as automatic legal decision makers because they provide daily care.

B. Exclude the grandparents entirely because only formal decision makers can share useful information.

C. Value the grandparents' practical knowledge and involvement while following applicable rules about 
who gives formal consent and receives confidential records.



D. Release the complete educational record to any relative who helps with homework.

35. A school event is scheduled in a location that a parent who uses a wheelchair cannot access. What is  
the most appropriate family-partnership response?

A. Move or modify the meeting arrangement so the parent can participate fully and with dignity.

B. Ask another family member to attend because the parent cannot reach the assigned room.

C. Hold the meeting without the parent and provide notes afterward.

D. Require the parent to participate only by telephone even when an accessible in-person option exists.

36.  A teacher notices that examples in a life-skills curriculum assume every student lives with two 
parents in a detached house. What is the best response?

A. Keep the examples unchanged because curricular consistency is more important than representation.

B. Ask students from different families to explain publicly why their homes differ.

C. Remove all references to families because inclusive materials should avoid personal contexts.

D. Revise examples so materials reflect varied family structures, housing situations, cultures, and 
community experiences without singling out students.

37.  A family has limited literacy and appears reluctant to sign school forms they do not understand. 
What should the specialist do?

A. Explain the information in accessible language and formats, allow questions, and ensure the family 
understands before seeking signatures.

B. Ask the family to sign first so services are not delayed by lengthy explanations.

C. Send more technical written material because detailed documents automatically improve informed 
participation.

D. Have the student explain the legal paperwork to the family at home.

38. A student says a family member's expectations for postsecondary life differ from the student's own 
goals. What should the transition team do?



A. Adopt the family's goal because adults should make postsecondary decisions for students with 
disabilities.

B. Facilitate respectful discussion that centers the student's preferences while exploring family concerns, 
cultural values, support needs, and realistic options.

C. Exclude the family from transition planning so the student's preferences cannot be influenced.

D. Ignore the disagreement and write a generic transition plan that avoids specific outcomes.

39. A teacher assumes a student from a particular cultural group will prefer collaborative learning and 
therefore never offers independent choices. What is the main concern?

A. Collaborative learning is never appropriate for students from collectivist cultures.

B. Cultural background should never be considered when planning instruction.

C. Independent learning should be required for all students because it is culturally neutral.

D. The teacher is turning group-level cultural knowledge into a fixed assumption about an individual 
learner's preferences.

40.  A family rarely attends school events but responds consistently to text messages and participates 
fully by phone. What should the teacher infer?

A. The family is uninvolved because in-person attendance is the primary indicator of support.

B. Telephone participation should be discontinued so the family learns to attend school events.

C. Family engagement can take different forms, so communication methods should build on the family's 
demonstrated participation rather than equating attendance with commitment.

D. The student should be responsible for relaying all future school information to the family.

41. A beginning AAC user communicates mostly by pointing to desired objects. Which teacher practice 
is most likely to expand symbolic communication?

A. Require independent device use before honoring any pointing or gestures.

B. Practice device navigation only during isolated drill sessions.

C. Keep the device with adults so the student does not use it incorrectly.

D. Model the AAC system during natural interactions while responding to the student's existing 
communication and creating frequent reasons to communicate.



42. A student using eye-gaze AAC needs several seconds to select a message. Peers often answer for the 
student. What should the teacher do?

A. Encourage peers to answer quickly so conversations move at a typical pace.

B. Teach partners to provide adequate wait time, watch the student's signal, and avoid completing 
messages unless the student requests help.

C. Limit the student to yes/no questions because longer messages take too much time.

D. Use the device only with adults who are trained to interpret delayed responses.

43. A deaf student watches an interpreter and repeatedly misses information written on the board at the 
same time. Which classroom adjustment is most helpful?

A. Ask the interpreter to sign faster so the student can shift attention sooner.

B. Require the student to copy the board while continuing to watch the interpreter.

C. Sequence visual information so the student can attend to the interpreter and instructional display 
without competing simultaneous demands.

D. Remove written information and present all content only through spoken lecture.

44. A child who is deafblind learns a classroom routine when an adult consistently pairs an object cue 
with the activity and guides the child through the sequence. What should happen next?

A. Use the cue predictably, pause for anticipation and response, and gradually reduce unnecessary 
physical guidance as the child shows understanding.

B. Replace the object cue with verbal directions as soon as the routine is familiar.

C. Increase full physical prompting so the routine is completed faster every time.

D. Change the cue frequently so the child learns to tolerate unpredictable communication.

45.  A  student  repeats  lines  from  videos  during  stressful  transitions.  Staff  want  to  eliminate  the 
repetitions. What should the team do first?



A. Apply a consequence every time repetition occurs regardless of context.

B. Identify the repeated language's function and teach additional effective communication or regulation 
options.

C. Ignore all repeated language because echolalia never carries meaning.

D. Require the student to use novel sentences before receiving transition support.

46. A student has difficulty entering peer conversations during lunch but participates well when given a 
simple opening phrase and a familiar peer partner. What is the best next step?

A. Practice the entry strategy across varied peers and natural settings while gradually fading adult 
prompts.

B. Keep all social practice in a therapy room until the script is memorized perfectly.

C. Assign the same peer to speak for the student at every lunch period.

D. Stop using the successful phrase because scripted supports prevent authentic interaction.

47.  A student with selective mutism communicates comfortably through writing and gestures in class. 
What should the teacher prioritize?

A. Refuse written responses so speech becomes necessary for academic participation.

B. Call on the student unexpectedly in front of peers to accelerate speaking.

C. Assume the student lacks academic knowledge whenever a spoken response is absent.

D. Maintain access through accepted communication modes while collaborating on gradual, low-
pressure opportunities that expand verbal participation when appropriate.

48.  A nonspeaking student begins turning away from an AAC device after adults repeatedly use it to 
quiz the student. What should the team consider?

A. Remove social vocabulary so the device contains only academic answers.

B. Require a correct response before the student can leave any conversation.

C. Create more authentic AAC opportunities for commenting, refusing, asking, joking, choosing, and 
social connection.

D. Store the device between lessons to prevent avoidance behaviors.



49. A student frequently pushes materials away during difficult writing tasks. Which data would be most 
useful for a functional behavior assessment?

A. Collect only the student's disability label because function is determined by diagnosis.

B. Record what happens before the behavior, the observable behavior itself, and what follows across 
multiple relevant occasions.

C. Ask staff to rate whether the student is being cooperative without observing context.

D. Count the behavior but omit task conditions and consequences to keep data objective.

50. A student calls out most often when independent work begins and the teacher responds by removing 
the assignment. Which hypothesis is most plausible?

A. The behavior is automatically maintained because all calling out is sensory behavior.

B. The behavior is maintained by peer attention because the teacher removed the task.

C. The student's diagnosis determines the function regardless of what happens after calling out.

D. The behavior may be maintained by escape from or delay of difficult independent work.

51. A teacher gives a student a preferred activity after the student appropriately requests a break instead 
of throwing materials. What principle is being used?

A. The replacement communication response is being reinforced because it produces the same 
functional outcome more appropriately.

B. The student is being bribed because any preferred consequence after behavior is inappropriate.

C. The throwing behavior is being reinforced because the teacher noticed the student.

D. The teacher is using punishment because the student must communicate before taking a break.

52. A behavior plan teaches a student to request help, but staff sometimes ignore the request when busy.  
Why is this a concern?

A. Replacement behaviors should never contact reinforcement after they are taught.

B. Staff should wait for problem behavior before responding so the function is confirmed.



C. If the replacement response is unreliable, the student may return to the problem behavior that 
previously produced assistance.

D. The student's request should be punished when adults cannot respond immediately.

53. A student becomes overwhelmed by noisy assemblies and begins yelling. Which proactive support is 
most consistent with positive behavior support?

A. Wait until yelling occurs and then remove all future assembly privileges.

B. Prepare sensory supports, teach a coping or break response, and monitor participation.

C. Require the student to remain without support so tolerance develops through exposure.

D. Treat the behavior as disrespect without examining environmental conditions.

54.  A student completes tasks only when an adult stands beside the desk and gives repeated prompts. 
What should the team prioritize?

A. Systematically fade adult proximity and prompts while transferring control to natural cues, visual 
supports, and self-monitoring.

B. Maintain constant adult proximity because successful performance proves the support should never 
change.

C. Remove all prompts immediately so dependence ends quickly.

D. Assign a peer to provide continuous prompts instead of the adult.

55. A student frequently argues with adults after being corrected publicly but responds calmly to private 
feedback. What is the best instructional implication?

A. Increase public correction so the student becomes accustomed to embarrassment.

B. Stop giving feedback because the student reacts negatively to correction.

C. Use private, respectful correction when possible and teach the student strategies for receiving 
feedback and repairing mistakes.

D. Conclude that the behavior is attention seeking without collecting additional information.



56. A student uses a visual schedule successfully but becomes distressed when an unexpected substitute 
changes the routine. What is the best next teaching step?

A. Remove the visual schedule because predictability is causing inflexibility.

B. Keep every routine identical so the student never experiences unexpected changes.

C. Use verbal warnings only because visual supports should be faded as soon as possible.

D. Add explicit supports for change, such as a change symbol, previewing alternatives, and practicing 
flexible responses in gradually varied routines.

57.  A student  knows a  calming  strategy  in  counseling  but  does  not  use  it  during  conflicts  on  the 
playground. What should the team do?

A. Practice the strategy in increasingly natural settings with relevant cues, coaching, and fading so it 
generalizes under real demands.

B. Conclude that the student never learned the strategy because generalization should happen 
automatically.

C. Keep practice only in counseling until the student can recite the steps perfectly.

D. Replace the strategy with punishment because nonuse during conflict shows refusal.

58. A student often asks adults to solve minor problems despite being able to generate solutions when 
prompted. Which support best promotes independence?

A. Solve the problem immediately each time so the student avoids frustration.

B. Refuse all help without teaching a strategy because dependence ends through withdrawal.

C. Assign a peer to make routine decisions for the student throughout the day.

D. Use a brief problem-solving cue or checklist, reinforce independent use, and fade adult assistance as 
initiation improves.

59. A classmate asks why a student uses a speech-generating device. What is the best teacher response?

A. Describe the student's diagnosis and therapy history so peers know the medical reason.



B. Explain generally that people communicate in different ways, model respectful interaction, and 
protect personal information the student has not chosen to share.

C. Tell classmates not to interact with the student unless an adult is present.

D. Refuse all discussion of communication differences because any explanation violates privacy.

60. A student is being teased about a visible disability during group work. What should the teacher do 
first?

A. Ignore the teasing unless the student files a written complaint.

B. Move the student with the disability to a separate group to prevent future comments.

C. Stop the harmful behavior, ensure the student's safety and dignity, and follow up with appropriate 
school procedures and supportive instruction.

D. Ask the student to explain the disability publicly so peers become more understanding.

61.  A  student  with  autism  wants  to  join  a  peer  gaming  group  but  is  unsure  how  to  repair 
misunderstandings. Which instruction is most useful?

A. Teach the student to avoid conversations whenever misunderstanding occurs.

B. Have peers reinterpret every message so the student does not need repair skills.

C. Focus only on eye contact because successful communication depends primarily on gaze.

D. Teach and practice specific repair strategies such as asking for clarification, restating a message, and 
checking what a partner meant.

62.  A  teacher  wants  to  increase  a  student's  on-task  behavior  by  praising  specific  examples  of 
engagement. Which feedback is most effective?

A. Use only general comments such as 'good job' so feedback feels natural.

B. Wait until the end of the week to praise all desired behaviors at once.

C. Provide timely, behavior-specific praise that identifies the action being reinforced, such as starting 
work promptly or checking the schedule independently.

D. Praise the student's personality rather than observable actions to strengthen self-esteem.



63.  A student earns tokens for completing independent work but never uses the target behavior when 
tokens are absent. What should the team do?

A. Plan systematic fading and pair reinforcement with natural outcomes, self-monitoring, and 
meaningful success so behavior transfers beyond the token system.

B. Increase token use permanently because external reinforcement should remain the only reason to 
work.

C. Remove all tokens immediately and punish any decline in performance.

D. Conclude that reinforcement cannot work because the student noticed when tokens were available.

64. A student records whether assignments are submitted and compares the record with a weekly goal.  
What skill is the teacher primarily developing?

A. External punishment because the student is documenting errors.

B. Self-monitoring that helps the student observe personal behavior, evaluate progress, and increase 
independent regulation.

C. Peer mediation because assignment completion involves classmates.

D. Response cost because the student compares performance with a goal.

65. A student says fluorescent lighting makes concentration difficult and asks to use a quieter, dimmer 
workspace for independent tasks. What should the teacher do?

A. Consider the student's self-advocacy, examine whether the adjustment improves access and 
performance, and use data to guide continued support.

B. Deny the request because accommodations should be selected only by adults.

C. Approve the request permanently without observing whether it affects participation or learning.

D. Tell the student to tolerate the environment so sensory needs do not interfere with independence.

66.  A student's  behavior  escalates  when several  adults  give rapid directions  during a  crisis.  Which 
immediate team adjustment is most appropriate?

A. Have more adults repeat the directions so the student hears the expectation clearly.



B. Argue about consequences during the escalation so the student understands accountability.

C. Reduce language and audience, have one calm adult give clear directions, allow processing time, and 
prioritize safety.

D. Require the student to explain motives before adults reduce demands or stimulation.

67. A student avoids group work because peers frequently interrupt the student's slow speech. What is 
the best class-level intervention?

A. Excuse the student from all group tasks so interruptions no longer occur.

B. Teach and reinforce communication-partner behaviors such as waiting, turn-taking, and attending to 
the full message while preserving the student's participation.

C. Require the student to shorten responses so peers do not become impatient.

D. Have an adult repeat every message immediately rather than letting peers listen.

68.  A student  begins  leaving  class  when  tasks  become  lengthy.  Which  preventive  change  is  most 
appropriate while the team continues functional assessment?

A. Lock the classroom door so the student cannot escape the task.

B. Increase task length to teach persistence before offering any support.

C. Ignore the pattern until the team proves the exact behavioral function.

D. Adjust pacing, teach an appropriate help or break request, and monitor whether leaving decreases.

69. A student uses a break card correctly many times each day, and staff worry that too much instruction 
is being missed. What should the team examine?

A. Review task demands, break duration, reinforcement, and data, then teach endurance or fade supports 
systematically without making the replacement response unreliable.

B. Stop honoring the card whenever adults think the student has used it enough.

C. Require problem behavior before a break so staff can confirm that the student truly needs one.

D. Punish frequent appropriate requests because they reduce instructional time.



70. A student with anxiety independently uses a breathing strategy before presentations but still avoids 
speaking. What should the teacher do next?

A. Remove the coping strategy because avoidance shows it is ineffective.

B. Require an immediate full-class presentation so the student confronts the fear at once.

C. Recognize the coping skill, then use gradual, supported exposure to increasingly challenging 
presentation steps while monitoring distress and success.

D. Excuse the student permanently from all speaking tasks without considering participation goals.

71.  A kindergarten team wants a brief tool to identify children who may need closer examination of 
early literacy skills. What assessment purpose is this?

A. Diagnosis to assign a permanent disability category from one brief score.

B. Progress monitoring to measure weekly growth after an intervention begins.

C. Program evaluation to determine whether the entire school curriculum should be replaced.

D. Screening to identify possible risk efficiently, followed by more detailed assessment or intervention 
when results indicate concern.

72.  A teacher wants weekly information about whether a student's oral-reading fluency is improving 
during an intervention. Which method is strongest?

A. Administer a comprehensive standardized achievement battery every Friday.

B. Use comparable brief probes repeatedly and graph performance over time against an expected 
trajectory.

C. Wait until the annual IEP review so short-term variation does not affect decisions.

D. Use only the student's opinion of reading difficulty as the progress measure.

73. A student reads a word list accurately but repeatedly misreads vowel teams in connected text. What 
assessment approach would best guide instruction?

A. Use only the total reading score because specific error patterns are not instructionally useful.

B. Repeat the same passage until the student memorizes the words.



C. Conduct diagnostic error analysis to identify patterns in the student's decoding and determine which 
word-reading features need explicit instruction.

D. Administer a behavior checklist because decoding errors are primarily motivational.

74.  A student  performs a  cooking  routine  successfully  in  a  classroom lab  but  struggles  in  a  busy 
community apartment. Which assessment would be most informative?

A. A norm-referenced spelling test comparing the student with age peers.

B. A disability-label checklist predicting performance from diagnosis alone.

C. A single interview asking whether the community setting feels harder.

D. An ecological assessment comparing task demands, cues, materials, sensory conditions, and supports 
across the two settings.

75.  During an assessment, a teacher provides graduated prompts and observes how quickly a student 
learns a new categorization strategy. What does this add?

A. Information about responsiveness to mediation and learning processes that unaided performance 
alone may not reveal.

B. Proof that formal assessment is no longer needed because teaching occurred during testing.

C. A permanent intelligence score that applies equally to every academic domain.

D. Evidence that earlier low performance was caused only by poor effort.

76. A teacher collects student work samples across a semester to examine growth in written organization 
and revision. What is the main strength of this approach?

A. It guarantees objective scoring because portfolios contain many pieces of work.

B. It provides authentic longitudinal evidence of performance across tasks and can show change that one 
testing session might miss.

C. It eliminates the need for clear criteria when evaluating student performance.

D. It should replace all direct assessment because authentic work is always sufficient.



77. A student is allowed to dictate an essay because dysgraphia severely limits handwriting. The essay is  
scored on quality of ideas and organization. This change is best described as what?

A. An accommodation that changes the response mode without changing the intended construct being 
assessed.

B. A modification because any use of assistive technology lowers the academic standard.

C. A curriculum replacement because handwriting and composition are always the same construct.

D. An invalid practice because students must use identical response modes for scores to be fair.

78. A teacher designs a lesson with text, audio, visuals, manipulatives, and several ways for students to 
demonstrate understanding. Which principle is most evident?

A. Ability grouping because students are separated by disability category.

B. Response cost because students choose among several products.

C. Norm-referenced instruction because lesson options are compared with national peers.

D. Universal Design for Learning through multiple means of representation, engagement, and action or 
expression.

79. A student with a reading disability guesses unfamiliar words from pictures and first letters. Which 
instructional emphasis is most appropriate?

A. Encourage more guessing from context so decoding becomes unnecessary.

B. Provide explicit, systematic instruction connecting phonemes to graphemes and practice blending 
through increasingly complex word patterns.

C. Teach the student to memorize every new word as a whole visual shape.

D. Delay word reading until comprehension improves through listening activities.

80.  A student can identify letters and their common sounds but cannot blend /m/ /a/ /p/ into a word. 
What skill should instruction target?

A. Letter naming because the student must learn the alphabet before blending sounds.

B. Reading comprehension because blending is primarily a meaning-making skill.



C. Phonemic blending so the student can combine individual speech sounds into a whole spoken word.

D. Handwriting fluency because written production causes the decoding difficulty.

81.  A  student  decodes  grade-level  words  accurately  but  cannot  explain  the  meaning  of  passages 
containing unfamiliar academic vocabulary. Which instruction is most appropriate?

A. Teach important vocabulary explicitly in context and connect word meanings to morphology, 
examples, and repeated use across texts.

B. Increase phonics drills because accurate decoding shows the student needs more letter-sound work.

C. Ask the student to read faster because speed automatically creates vocabulary knowledge.

D. Avoid difficult vocabulary so comprehension scores improve without new word learning.

82.  A student has strong ideas for essays but produces disorganized drafts and rarely revises. Which 
instructional approach is strongest?

A. Assign more essays without strategy instruction so organization develops through repetition.

B. Teach a self-regulated writing routine that explicitly models planning, organizing, drafting, 
monitoring, and revising before gradually fading support.

C. Grade only spelling and punctuation until organization improves independently.

D. Have an adult rewrite the drafts so the final products match the student's ideas.

83. A student memorizes the procedure for multiplying fractions but cannot explain what the operation 
means. What should the teacher do?

A. Increase timed drills exclusively because speed demonstrates conceptual understanding.

B. Replace fraction work with whole-number review until the student is older.

C. Teach a second mnemonic for the same steps without representing fractional quantities.

D. Connect the procedure to visual models, quantities, and problem contexts so conceptual 
understanding develops alongside procedural fluency.

84.  A student  is  learning  two-digit  addition  with  regrouping  and  becomes  lost  when  symbols  are 
introduced too quickly. Which sequence is most supportive?



A. Begin with abstract worksheets because manipulatives delay mathematical independence.

B. Use only concrete materials indefinitely so symbols never create confusion.

C. Move from concrete manipulatives to visual representations and then to abstract notation while 
explicitly connecting each representation.

D. Teach the standard algorithm as a memorized chant without linking it to place value.

85.  A student with significant support needs is learning to activate a switch to start a preferred song. 
Which instructional strategy can establish the response while minimizing errors?

A. Wait indefinitely for independent activation before providing any prompt or access to music.

B. Move the student's hand through the response on every trial without reducing assistance.

C. Use systematic prompting with an appropriate delay and fade assistance as the student begins 
activating the switch independently.

D. Change the switch location and cue on each trial so the student learns flexibility immediately.

86. A student is learning a multistep locker routine. Which assessment-instruction tool is most useful for 
identifying exactly where assistance is needed?

A. A norm-referenced intelligence score because it predicts performance on every locker step.

B. A task analysis that breaks the routine into observable steps and records the level of independence on 
each step.

C. A broad behavior rating scale completed once at the beginning of the year.

D. A single final judgment of whether the locker was opened successfully.

87. A student independently completes the last step of a handwashing routine after an adult performs the 
earlier steps. Which chaining approach is being used?

A. Forward chaining, because instruction always begins with the final step of a task.

B. Whole-task instruction, because the adult completes most steps for the student.

C. Incidental teaching, because the routine occurs naturally in the school day.



D. Backward chaining, in which instruction emphasizes the final step first so the learner contacts the 
natural completion outcome.

88. A student performs a classroom job only when the teacher points to each step on a checklist. What 
should happen next?

A. Fade the teacher's pointing so the checklist itself becomes the cue and the student begins self-
prompting.

B. Keep the pointing permanently because the checklist works only with adult direction.

C. Remove the checklist and all prompts at once to test true independence.

D. Replace the teacher's pointing with continuous verbal prompts from a peer.

89. A student can buy an item correctly in classroom role-play but cannot do so in a real store. What is  
the best next instructional step?

A. Provide supported community-based practice across authentic stores, people, and small variations 
while fading prompts as competence grows.

B. Continue role-play until the student performs it perfectly for several months before returning to a 
store.

C. Avoid community instruction because real settings contain too many unpredictable variables.

D. Teach one exact store routine and prevent any variation in products, lines, or staff.

90. A team is selecting assistive technology for a student who cannot efficiently access standard print. 
Which approach is strongest?

A. Select the newest device because advanced technology is usually the most effective option.

B. Choose the same tool used by other students with the same disability label.

C. Match device features to the student's tasks, environments, sensory and motor abilities, preferences, 
and required level of support before choosing a tool.

D. Purchase a device first and then identify classroom tasks that can use its features.

91.  A student with low vision reads well at a desk but cannot locate information on projected slides.  
What assessment information is most useful?



A. The medical diagnosis alone because it predicts exact visual access in every classroom.

B. The student's reading grade because successful near reading rules out distance-access needs.

C. A teacher survey about which enlarged materials are easiest for staff to prepare.

D. Functional vision information across distance, contrast, lighting, visual complexity, fatigue, and 
authentic classroom tasks.

92.  A team is deciding whether a student with visual impairment should learn braille, print, or both.  
What information is most relevant?

A. The student's diagnosis alone because eye condition determines one required literacy medium.

B. A learning media assessment that examines efficient access through sensory channels, literacy tasks, 
prognosis, and current and future learning needs.

C. The family's preference alone because assessment data should not influence literacy access.

D. The classroom teacher's preferred material format because consistency is the main consideration.

93. A deaf student receives captions for video content but misses important diagrams that appear while 
captions are changing rapidly. What should the teacher do?

A. Pause or pace the presentation so the student can access captions and visual content sequentially, and 
provide materials for later review.

B. Increase playback speed so the video takes less class time.

C. Remove captions because diagrams contain the most important information.

D. Require the student to choose between reading captions and viewing diagrams on each slide.

94. By the first IEP that will be in effect when a student turns 16, what must the IEP include under the 
federal IDEA transition rule?

A. A guaranteed job placement selected by the school before the student graduates.

B. A complete adult-services plan funded by the school district through age 30.

C. Only a list of graduation requirements because postsecondary goals begin after exit.



D. Appropriate measurable postsecondary goals based on age-appropriate transition assessment and the 
transition services needed to help the student reach them.

95. A student says the transition plan lists 'college' because adults chose it, but the student wants paid 
apprenticeship training. What should the team do?

A. Keep the college goal because adult expectations should outweigh the student's preference.

B. Remove all postsecondary goals until the student agrees with the existing plan.

C. Revisit assessment and planning with the student so postsecondary goals reflect the learner's 
preferences, interests, strengths, needs, and realistic options.

D. Choose the apprenticeship immediately without gathering any additional transition information.

96.  At a  job site,  a  student  performs well  only  when a  job coach stands nearby.  What  should the 
instructional team prioritize?

A. Maintain permanent close coaching because supported performance is the same as workplace 
independence.

B. Fade coach proximity and prompts systematically while transferring support to natural workplace 
cues, supervisors, coworkers, and self-management when appropriate.

C. Remove the coach immediately so the student learns that employment requires no support.

D. Change jobs because reliance on prompts proves the student's career interest is inappropriate.

97.  A student participates in an alternate academic assessment and communicates by eye gaze. How 
should daily instruction be planned?

A. Focus primarily on rehearsing the exact alternate-assessment item formats.

B. Replace academic instruction with life skills because alternate assessment makes academics optional.

C. Teach meaningful grade-aligned academic concepts using accessible communication and response 
methods rather than narrowing instruction to test-like practice.

D. Wait for independent speech before asking the student to demonstrate understanding.

98.  A progress-monitoring graph shows that a student's performance remains well below the goal line 
despite consistent implementation of an intervention. What should the team do?



A. Review the data and intervention fidelity, then intensify or revise instruction rather than continuing 
an ineffective plan unchanged.

B. Keep the intervention identical until the annual review because frequent changes reduce 
accountability.

C. Lower the goal immediately without examining instruction or implementation.

D. Stop collecting data because the graph has already shown that the student struggles.

99. A student receives extended time on tests as an accommodation. A teacher says the student should 
receive a lower grade because extra time is 'unfair.' What is the best response?

A. Lower every accommodated score by a fixed percentage to preserve equality.

B. Eliminate the accommodation whenever a graded assignment affects report cards.

C. Give all students identical time because fairness requires exactly the same testing conditions.

D. Grade the intended academic performance; an approved accommodation removes an access barrier 
without lowering standards.

100.  A special educator and general educator want co-teaching to increase access rather than create a 
permanent 'special education group' within the room. What practice best supports that goal?

A. Have the special educator remain beside the same students with IEPs during every lesson.

B. Share instruction, vary grouping and co-teaching structures, and use data to target supports flexibly.

C. Assign the special educator only clerical and behavior-management tasks while the general educator 
teaches.

D. Separate all students receiving special education into one fixed group for predictable support.

Practice Exam 4: Answer Key and Explanations

1. C  — Motor output and conceptual understanding are different constructs. Accomplished planning 
preserves  meaningful  academic  challenge  while  reducing  an  access  barrier  that  interferes  with 
demonstrating  knowledge.  Lowering  content  or  replacing  instruction  confuses  disability-related 
performance  limits  with  reasoning  ability.  Using  only  handwritten  volume  risks  underestimating 



competence and narrowing opportunity. This supports valid, individualized decisions and meaningful 
student access across instruction and participation.

2.  B  —  Developmental  appropriateness  considers  chronological  age,  context,  preferences,  and 
functional priorities as well as current skill level. Authentic materials and meaningful choice promote 
dignity and participation. Infantilizing materials, adult takeover, or unnecessary prerequisites can reduce 
self-determination  and  create  dependence  rather  than  teaching  useful  communication  in  the  setting 
where it is needed.

3.  D  —  Communication  includes  intentional  behaviors  that  convey  meaning,  not  only  speech. 
Identifying how the child already requests, protests, shares attention, and seeks help gives instruction a 
functional starting point.  Ignoring existing signals can increase frustration, while selecting a system 
without  assessment  may overlook motor,  sensory,  language,  or  partner-access  needs.  This  supports 
valid, individualized decisions and meaningful student access across instruction.

4. A  — Acquired brain injury can affect stamina, attention, processing speed, memory, and sensory 
tolerance in ways that fluctuate across the day. Comparing performance by task and time helps identify 
access  patterns.  Inconsistency  is  not  evidence  of  willful  avoidance,  and  early  fatigue  should  not 
automatically determine permanent expectations or erase demonstrated strengths.

5. B — Twice-exceptional learners can show advanced ability and disability-related needs at the same 
time.  Effective  planning  develops  talent  while  addressing  barriers  that  interfere  with  access  and 
performance.  Withholding  challenge  can  suppress  strengths,  while  assuming  giftedness  eliminates 
disability needs ignores uneven development. The program should respond to both sides of the learner's 
profile.

6.  D  — Inconsistent  responding  can  result  from motor  demands,  processing  time,  sensory  access, 
positioning, fatigue, or partner pacing. Presuming competence supports careful assessment rather than 
premature conclusions about understanding. Reliable communication requires identifying a response the 
student can control and ensuring partners provide sufficient time and consistent opportunities for the 
response to occur.

7.  C  — Advocacy  begins  by  examining  how a  student  can  participate  safely  rather  than  treating 
disability as an automatic reason for exclusion. Health planning, staff preparation, and individualized 
supports can preserve access. Blanket restrictions or unsupported prerequisites may unnecessarily limit 
belonging, interests, and opportunities that are available to other students in the school community.

8. A — Self-determination includes self-awareness, decision making, goal setting, problem solving, and 
self-advocacy. Teaching the student to recognize a need and communicate it  transfers responsibility 
gradually. Adult-only management can maintain dependence, while abruptly removing access supports 
confuses independence with unsupported performance and may prevent the student from participating 
successfully.  This  supports  valid,  individualized  decisions  and  meaningful  student  access  across 
instruction and participation.



9. D — Ethical practice requires high expectations, access, dignity, and attention to patterns that may 
quietly  restrict  opportunity.  A  helpful  classroom  role  can  be  positive,  but  not  when  it  replaces 
meaningful  learning.  Accomplished  specialists  notice  inequitable  participation  and  collaborate  to 
remove barriers rather than accepting low expectations as kindness or convenience. This supports valid, 
individualized decisions and meaningful student access across.

10.  C  — IDEA Child  Find  reaches  students  suspected  of  having  a  disability  and  needing  special 
education, including students who are advancing from grade to grade. Academic passing status does not 
end the duty to consider disability-related needs. Evaluation decisions should respond to documented 
concerns rather than rigid failure rules or requirements for a private diagnosis.

11. B — Least restrictive environment decisions are individualized and begin with access to education 
alongside nondisabled peers. Removal should occur only when education in regular classes cannot be 
achieved satisfactorily even with supplementary aids and services.  Staffing convenience,  categorical 
placement,  or  program labels  cannot  substitute  for  consideration of  the  student's  actual  educational 
needs.

12. A — IDEA requires measurable annual goals addressing disability-related academic and functional 
needs.  A  vague  statement  such  as  'improve  reading'  does  not  establish  what  performance  will 
demonstrate progress. Clear skills, conditions, and criteria support instruction and progress monitoring. 
Goals  need  not  prescribe  every  lesson,  and  participation  in  general  education  does  not  eliminate 
individualized goal needs.

13. B — IDEA provides that reevaluation must occur at least once every three years unless the parent  
and public agency agree it is unnecessary. It may also be warranted when needs change or when a parent 
or teacher requests it,  subject to regulatory limits.  The rule is not an annual mandate and does not  
depend on physician approval.

14. D — Under IDEA discipline procedures, a manifestation determination is required within 10 school 
days of a decision to change placement because of a code-of-conduct violation. Relevant team members 
review  the  IEP,  observations,  and  parent  information.  The  rule  is  tied  to  disciplinary  change  of 
placement, not every minor consequence or the next annual review.

15. A  — IDEA treats conduct as a manifestation when it resulted directly from the LEA's failure to 
implement the IEP. When that condition is found, the LEA must take immediate steps to remedy the  
deficiencies. The focus is corrective implementation and appropriate behavioral planning, not delaying 
action or shifting the burden to the family.

16.  C  —  Ethical  special  education  practice  protects  student  dignity  and  confidential  educational 
information. A public hallway is not an appropriate place to discuss individualized services with people 
who may not have a legitimate role. Partial disclosure can still reveal private information, and public 
posting would expand access far beyond what is educationally necessary.

17. C — Respectful language is not a single formula for every person or community. Some individuals  
prefer  person-first  wording,  others  identity-first  wording,  and  preferences  can  change  by  context. 



Listening to the student supports autonomy and dignity. Imposing a universal label or refusing disability 
discussion can silence the learner's own identity and advocacy choices.

18.  A  — Contemporary  practice  emphasizes  access,  high  expectations,  individualized  support,  and 
meaningful participation. Students do not need to complete an artificial developmental ladder before 
encountering  academic  concepts.  At  the  same  time,  access  is  not  achieved  by  simply  presenting 
inaccessible materials. Instruction can address prerequisite, communication, functional, and academic 
goals together through thoughtful supports.

19. B  — Accomplished practice includes student voice when evaluating supports. An adaptation can 
technically provide access yet still be inefficient, stigmatizing, tiring, or poorly matched to the task. 
Reassessment should compare alternatives and outcomes. Professional intent does not outweigh actual 
performance,  while  abandoning all  support  or  relying  on peer  opinion would  not  individualize  the 
decision.

20.  D  —  Interdisciplinary  collaboration  is  strongest  when  specialized  knowledge  becomes 
understandable  and  actionable  across  people  and  settings.  Shared  language  helps  families  and 
professionals connect assessment findings, services, and goals. Expertise is not diminished by clarity. 
Requiring families to decode jargon or allowing disconnected recommendations can reduce meaningful 
participation and lead to fragmented programming.

21. C  — Multilingual learners may demonstrate knowledge differently across partners, settings, and 
languages. Comparing performance across contexts helps distinguish language acquisition, confidence, 
task demands, and disability-related needs. Prohibiting the home language removes a resource, while 
using one classroom format as the sole evidence can produce biased conclusions about competence and 
communication. This supports valid, individualized decisions and meaningful student access across.

22. B — An interpreter supports communication but does not replace the family as the decision-making 
participant.  Direct  eye  contact,  manageable  pacing,  plain  language,  and  checks  for  understanding 
preserve respectful interaction. Rapid jargon can undermine access, and relying on a child to interpret 
sensitive educational matters can create accuracy, confidentiality, and role concerns.

23. A  — Families observe learners across routines that educators may never see. Home success can 
reveal effective cues, meaningful purposes, practiced sequences, or environmental supports. The team 
should investigate those conditions and test transfer rather than dismissing family evidence or assuming 
one  successful  routine  automatically  generalizes  to  unrelated  school  tasks.  This  supports  valid, 
individualized decisions and meaningful student access across instruction.

24. D — Behaviors such as eye contact can carry different meanings across cultures and individuals. 
Culturally responsive practice avoids treating one norm as universal while still ensuring the student can 
participate and learn. A single behavior is insufficient for diagnosis, and cultural responsiveness does 
not mean abandoning all observation of attention, communication, or classroom engagement.

25. C — Family partnership does not require automatic agreement; it requires respectful examination of 
evidence and transparent reasoning. Shared goals and outcome data can move the team from positions 



toward problem solving. Dismissing family input undermines participation, while adopting any program 
without evaluating appropriateness, evidence, and implementation quality is also weak practice.

26.  B  — Equity addresses barriers  that  interfere  with access  without  lowering meaningful  learning 
expectations. Housing instability can disrupt materials and routines for reasons unrelated to motivation 
or  ability.  School-based supplies  and sensitive  collaboration  remove the  obstacle.  Punitive  grading, 
purchase requirements, or exclusion can turn an economic circumstance into an additional educational 
disadvantage.

27.  D  — Equitable  identification asks  whether  assessment  procedures  measure  the  intended ability 
rather than language exposure or opportunity. Multiple forms of evidence can reveal advanced potential 
that a language-loaded screen misses. Delaying consideration, rigidly applying biased procedures, or 
replacing  evidence  with  a  single  impression  can  all  distort  access  to  appropriately  challenging 
instruction.

28.  A  —  Meaningful  family  participation  often  requires  flexibility  in  communication,  scheduling, 
location, or technology. Treating everyone identically can create unequal access when circumstances 
differ.  Holding  meetings  without  reasonable  efforts  to  include  the  family  weakens  collaboration. 
Responsive scheduling preserves shared decision making without changing the educational standards or 
goals being considered.  This supports valid,  individualized decisions and meaningful  student access 
across instruction.

29. D — Culturally responsive teaching begins with specific knowledge rather than broad assumptions 
about groups. Family and community perspectives can help ensure accuracy, relevance, and respect. 
Generic  materials  may misrepresent  distinct  communities,  while  avoiding culture  altogether  ignores 
valuable knowledge. Incorporation should support learning without turning cultural identity into a fixed 
individual learning style.

30. C  — Communication norms vary across cultures, families, languages, and individuals. Effective 
partnership  requires  separating  discomfort  with  style  from  the  substance  of  concerns.  Prematurely 
labeling directness as hostility can damage trust and silence important information. The specialist can 
maintain respectful boundaries while seeking shared understanding and keeping attention on student 
needs and goals.

31. B — AAC should expand participation across the student's real communication environments, not 
force the family to abandon a home language. Vocabulary, symbols, voice options, and partner training 
should reflect meaningful people and routines. Restricting communication to school English or therapy 
can reduce family connection, generalization, and opportunities for authentic language development.

32.  A  —  Trauma-sensitive  practice  reduces  avoidable  threat  while  keeping  interpretation  open  to 
multiple explanations. Predictable routines and calm interaction can support access as the team gathers  
data about language, instruction, prior schooling, disability, and stress. One behavioral pattern does not 
establish  a  disability,  and  trauma  should  not  become  an  automatic  explanation  for  every  learning 
concern.



33. B  — Family priorities can provide essential information about functional needs and meaningful 
outcomes. The team should connect those priorities to educational impact, independence, participation, 
and measurable programming rather than using an academic-versus-functional false choice. Automatic 
rejection  ignores  student  needs,  while  automatic  adoption  without  educational  analysis  would  also 
bypass individualized team decision making.

34. C — Students may have family systems in which several adults provide important support. Schools 
can welcome useful observations and collaboration without confusing caregiving involvement with legal 
authority  or  unrestricted  record  access.  Clarifying  roles  allows  the  team  to  benefit  from  family 
knowledge while  maintaining consent,  confidentiality,  and procedural  responsibilities.  This  supports 
valid, individualized decisions and meaningful student access across instruction and participation.

35.  A  — Family  partnership  includes  removing  physical  and  communication  barriers  that  prevent 
meaningful participation. An inaccessible location can exclude a parent from the collaborative process. 
Adjusting the setting preserves dignity and access. Substituting another person, proceeding without the  
parent, or unnecessarily restricting participation to one mode can reduce the family's role in decisions.

36. D — Inclusive curricula avoid presenting one family structure or living situation as the universal  
norm.  Broadening  examples  can  increase  relevance  and  reduce  marginalization  without  requiring 
students  to  disclose  private  information.  Consistency  does  not  require  narrow  representation,  and 
eliminating  family  contexts  entirely  would  remove  useful  opportunities  to  connect  learning  with 
authentic life experiences.

37.  A  — Meaningful  participation requires  information that  families  can understand and use.  Plain 
language,  verbal  explanation,  accessible  formats,  and  opportunities  for  questions  support  informed 
decisions. A signature alone does not establish understanding. More jargon can increase barriers, and 
placing responsibility for legal or sensitive school communication on the student can create accuracy 
and role problems.

38. B — Student-centered transition planning emphasizes the learner's preferences, interests, needs, and 
strengths while recognizing that family perspectives may be important sources of support and cultural 
meaning. Productive facilitation seeks shared understanding rather than automatically choosing one side. 
Exclusion or vague planning can reduce both self-determination and practical preparation for adult life.

39.  D  — Cultural  knowledge  can  help  teachers  ask  better  questions,  but  it  should  not  become  a 
deterministic learning-style label. Individuals within any community vary in preferences, experiences,  
and goals. Accomplished teachers learn from students and families, offer meaningful options, and avoid 
both stereotyping and the opposite mistake of pretending culture has no relevance.

40. C  — Families participate in education in varied ways shaped by work, transportation, language, 
caregiving,  disability,  and  preference.  Reliable  phone  or  text  communication  can  be  a  meaningful 
partnership  channel.  Judging  commitment  only  by  school  attendance  can  misread  circumstances. 
Effective educators use accessible methods that sustain two-way communication and shared problem 
solving. This supports valid, individualized decisions and meaningful student access across.



41.  D  — AAC learning develops through meaningful  use with responsive communication partners. 
Modeling symbols while speaking, honoring current signals, and creating authentic opportunities can 
build comprehension and expression without demanding immediate mastery. Withholding responses, 
restricting use to drills, or controlling device access can reduce communication frequency and make the 
system less functional.

42. B — Communication access depends on partner behavior as well as the student's system. Eye-gaze 
selection may require additional motor and processing time. Waiting preserves authorship and gives the 
student  control  of  the  message.  Frequent  guessing,  narrowing  questions,  or  restricting  partners  can 
reduce autonomy, language growth, and participation in natural peer interaction.

43. C — Students who rely on visual communication cannot look at an interpreter and a separate display 
simultaneously.  Purposeful  pacing,  pauses,  and sequencing give access  to both language and visual 
content. Faster signing does not solve divided visual attention, and removing written information or 
demanding simultaneous copying can create additional barriers to comprehension.

44.  A  —  Consistent  tactile  or  object  cues  can  support  anticipation,  concept  development,  and 
communication  for  learners  with  combined  sensory  needs.  Pausing  allows  the  student  to  show 
recognition  and  initiate  participation.  Gradual  fading  prevents  unnecessary  prompt  dependence. 
Abruptly switching to inaccessible verbal information or increasing physical control can reduce agency 
and understanding. This supports valid, individualized decisions and meaningful student access across.

45. B  — Repeated or scripted language can serve functions such as requesting, self-regulation, turn 
taking, rehearsal, or expressing emotion. Understanding context and function helps the team expand 
communication rather than suppressing a potentially useful strategy. Consequences or blanket ignoring 
may increase distress, while demanding novel language before support can create unnecessary barriers.

46. A — Social skills are most useful when they generalize to natural settings, people, and situations. A 
simple entry phrase can function as a scaffold while practice expands and prompts fade. Therapy-only 
mastery may not  transfer,  permanent  peer  takeover  limits  independence,  and removing an effective 
scaffold too quickly can reduce successful participation.

47. D — Communication demands should not block a student from demonstrating learning. Accepted 
alternatives can preserve access while a coordinated plan supports gradual participation without coercion 
or public pressure. Forcing speech may increase anxiety, and equating silence with lack of knowledge 
confuses response mode with competence. Progress should be individualized and collaborative.

48. C — AAC is a communication system, not merely an assessment response tool. If most interactions 
are  quizzes,  the  device  may  become  associated  with  demands  rather  than  agency  and  connection. 
Expanding  communicative  functions  makes  use  more  meaningful.  Removing  vocabulary,  coercing 
responses, or restricting access can further reduce motivation and spontaneous communication. This 
supports valid, individualized decisions and meaningful student access across.

49.  B  —  Functional  assessment  looks  for  patterns  among  antecedents,  observable  behavior,  and 
consequences so the team can form and test hypotheses about function. Diagnosis alone does not reveal 



why a behavior occurs. Frequency is useful, but without context it may not show whether behavior  
relates to escape, attention, access, sensory variables, or other conditions.

50. D — Behavior function is inferred from patterns in context, especially what consequences reliably 
follow behavior. If calling out is followed by removal of difficult work, escape or delay is a reasonable 
hypothesis to test. Topography and diagnosis do not determine function, and a hypothesis should guide 
further data collection rather than become an unquestioned conclusion.

51. A  — Functional communication training teaches a socially acceptable response that accesses the 
same or a similar reinforcer as problem behavior. Reinforcing the break request makes the replacement 
response  efficient  and  useful.  Calling  all  reinforcement  bribery  ignores  learning  principles,  while 
punishment is intended to reduce behavior rather than strengthen an appropriate alternative response.

52. C — A replacement behavior must be efficient enough to compete with the behavior it is intended to 
replace. If appropriate help requests are inconsistently reinforced, the older behavior may remain more 
dependable.  Teams  can  teach  waiting  or  tolerance  gradually,  but  simply  ignoring  the  replacement 
response can weaken communication and undermine the behavior plan.

53. B  — Positive behavior support emphasizes prevention, skill development, environmental fit, and 
meaningful participation. Preparing for predictable sensory demands and teaching an acceptable coping 
or  break  response  can  reduce  escalation.  Punitive  exclusion  or  unsupported  exposure  may increase 
distress, while labeling behavior without examining triggers misses information needed for effective 
intervention.  This  supports  valid,  individualized  decisions  and  meaningful  student  access  across 
instruction.

54. A  — Prompting should build successful performance and then be faded so natural cues and the 
learner's own strategies control behavior. Permanent close adult presence can create prompt dependence, 
while abrupt removal can produce failure.  Replacing an adult  prompt with constant peer prompting 
changes the source of dependence rather than increasing independence.

55. C — The context of feedback appears related to the student's response, so modifying that context 
can reduce unnecessary escalation while instruction continues. Private correction can preserve dignity, 
and explicit coping or repair skills build independence. Avoiding all feedback sacrifices learning, while 
assigning a function without enough data risks designing an ineffective intervention.

56. D — Predictability can support regulation, but independence also requires learning how to respond 
when plans  change.  A clear  change cue  and gradually  varied practice  can build  flexibility  without 
removing an effective schedule. Eliminating all structure or preventing every variation does not teach 
coping, and verbal-only warnings may be less accessible for some learners.

57. A  — Skills learned in one setting do not always transfer automatically to different people, cues, 
emotions, and levels of stress. Planned generalization practice helps the student recognize when and how 
to  use  the  strategy.  Perfect  verbal  recall  is  not  enough,  and failure  under  harder  conditions  is  not 
evidence that punishment will teach the missing transfer.



58. D — When a learner has the skill but does not initiate it independently, supports should prompt the 
process without taking over the thinking. A concise checklist can externalize steps and later be faded. 
Immediate adult solutions maintain dependence, while abrupt refusal or peer decision making provides 
no instructional bridge toward self-directed problem solving.

59.  B  —  Peers  can  benefit  from  accurate  guidance  about  communication  diversity  and  inclusive 
interaction without receiving private diagnostic information. General explanations and modeling support 
respectful relationships. Restricting peer contact can increase isolation, while refusing every question 
leaves misconceptions unaddressed. Student preference should guide what personal information, if any, 
is shared with classmates.

60. C  — Bullying or harassment should not be treated as a burden the targeted student must solve. 
Immediate interruption protects safety and dignity, while follow-up can address patterns, accountability, 
and  classroom  climate.  Separating  the  student  can  reward  aggressors  by  restricting  the  target's 
participation, and forced disclosure may create additional harm or privacy concerns.

61. D  — Communication repair is  a functional skill  for maintaining interaction when messages are 
misunderstood.  Explicit  strategies  can  increase  independence  across  social  and  academic  settings. 
Avoidance reduces participation, and permanent peer interpretation limits self-advocacy. Eye contact 
may not be necessary or appropriate; the goal is successful shared meaning rather than conformity to one 
social behavior.

62. C — Behavior-specific praise tells the learner exactly what action was successful and can strengthen 
the connection between behavior and outcome. Timeliness makes the contingency clearer. General or 
delayed praise may be less informative,  while praising fixed personality traits does not identify the 
repeatable behavior that the student can use again in future situations.

63. A — Token systems can establish behavior, but long-term independence requires planned transfer to 
natural reinforcement and self-management. Gradual fading reduces the risk of abrupt performance loss.  
Permanent dependence on tokens may limit generalization, while sudden removal can weaken behavior. 
Awareness of reinforcement does not make the learning principle ineffective or inappropriate.

64. B — Self-monitoring transfers part of behavior management to the learner by making performance 
visible  and  comparable  with  a  goal.  It  can  support  executive  function,  persistence,  and  self-
determination.  Recording  behavior  is  not  inherently  punitive,  and  no  peer  or  removal  of  earned 
reinforcement is required. The defining feature is the student's own observation and evaluation.

65. A — Self-advocacy is strengthened when students identify barriers, propose supports, and evaluate 
results. The teacher can honor the request as useful information while examining its effect on access and 
participation.  Adult-only decisions  can suppress  agency,  while  permanent  decisions without  data  or 
unsupported exposure may fail to match the student's actual needs.

66. C  — During escalation, excessive language, multiple speakers, and public attention can increase 
cognitive and emotional load. A calm, coordinated response can reduce stimulation and preserve safety. 
Teaching, problem solving, and accountability are more effective after regulation returns. Demanding 



explanations or adding voices during crisis can prolong rather than resolve escalation. This supports 
valid, individualized decisions and meaningful student access across.

67. B — Communication access is partly a partner and environment responsibility. Teaching peers to 
wait  and  attend  can  improve  participation  without  asking  the  student  to  speak  faster  or  withdraw. 
Exclusion reduces opportunity, and routine adult repetition can shift attention away from the student. 
Inclusive interaction practices make the group itself more accessible.

68. D — When escape from lengthy demands is plausible, the team can reduce unnecessary response 
effort  and  teach  a  functional  alternative  while  collecting  data.  This  approach  supports  safety  and 
instruction without pretending the hypothesis is certain. Increasing demands, preventing exit physically, 
or waiting without support can intensify behavior and miss opportunities to teach communication.

69.  A  — Frequent  appropriate  break  requests  can  signal  that  tasks  are  too  difficult,  durations  are 
mismatched, or fading plans need adjustment. The solution is data-based redesign, not making a taught 
replacement response unpredictable. Arbitrary denial or punishment can weaken communication and 
make problem behavior more efficient than the appropriate request. This supports valid, individualized 
decisions and meaningful student access across instruction.

70. C — A coping strategy can be useful even when it does not instantly eliminate avoidance. Gradual 
practice can pair regulation with achievable participation and build confidence over time. Abrupt high-
demand  exposure  may  increase  distress,  while  permanent  avoidance  can  restrict  learning  and  self-
efficacy.  Instruction  should  balance  access,  safety,  and  meaningful  growth.  This  supports  valid, 
individualized decisions and meaningful student access across.

71. D — Screening is designed to identify learners who may be at risk and need closer attention. It is  
efficient  and broad rather  than a  stand-alone diagnostic  or  eligibility  decision.  Progress  monitoring 
answers  a  different  question  about  change  over  time,  while  program  evaluation  examines  larger 
instructional systems rather than one child's immediate risk.

72. B — Progress monitoring requires measures that are brief, sensitive to change, and appropriate for 
repeated use. Comparable probes can reveal both current level and rate of improvement. Comprehensive 
batteries are too burdensome for weekly decisions, annual data arrive too late, and student perceptions 
are valuable but measure something different from observed performance.

73. C — Diagnostic assessment looks beneath a total score to identify patterns that explain why errors 
occur. Examining vowel-team confusions, context, and response strategies can directly inform teaching. 
Repetition may increase familiarity without correcting the underlying pattern, while a behavior checklist 
measures  a  different  construct  and  cannot  specify  needed  phonics  instruction.  This  supports  valid, 
individualized decisions and meaningful student access across.

74.  D  —  Ecological  assessment  examines  how  learner  skills  interact  with  actual  environmental 
demands. Comparing noise, space, materials, prompts, timing, and social expectations can reveal why a 
skill  fails  to  transfer.  Standard  academic  scores  or  diagnostic  labels  cannot  answer  that  contextual 
question, and interviews are useful but should be paired with direct performance information.



75. A — Dynamic assessment examines how performance changes when support, teaching, or mediation 
is introduced. It can reveal modifiability, strategy use, and the amount of assistance needed for learning. 
It  does not  replace every other assessment,  produce a universal intelligence estimate,  or establish a 
single cause for earlier difficulty. This supports valid, individualized decisions and meaningful student 
access across instruction and participation.

76.  B  —  Work  samples  and  portfolios  can  show  development,  strategy  use,  independence,  and 
performance  across  meaningful  tasks.  Their  value  increases  when  teachers  use  clear  criteria  and 
combine  them  with  other  evidence  as  needed.  Multiple  artifacts  do  not  automatically  eliminate 
subjectivity,  and  no  single  assessment  method  is  appropriate  for  every  educational  decision.  This  
supports valid, individualized decisions and meaningful student access across.

77.  A  — An accommodation  changes  access  or  response  conditions  while  preserving  the  skill  or 
knowledge being measured. If the target is composition rather than handwriting, dictation can allow a 
valid demonstration of ideas and organization. A modification changes expectations or content. Fair 
assessment does not require identical methods when disability creates irrelevant barriers.

78. D — Universal Design for Learning anticipates learner variability by building flexible access and 
response options into instruction from the start. Multiple representations and ways to act or express  
knowledge  can  reduce  barriers  without  lowering  essential  goals.  The  approach  is  not  defined  by 
disability grouping, punishment procedures, or comparison with a normative sample.

79. B — A student who relies on guessing needs stronger access to the alphabetic code and a dependable 
word-reading strategy.  Explicit  phonics and blending instruction builds connections between speech 
sounds  and  print.  Context  supports  meaning  but  should  not  substitute  for  decoding.  Whole-word 
memorization alone is inefficient, and delaying word reading leaves the core barrier untreated.

80. C  — Phonemic blending is the oral ability to combine separate phonemes into a word and is a 
foundation for decoding. The student already identifies letters and sounds, so instruction should address 
the missing sound-combination skill. Comprehension and handwriting are important but do not directly 
explain failure to blend the presented phonemes.

81. A — Accurate decoding does not guarantee understanding of unfamiliar academic language. Explicit 
vocabulary  teaching  can  include  student-friendly  definitions,  morphology,  examples,  and  repeated 
encounters  that  support  flexible  word knowledge.  More phonics  may not  address  the barrier,  faster 
reading cannot create missing meanings, and avoiding challenging vocabulary restricts language growth 
and curriculum access.

82. B — Strong oral ideas suggest the barrier lies in managing the writing process rather than generating 
content. Explicit strategy instruction can externalize planning, organization, monitoring, and revision 
until the student controls those processes independently. Repetition alone may rehearse weak habits, 
while adult rewriting improves a product without teaching the student how to produce it.

83. D — Procedural fluency is more durable when it is connected to mathematical meaning. Visual and 
contextual  representations  can  show  how  quantities  change  and  when  fraction  multiplication  is 



appropriate. Timed repetition or another mnemonic may strengthen recall without understanding, while 
removing grade-level content can unnecessarily restrict access to important mathematical concepts. This 
supports valid, individualized decisions and meaningful student access across.

84. C  — The concrete-representational-abstract sequence can make place-value relationships visible 
before students work only with symbols. Explicit connections among stages help learners understand 
that  each  representation  expresses  the  same  mathematics.  Starting  abstractly  may  overload  some 
learners,  while  staying  permanently  concrete  or  using  a  chant  without  meaning  can  limit  flexible  
application.  This  supports  valid,  individualized  decisions  and  meaningful  student  access  across 
instruction.

85. C  — Systematic prompting can create successful contact with the response and reinforcer while 
preventing repeated errors that may weaken learning. Planned delay and fading transfer control to the 
natural  cue.  No  prompting  may  produce  little  learning,  while  constant  full  assistance  creates 
dependence. Excessive variation before the response is established can make the contingency unclear.

86.  B  — Task analysis  turns  a  complex routine  into  teachable,  observable  components.  Recording 
independence and prompts on each step shows where instruction should begin and whether support is 
fading. A global test score or final success judgment cannot reveal the specific breakdown, and a broad 
rating scale measures a different kind of information.

87. D — Backward chaining teaches the final step first while the instructor completes or supports earlier 
steps, then gradually adds preceding steps. The learner immediately experiences task completion and its 
natural  outcome.  Forward  chaining  begins  with  the  first  step,  while  whole-task  teaching  provides 
opportunities across all steps rather than isolating the end.

88. A — The goal of prompting is successful learning followed by transfer of control to natural or self-
managed cues. If the checklist is intended as an independent support, adult pointing should gradually  
fade. Permanent adult prompts can create dependence, while abrupt removal may cause failure. Constant 
peer prompting changes the helper but not the dependence.

89. A — Generalization improves when instruction includes the natural settings and variations in which 
the skill  must  function.  Community-based practice allows learning about real  cues,  communication, 
safety, and problem solving. Classroom mastery alone may not transfer, while avoiding variation can 
produce  a  narrow  routine  that  fails  when  everyday  conditions  change.  This  supports  valid, 
individualized decisions and meaningful student access across instruction.

90. C — Assistive technology decisions should be feature matched to the learner and the actual tasks the 
tool  must  support.  Diagnosis  alone  does  not  predict  the  best  device,  and  newer  or  more  complex 
technology is not automatically more effective. Starting with functional needs helps the team compare 
options, training demands, portability, and efficiency meaningfully.

91.  D  —  Functional  vision  assessment  examines  how  a  learner  uses  vision  in  real  educational 
conditions.  Near  reading  success  does  not  predict  distance  viewing,  contrast  sensitivity,  scanning, 



fatigue, or changing lighting needs. Medical information is important but does not replace functional 
data. Staff convenience should not determine whether instructional information is visually accessible.

92. B  — Literacy-media decisions should consider how the student most efficiently obtains and uses 
information  across  tasks  and  over  time.  A  learning  media  assessment  brings  together  functional 
performance,  sensory access,  literacy demands,  and future needs.  Diagnosis,  family preference,  and 
teacher convenience each provide information, but none alone can determine the most effective literacy 
medium.

93. A — Captions improve access to spoken information, but visually complex media can still create 
competing  demands.  Purposeful  pacing  lets  the  student  shift  attention  between  text  and  diagrams 
without losing essential content. Faster presentation or forced choice reduces access, while removing 
captions eliminates information carried in speech. Accessible design considers the whole visual field.

94. D — IDEA requires transition content beginning no later than the first IEP in effect when the student 
turns 16, or younger when appropriate. The IEP must include measurable postsecondary goals based on 
age-appropriate transition assessment and needed transition services, including courses of study. The 
rule does not guarantee employment or require schools to fund indefinite adult services.

95. C — Transition planning should be student centered and informed by age-appropriate assessment 
rather than written around adult assumptions. The student's preference is important evidence that the 
current  plan  may  not  fit.  The  team  should  explore  training  options,  requirements,  supports,  and 
experiences so goals are both meaningful and grounded in informed planning.

96. B — Job coaching should establish successful performance and then transfer control toward natural 
supports when possible. Gradual fading protects accuracy while increasing independence and inclusion. 
Permanent close proximity may become an artificial cue, whereas abrupt removal can cause failure.  
Prompt dependence alone does not show that the job or career interest is a poor match.

97. C — Participation in an alternate assessment does not eliminate the need for rich academic learning. 
Students require meaningful access to grade-aligned concepts through communication, sensory, motor, 
and  instructional  supports.  Teaching  only  test  formats  narrows  the  curriculum,  while  replacing 
academics or requiring speech confuses assessment participation and response mode with the capacity to 
learn.

98.  A  — Progress  monitoring  is  useful  only  when  it  informs  decisions.  A  persistently  inadequate 
response should prompt examination of implementation quality, skill match, intensity, and instructional 
design. Continuing unchanged despite evidence wastes time, while lowering expectations prematurely 
may mask  an  instructional  problem.  Ongoing  data  are  needed  to  judge  whether  revisions  improve 
learning.

99.  D  — Fair  assessment  distinguishes  the  construct  being measured from disability-related access 
barriers. If extended time is an appropriate accommodation and speed is not the target skill, using it does 
not justify an automatic grade penalty. Identical conditions can produce unequal access, while removing 
an accommodation during important assessments undermines its educational purpose.



100.  B  —  Effective  co-teaching  uses  both  educators'  expertise  to  increase  access  while  avoiding 
unnecessary stigmatization or parallel systems. Flexible grouping and shared planning let support follow 
instructional need rather than labels. Constant proximity, clerical roles, or fixed special education groups 
can reinforce dependence and reduce the benefits of inclusive collaborative instruction. This supports 
valid, individualized decisions and meaningful student access across.
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