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Challenging behaviors can significantly alter tearhing environment of any classroom
Traditionally, schools have implemented practideat remove the offending student
from the classroom, deliver punitive disciplinamtians, or refer the student to special
education evaluation. Unfortunately, such practitage demonstrated little longitudinal
effectiveness, with detrimental outcomes for thierred student, particularly students
from Latino backgrounds. With enrollment projecgondicating Latinos will become

the majority in U.S. schools, educators are presentith the opportunity to shift away
from past practices and implement evidence-basedtipes that concurrently assist
students while addressing challenging behaviorshib paper, the authors discuss pas
disciplinary practices, the adverse effects onrfattudents, and offer recommendation
on implementing functional behavioral assessmeatmgans to better meet the needs ¢
Latino students demonstrating challenging behaviors
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Introduction

Latinos are the largest ethnic minority group ie th.S. comprising more than 16% of the general
population with census projections to become thgrity in 2060 (U.S. Census Bureau, 2013). The dhow
of the Latino population is clearly evident in Us8hools as Latinos now represent 23.9%, nearlygoaeer,
of overall student enroliment in grades K-12 (Pewpdnic Center, 2012). In 2014, California, for rmyde,

became the first state to have a Latino majoritysegiing of 39% of the total state population (@afiia
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Office of the Governor, 2013). Unfortunately, whieores of Latinos have experienced educationaessc
and societal advancement, the overall picture fdinlo students remains bleak. Challenges such giskn
language acquisition for native Spanish speakieesdevelopment of quality school-home relationsHiyigh
dropout rates, and societal issues (e.g. poveitigership, health care) stand as significant lkeasrito
educational success for a vast number of Latindestts (Harry & Klinger, 2014; Moreno & Gaytan, 2013
Rodriguez, 2008).

Conversely, as student populations become moresgivéhe overall faculty ranks in schools remain
starkly homogenous. Data analyses from the U.Saieent of Education (2010) concluded that over 86%
of teaching faculty are White, female and undelyd@rs of age. The cultural mismatch between edtgato
and students has yielded a ‘diversity rift’, whenany educators may unknowingly demonstrate cultural
misperceptions, exacerbate student alienation,haidi low academic/behavioral expectations, all tiick
contribute to a lower quality educational expererior Latinos as well as other students from divers
backgrounds (Harry & Klingner, 2014; Moreno & Gayt2013; Moreno & Segura-Herrera, 2014).

Among many educational practices, the diversity isf particularly evident in special education
referrals. Educators with little professional exeece in working in diverse settings often have feeasures
and skills to assist Latino students strugglinghvatademics or demonstrating challenging behavitith
limited resources, many educators have historiagilized the special education referral as a tasbrt for
evaluation and likely placement (Harry & KlingerQX; Moreno, 2010; Salend, Garrick Duhaney, &
Montgomery, 2002; Skiba et al., 2011). Over tinés practice has contributed to the significant bamof
students misidentified with a disability when nogenuinely exist, thus yielding the phenomenon,
‘disproportionality’ (Collier, 2011; Figueroa 199&uiberson 2009; Harris-Murri, King, & Rostenbet@0B;
Peguero & Shekarkhar 2011; Turnbull, Turnbull, Welger, & Shogren, 2010). Moreno and Gaytan (2013)
defined the term as, “the disproportionate numijestaedents from diverse backgrounds as being ower-
underrepresented in a specific disability categorgomparison to their White peers on the basidisdbility
prevalence and population ratio” (p. 8). While antwer of ethnic minority groups are disproportiohate
represented across various disability categoresniost recent report by the U.S. Department oftcBtion
(2009) indicated Latinos are overrepresented inctitegories of learning disabilities and speechliage
impairment. Furthermore, researchers (e.g. Ford228&noteck, 2003; Moreno & Segura-Herrera, 2014;
Skiba, 2014; Skiba & Rausch, 2006) concluded Latiace increasingly at risk of being misidentifietta
overrepresented in the category of emotional/bemalvidisorders (EBD) due to unfair school discigtiyn
policies, culturally biased referrals by educatarg] the lack of quality behavioral interventions.

With the increasing overrepresentation of LatinoshwEBD, there are a number of practices
educators can employ to assist students with aigilg behaviors and stem unnecessary referralgeiciad
education. Among these practices, the functionhbberal assessment (FBA) offers the most prontse t
assist Latino students with challenging behavitmsthis paper, we examine factors contributing ®DE
misidentification and discuss the implementationtted FBA into pre-referral practices. While there a
number of ethnic minority groups affected by diggionality, it is the intention of the authors goovide
educators with new perspectives on practices tieadaplicable to all students, regardless of bamkuul.

ISSN 2073-7629
© 2015 CRES/ENSE! Volume 7, Number2, Novembe 2015 pp 37



Defining, identifying and addressing EBD
Contributing Factors to EBD Misidentification

The referral to special education evaluation is exessary practice to identify students with
disabilities. The referral ensures identified studeexperiencing behavioral difficulties in schaok offered
quality services that typically exceed the scopehef general education classroom. However, acoprtin
several researchers (e.g., Ford, 2012; Knoteck3;200reno & Segura-Herrera, 2014; Olympia et 80042
Skiba, 2014; Skiba & Rausch, 2006), there are kbgathat can interfere with the fidelity of thdareal
process and increase the likelihood of EBD misifieation, particularly for students from Latino
backgrounds. Factors including the open federdhitiein of EBD, zero tolerance policies, and theklaf
pre-referral behavioral investigations have histlly contributed to unnecessary special educagderrals
thus, increased the likelihood of EBD misidentifioa (Harry & Klinger, 2014). With an increased
awareness of the aforementioned factors, educetarseduce the number of unnecessary special éolucat

referrals and offer pragmatic behavioral assistance

Open Definition of EBD in IDEA

In the reauthorization of the Individuals with Dhd#ties Education Act (IDEA; U.S. Department of
Education, 2004), the teremotional disturbancé presented as a general definition to captunewwoent
criteria used to identify EBD by educators and gmggjualify students for special education sersic€he
characteristics include (a) an inability to leahatt cannot be explained by intellectual, sensoryhealth
factors, (b) inability to maintain satisfactoryenpersonal relationships, (c) inappropriate tyfdsetavior or
feelings under normal conditions, (d) pervasive chad unhappiness or depression, (e) and tendency to
develop physical symptoms or fears associated péthonal or school problems.

Notably, the definition includes schizophrenia butludes students who may be socially maladjusted
unless there is evidence of EBD, which is refetceds the ‘exclusionary clause’.

The open and contradicting nature of the federhiden has produced considerable debate among
educators. The lack of universal agreement haslgdgeinconsistent EBD identification practices asrtse
country where social maladjustment is often equatéth externalizing mental disorders (e.g. conduct
disorders, oppositional defiance disorder) citihg exclusionary clause (Olympia et al., 2004). Urités
premise, schools with limited resources to workhwstudents demonstrating challenging behaviors may
resort to special education referrals as a wedlAtiboned pathway to offer assistance based more on
immediate need as opposed to genuine disabiliticatars in order to secure special education sesvic
Conversely, some schools may rule any history ¢térerlizing behavior as grounds for excluding stisle
from special education referral for EBD evaluation.

Although all states operate under some versionheffederal definition, the EBD identification
process can be prone to subjectivity based ondbdifferent criteria (e.g. disciplinary historyssessment
results), thus resulting in the variation of EBDsealevels across states (Wery & Cullinan, 2011).
Unfortunately, serious outcomes can arise fromdeisifying a student with a disability that doeg agist,
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including increased risk of juvenile delinquencigher rates of school dropout, and stronger lilaith of
adult incarceration (Harry & Klingner, 2014; Olyrapét al., 2004). While the aforementioned outcoares
detrimental to any student, Latino students expegethe significantly higher risk of EBD misideitétion

and as well as its associated outcomes (MorenodgurdaHerrera, 2014; Noguera, 2003).

Subjective EBD Identification Process

The demonstration of challenging behaviors by aoglent can negatively impact the educational
experience for the entire class. However, the adass climate can be significantly altered if chatieng
behaviors become chronic and resistant to typitadscoom management, which often sets the stage for
emotionally charged discussions. Depending on #aeergty and history of the challenging behaviors,
educators may resort to special education refasalh means to remove the student from the general
education classroom (Harry & Klingner, 2014; Kné&te2003). Under the current definition in IDEA, EB®
constructed as a ‘soft’ disability category, where identification process employed by assessmensbpnel
(e.g. school psychologist) often relies on qualieatiata collection and prone to subjectivity. Agposed to
‘hard’ disabilities (e.g., deafness, orthopedic impairiemthere medical personnel (e.g. pediatrician,
neurologist) typically diagnose conditions that plngsiologically manifested and more easily quaadif

In the typical EBD identification process, educatand assessment personnel utilize qualitative data
(e.g. educator interviews, disciplinary history) ¢abstantiate behavioral and social deficiencieshef
referred student. Although the process may incafgoemotional/behavioral instruments (e.g. Behavior
Assessment System for Children, Second Edition, BRSBehavior Dimensions Rating Scales; BDRS) as a
counterbalancing effort, there remains criticalelsvof professional judgment used in determining th
presence of EBD in the referred student, all ofclvhinust stand against compelling educator narsative
(Knoteck, 2003). Several authors (e.g. Arnold & draann, 2003; Barnes, 2006; Harry & Klingner, 2014;
Moreno & Gaytan, 2012) cited various factors thalyrmfluence the EBD identification process that aot
reflective of the referred student but rather iatlie of outside conditions, including educator liya
educator shortages, class size, and lack of ciliftiwampetent educators. Under some of the aforé¢iomeed
conditions, a Latino student demonstrating chroof@llenging behaviors is more likely to receive
suppressive disciplinary actions (e.g., overcoiwectsuspension) instead of behavioral assistawbéch
increases the likelihood of establishing a disogaly history, thus placing the student on a pathtesyard
school failure (Moreno & Segurra-Herrara, 2014; Nerg, 2003).

Zero Tolerance and the Lack of Behavioral Invesiayes

The majority of U.S. schools lack infrastructurel gmmepared educators to meet the need of students
demonstrating challenging behaviors (Gay, 2000;Udog, 2003; Rodriguez, 2008). This is particulamie
for Latino students. For example, the Pew Hisp&water (2007) found Latino students, in comparisoall
other students, are more likely to attend overcemivdrban schools with limited resources and stalffed
underprepared educators. With the aforementionditatr shortcomings, such schools often resort to

suppressive disciplinary practices to address ater dhallenging behaviors, many under the guiseeod
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tolerance (Skiba & Rausch, 2006; Wheeler & Rict#i0). ‘Zero tolerance’ is a policy employed by reso
of schools to prevent violence and establish séfeates through non-negotiable student removal from
campus (e.g. suspension, placement into alternadingus).

Originating in the 1990s, the policy was draftecatiow school administrators an expedited process
to remove students from campus for carrying weaport®ntraband on school campuses and simultaneousl
communicate a ‘get tough’ attitude to the genecabsl population. However, the policy has prognssgi
expanded to include any behaviors school adminassaleem overtly disruptive, dangerous, or poseatls
to other students, faculty, and staff. Unfortungtéhere is no conclusive data indicating zero raviee
reduces disruptive behaviors or improves schooiatké (Hoffman, 2012; Skiba, 2014; Teske, 2011).

Aside from the lack of effectiveness, zero tolemholds detrimental outcomes for students being
punished, particularly those from Latino backgrasind\though the stipulated removal of students
demonstrating challenging behaviors from the ctassris often rationalized as necessary practie@ngure
orderly learning environments, the removal alseasés school administrators from performing bemalio
investigations, thus setting the stage for a vigioycle of misbehavior and punishment for studévitsreno
& Segurra-Herrera, 2014; Noguera, 2003). The lddkwestigation offers little hope for studentsrexeive
interventions and develop positive behavioral clestogstay in school.

As well, several researchers (e.g. Booker & Mitbh2011; Browne-Dianis, 2011; Teske, 2011)
concluded zero tolerance is highly prone to sclamvhinistrator subjectivity in its application, whithas
resulted in high variance of implementation acrabé® country. Unfortunately, the inconsistent
implementation has resulted in Latino studentsivawg disciplinary actions at significantly higheates than
White students for many of the same infractions rjittan, VanDerhei, Bechtold, & Cauffman, 2014;
Peguero & Shekarkhar, 2011). With the increaseglitikod of receiving disciplinary actions, Latinoidents
are prone to quickly accrue disciplinary historitgsis possibly substantiating a special educatiéerral and
EBD identification.

Functional Assessment of Behavior
Incorporating the Functional Behavioral AssessnasPre-Referral Practice

Challenging behaviors can significantly change ¢hmate of a classroom and present barriers to
learning, particularly for the student demonstmtihe behavior. Rather than resorting to punitiveciices
(e.g. suspension, expulsion) or likely special etioo referrals to address challenging behaviatacators
can choose to implement the functional behaviosaessment (FBA) as a first step toward assistande a
positive behavioral change. With a strong clinibatory of effectiveness, the FBA is an evidencseoh
investigative process that systematically evalugtesitative and quantitative data to determine'finection’
(i.e. reason) for the challenging behavior (More2@10; Wheeler & Richey, 2010). Functions of bebavi
fall into one of three categories, escape from siverstimuli, obtaining desired objects or experés) and
satisfying sensory needs (Ryan, Halsey, & Matthex@§3). Once the function of the challenging bebiavi
has been concluded, educators are better equippetier targeted behavioral assistance (Ingram,isew
Palmer, & Sugai, 2005). While a theoretical explemmaof the FBA exceeds the scope of this artithe,
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description offered in the form of a student caséctv follows should provide educators with a foutimlzal
understanding of the high utility of the processaasoption to assist Latino students demonstrathrgnic
challenging behaviors before resorting to a spexdakation referral.

Mauricio

Mauricio is a ten-year-old male student recentlygeated from Mexico to the U.S. He is the oldest
of three siblings in a single-family household, whenother holds two part-time jobs working overtyor
hours weekly. Additional family members live withalricio, his two brothers, and grandmother, briggin
the total number of people living in the three-lmmin home to five. During mother's time at work,
Mauricio’s maternal grandmother is the head of tbesehold and offers significant amount of time and
energy in raising all three children. Spanish is phimary language spoken at home; however, mather
grandmother speak and read English with varyingesesgof limited proficiency.

Prior to the move, Mauricio had missed one yeasabfooling in Mexico due to family difficulties.
Currently, Mauricio has been enrolled at the satementary school for the last two years and dematest
gradual academic growth. At the start of this stlyear, Mauricio was transferred from a languageltsied
classroom, where Spanish is the language of iriginydo an English as a second language (ESL}itian
classroom. Ideally, the ESL transition classroordasigned for an instructional ratio of one eductiaen
students. However, with the recent influx of studemroliment, the class is filled past capacityl @ostudents.
To help offset the swell in class size, a part-tpagaeducator has been assigned to assist thetedudih
classroom management and some instruction delivery.

Two months into the current school year, Mauricegdén demonstrating defiant behaviors toward
both the educator and paraeducator during diffemetivities throughout the day. While minimal asfj the
intensity of the defiant behaviors has graduallgaésied to include the use of profanity (in Englesid
Spanish) against both adults, throwing sharpenedilsetoward peers, and running out of the classroo
during reading activities. In the most recent destiation, Mauricio projected a set of sharpenediewith
a heavy-duty rubber band aimed at the paraedudater.of the pencils hit the paraeducator on thé& loéc
the neck breaking skin and resulting in a lightetle Citing school zero tolerance policy, the school
administrator suspended Mauricio for five days with parent consultation or behavioral investigation
Mauricio’s mother was informed any future disruptivehavior would result in a removal from schoal an

placement into an alternative education campughforemainder of the school year.

Implementing Stages of the FBA Process with Mairici

Rooted in the principles of positive behavioral antervention supports (PBIS), the FBA is a
systematic evaluation of qualitative and quaniigtilata occurring in three successive stagesiifidérect
data collection, direct data collecticemd behavioral hypothesis) that were conducted by thed's FBA
team (See Figure 1). The team, trained in the FBdécess, was comprised of educators and ancillary
personnel (e.g. behavioral specialist, classro@ohters, school counselor, school principal). Wihikre are

no standardized personnel on the FBA team, thaigiath of multiple individuals from various discipés
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ensures different perspectives are represented¢hvidiadvantageous in analyzing data. Additionddbying
a team consisting of several members offers oppiies to designate specific roles and respontisli
increasing the likelihood of a high quality FBA itamentation (Wheeler & Richey, 2010).

FBA team analyzes
collected data,
formulates behavioral
hypothesis (i.e., ABC
statemnent) to explain
conditions of
behavicral

FBA team members
observe student in pre-
determined settings
where target behavior
is likely to occur;
Measure demonstration
of target behavior;

Analysis of qualitative
data (e.g., attendance
records, test scores)
and conducting
functional interviews
with individuals
knowledgeable of the
refemred student; gather information on demonstration and its
operationalizing antecedents, function; confirms
defining prioritizad cOnsequences accuracy

(i.e.. largel) behavior

\_ > > |

Figure 1. Stages of FBA Process

Direct Data Collection
Behavioral Hypothesis

Indirect Data Collection

Indirect data collection. In an effort to assist Mauricio before another igkicary infraction occurs, the
school counselor is charged to assemble the FBAn teavestigate factors contributing to Mauricio’s
challenging behaviors and offer a behavioral supplain. After the FBA team was assembled, each neemb
was assigned a role in the first stage, ‘indiregtadcollection’, which requires the gathering oadity
available background information on Mauricio. Imdit data typically includes copies of disciplinary
infractions, attendance records, and academicteses (e.g., language proficiency survey, placémem),
all of which can be used to develop a foundatiemalerstanding of Mauricio and his background oniifg
possible longitudinal patterns (e.g., school atkereé, absences, truancies). After reviewing thguage
proficiency scores for Mauricio, the team noted lbig percentile ranking in Spanish literacy and lsig
verbal comprehension.

After reviewing student records, the FBA team pexted to conduct functional interviews with key
individuals knowledgeable of Mauricio in an effoot establish a behavioral history. Functional wigaws
often yield unique insight from different individsae.g., parent, fine arts educator, paraeducatofactors
affecting student behavior, including perceivedygers and situational circumstances (e.g., inctargis
classroom rules, inappropriate assignments abovierpence level, home/family conditions). However,
aside from standard questions on behavior, thetifural interview can also be tailored to captufeimation
unigue to students from diverse backgrounds (Sger&i2). As several authors (e.g., Echevarria &&sa
2011; Hoover, 2009; Moreno, Wong-Lo, & Bullock, 20iscussed, students from diverse backgrounds may
enter school with a limited set of social skillst mgpically aligned with traditional classroom expegions.
However, a functional interview can ensure the FBfam collects critical information on cultural
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components (e.g., parental roles, generationalsstabcietal acclimation) that may provide perdgpgeocbn

contributing factors to the challenging behavioofgho & Gaytan, 2012).

Functional Behavioral Assessment - Functional Intariiew with Spanish-Speaking Parent

Student Name | Mauricio Age 10 Current 4; ESL class
Grade

Student Birth . Preferred . Numbe_r of
Count Mexico Language | Spanish Years in 2

Y of Student Country
FBA Team Mr. Brown, School | Parent Carmen Relation to

. . Mother
Interviewer Counselor Name Estudiante Student
Parent Birth . Preferred . Type of

Mexico Language | Spanish : In-person
Country Interview
of Parent

Date Qf October 19, 2014 Time 10-15 am Langgage of | Spanish Wl.th
Interview Started Interview some English

Your child has been experiencing behavioral difficlties at school and we would like to help.

Si su hijo/a ha estado demonstrando difficultadesahducta en la escuela, nos gustaria ayudarle.

I would like to ask you several questions to helpsuunderstand your child and better assist him/herri
developing positive behavior at school.

Quisiera hacerle algunas preguntas para poder em¢ely ayudar a su hijo/hija, y tratar de desarralizna
conducta mas positiva en la escuela.

1. Has your child described any difficulties he/shbas been having at school?

¢Ha descrito su nifio alguna dificultad que él/éllestado teniendo en la escuela?

Parent reports similar behavior at home when asksgeak in English by uncle and cousins.

2. What are your thoughts about these difficulties?

¢,Cuales son sus pensamientos sobre estas difiegRad

Mother sees behavior escalating at home; punishéat llad language

3. What are your thoughts about why your child is laving difficulties?

¢, Cudles son sus pensamientos sobre por qué stiem@dificultades?

Mother reports M has been homesick for Mexico; kk English is hard for him while friends are
speaking more and more in English

4. Do you see this behavior at home?

¢ Ve usted este comportamiento en casa?

Yes. She reports this behavior precedes anythingexshe has seen at home.

5. What do you think causes (or motivates) this betvior?

¢, Cudl cree usted que es la causa (0 motivaciomstiecomportamiento?

Mother believes M is very self-conscious aboutEngllish, especially since friends are speaking nrore
English with each than he can; mother reports fédeting left out; reading is the worst for M siroe
believes his friends can see he can only read amiSh.
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Figure 2. Sample functional interview with Mauricio's mother

By interviewing Mauricio’s mother, the FBA team fead Mauricio had been demonstrating verbal
defiance at home when family or friends spoke to i English. The behavior corresponds with infdiiora
provided by the paraeducator in which Mauricio wascribed as defiant to any classroom activity iregu
English. Based on the information from the funciilbimterviews and the low scores on the language
proficiency test, the FBA team tentatively conclddéauricio might be experiencing stress due tddgk of
English proficiency in school. The team also codeldi Mauricio’s demonstration of verbal defianceegpp
to precede most other challenging behaviors. Whith dforementioned factors in consideration, thentea
concluded verbal defiance as theget behavioffor the next stage in the FBA process, direct datkection.

Direct data collection. After prioritizing the target behavior, the FB&aim observed demonstrations
of verbal defiance in circumstances where the biehas most likely to occur. According to the fuitstal
interviews, Mauricio has a history of verbal defiarin the ESL classroom, particularly when askecetul
aloud in English during reading period. To ensuomststent inter-observer agreement, the FBA team
operationally defined the target behavior in tetimst are both observable and measurable. In Malsici
case, verbal defiance was definelsing voice and using profanity in English or &fsh to refuse educator
or paraeducator requesiThe operational definition of the target behawosures all observers are viewing
and measuring the same phenomenon without emotionalotation (Wheeler & Richey, 2010).

The FBA team designated two different members tgeple Mauricio’s ESL class during reading
period for five consecutive school days. During thsservation, each team member counted the freguenc
each target behavior demonstration and annotatedetfents that occurred immediately before (i.e.,
antecedents) and after the verbal defiance (imsequences). As Wheeler and Richey (2010) disdusse
knowledge of antecedents and consequences a@aktdiunderstanding the function of the targetavédr.
Antecedents often set the stage for behaviorsd¢arand may actually facilitate a demonstratiotheftarget
behavior. Conversely, consequences typically redgfothe likelihood the student will continue to
demonstrate the target behavior. After observingifda’s reading period for five days, the FBA teawted
the target behavior occurred only during educagguests to read aloud in English to the entiresc{as.,
antecedent) and consistently ended in Mauriciogbeant to the principal’s office (i.e., consequénce

Behavioral hypothesidn the final stage of the FBA, the team uses #&aitesd data to construct a
behavioral hypothesisthat accurately communicates the antecedents f{aget behavior (B) and
consequences (C) in one succinct statement. As Ryah associates (2003) explained, the behavioral
hypothesis effectively captures the three compananexplain the function and circumstances ofténget
behavior, which can offer educators insight on ety when the behavior is likely to occur (Segufe 3).

In Mauricio’s case, the FBA team developed theofeihg behavioral hypothesigshen requested to read to
the class in English, Mauricio will use profanityretted toward the educator in English or Spaniafier

which he is sent to the principal’s office, thusagsng the situation
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Target

Antecedent : Consequence
(A) Behavior (©)
(B)
F, \\_ J )
When requested to read to Mauricio will use After whichheis sent to
the class in English. .. profanity directed toward the principal’s office, thus
the educator in English or escaping the situation.

Spanish. ..

Figure 3. Behavior hypothesis for Mauricio

With a better understanding of Mauricio’s targehdeéor, the FBA team can begin manipulating
antecedents and consequences to ensure the acairétoy behavioral hypothesis as well as reduce the
likelihood the behavior will occur (Ryan et al.,d3) Wheeler & Richey, 2010). According to the bebeal
hypothesis, Mauricio demonstrated the target beihas a means to escape an aversive situatiofréaeling
aloud to his class in English). The situation pnéseé immense stress on Mauricio that was evidertsac
similar situations when asked to use English. Ratten risk embarrassment in front of the classyiid#o
preferred to be sent to the principal’s office aseans to maintain dignity in front of his peerghaugh the
behavior may seem extreme, considering Mauricioistéd social skill set and lack of acclimationgth
behavior accomplished his desire to leave the mlass. With a clear understanding of preceding
circumstances and the function of the verbal defathe FBA team was better equipped to designgettd

behavioral support plan to assist Mauricio.

Conclusion
As the Latino population continues to increaseicatbrs will be working with more Latino students

than in previous decades. The gradual shift inesttdemographics will require educators to becormeem
culturally competent and re-examine past practicsesl in addressing misbehavior. While having tret be
intentions, policies such as zero tolerance haweodstrated no positive effects on school safetgeberring
future misbehavior. Rather, the implementationuaftspolicies has only yielded poor longitudinal carhes
for Latino students as well as other students fdiwerse backgrounds. Unfortunately, the lack ofosth
resources has left many educators unable to mediehavioral needs of Latino students, thus inaemty
utilizing the special education referral as a leagn solution to support potentially short-term &ebr

concerns.
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While challenging behaviors can significantly geliee learning environment and heighten emotions,
educators must develop a more robust professidilalsst to examine positive support options as filst
step in addressing the misbehavior. Although réogiiconsiderable commitment of time and persorihel,
FBA process offers educators a distinct advantagederstanding and addressing the challengingvimaisa
When implemented with fidelity and at the onseftcbfonic challenging behaviors, educators may become
more inclined to examine the student through asholilens and effectively change the emphasis from

punitive practices to behavioral assistance, tfffiestevely improving educational outcomes for adlidents.

References

Arnold, M. & Lassmann, M. E. (2003). Overrepreséntaof minority students in special education.
Education 124(1), 230-236.

Barnes, C. J. (2006). Preparing preservice teatheemch in a culturally responsive walegro Educational
Review57(1/2), 85-100.

Booker, K. & Mitchell, A. (2011). Patterns in resitsm and discretionary placement in disciplinary
alternative education: The impact of gender, eihniage, and special education staftducation
and Treatment of Childre4(2), 193-208.

Browne-Dianis, J. (2011). Stepping back from zeteranceEducational Leadershjb9(1), 24-28.

California Office of the Governor. (20133overnor's budget summary 2014-20R&trieved on % August
2014 from:http://www.ebudget.ca.gov/2014-15/pdf/BudgetSumnaryBudgetSummary.pdf

Collier, C. (2011)Seven steps to separating difference from disgbllhiousand Oaks, CA: Corwin.

Echevarria, J. & Graves, A. (2018heltered content instruction: Teaching Englishieas with diverse
abilities (4th ed.). Boston, MA: Pearson.

Figueroa, R. A. (1999). Special education for Latstudents in the United Stat@&slingual Review 24147-
59.

Ford, D. Y. (2012). Culturally different studentsspecial education: Looking backward to move fodva
Exceptional Children78(4), 391-405.

Gay, G. (2000)Culturally responsive teaching: Theory, researchpi@ctice New York, NY: Teachers
College Press.

Guiberson, M. (2009). Hispanic representation iecg&gd education: Patterns and implicatidhgeventing
School Failure5s3, 167-76.

Harris-Murri, N., King, K. & Rostenberg, D. (20063educing disproportionate minority representation
special education programs for students with ematidisturbances: Toward a culturally responsive
response to intervention modEducation and Treatment of Childre@d, 779-799.

Harry, B. & Klingner, J. (2014)Vhy are so many minority students in special edoigatUnderstanding
race & disability in schoolg2nd ed). New York: Teachers College Press.

Hoffman, S. (2012). Zero benefit: Estimating thieef of zero tolerance discipline policies on racia
disparities in school disciplin&ducational Policy28(1), 69-95.

Hoover, J. J. (2009Differentiating learning difference from disabi#s: Meeting diverse needs

ISSN 2073-7629
© 2015 CRES/ENSE! Volume 7, Number2, Novembe 2015 pp 46



through multi-tiered response to interventidwpper Saddle River, NJ: Pearson.

Ingram, K., Lewis-Palmer, T. & Sugai, G. (2005) nEtion-based intervention planning: Comparing the
effectiveness of FBA function-based and non-funcbased intervention plankurnal of Positive
Behavior Interventions, 224-236.

Knoteck, S. (2003). Bias in problem solving anddbeial process of student study teams: A qual#ati
investigationJournal of Special Educatio87, 2—14.

Monahan, K. C., VanDerhei, S., Bechtold, J. & Cau#h, E. (2014). From the school yard to the sqaad ¢
School discipline, truancy, and arrekiurnal of Youth and Adolescend8, 1110-1122.

Moreno, G. (2010). No need to count to ten: Advioeptor the early implementation of the functional
behavioural assessment in addressing challengimavimirs Emotional and Behavioural
Difficulties, 15(1), 15-22.

Moreno, G. & Gaytan, F. X. (2012). Reducing suhjéist in special education referrals by educators
working with Latino students: Using functional betmsal assessment as a pre-referral practice in
student support teamSmotional and Behavioural Difficultie48(1), 88-101.

Moreno, G. & Gaytan, F. X. (2013). Focus on Latiearners: Developing a foundational understanding o
Latino cultures to cultivate student succédgventing School Failure: Alternative Educatiom fo
Children and Youthb7(1), 7-16.

Moreno, G. & Segura-Herrera, T. (2014). Specialcation referrals and disciplinary actions for Latin
students in the United Statddulticultural Learning & Teaching9(1), 33-51.

Moreno, G., Wong-Lo, M. & Bullock, L. M. (2014). Assting students from diverse backgrounds with
challenging behaviors: Incorporating a culturaliyiaed functional behavioral assessment in
prereferral service®reventing School Failure: Alternative Education €hildren and Youth58(1),
58-68.

Noguera, P. A. (2003). Schools, prisons, and sdaaiglications of punishment: Rethinking Discipligar
PracticesTheory into Practice42(4), 341-350.

Olympia, D., Farley, M., Christiansen, E., PettersdH., Jenson, W. & Clark, E. (2004). Social
maladjustment and students with behavioral and iemaltdisorders: Revisiting basic assumptions
and assessment issuBsychology in Schoqld1(8), 835-847.

Peguero, A. A. & Shekarkhar, Z. (2011). Latinofzdsint misbehavior and school punishmetispanic
Journal of Behavioral Science33, 54—70.

Pew Hispanic Center. (2007). The high schools Hiigsaattend: Size and other key characteristicgidved
on 23" August 2014 from: http://pewhispanic.org/files/oes/54.pdf.

Pew Hispanic Center. (2018ispanic enrollment trends reach new highs in 2@édtrieved on 18August
2014 from: http://www.pewhispanic.org/2012/08/26fdnic-student-enrollments-reach-new-highs-
in-2011/

Rodriguez, L.F. (2008). Latino school dropout andydar culture: Envisioning solutions to a pervasiv

problem.Journal of Latinos and Educatioi, 258—264.

ISSN 2073-7629
© 2015 CRES/ENSE! Volume 7, Number2, Novembe 2015 pp 47



Ryan, A. L., Halsey, H. N. & Matthews, W. J. (2008¥ing the functional assessment to promote ddsira
students behaviors in school®aching Exceptional ChildreB5, 8-15.

Salend, S. J., Garrick Duhaney, L. M. & Montgomaéhj,(2002). A comprehensive approach to identifying
and addressing issues of disproportionate repras@mtRemedial and Special Educati®8, 289-
299.

Skiba, R. J. (2014). The failure of zero toleraeclaiming Children and Youtk2(4), 27-33.

Skiba, R. J., Horner, R. H., Chung, C., RauschKMMay, S. L. & Tobin, T. (2011). Race is not nelt A
national investigation of African American and lrettidisproportionality in school disciplin8chool
Psychology Review((1), 85-107.

Skiba, R. J. & Rausch, M. K. (2006). Zero toleraratespension, and expulsion: Questions of equity an
effectiveness. In C. M. Everston, & C. S. Weinstéltds.),Handbook of classroom management:
Research, practice, and contemporary isgipgs 1063-1089). Mahway, NJ: Lawrence Erlbaum.

Teske, S. C. (2011). A study of zero tolerancegpesiin schools: A multi-integrated systems appndac
improve outcomes for adolescenisurnal of Child and Adolescent Psycholp2, 88-97.

Turnbull, A., Turnbull, H. R., Wehmeyer, M. L. & 8fren, K. A. (2010)Exceptional lives: Special
education in today's schools'(&d.) Boston, MA: Pearson.

U.S. Census Bureau. (2018xacts for features: Hispanic heritage month 20R8trieved on 20August
2014 from: http://www.census.gov/newsroom/releasebkives/population/cb08-123.html

U.S. Department of Education. (200#)dividuals with Disabilities Education Act of 200Retrieved on 16
August 2014 from:
http://[frwebgate.access.gpo.gov/cgibin/getdoc.dgiathe=108 cong_public_laws&docid=fpubl446.
108

U.S. Department of Education. (200%irty-first annual report to Congress on the impkntation of the
Individuals with Disabilities Education Act, 200Retrieved on 18August 2014 from:
http://www?2.ed.gov/about/reports/annual/osep/208@gsb-c/31st-idea-arc.pdf.

U.S. Department of Education. (201Qpntexts of elementary and secondary education—

Indicator, 27: Characteristics of full time teaclkeRetrieved on l‘@August 2014 from:
http://nces.ed.gov/programs/coe/ 2010/sectiondaidr27.asp

Wery, J. J. & Cullinan, D. (2011). State definitsoof emotional disturbancdournal of Emotional and
Behavioral Disorders21(1), 45-52.

Wheeler, J. J. & Richey, D. D. (201®ehavior management: Principles and practices @fitpe behavior
supports(2nd ed.). Boston, MA: Pearson.

ISSN 2073-7629
© 2015 CRES/ENSE! Volume 7, Number2, Novembe 2015 pp 48



