
I know I need testing accommoda-
tions to pass and graduate. I think
they help me show others what I
have learned. But some of them
are embarrassing and unneces-
sary. I hate it when they make me
leave the classroom to take a test
with the special education teacher.
It makes me feel different and the
other kids always ask me why I
have to leave. 

—A student with a disability

Many of our students’ families are
very savvy. They are used to get-
ting what they want, and many of
them want their children to have
the advantage of having testing
accommodations when they take
tests to improve their chances of
getting into college. 

—A special education teacher

Although I understand the need
for some testing accommodations,
many of them are inappropriate
and unfair. They change the
nature of my tests and give stu-
dents with disabilities an advan-
tage over other students. I wish
they would consult me and con-

sider the other students when
making decisions about testing
accommodations. 

—A general education teacher

I was very disappointed, confused,
and angry. I worked with the IEP
team to identify the testing accom-
modations my son should receive.
We listed them in the IEP and I
assumed he would receive them,
especially for the state tests. Then
they told me the state says he can
only use state-approved testing
accommodations when taking the
state tests. What about the other
testing accommodations he’s sup-
posed to receive? He uses them to
take his teachers’ tests. Why can’t
he use them for the state tests? 

—A parent of a student 
with a disability

Although it has caused us to focus
more on students with diverse and
special needs, NCLB places an
over-reliance on standardized test-
ing, and forces schools to adopt a
one-size-fits-all approach. The
judging of a school’s success at

making adequate yearly progress
based on the results of standard-
ized tests for different groups of
students with special needs can
make these students scapegoats,
particularly students with disabil-
ities. Testing accommodations
related to IDEA help us level the
playing field for some of our stu-
dents with special needs, and
many of them are testing quite
well. Unfortunately, many are
falling farther behind. 

—A school administrator

The movement toward high-stakes test-
ing and the implementation of testing
provisions associated with the No Child
Left Behind Act of 2001 (NCLB) and the
Individuals With Disabilities Education
Improvement Act of 2004 (IDEA) have
generated a variety of issues that chal-
lenge our educational system (see
Figure 1) and evoke strong reactions
from educators, family members and
students (Ysseldyke et al., 2004). NCLB
mandates that most students with dis-
abilities will participate in high-stakes
testing programs aligned with statewide
learning standards, and take the same
general grade-level assessments as their
classmates without disabilities. How-
ever, in lieu of taking general grade-level
assessments, students with significant
cognitive disabilities may be allowed to
complete alternative assessments (e.g.,
portfolio assessment) based on alter-
nate achievement standards that are not
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as complex as grade-level achievement
standards (Browder, Karvonen, Davis,
Fallin, & Courtade-Little, 2005; Yell,
Katsiyannas, & Shiner, 2006). Further,
students who do not have significant
cognitive disabilities but whose disabili-
ties affect their ability to achieve grade-
level proficiency in the same timeframe
as other students are now allowed to
take alternate assessments based on
modified academic achievement stan-
dards (see box, “What Do the Regula-
tions Say About Assessing Students
With Disabilities?”). Recognizing that
many students with disabilities need
accommodations in order to participate
in high-stakes assessments, IDEA
requires that students’ individualized
education programs (IEPs) delineate
testing accommodations for state, dis-
trict, and teacher-made tests. These test-
ing accommodations help incorporate
the principles of universal design for
learning into the testing process, foster-
ing the design and administration of
testing materials that are accessible to
students of a wide range of ability levels
and unique strengths and challenges
(McGuire, Scott, & Shaw, 2006).

Many multidisciplinary teams
(MDTs) experience difficulties in deter-
mining which students should receive
testing accommodations (see box,
“Who Receives Testing Accommo-
dations?”), and in selecting and consis-
tently implementing valid testing

accommodations (Elliott & Thurlow,
2006; Ketterlin-Geller, Alonzo, Braun-
Monegan, & Tindal, 2007). This article
presents guidelines and resources that
MDTs can use to identify, select, imple-
ment, and evaluate appropriate testing
accommodations. Although these guide-
lines and resources are presented in the
context of determining testing accom-
modations for elementary and second-
ary level students with disabilities, they
can be tailored for use with students

with disabilities educated in colleges
and universities (see Brinckerhoff &
Banerjee, 2007, for additional informa-
tion about testing accommodations and
higher education). 

Create a Diverse
Multidisciplinary Team
As described under IDEA, MDTs make
important decisions concerning the edu-
cation of students with disabilities. The
MDT determines if students are eligible
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Figure 1. Issues Related to
Testing Accommodations

• Complying with NCLB and IDEA. 

• Differentiating between high-stakes
(standardized) and teacher-made
tests.

• Addressing disproportionate repre-
sentation; who receives which 
testing accommodations?

• Understanding the elements of 
valid testing accommodations.

• Having a decision-making process
regarding testing accommodations.

• Ensuring implementation. 

• Examining issues of fairness, 
appropriateness, and effectiveness.

• Considering the acceptability 
(stigma) of testing accommodations.

What Do the Regulations Say About Assessing Students With
Disabilities? 

In April 2007, the U.S. Department of Education proposed new regulations for
assessing students with disabilities under NCLB and IDEA that define the use of
modified academic achievement standards for certain students with disabilities and
guide how alternate assessment results based on such standards may be used for
adequate yearly progress (AYP) purposes. These regulations allow states to

• Develop modified (challenging but less difficult) academic achievement stan-
dards that relate to mastery of grade-level content.

• Create alternate assessments based on these modified academic achievement
standards that address the same grade-level content but are less difficult than the
general assessments taken by students without disabilities. 

• Use the principles of universal design for learning to create and administer alter-
nate assessments.

For example, students being assessed using alternate assessment based on mod-
ified standards might take less rigorous grade-level content tests that have multiple-
choice items with fewer choices and fewer passages to read.

These modified standards and alternate assessments are designed for use with
students with disabilities who (a) do not have a significant cognitive disability, (b)
have access to grade-level content instruction, and (c) are not likely to reach grade-
level proficiency in the same timeframe as their classmates without disabilities.
Therefore, states are also required to provide guidelines for IEP teams to use in iden-
tifying students with disabilities who will be assessed via alternate assessments
based on modified academic achievement standards. The new regulations do not
establish limits on the number of students who may take an alternate assessment
based on modified achievement standards. However, when calculating AYP under
NCLB, states can only count proficient and advanced test scores on these alternate
assessments for up to 2.0% of all students with disabilities in the grades assessed
(along with 1.0% of proficient and advanced assessment scores based on alternate
achievement standards assessments administered to students with severe cognitive
disabilities). 

Other aspects of the new regulations include:

• Students who take alternate assessments based on modified standards can grad-
uate with a regular high school diploma. 

• Test scores of students with disabilities who have been exited from special edu-
cation programs can be counted in the special education subgroup for up to 2
years after they have stopped being classified as receiving special education serv-
ices, which parallels the regulations for students moving out of programs for
English language learners.

• Students with disabilities can take state assessments multiple times and their
highest scores can count for AYP calculations.



for special education services under
IDEA or Section 504 of the Rehabilitation
Act, and develops an IEP or 504 accom-
modation plan for eligible students,
which includes any testing accommoda-
tions that students need in order to par-
ticipate in high-stakes assessments and
take teacher-made tests. The MDT also
determines which students with disabil-
ities will take alternate assessments
based on modified academic achieve-
ment standards and which ones (with
significant cognitive disabilities) require
alternate assessments based on alternate
achievement standards. For example,
when determining whether a student
with a disability should take alternate
assessments based on modified academ-
ic standards, the MDT should (a) be rea-
sonably certain that, even if significant
growth occurs, the student will not
achieve grade-level proficiency in the
year covering the student’s IEP; (b)
include goals addressing grade-level
content standards in the student’s IEP;
and (c) use multiple and objective meas-
ures to assess the student’s achieve-
ments including state- and districtwide
assessments and classroom assessments
(e.g., teacher-made tests). 

The MDT should comprise a diverse
group of professionals, typically stu-
dents’ teachers; other professionals who
have knowledge of the state and district
learning standards, educational assess-
ment, curriculum and instruction; and
administrators who can ensure that the
testing accommodations are implement-
ed. Including family members and stu-
dents on the team also can provide
important information; including cultur-
ally sensitive professionals and commu-
nity members allows the team to con-
sider cultural, experiential, and linguis-
tic factors in assessing and instructing
students (Figueroa & Newsome, 2006;
Garcia & Ortiz, 2006). Therefore, in the
case of second language learners, it is a
good practice for the MDT to include
bilingual educators and/or English as a
second language teachers.

Understand the Elements of
Valid Testing Accommodations:
Access, Not Altering
Because what constitutes a valid testing
accommodation is often misunderstood,
it is critical for all members of the MDT
to understand that valid testing accom-
modations are designed to provide stu-
dents with access to tests without alter-
ing the tests. Thus, valid testing accom-
modations are changes in the testing
administration, environment, equip-
ment, technology, and procedures that
allow students with disabilities to par-
ticipate in testing programs and do not
change the nature of the test (Cox,
Herner, Demczyk, & Nieberding, 2006;
Sireci, Scarpati, & Li, 2005). For exam-
ple, although having a proctor read test
items would not be a valid testing
accommodation on a reading test, as it
changes the nature of the test to listen-
ing comprehension (Edgemon, Jablon-
ski, & Lloyd, 2006), it might be appro-
priate for use on a mathematics test that
is not designed to assess reading.
Whether students are taking state, dis-
trict, or teacher-made tests, the MDT
should recognize that an essential ele-
ment defining a valid testing accommo-
dation is that it must not change the
test’s content, format, constructs, and
results. 

Be Aware of a Range of Testing
Accommodations
Because of the varied purposes of test-
ing and the unique qualities of students,
it is important for members of the MDT
to be aware of a range of possible test-
ing accommodations (Ketterlin-Geller,
Alonzo, et al., 2007; Salend, in press).
Testing accommodations (see Figure 2)
are usually categorized as relating to
presentation and response mode for-
mats; to timing, scheduling, setting
alternatives; and to linguistically based
factors (Edgemon et al., 2006). Presen-
tation mode testing accommodations
involve changes in the ways test ques-
tions and directions are presented to
students (Elbaum, 2007). Response
mode testing accommodations refer to
changes in the way students respond to
test items or determine their answers
(Cox et al., 2006). Timing, scheduling,
and setting testing accommodations
provide alternatives to where, when,
and with whom students take tests
(Cohen, Gregg, & Deng, 2005; Elliott &
Marquart, 2004). When language profi-
ciency might affect a student’s test per-
formance, linguistically based accom-
modations can address the unique abil-
ities and challenges of second language
learners (Abedi & Hejri, 2004; Albus,
Thurlow, Liu, & Bielinski, 2005;
Herrera, Murry, & Cabral, 2007). Recent
advances in technology-based testing
provide new ways to assess student
learning and offer novel ways to design
and implement all types of testing
accommodations (Ketterlin-Geller, Yo-
vanoff, & Tindal, 2007; Thompson,
Quenemoen, & Thurlow, 2006); they
provide alternatives to traditional test-
ing formats and allow for the imple-
mentation of customized testing accom-
modations for individual students. 

Gather Information to Inform
Decision Making
Instead of assuming that all students
with disabilities need testing accommo-
dations, decisions regarding the need
for specific testing accommodations
should be based on information about
individual student characteristics,
strengths, and challenges, and the
accommodations that support their
learning (Edgemon et al., 2006). For
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Who Receives Testing
Accommodations?

Although students of color and stu-
dents from lower socioeconomic back-
grounds tend to be overrepresented in
terms of being placed in special edu-
cation, they tend to be underrepresent-
ed with respect to receiving testing
accommodations. A recent study by
The College Board found that affluent
students with disabilities who attend-
ed private schools and public schools
in the wealthiest communities were
more likely to receive testing accom-
modations than their counterparts
who attended schools in less affluent
communities (Lewin, 2003). The study
also reported that students with dis-
abilities who received 24% of the
accommodations for students nation-
wide attended less than 1% of our
nation's high schools. 
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Figure 2. Testing Accommodations 

Presentation Mode Accommodations

" Reading directions and items aloud " Highlighting key words or phrases
" Clarifying/simplifying language " Organizing/sequencing items appropriately and logically
" Repeating directions as necessary " Increasing the spacing between items  
" Listing directions in sequential order " Placing fewer items on a page 
" Providing a sample of each item type " Providing a reading proctor 
" Highlighting changes in the directions " Offering aid in turning pages and maintaining place
" Presenting only one sentence per line " Presenting tests via signing and/or Braille
" Using markers/masks to maintain place " Providing students with graphics, tactile and photo-enlarged
" Presenting tests via screen readers, audio recordings, materials, visual magnification aids, and color acetate

and verbal descriptions of pictorials overlays
" Providing students with sound amplification " Using technology to give students choices about the

devices and closed-captioning, sign, or pictorially presentation modes used to administer tests (e.g., print 
based test presentation formats  size, color, backgrounds, spacing and pacing, etc.)

" Using reminders

Response Mode Accommodations

" Responding via native language/preferred mode of " Writing answers on the test/test booklet
communication " Allowing students to dictate answers

" Providing extra space   " Fewer items per page
" Using lined/grid paper " Using multiple-choice items
" Using enlarged answer bubbles/blocks " Providing a scribe
" Providing a proctor to monitor place and the " Allowing students to use memory aids (e.g., calculators, 

recording of answers glossaries, software programs, mathematics tables, and
" Allowing students to respond via technology PDAs, etc.) and to access strategy reminders and 

(e.g., voice recognition and augmentative  motivational enhancements
communication systems, touch screens, adapted " Embedding error minimization techniques
switches and keyboards, word processors, Braille 
writers, pointers, spell and grammar checkers, 
word prediction and cueing programs, electronic
dictionaries/thesauri, digital recorders, etc.)

Timing and Scheduling Accommodations

" Giving more time or untimed tests " Eliminating items/sections
" Providing shorter versions of tests " Varying the times of the testing sessions
" Allowing breaks as needed " Scheduling shorter testing sessions 
" Adjusting the testing order " Administering tests over several days 

Setting Accommodations

" Taking tests in small groups/individually in " Eliminating visual and auditory distractions
separate locations " Delivering reinforcement

" Allowing movement and background sounds " Providing specific environmental arrangements (lighting,
" Providing preferential seating arrangements (carrels) acoustics, sound amplification) 
" Providing adaptive furniture/equipment

Linguistically Based Accommodations

" Using understandable and familiar language " Providing context clues
" Repeating orally based directions/items    " Providing alternate ways to demonstrate mastery of test
" Teaching the language of academic testing material
" Pairing items/directions with graphics/pictures " Providing translators to administer tests 
" Translating tests " Using technology to give students choices about the
" Allowing responses in native languages/dialects  language in which the test is administered and whether to
" Offering review sheets and lists of important vocabulary access bilingual materials and pop-up translations.
" Allowing use of bilingual materials (glossaries/dictionaries)



instance, the need for timing, schedul-
ing, and setting testing accommodations
may be based on information that
reveals that students (a) have problems
with processing information and staying
on task; (b) require additional time to
use specialized testing techniques (such
as dictating answers or reading test
items aloud); (c) need specialized test-
ing conditions (such as special lighting,
acoustics or equipment/furniture); (d)
have physical conditions that cause
them to tire easily; (e) experience test
anxiety; or (f) take medications which
work only for a limited amount of time
or have side effects that affect perform-
ance. 

Because testing accommodations
should parallel instructional accommo-
dations regularly used by students in
their classrooms, MDTs also need to
identify the teaching accommodations
to be used in daily classroom instruc-
tion (Cox et al., 2006; Ketterlin-Geller,
Alonzo, et al., 2007). There is a variety
of ways to collect data on students’
skills, strengths, challenges, learning
and testing styles and preferences, self-
concept, attitudes, and health, and
effective strategies that support their
learning (Brinckerhoff & Banerjee,
2007). MDTs can review assessment
data and student work, tests, and
records, and observe students in class-
room and testing situations. Inter-
viewing students, teachers, family, and
ancillary support personnel, or asking
these individuals to complete a check-
list, survey, or rating scale, are also
excellent ways to gather information
about students and the factors that
affect their learning (Ketterlin-Geller,
Alonzo, et al., 2007). Some basic ques-
tions can guide MDTs in analyzing stu-
dent information to determine possible
testing accommodations, including:

# Does the student exhibit academic
and social behaviors that interfere
with his or her learning or the learn-
ing of others? If so, what are these
behaviors and what strategies and
resources are used to address them?

# What instructional methods,
approaches, strategies, specialized
equipment, technology, materials,
and/or classroom designs have been

successful in supporting the stu-
dent’s learning?

# What strategies and resources are
used to help the student understand
directions and respond to classroom
activities?

# What are the student’s learning and
testing style preferences?

# Does the student have sensory,
medical, and/or attention condi-
tions that affect  classroom perform-
ance?

# Does the student require extended
time to complete assignments? 

# Does the student need additional
motivation to complete assign-
ments?

Comply With State and District
Policies
The MDT can use information gathered
about students and their classroom
accommodations to determine if indi-
vidual students need testing accommo-
dations to participate in high-stakes
assessments and/or to take teacher-
made tests. For students who need test-
ing accommodations to participate in
high-stakes assessment, the MDT must
comply with state and district policies
regarding approved accommodations
(Ketterlin-Geller, Alonzo, et al., 2007;
Thurlow, Lazarus, Thompson, & Morse,
2005). In making these determinations,
states often consider whether the
accommodation is appropriate and valid
and would eliminate “a barrier due to a
disability without changing the con-
struct being tested” (MacArthur &
Cavalier, 2004, p. 55). Therefore,
accommodations related to high-stakes
testing must be consistent with state
and district policies on approved testing
accommodations and provided under
certain testing situations (Elliott &
Thurlow, 2006). For instance, some
states mandate that a testing accommo-
dation be employed for a specific period
of time before it can be used during
high-stakes assessments (Thurlow et
al., 2005). 

Some states also have provisions that
allow MDTs to seek permission to allow
individual students to use accommoda-
tions that are not listed as approved.
Because accommodations allowed in

one state may not be allowed in other
states and policies vary from state to
state, educators should obtain informa-
tion about their state’s testing accom-
modations policies by contacting their
state education department or visiting
its Web site (see box, “Additional
Resources”). 

Testing accommodations 
should parallel instructional

accommodations regularly used 
by students in their classrooms.

MDTs generally have more flexibility
when identifying testing accommoda-
tions for students taking districtwide
assessments and teacher-made tests.
For example, although a state may not
approve the use of a thesaurus for its
standardized writing test, the MDT may
determine that it is an appropriate test-
ing accommodation for teacher-made
tests in a range of content area classes.
MDTs also need to be aware of any dis-
trictwide testing policies. Therefore, it is
important to differentiate between test-
ing accommodations used during the
administration of teacher-made, dis-
trictwide, and state assessments, and to
make this distinction explicit when
identifying testing accommodations on
students’ IEPs or 504 accommodation
plans. However, even when students are
taking teacher-made and districtwide
tests, testing accommodations should
not alter the constructs or content upon
which tests are based. Furthermore, in
the vast majority of cases, the testing
accommodations used for teacher-made
tests and high-stakes tests should be
similar to allow educators both to assess
student performance on high-stakes
assessments and so that students can
become more familiar with the condi-
tions they will encounter when taking
high-stakes tests.

Select Appropriate Testing
Accommodations
Rather than being disability-specific,
testing accommodations for students
should be individually determined, con-
sistent with state and district policies,
proven to be effective, and appropriate
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for the testing context. Valid testing
accommodations also should be select-
ed and implemented so that they do not
violate the constructs and content upon
which the test is based (Salend, 2008).
In addition, students may benefit from
more than one testing accommodation
and therefore may require packaging or
combining different types of testing
accommodations (Edgemon et al.,
2006). Resources to assist MDTs in
selecting testing accommodations for
students with a wide range of disabili-
ties include the Survey of Teacher
Recommendations for Accommodation
(Ketterlin-Geller, Alonzo, et al., 2007);
Assessment Accommodation Checklist
(Elliott, Kratochwill & Schulte, 1998);
and the Dynamic Assessment of Test
Accommodations (Fuchs & Fuchs,
2001).

When selecting testing accommoda-
tions, another important factor to con-
sider is acceptability—the extent to
which a specific accommodation is easy
to implement, effective, appropriate for
the setting, fair, and reasonable (Edge-
mon et al., 2006). Reasonableness can
be assessed by examining the accom-
modation in terms of how much time,
money, and resources are needed to
implement it, and whether it will
require important changes in the tests
or their administration. In general, edu-
cators are more likely to choose accom-
modations that they perceive are practi-
cal, easy to use, effective, and consistent
with their philosophy. 

An important aspect of acceptability
is the impact of the accommodation on
specific students and their peers, so it is
important for MDTs to ensure that
accommodations do not adversely affect
either the students or their classmates.
Testing accommodations should not
give students with disabilities an advan-
tage over other students; if implement-
ed for a group of students, these accom-
modations should have little effect on
the test performance of students with-
out disabilities (Elliott & Marquart,
2004; Sireci et al., 2005). 

Implement Testing
Accommodations
MDTs also should consider students’
and educators’ reactions to and percep-

tions of testing accommodations, which
can impact the extent to which testing
accommodations are implemented
appropriately and consistently. Both
students and educators prefer testing
accommodations that are fair, useable,
age appropriate, and do not embarrass
or isolate students. For example, stu-
dents may not like to take tests in sepa-
rate locations because it may make
them different from their classmates. It
also is important for MDTs to consider
students’ and educators’ prior experi-
ences with and concerns about accom-
modations as well as the training they
need to implement specific accommoda-
tions (Cox et al., 2006). For instance,
although dictation can be an effective
accommodation, many students may
need training and experience in dictat-
ing to a scribe to use it successfully
(MacArthur & Cavalier, 2004). Similarly,
when proctoring an exam for students,

educators should be taught how to proc-
tor exams effectively and appropriately
and to avoid giving students cues and
additional information that may affect
their answers. 

Therefore, when identifying testing
accommodations, the MDT should con-
sider the factors that foster implementa-
tion by delineating on IEPs and 504
accommodation plans (a) which indi-
viduals will be responsible for imple-
menting the testing accommodations;
(b) what materials, resources, technolo-
gy, locations, and equipment will be
needed to implement the testing accom-
modations; and (c) what training stu-
dents and educators will need to imple-
ment the testing accommodations
(Salend, in press). Thus, if the MDT
determines that an appropriate testing
accommodation is the services of a
proctor or scribe, the team must also
determine who will be the scribe as well
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Additional Resources 

National Center on Educational Outcomes (NCEO) 
(http://cehd.umn.edu/nceo)

This site offers information, research, and resources on a variety of aspects related
to the involvement of students with disabilities and English language learners in
national and state testing programs. It offers access to publications, presentations,
teleconferences, projects, statewide policies, bibliographies, and related Web sites
on such topics as testing accommodations, alternate assessments, reporting testing
results, and universal design.

Center for Research on Evaluation, Standards, and Student Testing (CRESST) 
(http://www.cse.ucla.edu)

This site disseminates current research, newsletters, policy briefs, and resources for
educators and families addressing evaluation issues such as testing techniques,
technology, and interpretation of test scores.

Center for Educational Assessment 
(http://www.umass.edu/education/cea/main.htm) 

This center disseminates research reports and policy analysis related to educational
assessment.

Practical Assessment, Research, and Evaluation (PARE)
(http://www.pareonline.net) 

This site provides educators with access to an online journal presenting articles
addressing assessment, research, and evaluation.

National Center for Fair and Open Testing (Fairtest) 
(http://www.fairtest.org)

This site, designed to make sure that educational assessment is conducted in fair,
open, valid and educationally sound ways, includes helpful features such as fact
sheets, publications, and links to resources.



as what training the proctor/scribe and
the student will need to receive.

Evaluate Testing
Accommodations and 
the Process 
Testing accommodations should be con-
tinually evaluated to assess if they are
valid, effective, useful, and fair (Cox et
al., 2006); it is important to examine
their impact on students, educators,
family members and other relevant par-
ties. Primarily, the impact of testing
accommodations should be assessed by
examining student learning data such as
increased mastery of learning standards,
changes in student grades, and
improved state and districtwide exam
results. In addition to assessing the pos-
itive impact of testing accommodations
on student performance, MDTs also
should consider possible cautions asso-
ciated with the testing accommodations
(Edgemon et al., 2006; Ketterlin-Geller,
Alonzo, et al., 2007). For example, hav-
ing items read aloud can make some
test items more difficult and make the
testing session longer. Effective testing
accommodations can be continued, and
others gradually faded out so that stu-
dents take tests in the same ways as
their peers without disabilities.
Similarly, efforts should be made to
make sure that effective testing accom-
modations used for teacher-made tests
match those allowed for high-stakes
tests so that students can become more
familiar with the conditions they will
encounter when taking high-stakes
tests. Testing accommodations that are
not achieving their intended outcomes
should be revised to make them more
effective or discontinued if they contin-
ue to be unsuccessful. 

MDTs also should consider the per-
ceptions of students, educators, and
family members regarding testing
accommodations for overall effective-
ness, efficiency, and acceptability.
Examining issues of equity helps deter-
mine the extent to which various testing
accommodations are available and
accessible to individual students as well
as different groups of students. Teachers
might reflect upon the impact of testing
accommodations on the teaching and
learning process, including success in
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Figure 3. Evaluating the Testing Accommodations Determination
Process

" Did we have a diverse multidisciplinary team?

" Did we determine whether the student was eligible for special education services?

" Did we determine whether the student should take general grade-level assess-
ments, alternate assessments based on modified academic achievement standards,
or alternate assessments based on alternate achievement standards, or a combina-
tion of those assessments?

" Did we understand and consider the elements of valid testing accommodations?

" Did we use a variety of methods and sources to collect data to determine:

• How the student's disability affects his or her educational performance?

• Which effective classroom-based instructional accommodations support the
student's learning?

• Whether and to what extent the student needs testing accommodations to
access state and district testing programs and/or teacher-made tests?

" Did we identify a range of testing accommodations, including:

• Presentation mode accommodations?

• Response mode accommodations?

• Timing, scheduling, and setting accommodations?

• Linguistically based accommodations?

• Technology-based accommodations?

" Does the student's IEP/504 plan contain testing accommodations that:

• Allow tests to assess the student's abilities rather the student's disability?

• Do not change the validity and integrity of the test's content, format, con-
structs, and results?

• Parallel accommodations that the student uses regularly in daily classroom
instruction?

• Are delineated as approved for state and district testing?

• Are delineated as only appropriate for teacher-made tests?

• Are valid, effective, easy to use, appropriate for the setting, and reasonable?

• Do not adversely affect either the student or classmates?

• Are fair, age-appropriate, and do not embarrass or isolate students?

• Have limited impact on the performance of others?

" Did we identify:

• Which individuals are responsible for implementing the testing 
accommodations?

• What materials, resources, and equipment are needed to implement the testing
accommodations?

• What training is needed by students and educators to implement the testing
accommodations?

• Which strategies will be used to gradually fade out testing accommodations so
that students take tests in the same ways as their peers without disabilities?

" Did we continually assess the effectiveness, validity, efficiency, fairness, 
acceptability, and continued need of the student's testing accommodations 
and make changes based on these data? 

" Which aspects of the testing accommodations determination process went well?
Which were problematic?

" What steps could we take to improve our testing accommodations determination
process? 

Note. From Salend, S. J., Creating Inclusive Classrooms: Effective and Reflective Practices
6/e, ©2008, p. 501. Reprinted by permission of Pearson Education, Inc., Upper Saddle
River, New Jersey.  



fostering student performance, avail-
ability for a range of students, impact on
other students, and the time and train-
ing it takes to implement the accommo-
dations. Students and family members
can also share their perceptions to help
identify successful and unsuccessful
testing accommodations, and make rec-
ommendations for improvement. Tools
such as Elliott and Marquart’s survey
(2004) can solicit student feedback and
preferences regarding the effectiveness
and acceptability of testing accommoda-
tions used.

Make sure that effective testing
accommodations used for teacher-
made tests match those allowed for

high-stakes tests so that students can
become more familiar with the

conditions they will encounter when
taking high-stakes tests.

Finally, MDTs also need to evaluate
the testing accommodations determina-
tion process itself. Reflection (see Figure
3) is a particularly good way for MDTs
to evaluate their processes and think
critically about their professional prac-
tices (Salend, 2008). These reflections
can serve as a framework for identifying
the team’s strengths, challenges, and
misunderstandings as well as determin-
ing the steps that can be taken to
improve effectiveness. 

Learn More About Assessment
and Testing Accommodations
Special education is a field that is con-
stantly changing as new research,
model programs, assessment and in-
structional strategies, and legislation
related to formal and informal assess-
ment and testing accommodations con-
tinue to evolve. Effective professionals
strive to keep abreast of new develop-
ments and continue to develop their
skills. There is a variety of ways to learn
more about current research findings,
techniques, issues and changes—from
reading journal articles and books such
as those in this article’s reference list to
visiting Web sites (see box, “Additional

Resources”) that offer information and
resources addressing issues related to
assessment and testing accommoda-
tions.

Final Thoughts
Educators, students, and families face
many challenges in responding to the
testing mandates of the NCLB and
IDEA, including providing students
with disabilities with individualized,
approved, valid, effective, and accept-
able testing accommodations. There are
guidelines and resources that MDTs can
use to identify, select, and evaluate
appropriate testing accommodations for
individual students. In addition to pro-
viding students with valid testing
accommodations, educators can help
students perform at their optimal levels
on tests by offering instruction that aids
students in developing test-taking
skills. Educators also can carefully
examine and tailor the format, content,
and readability of their tests to address
their students’ unique learning charac-
teristics (Salend, 2008). It also is impor-
tant for educators to supplement tradi-
tional testing with informal ongoing
classroom-based techniques such as
observations, curriculum-based meas-
urement, and portfolio assessment to
provide a complete picture of student
performance, to examine and improve
the effectiveness of their instructional
programs, and to demonstrate account-
ability.
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