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Empirical Research

Over the past decade, the number of children on the autism 
spectrum receiving special education services in public 
schools in the United States has increased to 828,000, 
which comprises 12% of all students with disabilities 
(Irwin et al., 2022). Federal law requires public schools to 
provide special education services to students with dis-
abilities, including autism. Examples of services listed in 
an Individualized Educational Program (IEP) include 
speech and language therapy, occupational therapy, or 
behavioral intervention services. Additionally, federal law 
requires students with disabilities to receive services in the 
“least restrictive environment” (LRE), where they are edu-
cated with students without a disability as much as possi-
ble, and the removal from the regular education environment 
to special settings only happens when education cannot be 
achieved in the usual classroom.

Disproportionality in special education identification 
and service access is a key area of concern. Significant dis-
proportionality is defined as a Local Educational Agency 
(LEA; e.g., school district, charter school, county office of 
education) having an identified racial and ethnic over-rep-
resentation in any disability category or special education 
placement (i.e., LRE) over three consecutive years (US 
Department of Education, 2004). The threshold of risk ratio 
for “significant disproportionality” is determined by each 

state, ranging from 2.0 to 4.0 (ideadata.org). It is 3.0 or 
more in California, which is also used by other states (e.g., 
Arizona), meaning a group is three times as likely, for 
example, to be identified with autism compared to other 
groups. Education agencies are required to track identifica-
tion and services for students from different backgrounds, 
and currently, significant disproportionality uses race and 
ethnicity as the sole demographic indicator. Education 
agencies must use federal funds to address the issue when 
significant disproportionality is found, making this also an 
economic concern (Center for IDEA Fiscal Reporting & 
IDEA Data Center, 2015). Understanding how race and eth-
nicity affect autism identification, special education 
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services, and placement can inform policy and help identify 
procedures that ensure greater accuracy and equity in ser-
vice access.

Disproportionality in Autism Identification and 
Eligibility

Disparities in autism identification are found both in medical 
diagnosis and in educational eligibility (e.g., Baio, 2014, 
2018; Cooc, 2018; Kim et  al., 2021; Maenner, 2020; 
Sullivan, 2013; Young et al., 2024). Historically, White chil-
dren have been more likely to be identified with autism than 
other racial and ethnic groups. In the past decade, racial and 
ethnic differences in autism identification have started to 
narrow (Maenner, 2020; Maenner et al., 2021, 2023). Based 
on data collected by the Autism and Developmental 
Disabilities Monitoring (ADDM) network in 2020, for the 
first time, the prevalence of autism in 8-year-old children 
was higher in Black, Hispanic/Latino, and Asian or Pacific 
Islander children than in White children. Nevertheless, the 
percentage of Black autistic children who were also diag-
nosed with intellectual disability (ID) remained higher than 
the rates in other racial and ethnic groups (Maenner et al., 
2023). This suggests improvement and a need for continued 
work to examine racial and ethnic differences in appropriate 
identification.

Racial and ethnic disparities are also found in educa-
tional eligibility. White students are more likely to be iden-
tified with autism than Black, Hispanic/Latino, and 
American Indian/Alaskan Native students in schools based 
on state and national data (Marks et  al., 2014; Sullivan, 
2013). For example, Hispanic/Latino students were nearly 
40% less likely to be identified with autism than White stu-
dents (Sullivan, 2013). Recently, using state-level data, 
Kim et  al. (2025) found that in North Carolina, non-His-
panic Black students were overrepresented in ID identifica-
tion and underrepresented in autism identification compared 
to their non-Hispanic White peers.

There are both similarities and differences in the autism 
prevalence and disproportionality patterns in California 
compared to the nation and other states. In 2022, 17% of 
students with disabilities in California were identified as 
having autism, which is higher than in other states (US 
Department of Education, 2024). Earlier studies examining 
autism prevalence and racial differences using educational 
identification nationally suggested that Black, Hispanic/
Latino, and White students were more likely to be identified 
with autism in California than in many other states (Travers 
& Krezmien, 2018; Travers et al., 2014); in the early 2000s, 
in California, Asian, Black, and White students were overi-
dentified, while Hispanic/Latino students were under-iden-
tified (Mark & Kurth, 2013; Morrier & Hess, 2012). 
Findings for American Indian/Alaskan Native students 

were mixed. Limited studies have examined autism identi-
fication in the California, special education system although 
it has the highest enrollment of public K–12 students in the 
country (State of California, Department of Finance 
California, 2023). In fact, only two studies were found 
examining disproportionality in autism identification, spe-
cifically in the California education system (Cooc, 2018; 
Luelmo et al., 2022), and the results support racial and eth-
nic disparities. During the 2019/2020 school year White 
students were significantly overrepresented in the autism 
category in seven LEAs, and Hispanic/Latino students with 
other disabilities were overidentified in special education 
more generally and under-represented in autism identifica-
tion (Luelmo et al., 2022). Cooc (2018) specifically exam-
ined Asian Americans in special education in California and 
found that Asian American students were underrepresented 
in special education overall and overrepresented in autism 
identification across most districts. The patterns of racial 
disproportionality in California are comparable with a 
national’s that the patterns changed in Black and Asian chil-
dren. Hispanic and Native Americans are consistently 
under-represented (Kim et al., 2025). Based on the limited 
data and the large proportion of autistic students in the state, 
educators supporting autistic students have a specific inter-
est in examining disproportionality in California.

Disproportionality in Placement and Access to 
Services

Disparities also occur in accessing services after a student is 
identified with autism.

Despite federal regulations mandating free and appropri-
ate education and receipt of inclusive services in public 
schools, decades of research highlight disproportionality 
issues in special education related to LRE access. For 
example, Black students with disabilities are underrepre-
sented in general education classrooms and overrepresented 
in more restrictive educational environments (Skiba et al., 
2006). Additionally, the National Center for Education 
Statistics (2020) reports that 55% of White students with 
disabilities spend more than 80% of the school day in a gen-
eral education classroom compared with only a third of 
Black students with disabilities. Hispanic and American 
Indian students with disabilities are also more likely to 
spend more time in a separate classroom compared with 
White students (Hussar et al., 2020).

Disparities in LRE also exist across disability categories. 
Compared with 13% of students with disabilities generally, 
33% of students with autism have low access to LRE (Irwin 
et al., 2022). On average, about a third of autistic students 
were placed in general education settings for 80% or more 
of the school day in the United States, which is similar to 
the rate in California in 2018 (34% vs. 57% for students 
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with disabilities; US Department of Education, 2019). The 
percentage varies by state with some states (e.g., Colorado, 
Connecticut, and Idaho) tending to be more inclusive com-
pared with others (e.g., New York, South Carolina, and 
Washington, D.C.; Kurth, 2015). Furthermore, close to half 
of the cases involved in LRE-related hearings (e.g., place-
ment decisions) in California were for students classified as 
having autism (Bolourian et al., 2020).

In addition to placement in special education, students 
also have access to specialized services. The primary ser-
vices received by autistic students in school are speech 
and occupational therapy, and behavioral interventions 
(McDonald et al., 2019; Wei et al., 2014). The examina-
tion of racial differences in educational services received 
by autistic students is limited. Sturm and colleagues 
(2021) found racial disparities in the number of special 
education services received across eligibility groups (i.e., 
autism, ID, speech and language disability) in a large 
school district with a large Hispanic student population. 
Specifically, White American, European American, or 
Middle Eastern American students received a higher num-
ber of services, and Hispanic students received fewer than 
other racial groups. Among the three eligibility groups, 
students with autism had the most significant racial 
differences.

Addressing Disproportionality

These disproportionality findings are problematic for a mul-
titude of reasons. On one hand, overrepresentation can result 
in a mismatch between students’ educational needs and the 
services they receive. Overrepresentation may also indicate 
a misinterpretation of behaviors, particularly for students 
from diverse racial and ethnic backgrounds (e.g., Black stu-
dents are overrepresented in emotional disturbance and 
intellectual disability when compared with White counter-
parts; Cruz & Rodl, 2018), which can ultimately negatively 
impact their educational opportunities. Overrepresentation 
of students from diverse racial and ethnic backgrounds can 
also lead to stigmatization of groups and may imply racial 
and ethnic bias in the eligibility process (Skiba et al., 2006). 
Additionally, the current significant disproportionality crite-
rion flags only over-identification, not under-identification 
(Luelmo et al., 2022). This means that any risk ratios below 
3.0 are not flagged or monitored, and students who are 
under-identified might be missed based on this criterion. 
Underrepresentation can systematically exclude historically 
underserved students from services that may help them 
achieve positive outcomes.

Disproportionality in special education is a complex 
issue that impacts systemically marginalized students and 
requires ongoing investigation. Given these issues, it is 
important to understand current disproportionality in 
California, both over- and under-representation and also 

how the disproportionality rates have changed over time to 
determine whether school efforts to increase equity have led 
to progress. The present study had three aims: (a) examine 
the racial and ethnic disproportionality in autism identifica-
tion in special education in California; (b) examine racial 
and ethnic differences in general education inclusion and 
services received by students with autism; and (c) examine 
a 10-year trend in autism identification by race and ethnic-
ity in special education from 2008 to 2018 school years 
(SY).

Method

Datasets and Variables

The current secondary data analyses were based on data 
obtained from a publicly available database (DataQuest) or 
provided by the California Department of Education in 
2020. To address the three aims of the study, various student 
counts by race and ethnicity, educational identification, and 
special education services were collected.

To examine the racial and ethnic differences in autism 
identification rates in California special education in the 
SY2018/2019 (Aim 1), raw data from DataQuest were 
extracted, including total number of students with an autism 
identification, the number of students identified as having 
autism in each racial and ethnic group, the total number of 
students overall and students enrolled in special education 
in that school year, and the number of students in each racial 
and ethnic group overall and students enrolled in special 
education, aged 0 to 22. To explore racial and ethnic differ-
ences in general education inclusion, and services received 
by students with autism (Aim 2), we used three indicators, 
Least Restrictive Environment (LRE), separate school 
placement (i.e., public or private specialized educational 
settings outside a student’s local school), and Individualized 
Educational Program (IEP) services (e.g., speech and lan-
guage therapy, occupational therapy). Data included the 
number of students in each racial and ethnic group under 
each indicator. LRE indicates the proportion of the day stu-
dents with disabilities are educated alongside their peers 
with no disabilities, and two levels were included in this 
study: inside a regular education classroom less than 40% 
of the day, or 80% or more of the day. An IEP is a written 
plan for students with disabilities identified under IDEA to 
document their specialized instruction and related services. 
We looked at six types of services (based on the categories 
indicated in the CDE dataset): behavioral intervention ser-
vices, individual counseling, language and speech therapy, 
mentoring, occupational therapy, and specialized academic 
instruction. To examine the 10-year trend in autism identifi-
cation by race (Aim 3), the student count data from the 
SY2008/2009, SY2013/2014, and SY2018/2019 were 
extracted.
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Data Analyses

The likelihood of being in a certain group was indicated by 
the risk ratio (RR). The RR describes the likelihood of a 
certain event happening in one group versus another (Cooc, 
2018; Sullivan, 2013). Specifically, in this study, RR is the 
likelihood of receiving an autism identification, for exam-
ple, in one racial or ethnic group versus the rest of the racial 
or ethnic groups in the state. It is computed by using the rate 
of autism identification in one student racial or ethnic group 
by the rate of autism identification in the rest of student 
racial or ethnic groups (e.g., rate in Black students divided 
by the rate of all the other racial or ethnic groups). A risk 
ratio of 1 indicates an equal likelihood of being identified 
with autism in the two groups. A value larger than 1 indi-
cates that the target racial or ethnic group is more likely to 
be identified with autism than the other groups (i.e., over-
representation). A value smaller than 1 indicates that the 
target racial group is less likely to be identified with autism 
than the rest of the racial groups (i.e., under-representation). 
A p-value and 95% confidence interval for each risk ratio 
were computed based on a normal approximation (Nicolas, 
2004); a significant p-value (<0.05) indicates a RR differ-
ent from 1. As mentioned above, the California Department 
of Education (CDE, n.d.) defines disproportionality as the 
“overrepresentation of a specific race or ethnicity identified 
in one or more of four areas: identification of a disability in 
general; identification of a specific race or ethnicity in a 
specific disability category; discipline; and placement.” In 
California, a risk ratio of 3.0 has been used as a criterion for 
significant disproportionality in special education. Due to 
limitations in the public dataset, confounding factors such 
as socioeconomic state and school district are not included 
in the analyses.

Results

The sample included students from California, aged 0 to 22. 
In SY2018/2019, total enrollment was more than six mil-
lion, 55% were Hispanic/Latino, 23% were White, 12% 
were Asian, 5% were Black, 1% were American Indian or 
Alaskan Native (AIAN), 0.5% were Native Hawaiian or 
Other Pacific Islanders (NHOPI), and 4% were multiracial. 
The multiracial group was included in the total enrollment 
count, but no specific risk ratio analyses were conducted for 

this group because of the high variability in students 
included in this group during the CDE data collection pro-
cess (e.g., those who declined to answer were lumped into 
this group as well).

Aim 1. Racial and Ethnic Differences 
in California Special Education 
Enrollment and Autism Identification

Based on the risk ratio analyses, AIAN (RR=1.33, 95% 
confidence interval [CI] = [1.30, 1.37]), Black (RR=1.46, 
95% CI = [1.45, 1.47]), and Hispanic/Latino (RR=1.09, 
95% CI = [1.09, 1.10]) had a higher likelihood of being 
enrolled in special education than everyone else. Asian stu-
dents (RR = 0.52, 95% CI = [0.51, 0.52]) and NHOPI 
(RR=0.77, 95% CI = [0.74, 0.80]) were less likely to be in 
special education than other students. See Table 1.

Asian, Black, and White students had an elevated likeli-
hood of meeting an educational eligibility for autism than 
others (p < .001). Compared with all other racial and ethnic 
groups, Hispanic/Latino (RR = 0.71, 95% CI = [0.71, 
0.72]) and NHOPI students (RR = 0.75, 95% CI = [0.69, 
0.83]) were less likely to qualify for special education with 
autism as the primary condition. See Table 1.

Aim 2. Racial and Ethnic Differences 
in General Education Inclusion and 
Services Received by Students With 
Autism

LRE and Separate School Placement

Black students were the least likely to be included in gen-
eral education settings (in general education 40% or less; 
RR = 1.60, 95% CI = [1.54, 1.66]); this risk ratio was the 
highest among all racial and ethnic groups. The risk ratio 
for AIAN students indicated a similar educational place-
ment (RR = 1.03, 95% CI = [0.89, 1.18]) as compared with 
autistic students from other racial categories. Both Hispanic/
Latino (RR = 0.61, 95% CI = [0.60, 0.62]) and NHOPI 
students (RR = 0.59, 95% CI= [0.48, 0.72]) were less likely 
to be included in the general education settings (i.e., spend 
more than 80% of the school day in a general education 
classroom), whereas White students were more likely to be 

Table 1.  Group Differences in California Special Education Enrollment and Autism Identification.

18/19 SY AIAN Asian Black Hispanic/ Latino NHOPI White

Special Education Identification 1.33** 0.52** 1.46** 1.09** 0.77** 1.00
Autism Identification 0.94 1.24** 1.28** 0.71** 0.75** 1.17**

Note. AIAN = American Indian or Alaskan Native; NHOPI = Native Hawaiian or Other Pacific Islanders; SY = school year.
**p < .001.
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in this setting (RR = 1.55, 95% CI = [1.52, 1.59]). See 
Table 2. When the risk ratios for separate school placement 
were examined, the results indicated that Black students 
were more than twice as likely to be placed in a separate 
school compared with other students (RR=2.19, 95% CI = 
[2.03, 2.36]), the highest likelihood among all students.

Follow-up RR analyses examined potential differences 
in LRE and separate school placements by age groups (i.e., 
6-12, 13-19, and greater than 19 years of age). The results 
indicated that the likelihoods were similar across age 
groups. That is, Black students with autism were less likely 
than other racial and ethnic groups to be placed in general 
education classrooms and more likely to be in separate 
schools across all age groups than other racial and ethnic 
groups.

Individualized Educational Program 
Services

Group differences in services, as identified in the IEP, were 
examined for the sample of autistic students across six IEP 
services. Black students were more likely to have each of 
the six services included in their IEPs than others (p < 
.001). Asian students were more likely to have behavior ser-
vices (RR=1.13, 95% CI = [1.08, 1.18]), occupational ther-
apy (RR = 1.16, 95% CI = [1.13, 1.20]), language and 
speech therapy (RR= 1.32, 95% CI = [1.30, 1.35]), and 
specialized academic instruction (RR=1.18, 95% CI = 
[1.16, 1.20]) included in their IEPs than other groups, 
although less likely to have mentoring or individual coun-
seling (p < .001). Hispanic/Latino students were more 
likely to have mentoring (RR = 1.23, 95% CI = [1.16, 
1.30]) than other groups, while White students were more 
likely to have individual counseling (RR = 1.89, 95% CI = 
[1.81, 1.98]) in addition to all other services (p<.001) other 
than mentoring (RR = .71, 95% CI = [0.66, 0.76]). Overall, 

the under-representation in NHOPI students was evident in 
all six educational services compared with their peers, 
although mentoring was not significantly different than 
other groups (RR = 0.60, 95% CI = [0.35, 1.04]). 
Underrepresentation in Hispanic/Latino students was seen 
in five out of the six services examined. See Table 2.

Aim 3. Autism Identification in 
California From SY2008 to SY2018

To evaluate potential changes in autism identification over 
time, risk ratios were examined and compared across three 
school years (SY): 2008/2009, 2013/2014, and 2018/2019. 
In SY2008/2009, White students were twice as likely to be 
identified with autism (RR = 2.0, 95% CI = [1.96, 2.03]), 
while Hispanic/Latino were less likely to be identified (RR 
= 0.50, 95% CI = [0.49, 0.50]) than other students. The RR 
in autism identification was 1.48 versus 0.59 in White and 
Hispanic/Latino students in SY2013/2014, and 1.17 vs. 
0.71 in SY2018/2019. The RRs in all groups, except in 
White students, have increased over the years (Black stu-
dents from RR = 1.13 in SY2008/2009 to RR = 1.28 in 
SY2018/2019; NHOPI students from RR = 0.68 to RR = 
0.75; AIAN students from RR = 0.74 to RR = 0.94; Asian 
students from RR = 1.00 to RR = 1.24). See Table 3 and 
Figure 1.

Table 2.  Group Differences in LRE and Separate School, and IEP Services.

Placement & services AIAN Asian Black Hispanic/ Latino NHOPI White

LRE
Less than 40% 1.03 1.30** 1.60** 0.85** 0.93 0.85**

80 % or more 0.94 1.16** 1.00 0.61** 0.59** 1.55**

Separate School 1.03 1.10* 2.19** 0.53** 1.01 1.46**

Services
Behavioral Intervention Services 0.60** 1.13** 1.70** 0.70** 0.58** 1.17**

Individual Counseling 1.23 0.59** 1.21** 0.64** 0.59* 1.89**

Language and Speech Therapy 0.93 1.32** 1.25** 0.73** 0.75** 1.08**

Mentoring 0.92 0.76** 2.11** 1.23** 0.60 0.71**

Occupational Therapy 0.81* 1.16** 1.27** 0.60** 0.76* 1.42**

Specialized Academic Instruction 1.00 1.18** 1.32** 0.76** 0.75** 1.10**

Note. AIAN = American Indian or Alaskan Native; NHOPI = Native Hawaiian or Other Pacific Islanders; LRE: Least Restrictive Environment.
*p ≤ 0.01. **p < .001.

Table 3.  Autism Identification in California From 2008 to 2018.

SY AIAN Asian Black Hispanic/ Latino NHOPI White

08/09 0.74** 1.00 1.13** 0.50** 0.68** 2.00**

13/14 0.79** 1.28** 1.23** 0.59** 0.71** 1.48**

18/19 0.94 1.24** 1.28** 0.71** 0.75** 1.17**

Note. AIAN = American Indian or Alaskan Native; NHOPI = Native 
Hawaiian or Other Pacific Islanders; SY = school year.
**p<.001.
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Discussion

The education system is the primary provider of interven-
tion services for autistic students. Mis- or under-identifica-
tion of autism may lead to a lack of access to needed services 
and necessary accommodations to access the general educa-
tion curriculum, which can in turn affect student outcomes. 
The present study investigated racial and ethnic disparities 
in autism identification and service provision within the 
California special education system. The findings shed light 
on the complex issue of disproportionality, indicating 
changes over time and areas for targeted improvement.

The findings are in line with previous research identify-
ing disparities in autism identification and services for dif-
ferent racial and ethnic groups (e.g., Morgan et al., 2017). 
Our findings reaffirm that White students are more likely to 
be identified with autism than other students, and Hispanic/
Latino students are less likely. Data from the current study 
indicates some improvement has been made over the last 
decade, but Hispanic/Latino students remain underrepre-
sented in California school services despite the reduced 
group differences in the most recent national autism preva-
lence report (Maenner et al., 2023). A clinical diagnosis of 
autism or health evaluations for autism have been shown to 
impact special education eligibility decisions (Esler et al., 
2023; Pettygrove et al., 2013; Young et al., 2024). With the 
narrowed gap in surveillance tracking in recent years, group 
differences in educational diagnosis may also decrease in 
the coming years. However, other factors discussed below 
also impact disparities in school-based autism identifica-
tion. Future studies are needed to reduce disparities in the 

identification of Hispanic students in California schools 
given the high Hispanic population in California.

The decrease in overrepresentation in White students has 
been reported in other studies (Maenner et  al., 2023). 
Multiple factors may have contributed to the improvement, 
including years of research, major reviews by the National 
Research Council in 2002, and changes in legislation and 
related regulations, which helped shape the requirement for 
data collection and monitoring (Albrecht et al., 2012). For 
example, Individual with Disabilities Education Act (IDEA) 
of 1997 introduced the concept of significant disproportion-
ality and started the requirement of monitoring significant 
disproportionality in states. IDEA of 2004 made monitoring 
a priority, and interventions became mandatory when sig-
nificant disproportionality was found in LEAs (i.e., reserv-
ing 15% of total preschool and school-age IDEA funds for 
CEIS; IDEA, 2004). Additionally, cultural responsivity 
training has been associated with changes in self-reflection, 
practice, attitude, and perceptions of students from diverse 
backgrounds (Devereaux et al., 2010; Hoover et al., 2018). 
Therefore, increased awareness and training for teachers and 
other service providers may also have contributed to the 
improvement. Nevertheless, continued work is needed as 
Hispanic/Latino and Native Hawaiian or Other Pacific 
Islanders remain underrepresented.

At a state level, this study did not find risk ratios of 3.0 
or more for any specific racial and ethnic group, which is 
the state’s definition of significant disproportionality. This 
suggests improvement at the state level from prior time-
points. Nevertheless, it is important to note that the dispar-
ity threshold of 3.0 in California is quite high. Significant 

Figure 1.  Autism Identification in California from 2008 to 2018.
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disproportionality may still exist even though the threshold 
for reporting special education compliance has not been 
met. Although we did not identify disproportionality at the 
state level, Luelmo and colleagues (2022) reported signifi-
cant disproportionality in SY2018/2019 in White students 
with autism in 7 districts, all of which were in rural com-
munities. One district had a large discrepancy in risk ratios 
between White and Hispanic/Latino students (5.49 vs. 0.22; 
Luelmo et al., 2022). Exploring disproportionality at local 
levels helps uncover root causes leading to differences in 
identification and access to services and leads to targeted 
interventions to increase equity. This also provides an 
opportunity to explore strategies that have decreased dis-
proportionality in successful districts, whereas examining 
at the state level provides an overall picture of general 
trends in change and provides value for overall progress. 
For example, in California, districts needing improvement 
are asked to evaluate the area in need of improvement fur-
ther and develop a plan submitted to the California 
Department of Education. Compliance and improvement 
monitoring continue until the data indicates that the LEA is 
no longer out of compliance with the identified indicator. 
Future research on strategy usage for LEAs that move out 
of “significant disproportionality” is warranted.

In terms of educational placement, we found that Black 
students were disproportionately more likely to be in sepa-
rate settings. This is consistent with the literature suggest-
ing Black autistic students have received disparate services. 
As compared with their White peers, Black and Native 
American students have higher rates of placement in more 
restrictive (self-contained) educational settings and identifi-
cation as having emotional and behavioral disorders or 
intellectual disability (Coutinho & Oswald, 2000; Snyder & 
Dillow, 2015). Recent studies also found that Black stu-
dents with disabilities are less likely to spend time in gen-
eral education settings than White students, regardless of 
income status (Cooc, 2022; Grindal et al., 2019) and dis-
ability type (Cooc, 2022). These disparities are striking and 
suggest ongoing bias and inequity in access to educational 
opportunities for Black students with disabilities. Inclusion 
in general education classrooms is the legal right of students 
with disabilities (IDEA, 2004), however, students from 
minoritized backgrounds, and specifically Black students, 
continue to be disproportionately segregated from their 
non-disabled peers. This is certainly an issue of racial, dis-
ability, and educational justice that commands additional 
research and policy work. Inclusive practices also benefit 
all students, including those with and without disabilities 
(Nilholm, 2021; Odom et al., 2011).

Research on racial disparity in special education services 
is scarce. We found in this study that while there have been 
improvements in autism identification over time, there are 
still challenges in service access. Native Hawaiian or Other 
Pacific Islander students were less likely to have all services 

that we reviewed listed in their IEP compared with their 
peers. Hispanic/Latino students were less likely to receive 
five out of the six services examined. Although services 
listed in an IEP are usually based on student needs and their 
goals, we would expect that all races and ethnicities will be 
equally impacted by these factors. Nevertheless, these two 
groups of students were consistently under-represented in a 
large proportion of the services, three of which were top 
services received by autistic students (Wei et al., 2014). The 
disproportionality in educational services identified in IEPs 
has also been reported in other studies. In general, non-
White students with autism receive fewer special education 
services compared with their White peers (Sturm et  al., 
2021), and Hispanic/Latino students receive the fewest spe-
cial education services (Sturm et al., 2021). Hispanic/Latino 
students with autism receive lower rates of school-based 
physical therapy (Bilaver & Havlicek, 2019), occupational 
therapy (Bilaver & Havlicek, 2019; Irwin et al., 2022), and 
speech and language therapy (Irwin et al., 2022) than White 
peers. Our study is the first to suggest education service dis-
parity in Native Hawaiian or Other Pacific Islander 
(NHOPI) students with autism and further adds to the scarce 
literature on service disparities in the education system. The 
population size of this group was small compared with 
other groups, which may have impacted the RR analysis; 
however, it is possible that there are true group differences 
between the NHOPI and other racial groups. Future studies 
are needed to replicate and to understand the reasons behind 
the group differences in special education service receipt.

Group differences in identification, placement, ands ser-
vices might be driven by multiple factors. For example, 
Young et  al. (2024) found that behavioral characteristics, 
level of impairment, presence of a clinical autism diagnosis, 
and a diagnosis of intellectual disability contributed to dis-
proportionality in autism identification. Children without 
clinical autism or intellectual disability diagnosis or with 
other co-occurring clinical diagnoses were less likely to 
receive an educational autism diagnosis. However, these 
children were also more likely to have a less comprehensive 
evaluation which may be a result of systemic disparities. 
Furthermore, traditionally marginalized children were less 
likely to have any mention of autism concern in their records 
compared with their White peers (Young et al., 2024). Other 
systemic, child, and caregiver factors also contribute to the 
differences, including community poverty (Burton et  al., 
2017; Cruz & Rodl, 2018), living in rural settings (Kim 
et al., 2021), gaps in curriculum and instruction implemen-
tation, inconsistent pre-referral processes, educators’ lim-
ited beliefs in student ability (Fergus, 2010), potential 
implicit biases, lack of cultural consideration (Golson et al., 
2022), barriers in navigating the special education system 
for families with autistic children (Luelmo et  al., 2022), 
academic achievement (Farkas et al., 2020), and caregivers’ 
challenges in advocating for inclusive placement (Howard 
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et  al., 2021). For example, Luelmo et al. (2022) found a 
discrepancy in navigating the special education system in 
Spanish- and English-speaking caregivers, in which the for-
mer were less likely to identify initial signs of any disability 
and more likely to rely on teachers to identify a disability. 
English learner status may impact timely diagnosis or eligi-
bility determination (Hibel & Jasper, 2012). Schools may 
take a wait-and-see approach and hope to differentiate lan-
guage barrier issues versus disability as students’ English 
improves, which may delay the determination of eligibility 
for special education and, in turn, needed services. 
Caregivers who are more educated, have higher income, or 
have more social connections may be more likely to advo-
cate for their child 1; Magaña et  al., 2013; Sturm et  al., 
2021); however, the burden should not fall completely on 
caregivers.

Additional support should be provided to help caregivers 
navigate and advocate for their child.

Limitations

As with many other studies examining potential racial and 
ethnic group differences, this study has several limitations. 
The results reported in this study were primarily 
descriptive.

Although it is typical for studies in this area, we were not 
able to conduct detailed, fine-grained analyses (e.g., statisti-
cally compare risk ratios across years or assess potential 
confounding variables) given the limited public access to 
district, school, and student-level data. Therefore, we can-
not make definitive statements regarding disproportionality 
by race and ethnicity.

Additionally, the identification and services labels may 
not be defined, interpreted, or assessed in the same way 
across districts, schools, or states. This limits the generaliz-
ability of the findings; however, California has a large 
diversity of districts and schools. Additionally, RR analyses 
tend to be less stable with small sample sizes (Cooc, 2018), 
and some racial and ethnic groups have larger sample sizes 
than others. This may limit the accurate interpretation of our 
findings. The data analyzed in this study relied on popula-
tion data reported by the Department of Education for state 
and federal reporting purposes. As a result, we have no con-
trol over data collection and are limited to exploring more 
depth and specific analyses and cannot verify data 
accuracy.

Implications and Future Directions

Correct educational identification matters because of its 
implication for quality individualized educational pro-
gram (IEP) development to identify appropriate services 
and goals. For autistic students, implementing a quality 
IEP that includes measurable goals strongly predicts 

student functional outcomes (Ruble & McGrew, 2013). 
The disparities in service provision have significant impli-
cations for educational equity and the well-being of autis-
tic students. Addressing these issues requires a multifaceted 
approach at both the policy and the practice levels. 
Importantly, findings of persistent disparities may shed 
light on possible root causes of disproportionality that 
need to be addressed at the system level, especially in 
Hispanic/Latino students. Future studies are needed to 
examine factors impacting the group differences (e.g., 
understanding cultural norms, diagnostic evaluation tools, 
implicit biases, lack of multitiered systems of support, and 
lack of adequate English Learner support and instruction; 
Luelmo et al., 2022; Tek & Landa, 2012) and explore how 
multiple intersectional identities, such as race, ethnicity, 
gender, and socioeconomic status, intersect to influence 
disparities in autism identification and services. State edu-
cation agencies should continue monitoring dispropor-
tionality using RR analyses and other relevant metrics 
(e.g., suspension rates, family and teacher interviews, and 
record reviews). Timely and accurate data collection is 
essential for identifying and addressing disparities so they 
can be adequately addressed and to determine whether ini-
tiatives to reduce disparities work. Future studies should 
investigate how local factors, such as community demo-
graphics, school resources, and geographic location, con-
tribute to disparities in autism identification and service 
provision. Although increased awareness and training for 
teachers and other service providers may have contributed 
to the improvement in racial disparity, continued work is 
needed as Hispanic/Latino and Native Hawaiian or Other 
Pacific Islanders remain underrepresented (Devereaux 
et al., 2010; Hoover et al., 2018). State- and district-level 
administrators should take actions to diversify the work-
force (Kim et al., 2025). School personnel, including edu-
cators, administrators, and support staff, should receive 
ongoing training on culturally responsive practices, 
implicit bias, and disability awareness, and be rewarded 
for using culturally responsive approaches (Kim et  al., 
2025; Young et al., 2024). This training can promote fair 
assessment and appropriate service provision for all stu-
dents (Truong et  al., 2022), which is consistent with 
IDEA’s mandates of conducting fair, linguistic, and cultur-
ally sensitive evaluations.

Group differences in inclusion and service access sug-
gest monitoring and regular reviews are needed, especially 
in Black, Hispanic, and Native Hawaiian or Other Pacific 
Islander students with autism to identify and mitigate poten-
tial biases that contribute to disparities.

Longitudinal tracking with valid measurement tools may 
help determine whether racial disparities improve over time 
(Burke et al., 2020; Cooc, 2022). This dataset did not allow 
us to account for variations in factors that may contribute to 
the racial and ethnic disparities at multiple levels (e.g., 
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individual, family, teacher, school, or district); it will be 
important to identify factors at the system level (e.g., school 
and district), such as limited access to a comprehensive 
medical evaluation, that leads to disparities.

IEP teams should use culturally responsive practices 
when developing and implementing individualized plans. 
This includes involving families in the decision-making 
process (Burke et al., 2020; Reyes et al., 2018) and tailoring 
interventions to students’ cultural and linguistic back-
grounds. Additional support should be provided to caregiv-
ers from marginalized backgrounds to increase their special 
education knowledge and empower them to navigate and 
advocate for their children (Burke et al., 2020).

Conclusion

The present study adds to the growing body of research 
highlighting disparities in autism identification and service 
provision in the special education system. While progress 
has been made in reducing some of these disparities, sig-
nificant challenges persist. Addressing these disparities 
requires a comprehensive effort that involves policy 
changes, practitioner training, and ongoing research to 
ensure that all students, regardless of their racial and ethnic 
background, have equal access to appropriate services and 
educational opportunities.

Author’s Note

We use person-first and identity-first terminology interchangeably 
to reflect the variety of preferences of autistic individuals, self-
advocates and caregivers.

Acknowledgments

We would like to thank Drs. Paul Luelmo and Danielle Harvey, 
and Ryan Estrellado for their consultation on this project.

Author Contributions

Y.Y., P.S., M.M., J.S., and A.S. contributed to the study concep-
tion and design. Material preparation, data extraction and analyses 
were performed by Y.Y. and J.H. The first draft of the manuscript 
was written by Y.Y. and M.M. All authors commented on previ-
ous versions of the manuscript. All authors read and approved the 
final manuscript.

Declaration of Conflicting Interests

The author(s) declared no potential conflicts of interest with 
respect to the research, authorship, and/or publication of this 
article.

Funding

This project was funded by the Institute for Education 
Sciences grant R324A170063. and by the Health Resources 
and Services Administration (HRSA) of the U.S. Department 
of Health and Human Services (HHS) under grant number 
1T73MC30113-01-00.

ORCID iD

Yue Yu  https://orcid.org/0000-0002-7417-0171

References

Albrecht, S. F., Skiba, R. J., Losen, D. J., Chung, C. G., & 
Middelberg, L. (2012). Federal policy on disproportional-
ity in special education: Is it moving us forward? Journal 
of Disability Policy Studies, 23(1), 14–25. https://doi.
org/10.1177/1044207311407917

Baio, J. (2018). Prevalence of autism spectrum disorder among 
children aged 8 years—autism and developmental disabilities 
monitoring network, 11 sites, United States, 2014. MMWR. 
Surveillance Summaries, 67(6), 1–23.

Baio, J. (2014). Prevalence of autism spectrum disorder among 
children aged 8 years-autism and developmental disabilities 
monitoring network, 11 sites, United States, 2010. Morbidity 
and Mortality Weekly Report. Surveillance Summaries, 63(2), 
1–21. https://api.semanticscholar.org/CorpusID:39373371

Bilaver, L. A., & Havlicek, J. (2019). Racial and ethnic dispari-
ties in autism-related health and educational services. Journal 
of Developmental & Behavioral Pediatrics, 40(7), 501–510. 
https://doi.org/10.1097/dbp.0000000000000700

Bolourian, Y., Tipton-Fisler, L. A., & Yassine, J. (2020). Special 
education placement trends: Least restrictive environ-
ment across five years in California. Contemporary School 
Psychology, 24, 164–173. https://doi.org/10.1007/s40688-018- 
00214-z

Burke, M. M., Rios, K., Garcia, M., & Magaña, S. (2020). 
Examining differences in empowerment, special education 
knowledge, and family–school partnerships among Latino 
and White families of children with autism spectrum disorder. 
International Journal of Developmental Disabilities, 66(1), 
75–81. https://doi.org/10.1080/20473869.2018.1487502

Burton, L. M., Mattingly, M., Pedroza, J., & Welsh, W. (2017). 
Pathways: A magazine on poverty, inequality, and social pol-
icy—State of the Union. https://inequality.stanford.edu/sites/
default/files/Pathways_SOTU_2017.pdf

California Department of Education (CDE). (n.d.). Dispro-
portionality. https://www.cde.ca.gov/sp/se/qa/disproportion-
ality.asp

Center for IDEA Fiscal Reporting & IDEA Data Center. (2015). 
Quick reference guide on coordinated early intervening ser-
vices. Wested.

Cooc, N. (2018). Examining the underrepresentation of Asian 
Americans in special education: New trends from California 
school districts. Exceptionality, 26(1), 1–19. https://doi.org/1
0.1080/09362835.2016.1216847

Cooc, N. (2022). Disparities in general education inclusion for 
students of color with disabilities: Understanding when and 
why. Journal of School Psychology, 90, 43–59. https://doi.
org/10.1016/j.jsp.2021.10.002

Coutinho, M. J., & Oswald, D. P. (2000). Disproportionate repre-
sentation in special education: A synthesis and recommenda-
tions. Journal of Child and Family Studies, 9(2), 135–156. 
https://doi.org/10.1023/A:1009462820157

Cruz, R. A., & Rodl, J. E. (2018). An integrative synthesis of 
literature on disproportionality in special education. The 
Journal of Special Education, 52(1), 50–63. https://doi.
org/10.1177/0022466918758707

https://orcid.org/0000-0002-7417-0171
https://doi.org/10.1177/1044207311407917
https://doi.org/10.1177/1044207311407917
https://api.semanticscholar.org/CorpusID:39373371
https://doi.org/10.1097/dbp.0000000000000700
https://doi.org/10.1007/s40688-018-00214-z
https://doi.org/10.1007/s40688-018-00214-z
https://doi.org/10.1080/20473869.2018.1487502
https://inequality.stanford.edu/sites/default/files/Pathways_SOTU_2017.pdf
https://inequality.stanford.edu/sites/default/files/Pathways_SOTU_2017.pdf
https://www.cde.ca.gov/sp/se/qa/disproportionality.asp
https://www.cde.ca.gov/sp/se/qa/disproportionality.asp
https://doi.org/10.1080/09362835.2016.1216847
https://doi.org/10.1080/09362835.2016.1216847
https://doi.org/10.1016/j.jsp.2021.10.002
https://doi.org/10.1016/j.jsp.2021.10.002
https://doi.org/10.1023/A:1009462820157
https://doi.org/10.1177/0022466918758707
https://doi.org/10.1177/0022466918758707


10	 The Journal of Special Education 00(0)

Devereaux, T. H., Prater, M. A., Jackson, A., Heath, M. A., & 
Carter, N. J. (2010). Special education faculty perceptions of 
participating in a culturally responsive professional develop-
ment program. Teacher Education and Special Education, 
33(4), 263–278. https://doi.org/10.1177/0888406410371642

Esler, A. N., Sample, J., Hall-Lande, J., Harris, B., Rice, C., 
Poynter, J., Kirby, R. S., & Wiggins, L. (2023). Patterns of 
special education eligibility and age of first autism spectrum 
disorder (ASD) identification among us children with ASD. 
Journal of Autism and Developmental Disorders, 53(5), 
1739–1754. https://doi.org/10.1007/s10803-022-05475-5

Farkas, G., Morgan, P. L., Hillemeier, M. M., Mitchell, C., & 
Woods, A. D. (2020). District- level achievement gaps 
explain Black and Hispanic overrepresentation in special 
education. Exceptional Children, 86(4), 374–392. https://doi.
org/10.1177/0014402919893695

Fergus, E. (2010). Distinguishing difference from disability: 
The common causes of racial/ethnic disproportionality in 
special education. Equity Alliance Center at Arizonia State 
University.

Golson, M. E., Haverkamp, C. R., McClain, M. B., Schwartz, S. 
E., Ha, J., Harris, B., & Benallie, K. J. (2022). Influences of 
student race/ethnicity and gender on autism special educa-
tion classification considerations. Autism, 26(6), 1423–1435. 
https://doi.org/10.1177/13623613211050440

Grindal, T., Schifter, L. A., Schwartz, G., & Hehir, T. (2019). 
Racial differences in special education identification and 
placement: Evidence across three states. Harvard Educational 
Review, 89(4), 525–553. https://doi.org/10.17763/1943-5045-
89.4.525

Hibel, J., & Jasper, A. D. (2012). Delayed special educa-
tion placement for learning disabilities among children of 
immigrants. Social Forces, 91(2), 503–530. https://dx.doi.
org/10.2307/23361099

Hoover, J. J., Erickson, J. R., Herron, S. R., & Smith, C. E. (2018). 
Implementing culturally and linguistically responsive special 
education eligibility assessment in rural county elementary 
schools: Pilot project. Rural Special Education Quarterly, 
37(2), 90–102. https://doi.org/10.1177/8756870518761879

Howard, J., Copeland, J. N., Gifford, E. J., Lawson, J., Bai, Y., 
Heilbron, N., & Maslow, G. (2021). Brief report: Classifying 
rates of students with autism and intellectual disability in 
North Carolina: Roles of race and economic disadvantage. 
Journal of Autism Developmental Disorder, 51(1), 307–314. 
https://doi.org/10.1007/s10803-020-04527-y

Hussar, B., Zhang, J., Hein, S., Wang, K., Roberts, A., Cui, J., 
Smith, M., Bullock Mann, F., Barmer, A., & Dilig, R. (2020). 
The condition of education 2020 (NCES 2020-144). U.S. 
Department of Education, National Center for Education 
Statistics.

Individuals with Disabilities Education Act Amendments of 1997, 
20 U.S.C. §1400 et seq. (1997).

Individuals with Disabilities Education Act of 2004. 20 U. S. C. 
§1400 et seq. (2004).

Irwin, V., De La Rosa, J., Wang, K., Hein, S., Zhang, J., Burr, 
R., Roberts, A., Barmer, A., Bullock Mann, F., Dilig, R., & 
Parker, S. (2022). Report on the condition of education 2022 
(NCES 2022-144). U.S. Department of Education, National 
Center for Education Statistics.

Kim, E. T., Franz, L., Fannin, D. K., Howard, J., & Maslow, G. 
(2021). Educational classifications of autism spectrum disor-
der and intellectual disability among school-aged children in 
North Carolina: Associations with race, rurality, and resource 
availability. Autism Research, 14(5), 1046–1060. https://doi.
org/10.1002/aur.2492

Kim, H., Karakaya, M. F., Skinner, M., & Baker, D. (2025). A sys-
tematic literature review of racial disproportionality in autism 
in the U.S. Journal of Autism and Developmental Disorders, 
55(3), 1010–1030. https://doi.org/10.1007/s10803-024-
06247-z

Kurth, J. A. (2015). Educational placement of students with 
autism: The impact of state of residence. Focus on Autism and 
Other Developmental Disabilities, 30(4), 249–256. https://
doi.org/10.1177/1088357614547891

Luelmo, P., Hall, L. J., & Estrellado, R. (2022). Examination 
of racial/ethnic disproportionality of autism in California. 
Research in Autism Spectrum Disorders, 96, 102001. https://
doi.org/10.1016/j.rasd.2022.102001

Maenner, M. J. (2020). Prevalence of autism spectrum disorder 
among children aged 8 years—autism and developmental dis-
abilities monitoring network, 11 sites, United States, 2016. 
MMWR. Surveillance Summaries, 69(4), 1–12. https://doi.
org/10.15585/mmwr.ss6904a1

Maenner, M. J., Shaw, K. A., Bakian, A. V., Bilder, D. A., Durkin, 
M. S., Esler, A., Furnier, S. M., Hallas, L., Hall-Lande, J., 
Hudson, A., Hughes, M. M., Patrick, M., Pierce, K., Poynter, 
J. N., Salinas, A., Shenouda, J., Vehorn, A., Warren, Z., 
Constantino, J. N., .  .  .Cogswell, M. E. (2021). Prevalence 
and characteristics of autism spectrum disorder among chil-
dren aged 8 years—autism and developmental disabilities 
monitoring network, 11 sites, United States, 2018. MMWR 
Surveillance Summaries, 70(11), 1. https://doi.org/10.15585/
mmwr.ss7011a1

Maenner, M. J., Warren, Z., Williams, A. R., Amoakohene, 
E., Bakian, A. V., Bilder, D. A., .  .  .Shaw, K. A. (2023). 
Prevalence and characteristics of autism spectrum disorder 
among children aged 8 years—Autism and developmental 
disabilities monitoring network, 11 sites, United States, 2020. 
MMWR Surveillance Summaries, 72(2), 1–14. https://doi.
org/10.15585/mmwr.ss7202a1

Magaña, S., Lopez, K., Aguinaga, A., & Morton, H. (2013). 
Access to diagnosis and treatment services among latino 
children with autism spectrum disorders. Intellectual and 
Developmental Disabilities, 51(3), 141–153. https://doi.
org/10.1352/1934-9556-51.3.141

Marks, S. U., & Kurth, J. A. (2013). Examination of dispropor-
tionality of autism in school-aged populations in the U.S. The 
Journal of the International Association of Special Education, 
14, 9–21. https://hdl.handle.net/1808/29921

Marks, S. U., Kurth, J. A., & Bartz, J. M. (2014). Exploring the 
landscape of inclusion: Profiles of inclusive vs. segregated 
districts. Journal of the International Association of Special 
Education, 15, 74–84. https://hdl.handle.net/1808/29917

McDonald, C. A., Donnelly, J. P., Feldman-Alguire, A. L., 
Rodgers, J. D., Lopata, C., & Thomeer, M. L. (2019). Special 
education service use by children with autism spectrum disor-
der. Journal of Autism and Developmental Disorders, 49(6), 
2437–2446. https://doi.org/10.1007/s10803-019-03997-z

https://doi.org/10.1177/0888406410371642
https://doi.org/10.1007/s10803-022-05475-5
https://doi.org/10.1177/0014402919893695
https://doi.org/10.1177/0014402919893695
https://doi.org/10.1177/13623613211050440
https://doi.org/10.17763/1943-5045-89.4.525
https://doi.org/10.17763/1943-5045-89.4.525
https://dx.doi.org/10.2307/23361099
https://dx.doi.org/10.2307/23361099
https://doi.org/10.1177/8756870518761879
https://doi.org/10.1007/s10803-020-04527-y
https://doi.org/10.1002/aur.2492
https://doi.org/10.1002/aur.2492
https://doi.org/10.1007/s10803-024-06247-z
https://doi.org/10.1007/s10803-024-06247-z
https://doi.org/10.1177/1088357614547891
https://doi.org/10.1177/1088357614547891
https://doi.org/10.1016/j.rasd.2022.102001
https://doi.org/10.1016/j.rasd.2022.102001
https://doi.org/10.15585/mmwr.ss6904a1
https://doi.org/10.15585/mmwr.ss6904a1
https://doi.org/10.15585/mmwr.ss7011a1
https://doi.org/10.15585/mmwr.ss7011a1
https://doi.org/10.15585/mmwr.ss7202a1
https://doi.org/10.15585/mmwr.ss7202a1
https://doi.org/10.1352/1934-9556-51.3.141
https://doi.org/10.1352/1934-9556-51.3.141
https://hdl.handle.net/1808/29921
https://hdl.handle.net/1808/29917
https://doi.org/10.1007/s10803-019-03997-z


Yu et al.	 11

Morgan, P. L., Farkas, G., Hillemeier, M. M., & Maczuga, S. 
(2017). Replicated evidence of racial and ethnic dispari-
ties in disability identification in U.S. schools. Educational 
Researcher, 46(6), 305–322. https://psycnet.apa.org/doi/10. 
3102/0013189X17726282

Morrier, M. J., & Hess, K. L. (2012). Ethnic differences in 
autism eligibility in the United States public schools. The 
Journal of Special Education, 46(1), 49–63. https://doi.
org/10.1177/0022466910372137

Nicolas, P. J. (2004). Statistics for epidemiology (1st ed.). 
Chapman & Hall.

Nilholm, C. (2021). Research about inclusive education in 2020—
How can we improve our theories in order to change prac-
tice? European Journal of Special Needs Education, 36(3), 
358–370. https://doi.org/10.1080/08856257.2020.1754547

Odom, S. L., Buysse, V., & Soukakou, E. (2011). Inclusion for 
young children with disabilities: A quarter century of research 
perspectives. Journal of Early Intervention, 33(4), 344–356. 
https://doi.org/10.1177/1053815111430094

Pettygrove, S., Pinborough-Zimmerman, J., John Meaney, F., Van 
Naarden Braun, K., Nicholas, J., Miller, L., Miller, J., & Rice, 
C. (2013). Predictors of ascertainment of autism spectrum 
disorders across nine US communities. Journal of Autism 
and Developmental Disorders, 43, 1867–1879. https://doi.
org/10.1007/s10803-012-1732-4

Reyes, N. M., Lindly, O. J., Chavez, A. E., Folan, A., Macias, 
K., Smith, K. A., .  .  .Zuckerman, K. (2018). Maternal beliefs 
about autism: A link between intervention services and autism 
severity in White and Latino mothers. Research in Autism 
Spectrum Disorders, 51, 38–48. https://doi.org/10.1016/j.
rasd.2018.04.001

Ruble, L., & McGrew, J. H. (2013). Teacher and child predic-
tors of achieving IEP goals of children with autism. Journal 
of Autism and Developmental Disorders, 43(12), 2748–2763. 
https://doi.org/10.1007/s10803-013-1884-x

Skiba, R. J., Poloni-Staudinger, L., Gallini, S., Simmons, A. B., & 
Feggins-Azziz, R. (2006). Disparate access: The dispropor-
tionality of African American students with disabilities across 
educational environments. Exceptional Children, 72(4), 411–
424. https://doi.org/10.1177/001440290607200402

Snyder, T. D., & Dillow, S. A. (2015). Digest of education statis-
tics 2013 (NCES 2015–011). National Center for Education 
Statistics, Institute of Education Sciences, U.S. Department 
of Education.

State of California Department of Finance California. (2023, 
October). Public K-12 Graded Enrollment and High School 
Graduate Projections by County, 2023 Series.

Sturm, A., Williams, J., & Kasari, C. (2021). Who gains and 
who loses? Sociodemographic disparities in access to spe-
cial education services among autistic students. Autism 
Research, 14(8), 1621–1632. https://doi.org/10.1002/aur. 
2517

Sullivan, A. L. (2013). School-based autism identification: 
Prevalence, racial disparities, and systemic correlates. School 
Psychology Review, 42(3), 298–316. https://doi.org/10.1080/
02796015.2013.12087475

Tek, S., & Landa, R. J. (2012). Difference in autism symptoms 
between minority and non- minority toddlers. Journal of 
Autism and Developmental Disorders, 42(9), 1967–1973. 
https://doi.org/10.1007/s10803-012-1445-8.Differences

Travers, J. C., & Krezmien, M. (2018). Racial dispari-
ties in autism identification in the United States during 
2014. Exceptional Children, 84(4), 403–419. https://doi.
org/10.1177/0014402918771337

Travers, J. C., Krezmien, M. P., Mulcahy, C., & Tincani, M. 
(2014). Racial disparity in administrative autism identifi-
cation across the United States during 2000 and 2007. The 
Journal of Special Education, 48(3), 155–166. https://doi.
org/10.1177/0022466912454014

Truong, D. M., Barth, A. M., Mire, S. S., Ayala, M. L., Ramclam, 
A. N., Tan, S. X., & McKee, S. L. (2022). Cultural consider-
ations for conducting autism assessment with Asian American 
and Pacific Islander students. Psychology in the Schools, 
59(7), 1430–1444. https://doi.org/10.1002/pits.22671

U.S. Department of Education. (2004). Individuals with disabili-
ties education act. Public Law No: 108–446. https://www.
congress.gov/bill/108th-congress/house-bill/1350/text

U.S. Department of Education. (2019). IDEA Part B Child 
Count and Educational Environments Collection (2018-
19). EDFacts Data Warehouse (EDW). https://go.usa.gov/
xdp4T

U.S. Department of Education. (2024). OSEP fast facts: Children 
identified with autism. https://sites.ed.gov/idea/osep-fast-
facts-children-identified-with-autism-2024/

Wei, X., Wagner, M., Christiano, E. R. A., Shattuck, P., & Yu, J. 
W. (2014). Special education services received by students 
with autism spectrum disorders from preschool through high 
school. The Journal of Special Education, 48(3), 167–179. 
https://doi.org/10.1177/002246691348357

Young, K., Harris, B., Hall-Lande, J., & Esler, A. (2024). The 
intersection of systemic, child, and evaluation factors in the 
prediction of autism special education eligibility; exam-
ining the role of race and ethnicity. Journal of Autism and 
Developmental Disorders, 54(9), 3274–3289.

https://psycnet.apa.org/doi/10.3102/0013189X17726282
https://psycnet.apa.org/doi/10.3102/0013189X17726282
https://doi.org/10.1177/0022466910372137
https://doi.org/10.1177/0022466910372137
https://doi.org/10.1080/08856257.2020.1754547
https://doi.org/10.1177/1053815111430094
https://doi.org/10.1007/s10803-012-1732-4
https://doi.org/10.1007/s10803-012-1732-4
https://doi.org/10.1016/j.rasd.2018.04.001
https://doi.org/10.1016/j.rasd.2018.04.001
https://doi.org/10.1007/s10803-013-1884-x
https://doi.org/10.1177/001440290607200402
https://doi.org/10.1002/aur.2517
https://doi.org/10.1002/aur.2517
https://doi.org/10.1080/02796015.2013.12087475
https://doi.org/10.1080/02796015.2013.12087475
https://doi.org/10.1007/s10803-012-1445-8.Differences
https://doi.org/10.1177/0014402918771337
https://doi.org/10.1177/0014402918771337
https://doi.org/10.1177/0022466912454014
https://doi.org/10.1177/0022466912454014
https://doi.org/10.1002/pits.22671
https://www.congress.gov/bill/108th-congress/house-bill/1350/text
https://www.congress.gov/bill/108th-congress/house-bill/1350/text
https://go.usa.gov/xdp4T
https://go.usa.gov/xdp4T
https://sites.ed.gov/idea/osep-fast-facts-children-identified-with-autism-2024/
https://sites.ed.gov/idea/osep-fast-facts-children-identified-with-autism-2024/
https://doi.org/10.1177/002246691348357



