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respective disciplines and the collaborative skills required to work 
effectively with others in the context of a family-centered approach in 
general education classrooms and other inclusive environments 
(Rainforth & York-Barr, 1997). 

It is important to note here that much of the knowledge and many 
of the skills that related services personnel possess are not exclusive or 
unique to any particular discipline and mayor may not be possessed by 
all those of a particular profession. The fact that someone has a related 
services title (e.g., physical therapist, speech-language pathologist) in no 
way guarantees that he or she has had training or experience to provide 
inclusive school-based services for children with a wide range of devel­
opmental disabilities. Furthermore, every discipline that serves students 
with disabilities overlaps with other disciplines to varying degrees, 
sometimes substantially so. This is one reason why it is important to con­
sider the potentially overlapping roles that general and special educa­
tors, family members, and related services personnel share. In inclusive 
education models, team members must communicate with each other to 
identify the potential interrelationships among their disciplines and to 
avoid unnecessary gaps, overlaps, and contradictions among their rec­
ommendations and activities. This communication is essential to ensure 
that individually determined student supports are provided in ways that 
1) effectively achieve specified outcomes, 2) use resourc~s in a responsi­
ble manner, 3) are status enhancing or status neutral for ·the student, and 
4) are "only as special as necessary" (Giangreco, 1996). 

From the initial passage of the Education for All Handicapped 
Children Act of 1975 (PL 94-142) through the Individuals with Disabil­
ities Education Act (IDEA) Amendments 
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that too often 1) do not match the IDEA definition of related services; 
2) do not abide by court rulings pertaining to related services (e.g., 
Board of Education of the Hendrick Hudson Central School District v. 
Rowley, 1982; Irving Independent School District v. Tatro, 1984); 3) do not 
coincide with exemplary practices for educating students with disabil­
ities (Fox & Williams, 1991; Meyer & Eichinger, 1994); and 4) do not 
adequately support students with disabilities in general education 
classes. Some of these historically common yet interfering practices are 
listed in Table 1 (Giangreco, Edelman, & Dennis, 1991; Giangreco, 
Edelman, Luiselli, & MacFarland, 1996; Giangreco, Edelman, Luiselli, 
& MacFarland, 1998; Giangreco, Edelman, & Nelson, 1998). 

Simply stated, appropriately provided related services are too 
important for students, families, and school personnel to be provided 
in ways that interfere with the education of students with disabilities. 
Therefore, the remainder of this chapter is designed to encourage qual­
ity provision of educationally necessary related services. First, seven 
generic roles of related services prOViders are offered as constructive 
alternatives to many of the historically interfering practices discussed. 
These are also listed in Table 1. Next, four brief case o f  
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vidualized education program (IEP) goals or accommodations for 
which the team agrees the related service was necessary, 3) an example 
of a commonly applied support for which the team decides that the 
provision of the related service was not necessary, and 4) examples of 
how the related services personnel provided support in ways that were 
consistent with their generic roles as described in this chapter. The 
chapter ends with implications for facilitating an increasing quality of _ 
related services that are educationally necessary and effective in assist­
ing children with disabilities. 

GENERIC ROLES OF 
RELATED SERVICES PROVIDERS 

Based on our observations, interactions, and research with related ser­
vices providers, several roles that cross disciplinary boundaries have 
emerged. Recognition of these generic roles reinforces the need to exam­
ine critical approaches to service delivery by support service personnel. 
Each of these generic roles is described in the following sections. 

Establish a Shared Framework 

All decision making about the education of children is based on beliefs, 
values, and assumptions. A shared framework consists of a team's com­
mon set of beliefs, values, or assumptions about education, children, 
families, and professionals that they negotiate through active participa­
tion and contribution. As professionals, educators and related services 
personnel may have been socialized to serve and protect their own dis­
ciplines. When teams develop a shared framework, each member's 
existing beliefs about his or her own profession may be challenh
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dent's needs, such as 1) having the speech-language pathologist 
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3. Check with the sender and receiver 

4. Generalization across environments 

5. Only as special as necessary? 

6. Provided appropriately during non-school hours 

First, we can ask, "Will 
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responsible for providing that service, because it could be delivered 
appropriately during non-school hours. Application of this'standard, 
established in the Tatro case, should be considered carefully. The Code 
of Federal Regulations has established that certain supports that are 
.related to school but occur during non-school hours indeed are 
appropriately provided related services. Support for students with 
disabilities to participate in co-curricular activities, community-b~sed 
training, and parent training are examples of such supports. 

"Working in the Context of the 
General Education Program and Environment 

As related services providers spend more time supporting students 
with disabilities in general education classes, they are faced with Tj
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Figure I. (continued) 

Step 10.1 
Evaluation of Impact Process 

for Learning Outcomes 
Directions: Answer the following questions to discuss student progress toward IEP 
Annual Goals or Additional Learning Outcomes categories. 

Student name: Kels/td Date of team 
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Step 10.2 ~ 
Evaluation of Impact Process ~ 

for General Supports 
Directions: Answer the following questions to discuss the student's status regarding the 
identified General Supports category; use one page for each area. 

Student name: Kdslrl1 Date of team meeting: J.tJ.;1-;.>.8,-""9OLl'" ____ _ 

Team members participating in discussion: DL VI( W IE Rz4 

1. General Supports category being discussed: .LUaM.a.!::wltl~'tt#'f_.uot.l<i1f,"'~r."":<1'-------­
Items: Others 1etJ(lfIitg si;ItS 

2. Valued Life Outcome(s) being facilitated throu~h these general supports: ___ _ 
Met1ltlitpfnl reI4Iolts/tlpB. Jlfet1ltlitpfttl tlcFtvltles/p/ttces 

3. When was the last time these general supports were discussed by the team? 
Date: h-8-o/ 

4. What has been done since then related to these general supports? Vtll tlltt! l1171tl 
sillt for t1/1 dtlSS tlctlvlties. T we Torlfftjr Slilt dtlsses for c1r17r/relt eVeTIl 
t!tl¥ (5 lftIitnteiJ. 

5. What is the current status of these general supports? OltlolitllilfP/eJlfeuttltiolt 

6. What changes, if any, has the student experienced on the correspondin.z. yalued life 
Outcome(s) as a result of having these general supports provided? ~/IItS Jlfore 

witlt peers tlltt! Vtll kotIt rfCeptive/¥ tlM expressive/If 

7. What changes, if any, need to be made in the educational program regarding these 
general supports to facilitate the corresponding Valued Life Outcome(s)? Ot:!ters lit 

sc/mo/ Iteedmore ilfstrut:f;iOtl $!tort /1188MS Olt-flre-Ill{ I1ffd Itt fl1Cfltty 
meeti1tg8 Tel1clr iff otlrer c/488!!8 cs.pedl1/ty of M!IfI! Imrie. 

Choosing Outcomes and Accommodations for ChIldren • 01998 by Michael F. Ci.llngreeo 
Baltimore: Paul H. Brookes Publishing Co. 

(continued) 
Figure 2. Evaluation of impact process for learning outcomes. step 10.2. (From Giangreco. M.F.. 
Cloninger. C.J .• & Iverson.v.S. [1998]. Choosing outcomes and accommodations for children:A guide to 
educational planning for students with disabilities [2nd ed .• p. 270]. Baltimore: Paul H. Brookes 
Publishing Co.; reprinted by permission.) 

Outcomes and Accommodations for Children: A Guide to Educational 
Planning for Students with Disabilities, Second Edition; Giangreco et al., 
1998) to address students' learning outcomes (see Figure 1) and 
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CASE STUDIES 

In this section, the generic principles of providing the educationally rel­
evant and necessary related services discussed thus far d i s c u s 8 r v i c e  1 2 9 . 4 8  6 1 3 . 4 5  T j 
 0 . r v i c e s  
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those that were difficult for him.This fact-finding was used as part of 
a broad set of information to help the team identify learning priori­
ties for Elliot that could be translated into his annual IEP goals. The 
team also clarified expectations for his participation within the gen­
eral education curriculum and general support needs. 

Once these foundational decisions were made, the team asked 
the question, "What kind of supports will Elliot need to be success­
ful at the middle school and to pursue his IEP?" It was at this point 
that the these t h e  mhe that sc5e e r a l  p44t 
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trust building. The psychologist would facilitate interagency support 
for Elliot through a referral to the 
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5. Stephen determined that it would be helpful to talk about his 
stuttering, particularly with his science and history classmates 
because these classes required a significant amount of discus­
sion and lab work with a partner. 

As a support for Stephen's written language impairments, the 
freshman English teacher offers writing practice opportunities to \1.11 
interested students twice a week after school. Peers also were iden­
tified who could help any students requiring assistance with editing 
and reflection on the content of their written language. Stephen indi­
cated that he would feel comfortable with access to these resources 
to support his written language problems. 

It was clear to the team that Stephen needed and wanted 'to 
generalize his skills and strategies in this high school environment. 
The speech-language pathologist trusted that Stephen's primary 
goals would be supported by his general education environment with 
the addition of teachers and peers he identified as confidants. The 
speech-language pathologist would remain a support person for 
brainstorming new ideas on a quarterly basis. 

Occupational Therapy 

Pediatric occupational therapists are trained to promote the develop-' 
ment of motor, play, social, adaptive, and perceptual abilities of chil­
dren who experience a wide range of developmental challenges. As a 
related services provider in special education programs, an occupa­
tional therapist can support a child's ability to function as indepen­
dently as possible and to benefit from his or her education program. 
The follOWing case study illustrates this type of support. 

Lazaro 

Lazaro, a lively 3-year-old boy, had been 
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The information provided by the occupational 
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Determining which, if any, support services Lazaro needed to 
benefit from his education program was a team decision. To make 
informed decisions, each team member reviewed information gath­
ered during assessments conducted by the IEP team.The occupation­
al therapist focused her attention on the information from parents, 
teachers, and other specialists, including the physical therapist and 
speech-language pathologist, related to the family-selected education­
al priorities and preschool curriculum. Although the occupational 
therapist had skills related to much of Lazaro's education program, 
the team decided that occupational therapy involvement was needed 
to address only some of Lazaro's educational needs because other 
team members could provide needed supports more appropriately in 
a way that was only as special as necessary. For those priorities with 
which the occupational therapist was to be involved, she would con­
tinue to collaborate with other team members to identify long- and 
short-term IEP objectives and strategies to support and assess the 
objectives. In Lazaro's case, the following decisions were made: 

I. The occupational therapist did not need to be involved in the 
listed IEP priority of sustaining social interactions with peers.The 
team agreed that the preschool teacher and the parents, work­
ing together. could address this goal adequately by creating social 
experiences and providing Lazaro with instruction and support. 

2. The team agreed that the occupational therapist did not need 
to be involved in the listed IEP priority of making requests, 
because her proposed input substantially overlapped that of 
both the speech-language pathologist and the special educator. 
Recognizing the potential future need for occupational therapy 
involvement related to communication, the team agreed that 
their decision should be revisited in 2 months. 

3. Team members agreed that the occupational therapist did need 
to address the safe eating and drinking IEP priority. Although 
there were identified overlaps in this area with the speech­
language pathologist, the team decided that the overlaps were 
necessary. The occupational therapist would serve Lazaro indi­
rectly through the speech-language pathologist an9 teacher. The 
occupational therapist would play a major role in suggesting 
increasingly challenging food textures, types, and sizes for home 
and school snacks. She also would select or construct adaptive 
eating materials such as an adapted cup with a straw. In addition, 
the occupational therapist would serve as a liaison among the 
family, medical service providers, and the education team. 
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4. The team agreed that the occupational therapist needed to sup­
port dressing skills by sharing knowledge and resources with 
other team members. She would consult with the teachers and 
the parents regarding accommodations and strategies for putting 
on and taking off clothing. The teachers were to take responsi­
bility for practicing dressing at appropriate times throughout the 
school day. The occupational therapist also was to assist the 
family in selecting shoes, boots, and clothing fasteners that were 
most appropriate for Lazaro. The team discussed the probability 
that, once the parents learned tlie principles behind the selection 
of appropriate clothing, this aspect of occupational therapy 
involvement could be reduced or 

day. c o u l d  
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ate a variety of toys, musical devices, and a simple scanning device. 
This year Tina's team included her classroom teacher, classroom 
instruction assistant, speech-language pathologist, occupational ther­
apist, physical therapist, and mother. 

Using COACH (Giangreco et aI., 1998), a family-friendly 
process, Tina's mother selected a set of five discipline-free priorities 
to be restated as annual goals on her IEP. Tina's priorities were I) 
making choices; 2) engaging in individual leisure activities; 3) com­
pleting tasks independently; 4) identifying objects, pictures, and sym­
bols; and 5) initiating and sustaining social interactions. Several 
additional learning outcomes, beyond the IEP priorities, were identi­
fied together by the team based on Tina's individual needs and on the 
general education curriculum for her school. Some of these addi­
tional learning outcomes included responding to yes-or-no questions, 
expressing "more," learning to complete a classroom assignment, 
using the computer, and achieving selected language and math out­
comes using a multilevel curriculum approach. 

General supports also were identified by the team. The team 
recognized that the success of Tina's school eXl'erience would 
depe~d in part on providing her 



\.)l Table 3. Tina's physical therapy service plan 
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Identified outcome or support 

Specialized positioning and move­
ment techniques 

Accessible activities and environ­
ments 

Manage eqUipment 

Instructional accommodation 

Develop emergency evacuation pro­
cedures 

Specific need Function to be served 

• Recommended positions to match Developing adaptations 
classroom activities and Tina's 
needs 

• Select and assist'in procurement of Developing adaptations 
positioning equipment 

• Teach staff safe and effective move- Teaching others 
ment and positioning assistance 
techniques 

• Teach staff safe body mechanics for Teaching others 
transferring and lifting Tina 

• Ongoing evaluation and monitoring Teaching others 
of use of techniques taught 

• Documentation on videotape and in Teaching others 
notebook of photographs for 
descriptions and examples of appro-
priate use of techniques 

• Evaluate
(techniques )Tj
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Tina's team considered the needs for service support using a 
collaborative process intended to ensure that services would be 
both educationally relevant and educationally necessary. For the 
physical therapist, this meant participating with the team to 
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