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ABSTRACT 

Inclusion is an issue that has been moving to the forefront in public 

education over the course of the past ten years. Despite this prevailing 

philosophy, actual implementation in the classroom has been wrought with 

difficulties. This series of studies was conceptualized to develop an effective 

intervention strategy for occupational therapists to use to provide support 

services for students with disabilities in the least restrictive environment. Unique 

in this series of studies is the identification of the regular education teacher as 

the recipient of the occupational therapy services. This intervention was based 

in the theory of occupational adaptation which discusses the occupational 

challenge presented by the person-environment interaction and the need for 

internalization of adaptive responses in order to achieve relative mastery. 

Part I utilized interview data obtained from regular educators, students 

with disabilities, and the students' parents, to describe the occupational 

environment and the occupational challenge as they experienced it. An 

intervention strategy was proposed based on those descriptions and put in place 

for Part II and Part Ill. The intervention, based in occupational adaptation , was 

framed by the work of Giangreco, Cloninger and Iverson (1993) on collaborative 

consultation and participant observation. The focus of the intervention was the 

regular education teacher with outcomes reflected in the adaptation response of 
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the teacher as well as the positive outcomes of the student with disabilities. 

Data sources for Part II and Part Ill included quarterly interviews with the parents 

and teachers; quarterly participant observation of the student in both structured 

and unstructured environments during the school day; and monthly collaborative 

consultation sessions with the teachers. The aim of Part II was to obtain 

evidence of occupational adaptation occurring within the teacher that might be 

observed in the teacher-student interactions. Results indicated that the 

proposed model of collaborative consultation and participant observation was 

effective in supporting positive relative mastery for the teacher, fostering 

partnerships with the parents, and promoting the student's educational and 

social development. Part Ill focused on the internalization and generalization of 

the adaptation response in novel ways or novel situations. Areas in which 

adaptation was demonstrated included communication, modifications, and 

advocacy. 
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CHAPTER 1 

Statement of the Problem 

Occupational therapists have been working in the public school since the 

passage of P.L. 94-142 or the Education of the Handicapped Act (EHA) (1975). 

Over the course of time and through broadening social policy including the 

passage of the Americans with Disabilities Act of 1990 (ADA), students with 

disabilities have moved from self-contained schools or classrooms into the 

mainstream of public education. Despite general agreement that students with 

disabilities are entitled to full participation in the community, in the case of the 

public school, many teachers, administrators and families are unsure as to the 

best way to serve the children. 

Issues regarding inclusion arise from all populations: teachers who feel 

unprepared to "deal with" the special needs of the students and overwhelmed by 

the level of expectation; administrators who struggle with fiscal policy, staffing 

and staff development issues; students with disabilities as they sometimes 

struggle to be a part of the group; parents of children with disabilities who strive 

for normalcy yet recognize the special requirements of their child; and parents of 

students without disabilities who express concern about the impact of the 

children with special needs on their own child 's education. Occupational 
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therapists are in a unique position as they bridge the chasm between the 

medical system and the educational system. 

Position papers adopted by the American Occupational Therapy 

Association, Inc. (AOTA) emphasize support of inclusion of individuals with 

disabilities. As a profession with training in many of the medical problems 

associated with the students with disabilities, we can provide unique information 

and support to the educational team. What is more important, as a profession 

that emphasizes the performance of occupational roles, we can work with the 

educational team to foster successful participation of the student with 

disabilities. This line of research focuses on collaborative consultation and 

participant observation provided to the classroom teacher as a means of 

providing occupational therapy services in the inclusive classroom setting . 

Aims of the Line of Research 

The purpose of this line of research was to identify a role for the 

occupational therapist in facilitating adaptation in the regular educator as he or 

she fostered inclusion in the classroom. The design of these studies was framed 

by theories of adaptation and development. 

The series consists of three studies with separate research questions that 

build into a central question. The c~ntral question of the study was, Does 

collaboration between the regular education teacher and the occupational 

therapist result in the acquisition of skills that equip the regular education 
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teacher for improved service delivery for students with disabilities, thus 

improving educational outcomes for the student? 

3 

Part I of the series focused on the current state of inclusion in the school 

district. The questions explored in this study were: 1 )What is considered best 

practice for inclusion in this district? and 2) What steps do we, as staff members, 

need to take to get there? Part I utilized interview data obtained from regular 

educators, student with disabilities, and parents of students with disabilities to 

obtain a context rich picture of current experience. Based on the data, an 

intervention strategy was developed to assist in moving the district toward its 

idea of best practice for inclusion. 

Part II focused on the delivery of occupational therapy services and 

examined the question, What is the impact of occupational therapy services on 

the teachers' interactions with the student with disabilities in the inclusive 

classroom? This study was longitudinal, with data collection occurring over 

school year 1997-98. Data sources included quarterly interviews with the 

parents and teachers; monthly collaboration sessions with the teachers and 

quarterly participant observations of the student in both structured (classroom) 

activities and unstructured (cafeteria, playground, student activities) activities on 

the campus. 

Part Ill occurred concurrently with Part II and focused on the 

generalization of skills and principles obtained through the occupational therapy 



intervention of collaboration sessions and participant observation. Using the 

same data sources as Part II, the question addressed was, Does the teacher 

demonstrate generalization of principles gained from the intervention of 

collaborative consultation and participant observation in other areas or with 

other students? 
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CHAPTER2 

' ·Background and Significance 

Introduction 

Inclusion is a driving force in public education. Since the passage of the 

EHA and the ADA, children with disabilities have been moved, with varying 

speed and efficiency, from schools that cater specifically to the needs of children 

with disabilities to neighborhood schools with their more typically developing 

peers. 

The Individuals with Disabilities Education Act (IDEA), as the EHA was 

renamed upon reauthorization, requires that special education become a 

service for students with disabilities rather than a place where students are sent. 

It encourages providers to implement programming in the regular classroom 

whenever appropriate and to foster professional development for individuals 

working with children with disabilities (IDEA, 1997). 

Occupational therapy services are widely utilized in the school system. It 

might be suggested that the unique perspective and training of the occupational 

therapist is particularly beneficial in the school environment where the emphasis 

of programming is in supporting the role of the student in the least restrictive 

environment (LRE). 
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Occupation as a Therapeutic Technique 

The AOT A statement on "Oo're Values and Attitudes of Occupational 

Therapy Practice ( 1993a, p. 1 085) states, "Purposeful activity plays a major role 

in developing and exercising direction , initiative, interdependence and 

relatedness to the world ." The term purposeful activity refers to occupation 

which is the philosophical foundation for occupational therapy. This foundation 

was eloquently summarized by Reilly (1962), "That man, through the use of his 

hands as they are energized by mind and will, can influence the state of his own 

health (p. 2) ." It is a process of action in which the person is engaged as the 

agent or doer (Gilfoyle, 1984). 

Therapeutic purposes for which occupation is used include "mastery of a 

new skill, relearning a skill lost through injury or illness, compensating for a 

deficit area or to prevent loss or maintain skills (AOTA, 1993b, p. 1081 ). " In 

comparison, the role of the occupational therapist as defined in IDEA includes, 

"improving, developing or restoring functions impaired or lost through illness, 

injury or deprivation; improving ability to perform tasks for independent 

functioning when functions are impaired or lost; and preventing through early 

intervention, initial or further impairment or loss of function." 

Because the shift toward inclusive education has permeated the 

educational philosophy, new issues have arisen on the part of teachers , parents 

and students and administrators. A review of literature is quite revealing of the 
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number and diversity of the concerns. Before presenting the concerns, it may be 

helpful to trace the historical development of the inclusion philosophy. 

Historical Development of Inclusion 

Based in public law, the move toward a "free and appropriate public 

education" for children with disabilities was instigated with P.L 94-142 , the 

Education of the Handicapped Act. This bill, passed in 1975, required a "child 

find" which resulted in numbers of children emerging from their homes and 

institutions into the public arena. Later pushes toward the least restrictive 

environment (LRE) and the closing of "special" schools further challenged the 

educational community to provide appropriate services to a broad spectrum of 

children, previously never encountered in a classroom (Gartner & Lipsky, 1987; 

Hanft & Place, 1996). 

Discouraged by the lack of evidence supporting the effectiveness of 

special education, politicians and researchers have supported the Regular 

Education Initiative, in which all students of all levels are educated together, with 

individual needs being supported in the curriculum. Will (1986) described some 

of the deficiencies she observed in special education. She noted that services 

are frequently fragmented, allowing some students to "fall through the cracks". 

Since special education and regular education were traditionally split, the 

regular educator relinquished his or her role with students with special needs, 

creating a dual system. She further noted that children in special programs 
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become stigmatized and have difficulty forming social relationships. 

In reflecting on these weaknesses Jenkins, Pious, and Jewel (1990) 

continued to recommend that children who require special programming outside 

the model of developmental progress in academic skills should be taught in 

special classrooms. "The line needs to be drawn somewhere to protect teachers 

from unrealistic demands and to assure parents of normally achieving students 

that their children will prosper(p. 485)." 

Administrative Issues 

Within education, other dilemmas have arisen in the push for a unified 

system. The Individuals with Disabilities Education Act requires that a 

continuum of services be available, yet many organizations and individuals 

promote totally inclusive classrooms regardless of the severity of the disability 

(Berger, 1995; Council for Exceptional Children, 1993). Administrators express 

concern about training of staff, cost implications for duplicated equipment and 

materials, and funding issues. 

Parrish (1995) suggested that fiscal policies have an impact on service 

delivery and may sometimes impair the implementation of inclusion. He 

suggested that prior to designing a funding formula, specific goals should be 

determined and their financing designed accordingly. Currently states allocate 

additional funds for students identified as special education, thus providing a 

fiscal incentive (granted, a small one) for labeling students as special education. 



Katsiyannis, Conderman and Franks ( 1995) identified the existing state special 

education· funding formula as the most frequently cited barrier to inclusion 

indicated in a survey of 40 states. While funding is an importanfissue, other 

issues are identified in the literature as transportation for field trips; staffing 

issues and provision of adequate training and staff development time (Turner & 

Traxler, 1995). 

Teacher Issues 

9 

Wilczenski, (1992) in a study on teacher attitudes toward inclusion, found 

attitudes to be multidimensional and dependent on the circumstances (physical, 

social, academic, or behavioral deficits). The responses of teachers to children 

with disabilities are often based on a belief system. In a norm referenced 

system the teacher identifies a problem with the child and concludes that there is 

something internally wrong with the child. A referral is made to special 

education to identify the student's problem and pursue remediation. A 

recommendation to place the child in special education confirms in the teacher's 

mind that the problem is within the child (Jordan, Kircaali-lftar & Diamond, 1993; 

Ysseldyke & Thurlow, 1984). 

An alternative belief system views the problem of the student as a result 

of interactions in the environment. The teacher with this belief system would be 

more inventive with teaching strategies, possibly collaborating with resource 

teachers or others who might provide extra insight to address the needs of the 
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child (Jordan, Kircaali-lftar & Diamond, 1993; Ysseldyke & Thurlow, 1984) . 

A prime example of this belief system was described in a study by 

Giangreco, Dennis, Cloninger, Edelman & Schattman, (1993) in which a teacher 

in an inclusive setting "transforms" from being a "host" to the child with 

disabilities placed in his or her classroom, to being the child 's teacher. In the 

stated case, lack of ownership was described as a major obstacle to the child 's 

success in the classroom. Another obstacle was the teacher's initial 

unsubstantiated expectations of the child's abilities. Other conflicts that arise 

with teachers include: concern about "hurting" a child with disabilities because of 

a lack of support or knowledge (Friend & Cook, 1993; Garrington & Comer, 

1996); behavioral problems, lack of materials to address the developmental age 

of the child , and too much intervention from outside professionals providing 

"support" (Giangreco, Dennis, Cloninger, Edelman & Schattman, 1993). 

Stereotypes of various disabilities are seen to contribute heavily to how a 

student is perceived and treated in a classroom. Teachers who perceive 

students with learning disabilities as the same as those with mental retardation 

may utilize the same techniques for both in instruction or may lower the 

expectations for performance (Garvar & Schmelken, 1989). 

Several studies have examined the impact of teacher belief systems or 

behavior on a child 's progress. Brownell and Pajares (1996) studied the 

influence of teachers' efficacy beliefs on perceived success in inclusive settings. 
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They noted that higher efficacy was felt by teachers who experienced 

appropriate inservice or preservice training , collegial relationships with special 

educators and support from their administrators. The higher efficacy resulted in 

increased feelings of success in teaching students with special needs in the 

regular classroom. The authors suggested that with proper supports and 

preparation, general educators' beliefs can be changed . They hypothesized that 

if the teacher could experience success they might be more will ing to include 

students with disabilities in their classroom. 

Parent Issues 

Parents are great proponents of the inclusion process. While there is not 

a great deal of research dedicated to the perspective of the parent, anecdotal 

evidence is available in many of the publications oriented toward families with 

children with disabilities. Turnbull and Turnbull (1991 ), in an invited essay in 

Children Today, describe the emergence of the child with disabilities into the 

educational mainstream in a metaphor of the seasons, from winter to spring and 

summer. "Segregation is the equivalent of winter, denying the nurturing light 

and heat that are essential if new flowers are to bloom and new creeds are to be 

bel ieved and lived out (p.3)." They noted that to develop life long friendships 

there needs to be more integration. Children need to have reasons to "hang out" 

together. Choices need to be available so that the person can feel "some 

control and mastery over life (p. 5). " 
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Cuthbertson (1991) described the long term expectations that he and his 

wife had for the-ir child with disabilities. Their vision was for their child to have 

friends, meaningful employment and be able to contribute to her community. 

Other parents in this author's experience have addressed the same desire in 

similar ways, " I want to go to the Walmart and have kids in my child 's class 

come up and say, 'Hi, Kate! '" Parents are dealing with many issues within their 

families and within themselves as they come to terms with the child's disability. 

Their reaction to exceptionality may have an impact on their interactions with 

school personnel. Understanding the feelings of the parents places the 

educational staff in a good position to develop effective relationships with the 

parents (Gargiulo & Graves, 1991 ). 

Student Issues 

Studies have been done to investigate how students with and without 

disabilities view the educational process and each other. Gilmore and Farina 

( 1989) planted a confederate in a regular education classroom. While the 

student actually had no disability, he was presented to the subjects as either an 

ordinary child , a mentally retarded child , or an emotionally disturbed child . 

Subjects behaved in a "less friendly" manner toward the children with disabil ities 

in both the fifth and eighth grade. The researchers continued that they felt that 

the actual negative reaction toward the "blemished" child may have been 

stronger if not curbed by the other students' need to get along in the classroom. 
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The researchers expressed a concern for the emotional welfare of the child with 

disabilities. A limitation to the study was the fact that the confederate was a 

"new" person to the students and the students did not have the opportunity to 

"know" the student. 

Another study explored the attitudes of children in mainstreamed vs . non

mainstreamed physical education classes. The age group was again the 

Intermediate age of fifth and sixth grade. Based on Allport's (1958) theory that 

involvement in activities of mutual interest leads to acceptance, the researchers 

utilized a survey, Children's Attitudes Toward Handicapped Scale (Rapier, 

Adelson, Carey & Croke, 1972). The results of the study were not supportive of 

Allport's hypotheses; however, sl ightly more positive responses were given by 

the children in the mainstreamed school. The authors concluded that activities 

must be carefully structured and designed to enhance attitudes toward 

individuals with disabilities (Archie & Sherrill, 1989). 

King, Rosenbaum, Armstrong & Milner (1989) used vignettes describing 

children with different disabilities. Following reading of the vignettes, a series of 

surveys was completed. The authors concluded that this study supported the 

notion that contact between children with and without disabilities resulted in a 

more positive attitude and had the potential to result in friendship formation , 

particularly for girls. 

Other issues affect students with disabilities during their school day. 



Jenkins and Heinen (1989) investigated students' preferences for "pull out" 

versus "integrated" models of intervention. They found that older students 

(Grade 4-5) preferred receiving extra help in class from the classroom teacher. 

The students noted that the use of the classroom teacher reduced the 

embarrassment of having a specialist assist them. Many of the students 

preferred the service model they had experienced. 

Regarding instructional practices, Vaughn, Schumm, Klingner and 

Saumell (1995) surveyed a total of 80 students in seventh and eighth grade to 

investigate preferences for modifications in the classroom. Their subjects 

included students with disabilities, English as a Second Language (ESL) 

students, low achieving students, high achieving students, and average 

students. Results indicated that high achieving students prefer heterogeneous 

grouping while low achieving students preferred homogeneous grouping. All 

students felt that teacher adaptations of lessons were beneficial to all students. 

The authors concluded that the success of inclusion depends on teachers 

making adaptations that are helpful to all students and reflect a variety of 

learning styles. They also indicated that peer tutoring is a viable way of helping 

a student with difficulty while building opportunities for interaction. 

Supportive Strategies 

14 

Many attempts have been made to identify what is needed to make 

inclusion a positive process for the student with disabilities and the teacher. The 
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emphasis has been on providing teacher training . Interestingly enough, despite 

the strength of the trend toward inclusion and the federal mandate for LRE, 

universities have been slow to incorporate requirements enhancing teacher 

knowledge and skills for special populations. Garrington and Comer's survey 

( 1996) identified many areas of training needed in order to help inclusion be 

successful including: training on the paradigm shift; the conceptual mechanics of 

inclusion; modification techniques; learning styles; and simply increasing the 

comfort levels of teachers regard ing various disabilities. The final 

recommendation of the survey was to provide teacher, parent and administrative 

training at all levels, preservice, inservice and ongoing. Seventy-eight percent 

of those surveyed by the Association of Texas Professional Educators believed 

that teachers at the university level should be educated in the methodology of 

educating students with special needs (Garrington & Comer, 1996). 

Research investigated various interventions to train teachers for inclusion 

including inservice training (Landers, 1995; Hendricks & Sloan, 1981 ); practicum 

experiences (Reber, Marshal & Glor-Scheib, 1995); collaborative consultation 

models (Peck, Killen & Baumgart, 1989; Tashie, 1993); site visits (Fritz & Miller, 

1995); and additional college courses (Hegler, 1995; Reber, Marshal & Glor

Scheib, 1995). Results of these studies revealed that inservice training, while 

useful in increasing knowledge, is often insufficient in providing teachers a 

comfort level to work with children with special needs (Hendricks & Sloan, 1981 ). 
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In a study on preservice training (Reber, Marshal & Glor-Scheib, 1995) 

three models were compared: a practicum experience, a self-study course and a 

traditional college course. Students who participated in a practicum experience 

were more positive than either the traditional or the self study students, with 

regards to including students with special needs. The authors concluded that 

contact with students with disabilities can be a very influential variable in 

promoting inclusion. This is supported through other studies (Eichinger, 1991 ; 

Giangreco, Dennis, Cloninger, Edelman & Schattman, 1993). 

Collaborative consultation has also had a positive impact on inclusion 

practices (Peck, Killen & Baumbart, 1995). Using videotaped observations they 

found an increase in target behaviors following consultation. Tashie (1993) 

stressed that the consultation needs to be seen as a team effort based on 

equality and respect with a shared vision for the child. 

Adaptation: Conceptualizing the Transformation 

Dunning wrote, "Human psychological functioning is not necessarily a 

reflection of the inherent nature of the organism but is more frequently an 

indication of the demands made upon the organism by the environment (1972, p. 

293)." The statement indicated that people are capable of change and change 

is brought on by the demands of the environment. Howe and Briggs (1982) 

stated, "Both humans and their environment are interconnected, joined in 

shaping each other." The goal of the occupational therapist is to improve the 



client's ability to function in or adapt to the environment. In the current 

discussion , the client could have many faces, the student with disabilities, the 

teacher, or indeed, the parent. 
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Because Howe and Briggs see the individual as an open system, they see 

persons as dynamic and capable of change. Their model places the client at the 

center of a series of layers of environment ranging from the immediate, where 

the person has continuing contact (family), to social networks, to the ideological 

layer of values and societal and cultural expectations. They posit that 

occupational therapists are concerned with the interaction among the immediate 

setting, the social network and the individual (1982). Educational research 

indicates that attitudes and values have a profound impact on successful 

inclusion (Archie & Sherrill , 1989; Garvar & Schmelkin, 1989; Giangreco, 

Dennis, Cloninger, Edelman & Schattman, 1993; Gillmore & Farina, 1989; 

Jordan, Kircaali-lftar & Diamond, 1993). 

Schkade and Schultz (1992) also described an interaction between the 

person and environment. In the theory of occupational adaptation, the person 

and environment interaction results in an occupational challenge. The person is 

prompted by a desire for mastery in the environment, which encourages 

movement or adaptation. The response is then evaluated based on its 

effectiveness, efficiency and satisfaction to self and society. This adaptation 

process is not based on physical skill but is seen as an internal process of 
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growth and change. The adaptation can be positive or negative, depending on 

circumstances. The environmental challenge in this case would be the 

successful inclusion of a student with disabilities in the classroom. 

Letts, Law, Rigby, Cooper, Stewert & Strong (1994) describe adaptation 

as an ever changing process. They stress the notion of "good fit" between the 

person and environment. This built on earlier work by Eccles, Midgley, 

Wigfield, Buchanan, Reuman, Flanagan & Mac lver (1993) on the importance of 

"fit" in the classroom. For both the teacher and the student the difficulty of the 

challenge should be of such a level to be manageable. 

Orr and Schkade (1997), in their review of perspectives on school based 

practice, cited several views that have helped drive occupational therapy 

practice in the public schools. The environment sometimes is replaced by the 

component skill as the area of emphasis. Depending on the perspective of the 

therapist providing the intervention, the strategies employed could vary 

significantly. Orr and Schkade concluded that defining function in the school 

based on environmental demands results in a "common denominator" between 

teachers and therapists and a direct relationship between what is required for 

success and the therapeutic intervention. 

Kemmis and Dunn(1996) studied therapist/teacher interactions in a 

collaborative model. While there was no difference in the success of the student 

as rated by the teachers between remedial and compensatory techniques , the 



teachers stated a preference for compensatory techniques because results 

could be seen more readily increasing student and teacher motivation to 

implement techniques. 

Influence of Development 
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An assumption by this author is that the student's stage of chronological 

development will have an impact on the expectations of the inclusive process for 

the student, parent and teacher, Students at the Preschool level traditionally 

have a very different arrangement for their activities when compared with 

students at the High-School level. While the student may not be functioning at 

his or her chronological level, the perceptions of the parent, teacher and/or 

student may be colored by the expectations for typical children in that age group. 

Review of the typical child's developmental process varies according to 

the theorist one explores. This author focused on general life tasks to develop a 

summary of what may be expected by a typically developing child . The 

preschool child is at an age where he or she is experiencing transition from the 

home to the school setting. With this transition comes a need to separate from 

the parent. Children at this age level have the family as their center, however, 

they are beginning to take on some of the identity from outside, in their social 

circles. Typical activities of a preschool child are based on sensorimotor 

development as the environment requires more static posturing for sitting 

attentively, as well as more refined fine motor skills for cutting, drawing , and 
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tracking with their eyes (Banus, Kent, Norton, Sukiennicki ,& Becker, 1979). 

Socially, children begin to identify with persons in their environment. 

Teachers and parents frequently observe children playing in school , house, and 

other activities familiar to the child 's environmental experience. This is extended 

from the child's play to his or her interactions with other children. It is also a 

period of rough and tumble play. Ban us et al (1979) observed that children new 

to a setting will usually not engage in this play until a substantial period of 

observation. 

The elementary age child continues to become more independent from 

the family and experience a variety of roles in the school setting. Challenged 

with more emphasis on the academic skills of reading, math, and science, the 

child 's activities become more cognitive. Play with rules and games become 

prominent, although the awareness of the need and implication of rules 

continues to become more defined in the older children. Rituals become 

important stabilizing activities. Play groups are based largely on who is 

available in the immediate setting (Banus et al, 1979). 

The Intermediate or Junior High child is experiencing the changes 

brought on by puberty. Children at this age are frequently provided nicknames 

that acknowledge either a desirable trait or undesirable trait; however, they are 

pleased to be recognized at all . The children are struggling with their sexual 

identity and confounded by the need to balance interaction and privacy. The 
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adolescent is balancing precariously between the expectations of the family and 

the need to establish an identity distinct from family ties. It is the age of rebellion 

where the person is looking for their place in the scheme of things (Banus et. al., 

1979; Stone & Church, 1975). 

The High-School student is viewing himself as a young adult. Students of 

this age have taken on many privileges of adults including driving, smoking, and 

voting. They do not always recognize the responsibilities that come with these 

privileges (money for gas and insurance, consequences of smoking , becoming 

knowledgeable about candidates) . Value is placed on the ability of the young 

adult to be an independent person with their own belief system and be able to 

function in society (Banus et. al., 1979; Stone & Church, 1975). 

One can see how the differences in developmental level could have a 

profound impact on the expectations of the person interacting with a student with 

disabilities, as well as the students' own expectations. A teacher of a High

School student with disabilities who still requires assistance with self care is well 

outside the expectation of what is typical , but is not outside the range of 

possibilities in inclusive settings. 

To form a foundation for the current studies, a summary of the preliminary 

work done by this investigator in the area of school based occupational therapy 

practice is provided. 
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Preliminary Studies 

Preliminary work by this investigator has focused on three areas of school 

based practice: The adaptation process of a child with disabilities, the 

perceptions of young children toward their peers with disabilities, and the benefit 

of occupational therapy consultation as a pre-service intervention. Brief 

descriptions of these studies follow. 

In an initial exploratory study examining the adaptation process of a 

twelve year-old girl with cerebral palsy, a single case study format was applied 

to an ethnographic approach. The subject participated in an interview which was 

supported through observations and interaction with significant adults in her 

social circle at school. Conclusions of this case study indicated that the support 

system provided by the girl's family as well as persistent and positive attitude of 

the student resulted in an easy assimilation into a new school environment. It 

was also noted that the student's relationships with peers were based on her 

utilitarian requirements. Students would assist the subject as needed, but did 

not socialize in the unstructured environments of the cafeteria or playground 

(Garza, 1994). 

A study by this author investigating the attitudes of First Grade students 

toward their disabled peers in the classroom revealed that the children had a 

very keen awareness of the differences between children and were willing to 

make the adjustments needed to include a child with disabilities in the 
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classroom. They were familiar with many of the accouterments of the disabled 

population including white canes, wheelchairs and hearing aids, and seemed 

innately curious as to their use. Many of the personal interactions with the 

students with disabilities were again based on assisting the child to perform 

various tasks. The students struggled to think of ways that they could play with 

a child in a wheelchair at recess. Many of the responses were reflective of the 

developmental level of the children , with their desire to act out the role of parent, 

teacher or helper. This investigator concluded that it may be important to 

emphasize the strengths of a child with disabilities in order that the children 

without disabilities can recognize their similarities. Structured play opportunities 

may also help the child with disabilities to be more easily included in social 

activities (Garza, 1995a). 

The third study by this investigator was based on regular education 

teachers' attitudes toward inclusion and the impact of occupational therapy as a 

pre-referral intervention strategy. The subjects were eight second grade 

teachers in a semi-rural elementary school. The design was a pre-test and post

test supported by a qualitative survey. Teachers were given an attitude scale 

w ith which to rate their feeling that various students should be in inclusive 

classrooms, the Attitudes Toward Inclusive Education Survey (Wilczenski, 

1992). Data were compiled and found to be consistent with Wilczenski 's 

res ults; Children with social problems were the most easily integrated, followed 
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by those with physical limitations, academic limitations and behavioral 

limitations. Following completion of the survey, the teachers were asked to 

identify students that were having difficulty in the classroom with typical 

problems associated with occupational therapy referral in the public schools 

such as fine motor, handwriting, organization and self care. The teachers 

identified 17 students. Of the 17, 12 were observed by the occupational 

therapist. The remaining students were described as "improving" by the 

teachers upon arrival of the occupational therapist and were removed from the 

list by the teacher. Once observations were completed , a session was 

scheduled with the teachers as a group to discuss the outcomes of the 

observation and strategies that might benefit the students. Materials were 

provided for student and teacher use in the classroom. After a period of 10 

working days with the materials, the teachers were asked to complete another 

Attitudes Toward Inclusive Education Survey (Wilczenski , 1992). In addition, an 

open ended questionnaire was completed by each teacher in order to evaluate 

the effectiveness of the program. While the results did not reach significant 

proportions, a trend was observed toward increased acceptance of a child with 

physical or behavioral limitations. Teachers indicated that the strategies that 

had evolved from the study were different than ones they would have developed 

on their own but could easily be incorporated into their instructional day. As a 

team, the teachers drafted a letter to the principal requesting further staff 
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development opportunities in this area (Garza, 1995b). 

These studies led into the current series of studies by demonstrating an 

underlying acceptance by the teachers and students of having students with 

disabilities in the classroom. In addition, these studies revealed the lack of 

knowledge that typical regular educators had regarding supporting children with 

disabilities in the classroom either socially or with physical tasks and the positive 

outcome even cursory contact with the occupational therapist can achieve . 

The findings and interpretation of the three current studies are presented 

in the form of journal manuscripts in Chapters 3, 4, and 5. 



CHAPTER3 

Needs Analysis: 
Developing an Occupational Therapy Intervention 
to Facilitate Adaptation in Inclusive Classrooms 
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Name of paper: 

Needs Analysis: 
Developing an Occupational Therapy Intervention 
to Facilitate Adaptation in Inclusive Classrooms 

Abstract: 

In order to determine effective intervention strategies using an 
Occupational Adaptation framework, one must first describe the occupational 
roles and occupational environment of the client. In the public school setting, 
one such environment is the inclusive classroom. This study utilized qualitative 
methods to extract descriptions of the occupational role and occupational 
environment of the inclusive classroom based on the perspectives of the regular 
education teacher, the child with disabilities, and the parent(s) of the child with 
disabilities. Interview data was chunked and analyzed based on occupational 
role and the developmental level of the student (Pre-school, Elementary, Junior 
High and High School age). Based on this data analysis a case was made for a 
suggested intervention strategy for occupational therapists to utilize to enhance 
the educational progress of students with disabilities in inclusive classrooms. 
This study represented the first study in a series of studies to design and 
implement an intervention to foster adaptation in regular education teachers. 
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Needs Analysis: 
Developing an Occupational Therapy Intervention 
to Facilitate Adaptation in Inclusive Classrooms 

Historical Perspective 

Occupational therapists have been a presence in the public schools since 

the passage of The Education for All Handicapped Children Act of 1975 (EHA). 

Current estimates by the American Occupational Therapy Association , Inc. 

(AOT A) suggest that 18 percent of all members of that organization have the 

school system as their primary place of practice (AOTA, 1996). In the EHA, as 

well as its reauthorization, the Individuals with Disabilities Education Act of 1990 

(IDEA) and the current reauthorization, occupational therapy is described as a 

related service. 

"The term 'related services' means transportation and such 
developmental corrective and other supportive services as 
are required to assist a handicapped child to benefit from 
special education and includes speech pathology and audiology, 
psychological services, physical and occupational therapy ... " 

(EHA, §300.13, 1975) 

While the terminology has changed in later versions from "handicapped child" to 

the child first language of "child with disabilities", the mandate remains to 

provide the occupational therapy services required to assist a child in benefitting 

from his or her special education program. 

29 



30 

Historically, occupational therapy services have been provided through 

two models of service provision, direct service or consultative model. In the 

direct service model a student is removed from his or her classroom to work on 

goals and objectives developed by the therapist. Sometimes these objectives 

have been identified through observation with the teacher and/or parent. Often 

times the objectives, while developmentally appropriate, have little linkage to the 

school progress of the child. The consultative method can be a viable way to 

provide services to a student requiring occupational therapy support. The AOTA 

(1989) stated that consultation can be oriented toward the needs of the student, 

professionals or school system. 

Since 1986, a growing trend in education has been inclusion. Inclusion is 

characterized by five key elements: 

"Full general class membership 
Full perception of 'ownership' from general and special 

education 
Individual outcomes-based decision making 
Student based services with team curriculum design 
Site-team coordination of services and educational 

supports" 
(Sailor, Gee & Karasoff, 1993, p. 4) 

School districts, meeting the requirements of IDEA, have continued to offer a 

continuum of services to students, exemplified in the many approaches to 

meeting the expectation of inclusion, ranging from total inclusion of all students, 

to "co-teach" and "helping teacher" models and more. The fuel for the trend 



toward inclusion is supplied by the growing emphasis on the civil rights for 

persons with disabilities and the Regular Education Initiative (REI). 
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The Regular Education Initiative was first proposed by the United States 

Department of Education as a way of unifying regular and special education. 

Madeleine Will (1986) described some of the deficiencies she observed in 

special education including fragmented services, a shift of responsibility from 

regular education to special education, stigmatization of the students, and rigid 

eligibility requirements. 

There is no doubt that inclusive classrooms requi re an adjustment on the 

part of the teacher. The question is, how do occupational therapists provide 

regular educators with the support and information that they need to create 

successful learning environments for children with special needs? Heller and 

Schilit (1987) addressed the changes that need to occur in the educational 

system in order for inclusion to be successful. Highlighting the need for 

additional training for regular educators, they surmised that the initiative must 

involve the regular educator as the "primary architect" of a student's program. 

They further recommended "an array of supportive, specialized and 

collaborative services" be provided for general education teachers and for 

students in the target population (p. 3). 

Kearney and Durand (1992) surveyed post secondary schools in 

New York to determine whether regular education teachers were being 
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adequately prepared to work in integrated or mainstreamed classroom. 

Chairpersons from 58 programs were queried. Results of the survey which 

included 35 completed questionnaires, revealed 7 programs required no class in 

special education and 8 required only one class. Sixty-three percent of the 

programs required 15 hours or less of practicum in an integrated or mainstream 

class. Less than 1/3 of the programs required training in collaborative teaching 

with other professionals. 

In 1996, one hundred-twenty advocates for children met in Austin, Texas 

for an Inclusion Summit (Garrington & Comer, 1996). This summit was 

organized by the Association of Texas Professional Educators to encourage 

dialog regarding the complex issues surrounding inclusion. Participants 

included teachers, administrators, parents, special education diagnosticians, 

legislators, and representatives of higher education. These persons indicated 

that collaborative teamwork was an essential part of the concept of inclusion. 

They agreed overwhelmingly that "the methodology of educating students with 

special needs should become a part of the curriculum for all teacher preparation 

programs in Texas (p.5)". 

The purpose of this line of research is to develop and evaluate an 

intervention strategy for occupational therapists working in inclusive classrooms 

with regular educators. Many studies support the assumption that the teacher 

sets the tone for acceptance in the classroom and the teacher is the primary 
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implementor of the successful education program. The first study was intended 

to identity the needs and expectations of children ·with disabilities, parents , and 

regular education teachers to determine what type of intervention might best 

support this group of consumers. Based on this analysis an intervention is being 

provided in the second study to investigate the adaptation process as it occurs 

in the regular education teacher across a school year, as reflected in the 

outcomes of the student. A third study will investigate the generalization of the 

adaptation response in the teacher as he or she encounters other children with 

disabilities or at risk. Since the public schools are a primary employer of 

occupational therapists, and the trend in education for children with disabilities is 

for them to be educated in regular education classrooms, this author thought it 

essential to develop a strategy based on the identified needs of the primary 

consumers of occupational therapy services, the regular education teacher, the 

student with disabilities and his or her parents. 

The Importance of Theory in Practice 

This research project utilized the framework of Occupational Adaptation 

(Schkade & Schultz, 1992; Schultz & Schkade, 1992). Occupational Adaptation 

Theory describes the person-environment interaction that results in an 

occupational challenge. In this series of studies, the person is the regular 

education teacher. The environment is the inclusive classroom, and the 

occupational challenge is teaching the child with disabilities within the regular 
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education classroom. Occupational Adaptation refers to both a state and a 

process, the process being a dynamic and internal one. Ultimately, the 

individual should experience relative mastery. Relative mastery is defined as a 

subjective assessment of one's response as relatively effective, efficient and 

satisfying to self and others. 

Schultz and Schkade described the clinical application of occupational 

adaptation theory in 1992. They emphasized that focusing on the internal 

process of adaptation results in a better adaptation process with greater success 

and satisfaction. They see a change in the person's occupational adaptation 

process as a predictor of future occupational functioning . Schultz and Schkade 

(1992) posit that human beings have an occupational nature and appropriate 

occupation can facilitate the adaptation process. 

Method 

Design of the Study 

The design of the study was endogenous and naturalistic. The purpose of this 

design of study is to "close the gap between research and implementation of 

new organizational practices by involving multiple interest groups concerned 

with the study problem (DePoy & Gitlin, 1994, p. 136)." It is noted by this 

investigator that the response to inclusion and interacting with students with 

disabilities is colored by a wide variety of feelings and issues both within the 

individual teacher and within the environment (Wilczenski , 1992; Garrington & 



Comer, 1996). It is important to obtain the insider's perspective in order to 

achieve a clear picture of these factors in the particular environment of study. 
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Depoy and Gitlin (1994) identified the core process of naturalistic study 

as a dynamic one that incorporates interactive questioning-data gathering

analysis- reformulating of questions. It is through this dynamic process that 

occupational therapists can hope to learn how to better serve their clients in the 

educational community. 

Informants 

The informants were a purposive sampling of four regular education teachers, 

four students with disabilities and the parents of the student with disabilities for a 

total of 12 informants. These informants were consumers of services of a school 

district with a total student population of 6340. The school district included 

areas of both suburban and rural populations. The investigator had been an 

independent contractor of occupational therapy services in the district for a 

period of 10 years and had had the opportunity to observe the transitions in the 

educational setting as they impacted placement and curriculum decisions over 

an extensive period. To identify informants, a student was randomly selected 

from each of the following age groups: Preschool, Elementary, Intermediate and 

Highschool to provide perspective based on developmental life tasks. It was 

assumed by the investigator that the teacher role might be defined differently 

based on the educational level of the student. Identified students were current 
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recipients of occupational therapy services in the public school and were 

selected randomly from the available pool of students at the different age levels. 

Students were exempt if they lacked the ability to communicate or if their tested 

IQ scores were below 60. Teachers were selected based on their participation 

in inclusive education with the identified students. Teachers were also selected 

randomly from a pool of regular educators that taught the identified student. The 

parents were the parents of the identified students. A brief description of the 

students is included in Table I. 

Insert Table 1 here. 

Procedure 

Following identification of the informants and the receipt of informed consent, 

each informant was contacted to set up an appointment for an interview. 

Interviews were completed during the months of May and June, 1997. A semi

structured interview schedule was developed by the author, based on the 

literature. This schedule was utilized to allow for exploration of themes as they 

arose. The interviews lasted from 30 minutes to 1 hour, depending on the 

informant. Interview sessions were audio taped and later transcribed and coded 

to allow for analysis. Data were chunked according to trends or themes that 

emerged from the interview texts. Comparative analysis was made based on the 

role of the informant (e.g., teacher responses were examined together) and by 

the developmental level of the student (e.g. , pre-Kindergarten consumer 
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responses were examined together). Once analysis was complete, data and 

analysis were shared with a peer reviewer who examined samples of raw data 

and records of the analysis to ensure trustworthiness. The peer· reviewer was a 

special education teacher who had extensive experience working with related 

service providers as well as regular educators. She had experience teaching in 

a variety of models including co-teach, helping teacher and resource room. 

Results 

Teacher Perspective 

Themes identified in the teacher informant group were clustered in two 

areas: Needs of the teacher, and needs of the student. The needs of the 

teacher focused on training and support both prior to accepting the role as an 

inclusion teacher and during the school year. The needs identified by the 

teacher for the student included appropriate expectations and the development 

of social relationships. 

Needs of the Teacher The Kindergarten teacher was interviewed at the 

end of her first year of teaching. She had a Bachelors degree and had 

completed her student teaching in a regular education kindergarten class and a 

regular education third grade classroom. She had no previous experience and 

no classroom training in special education. 

The Elementary teacher described a special class she took as part of her 

training. 



"Just basic, you know, .. .just special education classes that you take to 
learn what you can do and activities you can do and 
modifications .. . (Teacher E.) ." 
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As far as her student teaching experience with children with special needs she 
stated, 

"I had one and we A.R.D.ed him out (Admission, Review, Dismissal 
meeting) ... . So I guess I got to experience A.R.D.ing a child out. (Teacher 
E.) ." 

The Junior High Teacher had twelve years of experience in two districts 

including the current one. Her previous district "leveled" their students in 

homogenous groups (students with similar ability levels). The current district 

utilized heterogeneous grouping, mixing of students with different ability levels. 

With regard to her educational background she responded, 

"It was probably mentioned in a couple of my classes but it wasn't like 
there was a class devoted to dealing with Special Ed. kids. (Teacher J.)." 

Her student teaching experience was similar to the others, in that she had no 

recollection of teaching a student with special needs. 

The High School Teacher was required to take two classes in her 

university curriculum that focused on exceptional students. In addition, she had 

a mandatory practicum of 66 hours during which one of the requirements was to 

work with a special needs student. Later in her curriculum she was required to 

spend 20 contact hours with children with special needs. The teacher felt that 

this opportunity gave future teachers a realistic view of what a classroom would 

be like. 
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"You are ready to now fulfill this dream of, I'm gonna make a difference as 
a teacher. And you have no clue whether you should or not (become a 
teacher), you know.·Cause you don't have the field experience. 1 strongly 
recommend a program like that. (Teacher H.)." 

Needs of the student As far as role expectations, the occupational 

environment of the inclusive classroom in this district included children of 

differing ability levels, either due to cognitive, emotional, physical or social 

factors. The teachers described their role in facilitating the educational program 

of the student with disabilities according to their classroom experiences. The 

Kindergarten teacher felt the teacher should, 

"be there for those kids, and let them interact with the, you know, the 
regular ed. children, and Jearn from each other. (Teacher P.)" 

The Elementary teacher described her goal as growth. 

" I think a Jot of it is transitioning them from dependent to independent 
workers. (Teacher E.). " 

In Junior High the emphasis became related to helping the child fit into his or 

her peer group. This is consistent with developmental theorists who describe 

this time as important in establishing one's peer group and a distinct identity 

independent of the authority of the parents (Stone & Church, 1975). 

"My role, as far as their needs, was mainly making sure that they felt 
comfortable responding. (Teacher J.)." 

The Highschool teacher saw her role in the inclusive classroom as being that of 

a role model. 

"I think the teacher's role is to model kindness (Teacher H.)." 
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She felt that the students all recognized that some children were different and 

that she should model an accepting attitude, not one of condescension or pity, to 

the students in the class. 

Parent Perspective 

Themes identified in the parent group developed into two areas: 

Professional, including appropriate staffing and training and support of their 

child in the educational setting; and environmental, including physical access 

and social access. 

When parents describe the role of the teacher in facilitating the child's 

programming, they express those expectations in relation to their own child . The 

father of the preschool child was interviewed. He saw her special program at 

school as being in place to facilitate her speech and acquisition of hand skills. 

The student has hemiplegic cerebral palsy. His description of the child's 

program placed the teacher in a secondary role. 

"The teacher, I think, was just somebody they set up as far as getting in 
the program. I guess they had the speech therapist and then they had the 
occupational therapist come in. (Parent P.)" 

This comment would be consistent with the expectations of an Early Intervention 

Program which focuses on the goals of the family and often rehabilitating or 

remediating a deficit area caused by a disability. When the child moved into the 

regular education program the parent seemed to shift his emphasis from the 

physical to the social aspect. 
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"I guess interacting with kids and other people was the main thrust 
the~e_. (Parent P.)." 

The mother of the elementary student was interviewed. Her son , labeled 

with an emotional disturbance, was enrolled in an inclusive classroom where the 

regular education teacher co-taught with a special education teacher. The 

teachers divided the class activities and each taught the entire class. When 

modifications were required, the special education teacher would assist with 

these changes. Mom felt the most important concern was that, 

"he got the same attention the other kids might, especially him with his 
needs. (Parent E.) . " 

Her son had previously been placed in a resource setting in another district, 

which required "pull-out" instructional services. Mom had witnessed an 

escalation of problem behaviors and feelings of failure with that placement. 

Moving him into the regular classroom with support served to bolster his self 

esteem and improve his academic and social performance. 

"He started to get along better with people and feel, you know, like there 
was nothing wrong with him. (Parent E.) ." 

Expectations for the Junior High parent (mother) were diverse, possibly 

as this student utilized a power wheelchair for mobility and was dependent in all 

transfers and personal care needs. The culture of the Junior High is also 

different from that of an elementary school; For example, communication is 

made more difficult by the number of teachers and staff members with whom a 
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parent must communicate. When describing needs, the mother pointed out, 

"First physical accessibility, so he can be as independent as he can be, 
second, just for them to know that his learning style may be different or to 
know when he needs help and when he doesn 't. (Parent J.) ." 

"It scares the teachers, I think. They don't know when to modify and when 
not to. They don't know when to push and, or, when a child's being lazy 
and when he is not (Parent J.)." 

The father of the High-School student was interviewed. He described 

himself as "an old slaved river. " 

"I don 't think any of the kids in the district are (challenged academically). 
I try to keep a handle on making sure that he not only gets his 
assignments done but understands the concept ... . (Parent H.) ." 

In identifying barriers, he stated, 

"transportation .. ... lf I'm not here he can't go anywhere. (Parent H.) " 

Teachers need to be aware of the physical needs of the students as well as the 

academic and social needs. 

"All the teachers really need to know is that he can't pick things up and 
he needs assistance getting things in and out of his locker and in and out 
of his backpack and to help him close the elevator. (Parent H.)." 

Student Perspective 

Themes identified in the student group included change in environmental 

demands, accessibility, and fear of the unknown. The Preschool student, 

despite several attempts, responded to the investigator's questions with only 

head nods or shakes. She indicated that she liked it when she went into the 

kindergarten classroom, even though the children were older. She also 
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indicated that she liked being in the special education classroom. The student 

had friernds with whom she played in each of the classes. 

The Elementary student stated that the advantage of staying in the 

regular education classroom was, "you get to finish your work." During informal 

interviews with resource teachers this problem has been reiterated . One teacher 

commented that the change from the regular classroom to a resource classroom 

for instructional time during the school day was very disruptive to the flow of 

information between teachers as well as students. 

The Junior High student felt that the challenges of Junior High were 

longer classes, schedule changes, and the need to work more independently. 

When selecting his favorite classes he picked English, 

"because there are a lot more people in there that I know (Student J.) ." 

This student indicated that he preferred asking a friend when he needed 

assistance and was more comfortable in a group of his friends. The Junior High 

student began taking initiative for modifications as they were needed, 

"I'll ask someone to help write the same things. (Student J.)" 

The High School student described the differences of High School , 

"It's a lot more work that you have to do in High School. It's harder than 
Junior High. It's a lot more people. It's crowded sometimes. (Student H.). " 

Some issues for this student included moving through the hall at class changes and 

for emergency drills, accessing closed doorways and maneuvering in the classroom 
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in his power wheelchair. 

His advice to teachers, 

"Just listen to what we have to say, so it'll help them understand us better. 
(Student H.) " 

It can be assumed that persons performing similar tasks such as teacher, 

parent or student, might perceive their role similarly. However, when one looks 

at an educational setting it is clear that there are differences between the 

environmental arrangements and roles and responsibilities of individuals based 

on the level of their programming or the age group. With this in mind , the data 

set was analyzed according to the age level of the student to determine 

differences in roles and expectations of the informants. 

Preschool Perspective 

At the Preschool level the role of "student" was emerging. The father 

reported, 

"There is more of a teacher, you know, where you put her on a bus and 
she was on her own (in the 3-5 year old program). We had to take her in 
and stay with her at the other program (Early Intervention) (Parent P.). " 

The model of inclusion utilized was "partial inclusion" where the child stayed in 

regular education for a portion of the day. She was moved into the regular 

education setting because, 

"She would just sit there (in her special class) 'cause the kids that were 
with her did not really interact with her. (Teacher P.). " 
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The teacher utilized the expertise of the Instructional Specialist and the 

Diagnostician for support and ideas. Sometimes her choice was based on 

availability. 

"The diagnostician, she had all the schools to go to so she wasn 't as 
accessible. (Teacher P.)" 

The teacher further commented that the student could benefit more if she 

was in the classroom more. She was seen as different because she was not in 

the classroom full time. Children's interactions were based on her partial 

inclusion. 

Elementary Perspective 

A Co-Teach model was utilized in the Elementary classroom. A regular 

education teacher and a special education teacher worked side by side to 

address the needs of all students. Once again the importance of appropriate 

socialization was evident in the discussion. Parents and teachers agreed that by 

keeping the child in the classroom with his peers, all children benefitted socially. 

"I think it went better emotionally wise. Because at the beginning of the 
school year, when he started out in the other school, and he was excluded 
for the first time from a classroom, he felt very different from other children 
and his self-esteem was very, very low. So once he was brought into the 
regular classroom, he changed (Parent E.)." 

"They go along better. And they weren't, the kids that, regular education 
kids weren't worried about, you know, different ... / mean, they knew they 
had strengths and weaknesses but they didn 't, it wasn't, 'You're dumb, 
you leave the classroom (Teacher E.)." 

"I was really pleased with the family type environment (Teacher E.). " 
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The student reflected that he was able to complete his work. In addition, 

both special and regular educators were knowledgeable about the curriculum 

and how the student was doing. 

"Because if he is gonna be in the classroom where he's just not gonna be 
with one teacher, like, they both need to be aware of what's going on with 
him (Parent E.)" 

"The regular education teacher isn't clueless about the child. The special 
ed. teacher and the regular teacher have a better rapport. Then you 
know, there are situations where regular ed. is one and special ed. is 
another and they're dealing with the same child and it's like a tug of war. 
(Teacher E.)" 

The special educator was able to provide insights to the regular educator that 

would support her interactions with other non-identified children. 

"You learn things that you can apply to your other kids, whereas some 
other teachers who don't work with those kids, those other adults never, 
never get that unless they go out and get it, you know (Teacher E.)" 

In addition, other children had the extra assistance needed for success. 

"We broke up into two groups, and one teacher would take one group and 
the other one take the other, and that would help. I did a lot of buddying 
with the children . ... that way they didn't know, nobody knew who was 
different (Teacher E.)." 

Modeling appropriate behaviors and work skills by teachers and peers was an 

essential part of the program. By grouping the students heterogeneously, no 

student was identified as "special". Support was given to any student 

regardless of classification. 
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lntermediateiJr. High Perspective 

Teacher and parent spoke to the importance of and difficulties. 

encountered with the coming of age as a student moves into Jr. High School. 

"Of course, sometimes with Junior High, they're going through so many 
hormonal changes what worked in the past may not always work now, but 
it is a place to start (Teacher J.) ." 

"Socially it's a little difficult, only because he can't get up and go places. 
So, it's a real hindrance. People can come to our house, or I can take him 
places, but he can't do things like, you know, go have a sleep over or, you 
know, go to the movies with a best friend (Parent J.) ." 

The student begins to transition away from total parent involvement to moving 

out into the school social scene independently. The teacher once again takes 

the role of fostering a positive example for all students 

"I pull in a lot of things where we may be good at one thing and not 
another, but we still accept each other. And we have to accept everyone 
(Teacher J. ). " 

However, at this age level the student begins experimenting as his own 

advocate. 

"If we were writing, like, an essay like we did at the beginning of the year, 
when you have a lot of essays .... I asked her (to use the computer) and 
she approved and said it was OK (Student J.). " 

Accessibility becomes more of an issue as the child moves away from the parent 

to establish his own activities. The family continues to have a role in 

communicating needs and providing academic support. 

A difficulty that becomes more evident at this age is effective 



communication as the number of teachers with whom the student has contact 

increases. 

"I talked to the teacher in the middle of the semester, she didn't even 
know they (tests) were supposed to be modified (Parent J.) . " 

As cliques begin to form, students and teachers are quicker to accept a child 

with a visible and therefore "real" handicap. Children with less obvious 

handicaps are subjected to a rigid social expectation. 
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"The ones that have, like, the emotional disabilities or behavior disabilities 
J 

that's not something that they can see. It's not like they can say, "Well, 
he's, crippled, and he is in a wheelchair, so that is his problem, but I don't 
know what is wrong with that kid. That kid's just being a jerk (Teacher J.)." 

High-School Perspective 

At the High School level , frequent topics of discussion were the dating 

scene, increasing mobility, and being part of the crowd . 

"He kidded for a long time last year about getting a driver's license this 
year (Parent H.)." 

"I remember when I was a kid, just, you know, you toss and turn the night 
before the first day of school, not because you are afraid of what a 
teacher is going to give you on a worksheet. You know, you're afraid of 
whether the kids are gonna like what you are wearing or if you're cute, 
you know (Teacher H.)." 

"At lunch, you can sit with your friends, you're not assigned tables. It is a 
lot more freedom (Student H.)." 

Providing the student with appropriate support while maintaining a professional 

distance was a line walked by the teacher. 

"Oh 1 know that she was comfortable with me because she 'd come to me. 
And yet, 1 know she went to other teachers, too, but like, she'd tell me, 



'Mrs. M., you're not like other teachers (Teacher H.). " 
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"If there was a student who didn't have that (parent support}, which would 
be very unfortunate, then it would be good to know that, because then, 
um, the teacher would have to fill in a bit more (Teacher H.)." 

Once again, as in Junior High, the number of teachers was a confounding issue 

for communication . 

"I try to keep a handle on making sure that he not only gets his 
assignments done but he understands the concept (Parent H.)." 

The student and the parent were seen as essential informants to developing an 

effective educational program. 

''The best way would be for the old teachers to talk to the new teachers, 
obviously. But precluding that eventuality, I'd be happy to talk to the new 
teachers as the school year approaches, once they're identified ... (Parent 
H.). " 

"Just listen to what we have to say, so it'll help them understand us better 
(Student H.) ." 

One theme that is evident throughout this analysis is the importance of 

direct and effective communication in ensuring successful outcomes. Not 

necessarily because communication eliminates failures, but ongoing 

communication seems to make reevaluation of progress occur so that 

procedures can be shifted efficaciously. With that in mind, each of the 

informants was asked to describe their "perfect world" version of a support 

strategy. 
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Characteristics of an Intervention 

Teachers and parents agreed that the best way to ensure a successful 

year was to keep the channels of communication open. The teachers all 

seemed to support having specially trained staff in the classroom so that they 

could observe the natural environment and demonstrate an intervention in the 

context in which it would be applied. 

"The adaptations would have to require, I think, that you'd have some kind 
of special services, because the teacher does not have the time or the 
area to work independently with a student like that (Teacher H.)." 

"/don 't think they (the specialist) need to be responsible for them, but I 
think maybe that person can help the teacher see how to do it, "This is 
how, this is how you do it (Teacher E.). " 

"Not so much, you know, lecture material or, you know, workshops. I 
want to go in there and see it (Teacher P.) ." 

/learn better from actually being there and interacting, and hands on stuff 
(Teacher P.)." 

This training, that training doesn 't work because they still have to do it 
themselves .... / think maybe that person (specially trained) can help the 
teacher see how to do it .. (Teacher E.)." 

I don't know how you could train (the teacher) without actually being 
involved with them .. .. Do it, if you mess up, back up, try it again, do it a 
different way (Teacher J.). 

All of the teachers agreed that they had very cursory understanding of the 

process of special education and had utilized the assistance of others, 

particularly those identified as special educators, to help problem solve. Some 

of the solutions were seen as ineffective with limited follow-up. 



Parents referred to the success of the co-teach model , where special 

education and regular education teachers team taught. By providing 

individualized instruction in the environment of the regular class; students 
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experienced less disruption in the flow of their day, permitting them to complete 

tasks more efficiently. 

"But, uh, that was probably the best co-teaching situation I've seen, 
because it was one classroom, two teachers that were used to each other 
the entire time, as a coaching team (Parent J.) ." 

"What I think was working well this year ... a teacher in the classroom 
working with the children with special needs ... along with the teacher for 
regular students ... Whenever he needed help he would call on her and she 
would help him (Parent E.). " 

Implications for Occupational Therapy 

The characteristics of an intervention based on occupational adaptation 

are described by Schultz and Schkade (1992) as follows: "Through exchange of 

knowledge, experience, ability, analysis of motivation, and shared vision , the 

therapeutic climate is created. (p. 918)". It appears that for the informants of this 

study, all participants are describing similar environmental expectations. 

Teachers , parents and students all want the teachers to have sufficient 

familiarity to be comfortable interacting with the students as they would any 

person in their classroom. In the event that a student requires "special 

assistance", they would prefer that assistance to be as nondisruptive as 

possible. 

The occupational therapist has an ideal background to assist the teacher 
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in meeting the needs of special children through their training in physical , social 

and cognitive development. The characteristics of an intervention are 

highlighted in the interviews with the teachers. When asked what type of 

support the teachers would see as most useful, each responded with a similar 

description of someone coming in the classroom to see what is going on and 

helping with the actual situation. Only through this participant observation did 

the teacher feel that a successful consultation could be achieved. 

This response is consistent with the results of Dunn's (1990) study on the 

comparison of models of service delivery for students. While not demonstrating 

a difference in student outcomes with direct vs. consultative model, this study 

revealed that the teachers were more likely to say that occupational therapy had 

a role in the successful accomplishment of the student's Individualized 

Education Plan (IEP) goals when consultation provided to the teacher was the 

model of intervention. 

Giangreco, Dennis, Cloninger, Edelman & Schattman (1993) observed a 

"transformation"experience in some regular educators that occurred with a 

collaborative approach. A teacher participant in the study commented, "I 

started seeing him as a little boy. I started feeling that he's a person too. He's 

a student. Why should I not teach him? He's in my class. That's my 

responsibility, I'm a teacher (p. 365)." Teachers in this study were supported by 

specialists, depending on the needs of the child . The researchers observed 



that when the specialist was able to put aside separate goals and provide 

support in the context of the regular education setting the specialist served to 

facilitate the inclusion of the child with special needs. When the specialist 

attempted to "transplant special education practices into regular education 

environments" the specialists were seen as barriers (p. 371) 

A format for pursuing the collaboration was shared by Giangreco, 

Cloninger and Iverson (1993). This method was modified from the original 

Creative Problem Solving Process and consists of five steps: 

• Fact Finding-Gathering information 
• Problem Finding-Clarifying the problem 
• Idea Finding-Brainstorming in an atmosphere of deferred judgement 
• Solution finding-Selecting the best idea based on criteria 
• Acceptance finding-Making a plan for what to do next and taking action 

(p. 1 0). 

With this process occurs a mutual sharing of information and a recognition that 
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each team member comes with a background that is unique but complementary. 

Each person is an equally important member of the team. By fostering the 

collaboration , one could expect a more positive resolution to an occupational 

challenge. 

The intervention under investigation in the subsequent studies in this 

series will focus on the teacher in the regular education classroom. It was 

developed based on the results of this preliminary study and will consist of 

monthly visits for the purpose of collaboration with the teacher, quarterly 
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participant observations and interviews with the informants. These visits will 

occur in addition to the regular contacts provided to the students based on their 

IEPs. Through the information provided from these data sources, the 

investigator hopes to have a better understanding of the context in which the 

regular educator works, and thus facilitate the adaptation process in the 

classroom. 

Effects of the intervention will be evaluated based on student outcomes 

with regard interactions between the teacher and student, as well as responses 

of the informants during interviews and participant observations in the 

classroom and other school settings. 

Potential Significance 

This study is limited in its generalization to different schools or districts 

due to the small sample size and qualitative design. Individuals in other school 

districts will need to evaluate the applicability of the results to their own 

settings. In spite of the contextual nature of the study, some important 

observations can be made based on the data set. It is clear that with the 

advancement of the inclusion theme, school districts, indeed individual 

campuses within a school district, have chosen to provide an inclusive 

instructional setting in a variety of ways. Informants in this study participated in 

the following arrangements: Partial inclusion: The Pre-K student was included 

in a regular education classroom for a part of the school day. She was in 
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special programming for the remainder of the day. Co-teach: The elementary 

and junior high students were in a classroom that housed both a special 

educator and a regular educator. Each developed lesson plans for the entire 

class. The special educator supplied most of the instructional modifications. At 

the Junior high and High-school level , both students were enrolled in regular 

education classes in which the regular educators were required to make 

instructional modifications. Support was available upon the request of the 

teacher, parent or student through the special education department. 

It is evident that as a child moves ahead in his or her instruction, he or 

she is exposed to a variety of models of instructional service. The impact of this 

shift of service model on the child's progress is an area that deserves further 

exploration. 

It is interesting to note the reference to being "different" that occurred 

throughout the interviews. Each teacher emphasized the social importance of 

the child with disabilities having a successful inclusion experience. The Pre

school child was seen as "different" because she did not have the instructional 

background of the children in the kindergarten class. Others were seen as 

"different" because of a behavior or a physical disability. Some of the 

informants concluded that children with physical handicaps were more socially 

acceptable because it was clear that they had a disability. Studies have been 

done using non-handicapped individuals as confederates to pose as a class 
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member with a disability. Some of these studies reveal a tendency for students 

and teachers to form opinions based on predetermined beliefs (Gilmore & 

Farina, 1989). Researchers argue that as children with disabilities are placed 

in inclusive settings some of these prejudices will diminish. 

Future Challenge 

This line of research offers an exciting opportunity to explore the 

occupational therapist's role in regular education. The changing paradigm of 

intervention has continued to demand offering educational services in the least 

restrictive environment. One can posit, if a child can be supported through the 

indirect provision of consultation to the regular education teacher, a less 

disruptive learning environment would result. The purpose of the second study 

in this series will be to foster an adaptation process in the teacher that 

enhances his or her interactions with a disabled child in the classroom through 

the implementation of the occupational therapy intervention. In the third study, 

the investigator plans to investigate the effect of the occupational therapy 

intervention on the teachers adaptation process as demonstrated by their 

interactions with other children at risk or with identified disabilities. These 

studies are in progress. 
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Table I. Student Characteristics 

Student Eligibility Diagnosis 

Pre-Kindergarten , Orthopedic Impairment (R) Hemiplegic Cerebral 
Female Palsy 

Elementary, Male Emotionally Disturbed None 

Junior High, Male Orthopedic Impairment Duchenne Muscular 
Dystrophy. 

High School , Male Orthopedic Impairment Duchenne Muscular 
Dystrophy 
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ABSTRACT 

The purpose of this study was to evaluate the effectiveness of an 
occupational therapy intervention of collaborative consultation and participant 
observation when utilized with regular education teachers in the inclusive 
classroom. The study was framed by occupational adaptation theory which 
supports the occupational therapist working in collaboration with the client 
toward the client's objectives as a useful means of accomplishing current and 
future occupational challenges. The design of the study was qualitative using 
data from interviews, participant observation and collaboration sessions. 
Informants included 4 regular education teachers, 4 students with disabilities 
and 4 parents of the students in a semi-rural school district. Data were analyzed 
for trends and themes which were linked through an audit trail. Outcomes reflect 
positive movement toward relative mastery being experienced by the regular 
education teachers who rated their responses based on the relative mastery 
concepts of efficiency, effectiveness, and satisfaction to self and others. 
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FACILITATING OCCUPATIONAL ADAPTATION IN 
INCLUSIVE CLASSROOMS 

Part II, Assessment of an Intervention Strategy 

Introduction 
This paper represents the second in a series of studies developed to 

describe the effectiveness of an intervention strategy to facilitate adaptation of 

regular education teachers teaching in inclusive classroom settings. Based on 

the outcomes of the study recommendations will be made regarding the 

establishment of priorities for occupational therapy intervention in the classroom, 

determination of level of service for students receiving occupational therapy 

services in the public school, and effective documentation of services to 

promote accountability. 

Adaptation is a long held concept in occupational therapy practice and is 

described as a normally occurring process. Other constructs frequently related 

to adaptation include the person as agent or active participant (Fidler & Fidler, 

1978; Schkade & Schultz, 1992; White, 1971 ); the significance of the 

environment (King , 1978; Schkade & Schultz, 1992; Spencer, Davidson & White, 

1996; White, 1971) and the outcome of mastery(Fidler & Fidler, 1978; Reilly, 

1962; Schkade & Schultz, 1992). With the increasing push to educate students 

with disabilities in the regular classroom, occupational therapy services 
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the child grows, new skills are taught or acquired, appropriate for the child 's 

developmental level and occupational roles. 
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Kielhofner and Burke (1980) built on the foundation of temporal 

adaptation in the model of human occupation. They described the person as an 

arrangement of subsystems including the volitional (personal causation), 

habituation (an organizational subsystem) and the performance subsystem (the 

skill subsystem). The system receives input from the environment which results 

in an output that generates feedback and restarts the process. "The person both 

changes and is changed by the environment (p. 574)." 

Schkade and Schultz (1992) described occupational adaptation as both a 

process and a state. The process occurs as a response to an interaction 

between the person and the environment. If occupational adaptation is 

successful, it is perceived as an experience of relative mastery. The 

determination of relative mastery is based on the individual's assessment of their 

response as being efficient, effective and satisfying to self and others. Beyond 

focusing on the acquisition of particular skills, occupational adaptation is an 

internal process that affects the response of the individual and provides him or 

her the tools with which to interact with their occupational environment to 

address future challenges and results in a feeling of competence. This internal 

process appears to relate positively to the discussion of efficacy beliefs of 

teachers described previously (Brownell & Pajares, 1993). 
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Preliminary Study 

The preliminary study in this series utilized a semi-structured interview to 

disclose what instructional models were currently in use in the inclusive 

classroom and what was perceived as particularly successful or unsuccessful. 

Descriptions were obtained from the teacher, student, and parent regarding 

their perception of the occupational role of the regular educator and their goals 

for the student in the classroom. Data revealed that the teacher's primary role 

for students was as a promoter of acceptance both for the child within himself 

and for the child in the social arena. Data revealed that all of the teachers had 

significant concerns in their ability to meet the needs of the inclusive students in 

their classroom because of their inexperience at the preservice level and 

inservice level and their fear of negatively impacting the programming of 

students without disabilities in their classroom. Most of the teachers had a 

maximum of one overview class on different disabilities while in college. Their 

experience in the classroom had been limited to the application of various 

modifications for students with learning or behavior problems. The teachers felt 

that consideration of context was essential in formulating interventions within 

their classrooms. The regular educators seemed to rely heavily on the 

knowledge and skills of the team members, but had a strong desire to maintain 

control over the classroom. Expectations for teachers were congruent 

between the members of the team including the parents and the students with 
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disabilities (Garza, 1997). 

Based on the outcomes of the preliminary study, an intervention strategy 

was developed, framed by the occupational adaptation theory. This present 

study applied the proposed intervention of collaborative consultation and 

participant observation in the inclusive classroom to facilitate adaptation in the 

regular education teacher, thus effecting positive outcomes for the student with 

disabilities. 

Method 

Demographics of the School District 

There are 637 4 students in the school district under study, of which 1 0% are 

identified as special education students under Individuals with Disabilities 

Education Act (IDEA). District makeup of schools includes three elementary 

schools that house students from Pre-K to fourth grade, two intermediate 

campuses which house fifth and sixth grade, one Junior High (7-8) and one High 

School (9-12) . The district utilizes site based management strategies, in which 

the administration and personnel of the particular campus make many of the 

decisions regarding the school environment and operations. 

Informants 

This study utilized a convenience sample of four regular education 

teachers, 4 students with disabilities, and 4 parents of the students with 

disabilities. The intervention was provided by the investigator who had nine 



years of experience working in the district and 15 years of experience as an 

occupational therapist. 
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Teachers were selected by listing all the students on the occupational 

therapy caseload in the district who met the eligibility requirements of the study. 

Each student was enrolled in some level of inclusion as determined by the IEP 

committee. Students were then divided by age group and randomly selected. 

Age group categories were established as it was assumed that students at 

different age levels would experience inclusion differently. Because interview 

data were collected, students were required to be able to communicate. Prior to 

contacting the parent or student, inclusion teachers were contacted to determine 

their willingness to participate. If a student had more than one inclusion teacher, 

teacher names were randomized and teachers were contacted sequentially until 

one agreed to participate. 

Insert Table 1 

Once consent was obtained from the teacher, the parents of the child with 

disabilities was contacted and the study described. The student was contacted 

for assent after all adults had consented. This assent was obtained in the 

presence of parents. See Table 2 for a description of the student and parent 

informants. 

Insert Table 2 



Tools/Data Sources 

Data were collected using several methods shown to be effective in 

obtaining a rich description of context. Semi-structured interviews were 

conducted between the investigator and the informants (teachers and parents) 

on a quarterly basis. Interviews with the students were held on an informal 

basis during regularly scheduled interactions. Following the interviews, field 

notes were recorded to provide context. In addition, monthly collaboration 

sessions were scheduled individually with the teacher and the investigator to 

assess the progress of the student and future needs. These sessions were 

framed by Giangreco, Cloninger and Iverson's (1993) work and included a five 

step process: 

Fact Finding-Gathering information 
Problem Finding-Clarifying the problem 
Idea Finding-Brainstorming in an atmosphere of deferred 

judgement 
Solution finding-Selecting the best idea based on criteria 
Acceptance finding-Making a plan for what to do next and 

taking action (p. 1 0). 

The deliberations of these sessions were transcribed on a worksheet. The 
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agreed upon plan was developed and each member was assigned responsibility 

for some part of the strategy. 

A third source of data was quarterly participant observations by the 

investigator during structured classroom time as well as during unstructured time 

(lunch, recess). During these observations no contact was made between the 
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investigator and the students or teacher. Field notes were recorded describing 

context and the types of interactions occurring between the teacher and the 

students in the classroom and other settings. 

Data Analysis 

Following collection of the data, tapes and field notes were transcribed. 

Data were then chunked and sifted in order to identify themes or trends in the 

data. Data were color coded according to the themes. Audit trails were 

established. Samples of the raw data and analysis were then provided to a peer 

reviewer to ensure trustworthiness of the analysis. The peer reviewer was a 

special education teacher with extensive experience ranging from serving as a 

consultant, as well as teaching in a variety of classroom environments. 

Results 

The results of the study will be presented in a sequence describing the 

progression from initial placement to the final observations and perspectives. 

Included in the results will be data from interviews, collaboration sessions and 

observations. 

Initial Response to Placement of Students 

Initial response to the placement of the students in the regular classroom 

was one of anticipation and, at times, fear, regardless of previous exposure to 

children with special needs or level of control over the decision. The 

Kindergarten Teacher (Teacher K.) acknowledged that she was frequently 
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assigned children with special needs. "They used to say 'Oh, you're really good 

at this.' Which I wish I wasn't so good. It was draining." . Teacher K. expressed 

concerns about the social interaction of the child as well as her (the teacher's) 

ability to properly evaluate her progress. The student had significant 

communication and moderate motor involvement which made many tasks such 

as cutting , coloring and writing difficult. 

The Elementary Teacher (Teacher E.) commented "They needed 

someone to do it and I wanted to . " The teacher indicated that she had a goal of 

working with children with special needs, but did not see her calling as a special 

educator. Teacher E. had been teaming with a special education teacher for 

three years, using various models of instruction. She described herself as 

fearful about the placement of a student with significant physical disabilities in 

her class because of her lack of knowledge of the student and the student's 

disability. The teacher was also concerned about the social reception the 

student would receive as a fourth grader. "Had I seen a situation that was very 

positive in her old school/ would have felt much better and would not have spent 

June, July and August worried about it before she got here." 

Determining placement at the Junior High level was based on the 

selection of the student's schedule by the IEP committee the previous year. The 

Junior High inclusion teacher (Teacher J.) taught a Theater Arts I elective. The 

student was placed in Teacher J. 's class because she was the only teacher in 
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the theater department. Teacher J. indicated that she did not receive any 

information to assist her in preplanning for Student J. As a teaaher.of an 

elective, she did not receive information through the mechanisms of the 

academic teams. In addition, she had no other professional teacher with whom 

to collaborate. "You are handed a stack of papers (modifications) and some of 

those are in codes. You know, you have to sit there and figure out, 'What exactly 

does this mean?'." The teacher's prior experience with children with disabilities 

was during an observation as an undergraduate. She described the nature of 

her class, a theater elective "We are on the outside of it a little bit. And I see that 

as a positive and I see that as a negative . " Although she felt at a disadvantage 

because sometimes pertinent information regarding recommended modifications 

or behavioral interventions was slow in coming, a positive was noted, "everybody 

was treated the same . " She added, "The other thing concerning to me is that 

I'm a very animated teacher, and I'm also a very crazy teacher. I'll go off the 

deep end to show them it's okay to go weird and to be different and to use 

emotion and stuff. .. one thing that I've noticed with (the student) is that when I do 

that, she starts imitating me. And that's the place that I need to figure out how 

to, how to say, I'm acting, you know? Because the other students know that." 

The High School teacher (Teacher H.) was hand selected by the IEP 

committee (Individualized Educational Plan). The teacher had a background 

working with students with emotional and learning difficulties. The class was a 
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regular education class required of all Freshman. Teacher H., in retrospect 

stated, " I'd always want to instinctively say, 'Well, he just can't do it'. So there 

was the challenge for me. I can look back and see things that you and 1 shared, 

where as /look back on it now, /limited myself and him, when now 1 realize, 1 

could have done something that I didn't do ." 

The Environment/Initial Observations 

The initial physical arrangement of the classroom and additional supports 

available in the classroom also varied. Teacher K. had no reduction in class 

size to teach children with special needs. The physical classroom environment 

was arranged with groups of 4 students at a table with supplies placed at the 

center. Students were grouped according to complementary strengths. 

Instructional strategies utilized included peer teaching, small group, whole group 

and some one to one instruction. This classroom arrangement fostered a safe 

environment in which students could respond. "It gives one student a chance to 

be the mentor, plus, some kids teach each other better than adults can teach 

them . " Early observations of classroom interactions showed the student with a 

disability to be withdrawn from her peers. While involved in whole group 

activities directed by the teacher, the child would call out responses with her 

peers. When left to choose, the student would typically select a center in which 

she could play alone. Observations revealed no attempt by the teacher to 

direct her to a more interactive setting, in spite of socialization being identified 



as a goal. When engaged in a solitary activity, the student would attack it in 

ways inconsistent with the learning objective. The teacher was doing small 

group work so was unaware of the difficulties the child was having . On the 

playground, the student stood along the fence line and rarely interacted with 

other children . 
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Teacher E. had a paraprofessional or instructional aide in her classroom. 

Initial design of the classroom had the student at the back, near the entrance to 

the room, where she could sit at her adapted desk and have easy exit and 

entrance. Her desk was placed adjacent to two other students. This placement 

was far from where the teacher lectured. The instructional aide was seated in a 

chair next to the student. Classroom instruction format was typically lecture 

followed by some activity. The instructional aide worked primarily with the 

student in completing her work. The student had minimal visual contact with the 

teacher during the lesson, looking instead at the instructional aide for guidance. 

Children were grouped in the class according to their instructional needs. The 

instructional aide also served to take care of the student's personal needs. She 

pushed the child to the cafeteria where she immediately proceeded to open up 

the student's lunch box and set up her meal. The instructional aide then sat by 

the student taking care of wiping the student's mouth and occasionally feeding 

her. Following lunch, the instructional aide rolled the student to the restroom 

where she assisted her in toileting by removing her clothing and assisting with 
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arranging her clothing and hand washing. The pair then returned to class along 

with the other students who were returning from recess. Early in the school 

year, the staff was unsure about the student's physical abilities and tended to 

take over tasks such as transfers and wheelchair procedures that she could 

perform. As they attempted to develop higher expectations, a reverse pendulum 

effect occurred as they encouraged expectations that the child could not achieve 

using frequent vocal reminders for posture, arm position and attention. 

The Junior High student was also accompanied by an instructional aide; 

however, this instructional aide varied from day to day. The instructional aide 

would come to the student's prior class and pick her up and accompany her into 

the theater class. Unfortunately, because of the instructional aide's prior duties 

on any given day, the student was frequently late for class. The student was 

placed in the back of the classroom where she was seated at a table with the 

instructional aide. On some days, the instructional aide was switched in the 

middle of class, resulting in the need to instruct the new instructional aide in the 

current activity. The other students were arranged at round tables of 4 or 5 

students. As the teacher presented the warm-up activity, the student was not 

there so when the student arrived an opportunity to participate was missed along 

with any instruction that was given to the class. It was noted that when the 

student was present for instruction, frequently she relied on the instructional aide 

for information . 
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Teacher H., like Teacher K., also utilized group process as a way to 

promote learning, although his reasoning had more to do with the workplace. 

"We are not doing it for him, we are doing it for everybody. It's all these skills 

that we 're having to learn, you know, we get out in the real world and we have to 

work in groups." Early observations in the classroom showed students slow to 

form groups, choosing to remain in their "cliques". In the cafeteria, the student 

selected a location in front of the television and had no observed interaction with 

his peers. He required total assistance of an aide to eat, and chose to eat in the 

cafeteria. 

Identification of Objectives 

The objectives identified by the teachers in the order in which they 

emerged are presented in Table 3. The investigator deferred to the teacher's 

lead in the collaboration session , facilitating the brainstorming with 

environmental descriptions from the classroom observations as well as teachers' 

perceptions. In the role of collaborator the investigator served two purposes, 

that of a sounding board for concerns and ideas, and that of a professional with 

a complementary background of knowledge. 

Insert Table 3 

The identified objectives tended to center around several general areas: 

social concerns, appraisal concerns, and the modification of instructional 



activities. Sometimes objectives fell into more than one category, for example, 

modifying a classroom task to provide optimum instruction and foster social 

interaction between the students. Strategies were developed based on the 

developmental needs of the student and the environmental demands of the 

classroom and were mutually supported by the teacher and occupational 

therapist. 

Final Observations 
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Final classroom observations and physical arrangements were the best 

indicator of the adaptation that had occurred during the course of the school 

year. For the kindergarten class, the student had progressed from parallel level 

of play to interacting with her peers. She was found to be quite knowledgeable 

by her peers about letter concepts and time concepts. Classmates more readily 

asked that the student join them at a task during center time. She was observed 

in dramatic play in the home center with her peers. On the playground, rather 

than standing alone, she participated in running games and climbing on 

equipment with her peers . The teacher, also, had met her goals. She 

developed ways of clarifying the student's communication attempts to assess her 

knowledge. Teacher K. began setting the student's work up in single steps to 

prevent confusion or impulsive completion of a task. She also continued the 

successful strategy of pairing the child according to her strengths to promote 

self esteem and social interaction. On the playground, to incorporate physical 



skills, the teacher would lead all of the children in a motor task as a group 

activity. This was perceived as a game-and was very supportive of the child 's 

social interactions. This teacher also sought out contact with the occupational 

therapist on one of her free periods to gain some new ideas for classroom 

implementation . 

In the Elementary classroom, the physical environment also changed. 

81 

The student's desk, while remaining at the back near the door for access issues, 

was no longer in an area where the teacher did not interact. The teacher began 

moving about the room during lessons, checking on all of the students. The 

instructional aide no longer had a chair next to the student. She was seated at a 

round table and also moved through the classroom assisting all students in the 

classroom. Peers began waiting to be asked for assistance or offering to assist 

rather than assuming the student was unable to perform a task. In the cafeteria, 

the student was no longer fed or automatically assisted. Although some 

discussion had occurred about the instructional aide moving out of the cafeteria 

to promote independence and allow the student one time during the day during 

which to interact with peers without an adult present, the instructional aide 

continued to go to the cafeteria. She did move down to the next table to assist 

the student as needed. (The actual agreed upon goal was for the student to 

utilize peer assistance and if needed, the cafeteria monitor for assistance). 

When, at the end of the year, the aide was queried as to what she needed to do 



for the student that required her presence in the cafeteria, she responded , 

"Nothing." The student was also assisting more :tn)toileting, pulling down her 

clothing and hand washing with minimal assistance. Both inside and outside 

school the student developed friendships with peers resulting in birthday 

invitations and visits to other girls' homes, peer activities that she had never 

experienced before. 
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As far as her curriculum requirements, the student was following the 

regular curriculum for science and social studies using modified tests and 

activities as needed. The teacher was so pleased with that outcome that she 

was very vehement about the student's continued placement in regular 

education during the following year. She invited the selected teachers for the 

coming school year to visit the classroom to see the student in action. This visit 

occurred near the end of the school year. 

At the Junior High level, change was also recorded. Where initially the 

student was seated with the instructional aide in the back of the classroom and 

came late and left early, by the end of the class semester, the student was 

seated at the front at a table with several other students and her aide. The 

floating aide had been replaced by an aide who was available to bring the 

student at the required time and assist for the duration of the class. Two 

problems persisted; the student still left early, and the student was occasionally 

excused from class to participate in community based instruction. The teacher's 
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struggle with expectations was addressed mostly through trial and error and the 

parent support of the teacher's activities through active and direct 

communication . 

At the High School Level , the physical arrangement of the classroom 

remained the same. The teacher continued to address his challenge of creating 

activities. He expressed that this was made more difficult by the press of outside 

forces. The curriculum was new and the time line for activities was interrupted 

by a variety of events that impacted scheduling . The teacher demonstrated a 

notable increase in his use of the student as a problem solver. The student 

demonstrated an increased level of commitment to the class, turning in 

assignments and moving to join work groups on his own initiative. 

Evaluating the Intervention Based on Student Outcomes 
Components of Relative Mastery: Satisfying to Self and Others 

The teachers and parents described the impact that the intervention 

strategy had on the outcomes for the students. Samples of their comments are 

presented in Table 4. 

Insert Table 4 

Evaluation of the Intervention 
Based on Relative Mastery: Efficient and Effective 

The teachers were invited to evaluate the intervention strategy based on 

th · · d the progress of the child The question included references err experrence an · 



to the utilization of teacher time with respect to outcomes. Teacher K. 

responded, llYou can pick out things that I can't, that I'm not trained to pick 

out... That really helped, you telling her to use her big muscles, 1 mean, 1 didn 't 

think about doing that. And that helped ... so it was real useful ." 
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The Teacher E. indicated that stopping for a collaborative consultation 

session helped her stop and assess the progress that had been made and 

helped her to see how far the student and the class had come. She responded , I 

think it's good because you and I talked about things that you've seen that we 

were trying to do with her and made suggestions that were helpful and got 

materials ... I didn't know they (an adapted device) existed. " 

The Teacher J. was unavailable at the end of the year despite several 

attempts to schedule at her convenience. 

The High School teacher in assessing his use of the occupational therapy 

collaboration stated, I think that is where I probably fallen short, because you 

and I talked about it; I didn't do it cause I was going it alone." Regarding the use 

of his time, he commented, "Its like anything else, where our cups are 

overflowing. So it's like right now, sitting here talking to you. The time I'm talking 

to you would be time that I get other things done, so that's gonna put me that 

much later here. It's just what a teacher is willing to give in order to improve 

themselves as well as the classroom. I think the thing that helped out with me is 

it kept me very conscious of the situation because when you're being pulled in a 
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hundred different directions, things can easily get put on a back burner, and you 

grab what's first and some things never get any attention ..... And of course, too, 

we've talked about some real situations and we've made some positive changes 

through the collaboration, as well as we've seen some shortcomings, some 

positives. So I think it's been good . " His classroom frustrations were not 

centralized on the student but the administrative requirements that interrupted 

the flow of his course, "Then some mastermind comes along and says we're 

gonna do two solid weeks of testing and that not only demoralized the students 

but the teachers . Regarding the usefulness of observation, he responded, "If 

you pop in one time then you're not going to get a good picture of the class. But 

once the kids get used to seeing, well, you know, there's somebody observing 

this class all the time, after awhile you get to see the real thing. 

Discussion 

The teachers in this study were faced with very different dilemmas. Each 

teacher came from varying backgrounds with diverse professional and personal 

experiences at different times in their Jives. The only similarity was that they 

were being asked to educate a child with special needs of a type with whom they 

had no previous experience. With that environmental demand, the occupational 

challenge becomes evident. 

Occupational therapy theorists support the fact that choice and self 

determination is an important factor in achieving an adaptive experience. In 
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districts moVing toward inclusion, typically "volunteers" are recruited in order to 

start with a more positive environment. At the elementary level, this was seen in 

the volunteering of the teacher to begin preparation for inclusion. To serve in 

this role was within the scope of her own professional goals. Other times the 

role of inclusion teacher was determined by the teacher's particular strengths 

(Teacher K., Teacher H.) or their availability (Teacher J.). Giangreco et. al. 

(1993) challenge the volunteer method of teacher selection, making the valid 

point that teachers would not be asked for their willingness to accept a child 

based on sex, race or religious affiliation; However, the teachers seemed to 

agree that teaching a child with a disability requires a certain level of acceptance 

on the part of the teacher. 

The impetus for making the inclusion situation work appeared to stem 

from the teachers' drive to be effective. A major goal was to see the child blend 

in and be accepted as an individual. This was often the first priority identified by 

the teacher. Early attempts to accommodate the student and his or her needs 

sometimes resulted in the student standing out more rather than less. These 

initial unsuccessful attempts could be attributed to the lack of prior experience 

the teachers had with students with these particular disabilities. Spencer, 

Davidson and White (1996) described the cumulative development of an 

adaptive repertoire where individuals learn not only the skills they need to 

perform but how to evaluate situations so as to know when to use them. Brophy 



(1979) described this phenomenon with regard to classroom expectations 

noting, 'Teachers must not only master particular skills, but know when to use 

them (p. 735)." 
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Focusing on the teachers' goals of social inclusion first, barriers were 

reduced in the environment. The way the barriers were assessed took into 

consideration both teacher needs and the developmental level of the classroom. 

For example, in the elementary classroom no other student had an adult seated 

next to them for all tasks. No other student was applauded each time they 

performed a typical self care task (unzipping a backpack or unlocking a seat 

belt). At the higher grade levels, no other student was permitted to enter and 

exit the classroom whenever they wanted. No other student was allowed to turn 

in work at their leisure or not at all without experiencing consequences. These 

types of situations were discussed and many were remedied by the teacher 

within the classroom early in the school year. 

The area of appraisal was the second area of challenge identified. In the 

State of Texas, regulations accompanying The Individuals with Disabilities 

Education Act of 1997 require that all students undergo appraisal using either 

the standardized test, T AAS, or some alternative test to ensure accountability. 

This reinforces the teachers' challenge to monitor the students' progress. 

Careful analysis of what is actually needing to be tested allows the teacher and 

occupational therapist to develop valid means of gathering this information from 



the student without testing the disability. 

The third major area of collaboration with the teacher was the 

development of modified classroom activities. In education students are 

frequently identified as visual, auditory, tactile or multisensory learners. 

Children with disabilities also benefit from varied type of instruction. The 

occupational therapist in collaboration with the classroom teacher, can provide 

assistance in the development of creative classroom activities that serve to 

enhance instruction and build social acceptance. 
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The process of change takes time and time is very limited in the public 

schools. Teacher H. shared his frustration with the outside demands of the 

administration; the Teacher J. sponsored special events that kept her at school 

late nearly every afternoon all school year. These environmental demands 

increase the challenge for the classroom teacher. Schkade and Schultz (1992) 

suggest that individuals have a fin ite supply of adaptation energy which operates 

at two levels, primary or high energy use, and secondary, a lower level of 

awareness. They suggested that the secondary energy level was the one where 

creative thought could most easily occur. When the environmental demands are 

high or the occupational challenge is too great, individuals may respond by 

becoming unable to act or hyperstabilized. This state of being unable to act was 

demonstrated by the Teacher H .. He was so overwhelmed by the demands 

placed upon him that he was unable to select a response. When the year was 
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over, in retrospect, he recognized periods of inaction that had occurred. 

By contrast, a hypermobile response describes the individual who tries 

many ideas, never really evaluating why one did not work before· attempting 

another (Schkade & Schultz, 1992). Teacher E. seemed to demonstrate a 

hypermobile response in her classroom. She cited that she would try something 

and if it didn't work she would try something else. This was reflected in her 

expectations for the child's performance which ranged from too low to too high. 

With time and the opportunity to collaborate she was able to move into a place 

where her expectations were more in line with the student's capabilities. 

Teacher K. appeared to have the least degree of occupational challenge 

given her years of teaching and her experience with students with special needs. 

She seemed to flow naturally into the collaboration concept, sharing information 

back and forth to enhance the child 's programming. Her reliance on an 

established repertoire had resulted in a sense of relative mastery. 

Conclusions 

This investigator suggests that collaborative consultation combined with 

participant observation is an effective model for occupational therapists to use in 

inclusive classrooms. It offers the opportunity to obtain an actual view of the 

context in which the educational program occurs and results in the establishment 

of a positive rapport with the team members. Using observation alone, the 

occupational therapist may draw inaccurate conclusions regarding the classroom 
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environment. Using interview or collaboration alone, the therapist may be 

missing an opportunity to intervene in an area that the teacher had no idea could 

be addressed. The most critical outcome of the collaborative consultation model 

is its ability to positively impact the educational program of current and future 

students by effecting the positive relative mastery of the teachers. 

Areas of concern that seem to occur across grade levels include social 

concerns, appraisal concerns, and the development of instructional 

modifications. With the occupational therapist providing support in these areas, 

it is proposed that collaborative consultation can be effective in meeting the 

needs of a variety of teachers and students in the least restrictive environment. 
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Table 1. Teacher Informants 

Informant Gender Education Experience Grade 

Teacher K F B.A. Teaching 12 Years K 
Endorsement in Kindergarten 
Reading Specialty 

Teacher E F Bachelors Degree 5 years 4th 
Elementary Education 

Teacher J F Bachelors Degree 5 years 7-8 
Theatre and Speech 
7th through 12th grade 

Teacher H M Alternative Certification in Generic 5 years 9-12 
Special Education. 
B.S. in Architecture 

Table 2 Student/Parent Informants . 
Student Grade Eligibility Diagnosis Parent 

Student K Kindergarten Speech Mother, Work 
Impaired at home; 

Author. 

Student E 4th grade Orthopedically Cerebral Palsy Mother, Stay at 
Impaired home; 

Volunteer at 
school. 

Student J 7th grade Mental Mental Mother; 

Retardation Retardation Special 
Education 
Teacher 

Student H 9th grade Orthopedically Duchenne Father; Airline 

Impaired Muscular Pilot 
Dystrophy 

93 



Table 3: Teacher Objectives 

Kindergarten For the student to blend in with class, feel successful 
For the student to complete independent work 
For the teacher to develop creative and accurate assessment 
strategies 
For the student to acquire basic skill development in essential 
elements: writing, cutting, organizational skills 

Elementary For the student to fit in, make new friends. 
For teacher to individualize appropriately. 
For student to work independently, show initiative. 
For the student to progress toward independent feeding and 
toileting. 

Junior High Have the student maintain the class schedule 
For the teacher to develop achievable expectations for behavior and 

performance. 
Promote respect and trust between class members 
For the student to develop self confidence in front of a group 

High School For student to develop group task skills 
For teacher to develop experiential activities that the student could 
participate in as well as assessment strategies that tested 

knowledge not disability. 
Development (by teacher) of appropriate expectations for 
performance. 
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Table 4· Student Outcomes 

Teacher K. She was very successful. The one thing we didn't do, like I said, was 
associating the print with sound. But all her math skills are real 
good. She's ready to read. And her social skills got better, so yeah, 
she was very successful in here. There has been a lot of growth. 

Kindergarten It makes a big difference to me,'cause I feel like I have, it's not 
Parent control is not the word or the issue, it's like being able to help with 

observations, ideas, planning, helping to find that path that she can 
be on, instead of one person pulling her this way, one going this 
way, we're working together as a team in one direction. And it gives 
me a lot of satisfaction to know that. 

Teacher E. I think it was pretty successful. I think there were some things that I 
wanted her to accomplish in my mind, that maybe I set my 
expectations too high ... Progress is slower than I had anticipated it 
being. 

Elementary (It's) like we're all in this together on raising this kid, not raising her 
Parent but teaching and educating her. 

Junior High Well, everyone seems to be willing to talk and for the most part. 
Parent They're open, and I have a general rapport. As well as A. does, with 

several of her teachers, comfortable rapport. And that's always nice. 
You kind of feel like you're in the same boat with them, taking on the 
same challenge. But I'd like to see more of that from some of the 
other teachers. 

High School I'll say this for you, the next child that comes into my class and rolls 
Teacher in her in a wheelchair or they're limited in what they can do, I think 

I'll be so much more prepared and I think that's the positive side for 
me right there is sometimes you have to go through something and 
you stumble through to find out what, "Hey, here's what I don't want 
to do and here's what I could have done." 

High School Oh, I am very happy. I wish he had more friends. But being his 
Parent friend is a lot of work. And kids, especially at that age, tend to be 

out doing things all the time ..... AII I know is the job gets done, he's 
happy and has had no problems with any of the menial stuff 
(toileting and feeding, mobility) or the classroom stuff. 
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ABSTRACT 

This study represents the third study in a line of research investigating the 
effectiveness of collaborative consultation and participant observation in 
promoting the adaptation of regular educators teaching students with disabilities 
in inclusive classrooms. The aims of the study were to develop an intervention 
strategy for occupational therapists that could be effective in supporting the 
classroom teacher as well as promoting positive outcomes for students with 
disabilities. The informants in the study were 4 regular education teachers, 4 
students with disabilities and 4 parents of students with disabilities. The data 
consisted of quarterly interviews with the parents and teachers, quarterly 
participant observations of the students participating in both structured and 
unstructured school activities, and monthly collaboration sessions with the 
teachers. Data were transcribed and chunked according to trends observed. 
Outcomes indicated that teachers demonstrated an increase in perceived 
relative mastery and an ability to generalize their responses in novel situations. 
The areas of communication , modification, and advocacy were most impacted 
during the course of the study. 
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Facilitating occupational adaptation 
in the inclusive classroom: 

Part Ill, Internalization and generalization 

Introduction 
This paper represents the third in a series of studies, the purpose of 

which was to develop, implement and evaluate an intervention of collaborative 

consultation and observation as an effective model of occupational therapy 

services in inclusive classrooms. Part I described the occupational role and 

occupational environment of the regular educator in the inclusive classroom 

(Garza, 1997). Part II portrayed the process of adaptation as it was reflected in 

the interactions of the teacher and the student with disabilities over the course of 

a school year (Garza, 1998). Part Ill will emphasize occupational adaptation as 

an internal process that allows generalization of the response to other similar 

situations. This is in keeping with theories of adaptation that suggest that as 

occupational therapists, we must focus on facilitating the acquisition of 

principles, not specific skills (King, 1978) and that our programming must be 

centered on the client and their needs and priorities (Schkade & Schultz, 1992; 

Fidler & Fidler, 1978; Kielhofner& Burke, 1980) 

This series of studies has been framed by the work of Schkade and 

Schultz ( 1992) on Occupational Adaptation. Occupational Adaptation is one of 
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several theoretical bases put forth in occupational therapy literature by which 

occupational therapists' may guide their practice. Occupational Adaptation 

emphasizes an internal process of adaptation that occurs as a result of the 

response of a person to the demands of the occupational environment. A 

constant in Occupational Adaptation is a desire for mastery in occupational 

situations. This desire for mastery has been referred to as an "urge toward 

competence" (White, 1971 ), a "drive toward action," (Reilly, 1962), and "intrinsic 

motivation" (Florey, 1969). 

In applying Occupational Adaptation as a framework for intervention, 

Schultz and Schkade (1997) listed 6 guiding principles: 

1. Occupational Adaptation is not a collection of techniques but a way to 
guide thinking. 

2. Intervention is guided by the requirements of the occupational role that 
is identified by the client as meaningful. 

3 . A personally meaningful intervention focused on the internal 
adaptation process will be more efficient and generalize to other situations. 

4. Intervention is a combination of occupational readiness which 
addresses deficit areas, and occupational activities which simulate occupational 
roles. These occupational activities possess three characteristics: (a) active 
participation by the client, (b) meaningful to the client, and (c) the process 
results in a tangible or intangible product. 

5. The client evaluates his or her own progress in terms of relative 
mastery: efficient (in the use of time, energy and resources) ; effective (in 
accomplishing the goal) and satisfying to self and others. 

6 . The therapist assesses the outcome with tools and with indications 
that the internal process has been affected. These indicators might include 



spontaneous generalization, initiation of new approaches, and a perceived 
increase in relative mastery. 
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The model of collaborative consultation is congruent with the intervention 

requirements of Occupational Adaptation. Contrary to the more familiar "expert" 

model of consultation, in collaborative consultation , the team members are 

viewed as peers, with each one possessing a unique body of knowledge. 

Leadership is distributed and each individual is accountable for agreed-upon 

commitments. The team engages in frequent face to face meetings and works 

toward agreed upon goals (Idol, Nevin & Paolucci-Whitcomb, 1994). 

Because the goals in a collaborative consultation model are agreed upon 

by the team, each member has a share in the outcome. The goals, in keeping 

with occupational adaptation, are based on the requirements of the occupational 

role. The occupational role and environment of the regular educator is shaped 

by many factors including the model of inclusion, grade level, course content 

and others. 

In a collaborative model, the occupational therapist and other team 

members yield their individual agenda to the greater goal of the group. Since 

the classroom teacher is the primary implementor with the child, interventions 

should focus on outcomes that will support the role of the teacher with the 

student. Through frequent face to face meetings and first hand observations, a 

coordinated level of service may be obtained that supports the teacher in his or 



her push for relative mastery connected to the occupational challenge of 

inclusion of the child with disabilities. 

Method 

The School District 
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This study was completed during school year 1997-98 in a 

suburban/rural school district serving 6374 students. The makeup of the district 

included 3 elementary campuses (1 Pre-Kindergarten- Grade 4; 2 Preschool 

Programs for Children with Disabilities (3-5 yr. olds)- Grade 4); 2 Intermediate 

campuses,(Grades 5-6); 1 Junior High (Grades 7-8); and 1 High School (Grades 

9-12). The district management philosophy is site based which means that the 

building administration and staff are responsible for decision making affecting 

their campus. In keeping with the mandate of the Individuals with Disabilities 

Education Act (IDEA), the district has supported education of students with 

disabilities in the least restrictive environment (LRE). The LRE is provided on a 

continuum with different models of service being utilized on different campuses. 

Examples of these models include: 

Full Inclusion: Children with disabilities are educated in the regular 

education classroom for the entire school day. 

Content Mastery: The student receives his or her instruction in the 

regular classroom and goes to a special educator to have modifications made or 

implemented. 
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Co-Teach: A special educator and a regular educator teach in the same 

classroom at the same time, sharing responsibility for all students . 

. 
Partial Inclusion: The student with disabilities attends some classes in 

the regular education setting and some classes in the special education setting. 

The Informants 

The informants in the study included 4 regular education teachers, 4 

students with disabilities, and 4 parents of these students. In order to identify 

the inclusion teachers, the names of all students receiving occupational therapy 

services who were also enrolled in inclusive classrooms were placed in a 

container. Students were required to be verbal and have a tested JQ of greater 

than 60. Groups of students were divided according to their age; Pre-K and 

kindergarten, Elementary, Intermediate and Junior High, and High School, as it 

was assumed by the investigator that students and teachers of different age 

groups may experience inclusion differently. Once potential students were 

identified the inclusion teacher for the student was contacted and the study was ' 

described to him or her. If there was more than one inclusion teacher for a 

particular student, the teachers ' names were randomly selected and each 

teacher was contacted until one agreed to participate. (See Table 1 for a 

description of the teachers. 

Insert Table 1 

Following selection of the teacher, the parents of the student were contacted, 
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the study described and consent obtained. Once all adults had given consent, 

the assent of the student was sought in the presence of their parent. See Table 

2 for a description of the students and parents. 

Insert Table 2 

Data Sources 

This study focused on three sources of data; quarterly semi-structured 

interviews with the teachers and parents, quarterly observations of the student 

in both structured and non-structured environments, and monthly collaborative 

sessions between the teacher and the investigator. The interviews were 

audiotaped with the consent of the informants. Field notes were maintained on 

the observations. Collaboration sessions were documented on a worksheet 

developed for use in this study. 

Data Analysis 

Data were transcribed and sifted for themes and trends. An audit trail 

was established to link the themes with the data. A peer reviewer was provided 

samples of the data and interpretation to ensure trustworthiness of the analysis. 

The peer reviewer was a special educator experienced in working collaboratively 

with special educators, regular educators and related service providers. 

Results 

The results of the study indicate that generalization and internalization 

occurred in three major areas among the regular educators: communication , 



modification and advocacy. It appeared that the ability to generalize in these 

areas had a profound impact on student outcomes. 

Communication 
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A positive adaptation was experienced by teachers who were able to 

utilize clear and ongoing communication with team members. A breakdown in 

communication resulted in less effective strategies for inclusion. There were 

several examples in the data that highlighted this observation. Typically 

teachers have a direct line of communication with the parents of their students. 

In the case of the special education student, many times the communication 

between the regular educator and the parent gets filtered through the special 

education teacher. "I didn't want to make it seem like K. was different. I wanted 

to approach it the way any regular ed kid would, a regular ed. parent would 

approach it (Parent J.). " One reason for the difference in communication style 

could be that the special educator is seen as the contact person for students 

with disabilities in the school. Being less familiar with the legal aspects of 

special education, the regular education teacher might be hesitant to interact 

with the parent directly. By implementing the collaboration process, including 

the parent on the team, this hesitation can eliminated. When communication is 

clear and all team members are focused on the goal, there is less opportunity for 

confusion or misunderstanding. Expectations can be realistically assessed 

using the parent as the expert on the child . As teachers accept the parent as a 
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team member, the students' progress can be addressed in all environments. 

Very positive outcomes were experienced by the students in those cases where 

communication efforts were direct with the parent. 

In the case of the high school student, using his input to develop goals or 

alternatives was also encouraged. When the teacher's communication efforts 

were limited due to time, availability or fear, new problems arose in the 

classroom, which had a negative effect on the student's progress. An example 

of this was the high school student's neglect of assignments. The teacher 

continued allowing the student to miss assignments, debating with himself as to 

whether the classroom expectation was too high. He failed to discuss the issue 

with either the parent or the student directly. When he was able to discuss his 

concerns with the O.T. , he recognized how differently he was handling the 

situation compared to other students, deciding to confront the student with the 

potential consequences of his behavior. This open discussion eliminated the 

student's failure to perform his work. The teacher observed, "/limited myself and 

him. " by not approaching the student earlier. 

Another breakdown in communication was observed between Teacher E. 

and another teacher. The student was coming late for science and social 

studies because of her inability to complete work in her math class. Teacher E. 

expressed concern during interviews with the occupational therapist, about the 

student missing instruction in social studies and science; However, she failed to 
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discuss those concerns with the other classroom teacher. The situation resulted 

in the student's increased reliance on the instructional aide in science and social 

studies to "catch up" with the rest of the class. 

Modifications 

The second area of generalization was in the classroom modifications. 

Teacher K. stated it well when she observed, "Sometimes working with someone 

that has special needs, you want, you're gonna investigate different ways to work 

with them, ask different teachers, and then you can just, you get to use different 

methods to apply to the other kids, too." She put activities and modifications in 

place that were useful not only for the identified child, but other children in the 

class that might have similar weaknesses. Educators are trained on models of 

teaching and develop a variety of strategies through which to teach concepts. 

When teachers are able to look past the disability and recognize the similarities 

between children they frequently realize, "As I've gotten more and more into it, 

you realize that almost everybody needs to be individualized for something." 

(Teacher E.) 

While early in the school year the O.T. may have modeled modifications 

or instructional alternatives, usually, the teacher was able to carry on and 

address similar problems with the identified student or others in the class without 

difficulty. For example, when Teacher K. was provided strategies for improving 

her student's cutting skills by giving her one step at a time, she began breaking 
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down other sequential tasks to reduce the student's impulsivity. When Teacher 

E. was provided table top scissors for use during an art project, she began 

providing the student with word lists to cut out and paste onto maps rather than 

having the aide write in the blanks for the student. Teacher J . recognized that 

the student in her class needed structure in order to have a positive experience. 

She built in a way of providing the external structure needed by placing the 

student in a group of responsible peers who could help guide her behavior. 

Advocacy 

The third area of generalization appeared manifest in the teachers' 

advocacy for the students. Advocacy was observed within the school 

environment as well as in outside activities. Once again, the teachers seemed to 

be looking past the label to see the child and his or her educational and social 

needs. While at the beginning of the year the teachers had a sense that the 

students had a right to be in the classroom as members, the positive outlook 

was tempered with concern of being able to meet the students' needs. By 

December many of the teachers reflected growth, their observations taking on a 

more global perspective. This was seen in their observation of problems that 

the student was having in other environments and making attempts to shape 

those situations. Teacher K. observed the student going out to play alone at 

recess and started initiating a movement game that included all the children 

when they would first go out. This resulted in increased play interactions 
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between the student and her peers. Teacher E. noted that disappointment at the 

beginning of the day set the tone for the student and her friends for the rest of 

the day. In her schedule, the first class was physical education. Due to the 

large class size, the physical education teachers preferred for the student to 

remain in her wheelchair. The classroom teacher noted that the friends of the 

student with disabilities were having a difficult time in physical education when J. 

was unable to participate. Since participation was limited, the classroom 

teacher advocated for the student, arranging for her related services to occur 

during physical education. The student then would attend adapted physical 

education. 

Several teachers took steps in advocating for the student for the coming 

year. Teacher K. felt it important to choose the student's teacher for the coming 

year to allow the student's growth to continue, Because I think it is important to 

match especially those kids with a teacher that's really gonna help them along 

and continue to boost their self esteem, not one that's gonna think, 'Oh, I have 

this kid in my class and what am I going to do with him? He 's not like everyone 

else.' Because, sorry to say this, some teachers are like that." 

Teacher J. remarked that when choosing electives for the student, the 

team should consider placing her in the % year class for consecutive semesters. 

The teacher had observed in her own single semester class that the student's 

level of participation improved with the second semester. Repetition had yielded 
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a positive outcome. 

A graphic depiction of shift occurred in the Elementary teacher. During 

the first observation the entire class went outside to study the aerodynamics of 

paper airplanes. While the class walked to the fence line, the student informant 

was lett in her wheelchair on the sidewalk, the teacher stating that it was OK if 

she waited . The rationalization of the teacher was that it was too hard and 

bumpy to push the student over the playground. The effect was the student did 

not get to view the activity or participate with her peers. 

By contrast, later in the winter the same class took a field trip to a local 

state park and museum. Prior to the visit, the classroom teacher contacted 

officials to ascertain wheelchair access. She was assured that the museum and 

grounds were accessible. Upon arrival the parking area was under repair. 

There was no way to push the student's wheelchair over the lot. After 

brainstorming, the teacher had the construction crew grade a small area. She 

then obtained their assistance in moving the student and her wheelchair over the 

parking lot to the walkway. She followed up with a letter to the State Parks 

Board describing her displeasure with her experience. 

Discussion 

The outcome of this study revealed that occupational adaptation can 

indeed occur in the inclusive classroom teacher with the utilization of an 

intervention of collaborative consultation and participant observation . Schultz 
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and Schkade (1997) describe the state of adaptation as being determined by 

generalization of the response to new situations or self initiation in novel 

situations and the perception of relative mastery. Using those criteria, each of 

the teachers demonstrated some level of adaptation. 

For Teacher K., the challenge of teaching a child with speech impairment 

and fine motor delay was not evaluated as a difficult challenge, but one that was 

different from her previous experience. Since kindergarten is very 

developmentally based, she was able to utilize her adaptive repertoire to meet 

the needs of the student. Her experience in teaching in the same grade for 12 

years permitted her to explore alternatives since she was comfortable with the 

routine and expectations of her classroom and school. She felt capable of 

observing the student's needs, intervening with her, and applying the new skills 

to other similar students. 

Teacher E. also was able to generalize her new awareness to other 

settings. She perceived a greater occupational challenge than Teacher K., 

possibly because of the level of physical involvement of her student. She also 

was very concerned that the students in the age bracket of her classroom would 

have greater difficulty accepting a differently abled child. The teacher set out 

determined to meet the needs of the student and very open to sharing ideas and 

concerns. The experience affected her positively as a professional as well as on 

a personal basis, as demonstrated in her behavior on the field trip. 
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Teacher J. was concerned about her ability to successfully meet the 

challenge of teaching a student with mental retardation. She was a person who 

was used to finding her own way to success because she saw herself as an 

outsider when compared with other teachers who had team support. While 

initially utilizing the occupational therapist support, this teacher quickly began 

making the shift to using more typical communications with the student's parent 

to facilitate the classroom interactions. This was seen as a very positive 

outcome by the occupational therapist, parent and teacher. 

Teacher H. attempted to adapt to the situation of teaching a student with 

significant physical disabilities; However, he seemed to meet a variety of 

occupational challenges that interfered with his ability to achieve relative 

mastery. He never seemed to recover from the scheduling disruption caused by 

the two weeks of testing that occurred in the first semester. Teacher H. 

evaluated his success in the classroom harshly, feeling like he had not made 

enough effort to be creative in developing activities for the student. He viewed 

the changes that occurred within him as more significant than those reflected in 

his teaching strategies, describing a plan of action in the event he was to have a 

similar student in the coming year. 

In this age of minimal pre-service preparation for teachers planning to 

teach typical children, the collaboration model can effect change in 

communication, modification and advocacy that supports students in their 



educational program. Because the collaboration was focused on real life 

situations that were identified as important to those persons in the closest 

contact with the student, positive relationships could be formed that provided 

support to the team members as well. 
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Collaboration requires ongoing communication which serves two major 

purposes, determining areas of emphasis for the program and that of 

reassessing the progress of the student. In the cases when communication 

broke down (Teacher H. and Student H.) (Teacher E. and the Math teacher) 

progress toward the objectives was impeded. The collaboration process allowed 

the focus of the program to remain meaningful to the participants and fostered a 

dynamic exchange of ideas. 

Because many students with disabilities progress slowly, collaboration 

allowed team members to pause long enough to recognize improvements that 

otherwise might have been overlooked. Having appointments scheduled with 

the team seemed to encourage members to stand back and take an informal but 

objective look at how the student was progressing within the context of the 

school environment. Ongoing participant observation allowed the observer to 

obtain a naturalistic picture of the classroom and other school environments, 

facilitating the development of recommendations that could be applied in the 

setting. Accountability was increased as team members committed to the 

pursuit of a common goal. 
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Langer (1984) described the state of mindfulness and mindlessness in 

her studies in the area of social psychology. She theorized that individuals 

develop predetermined mind sets based on previous experience and will 

sometimes respond to a new situation based on an earlier experience resulting 

in an unsuccessful or inappropriate response. When one is mindful , one notices 

the uniqueness of the situation and is able to develop a more appropriate 

response. The findings of the study suggest that the intervention of collaboration 

sessions and participant observations with the occupational therapist and team 

members resulted in an opportunity for all members of the team to become more 

mindful of the progress of the child and the tasks in the school environment, 

fostering the implementation of strategies to promote success. 

Implications 

The results of these studies generated many more questions than 

answers. Some areas of future study might include strategies for documenting 

progress in a qualitative format, outcome studies for various models of inclusion, 

and how the use or availability of support services in the classroom affect the 

independent performance of classroom work by students with disabilities. 

The school environment is very rich in context, thus, qualitative methods 

are useful for obtaining a picture of the actual demands for a student and 

teacher. Regulations guiding the assessment process for students in special 

education are emphasizing functional descriptions rather than relying on 
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information provided by standardized tests. The accuracy of assessments can 

be enhanced dramatically when individuals in regular contact with the child in 

the many environments of the educational setting maintain ongoing records of 

the student's successes and difficulties in various tasks and environments. This 

information can assist the IEP team in developing an educational plan that can 

be successful in the least restrictive environment. 

Determining what environment is least restrictive for a student is based on 

a number of criteria including (but certainly not limited to) what the student 

needs to learn, how much support he or she requires from staff or environmental 

adaptations, and, in reality, the resources available in the individual district. 

Inclusion is a philosophy, not a placement. Therefore, schools are providing 

inclusive services using a variety of models. Sometimes inclusion models will 

shift and not be available for the student in a different school or during a 

different year. Students with disabilities placed in regular education classrooms 

who are not provided adequate support face more challenges in becoming 

successful learners. The intervention of collaborative consultation and 

participant observation is one way to approach creative programming in the least 

restrictive environment. 

Some teachers involved in this series of studies indicated that having a 

person observe in the classroom was sometimes seen as intrusive. This was 

attributed to the current system of teacher appraisal which uses classroom 
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observations by administrators as part of the teacher's job rating. The 

participant observation did allow the investigator to gain a more objective picture 

of what tasks were required for the student and the flow of the classroom. That 

gain of perspecti~e helped shape problem solving recommendations so that they 

could be more easily integrated into the classroom. Further study may be 

useful in assessing the usefulness of participant observation as a means of 

assessing the classroom environment without contaminating the observation. 

Participant observation also allowed the investigator to observe the level 

of assistance being provided to the student with disabilities that had the potential 

of limiting the student's independent skills. Further studies are warranted to 

investigate the impact that paraprofessional contact with the student with 

disabilities has on peer interaction and the development of independent work 

skills for the student. 

Summary 

The purpose of this series of studies was to develop, implement and 

evaluate an intervention of collaborative consultation and observation as an 

effective model of occupational therapy services in inclusive classrooms. While 

the teacher was the focus of the adaptation process, integral to the success of 

the intervention was the outcome experienced by the student with disabilities. 

The impetus for these studies was the recent reauthorization of Individuals with 

Disabilities Education Act of 1997, which emphasizes the need to educate 
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students with disabilities in the regular classroom whenever possible. 

Part I described the occupational environment and the occupational 
. 

challenge as it was experienced by regular educators, students with disabilities 

and the parents of the students. An intervention strategy was proposed based 

on those descriptions and put in place for Part II and Part Ill. The intervention, 

based in occupational adaptation, was framed by the work of Giangreco, 

Cloninger and Iverson (1993) on collaborative consultation and participant 

observation. The focus of the intervention was the regular education teacher 

with outcomes reflected in the adaptation response of the teacher as well as the 

positive outcomes of the student with disabilities. Results indicated that the 

proposed model of collaborative consultation and participant observation was 

effective in supporting positive relative mastery for the teacher, fostering 

partnerships with the parents, and promoting the student's educational program. 
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Table 1. Teacher Informants 

Informant Gender Education Experience Grade 

Teacher K F B.A. Teaching 12 Years K 
Endorsement in Kindergarten 
Reading Specialty 

Teacher E F Bachelors Degree 5 years 4th 
Elementary Education 

TeacherJ F Bachelors Degree 5 years 7-8 
Theatre and Speech 
7th through 12th grade 

Teacher H M Alternative Certification in 5 years 9-12 
Generic Special Education. 
B.S. in Architecture 

Table 2. Student/Parent Informants 

Student Grade Eligibility Diagnosis Parent 

Student K Kindergarten Speech Mother, Work 
Impaired at home; 

Author. 

Student E 4th grade Orthopedically Cerebral Palsy Mother, Stay at 
Impaired home; 

Volunteer at 
school. 

Student J 7th grade Mental Mental Mother; 
Retardation Retardation Special 

Education 
Teacher 

Student H gth grade Orthopedically Duchenne Father; Airline 

Impaired Muscular Pilot 
Dystrophy 
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CHAPTER 6 

Discussion 

This line of research utilized the framework of occupational adaptation to 

develop a strategy that would promote adaptation in regular education teachers 

effecting a positive outcome for the special education student. Achieving 

positive outcomes by collaborating with the regular education teacher is in line 

with the recent reauthorization of IDEA '97 which requires "providing appropriate 

special education and related services and aids and supports in the regular 

classroom to such children (as identified under IDEA), whenever 

appropriate(§601, Title 2)." 

Part I of the line of research defined the occupational role of the inclusion 

teacher from the perspective of the teacher, student with disabilities, and the 

parent. These particular consumers of occupational therapy services were 

selected because of their direct involvement with the student, classroom and 

school. The major roles of the inclusion teacher were identified as: promotion of 

socialization, promotion of program access and provision of appropriate levels of 

challenge and support. 
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Informants in Part I described the characteristics of a "best practice" 

intervention by stating the-importance of hands on knowledge of classroom flow 

and the opportunity to have new skills modeled in the environment in which the 

skills would be carried out. 

Based on the outcome of Part I a review of traditional service models 

yielded no model that would accomplish both the environmental awareness and 

a hands on opportunity to model recommendations; Thus, a combination of 

models was selected and implemented: collaborative consultation and 

participant observation. The collaborative consultation model focused on the 

area of occupational adaptation that calls for client centered interactions where 

the occupational therapist releases his or her own agenda and emphasizes the 

person as the agent of change. In addition, collaborative consultation helped 

provide an opportunity for all parties to reevaluate the plan of action and ensure 

accountability. 

Participant observation yielded the investigator the opportunity to obtain 

an insider's perspective of the environment of the classroom and campus 

including the physical, social and cultural environments. This facilitated the 

identification of problem areas the teacher or student was encountering. It also 

gave the occupational therapist a context with which to develop and implement 

recommendations. It was interesting to note that all of the data sources for Parts 

11 and Ill including the collaboration sessions, participant observations and 



123 

interviews added to the intervention success. In the tradition of action research 

(Depoy & Gitlin, 1994), the teacher, parent, student and occupational therapist 

were involved in studying the problem. This engagement occurred through the 

interviews, participant observations and collaboration sessions. By utilizing the 

many perspectives of the participants, a rich and accurate description could be 

made of the context. The occupational therapist, serving as the investigator and 

the implementor of the strategy, was provided the challenge of maintaining an 

objective eye while being closely involved in the process of change. To insure 

rigor numerous data sources were used. In addition, sample data and analysis 

were reviewed by a peer reviewer. 

The type of information provided through the collaborative consultation 

and participant observation were very different than the information one obtains 

from a standardized or skill based evaluation. Rather than focusing on the 

disability of the student, the collaborative consultation/participant observation 

model allows the team to focus on the environmental demands and the 

discrepancy between those demands and the individuals acting on them. 

Research has shown that changes implemented in classrooms to support those 

with disabilities are frequently strategies that benefit the learning of all students 

in the class. Previously cited studies reflect the positive student outcomes 

obtained through implementation of a consultative model in the classroom; 

Griswold ( 1994) utilized an ethnographic approach including participant 
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observation and interview to develop a framework to describe the classroom 

environment. She found the areas of activities, people and communication to 

be the most significant in obtaining a clear picture of context. 

In Part II and Part Ill of the line of research, the impact of the intervention 

with the teacher was evaluated based on the three sources of data: quarterly 

interviews with teacher, parent, and conversations with the students; quarterly 

participant observation of the student in structured and non-structured activities, 

and monthly collaboration sessions with the teacher. The results of Part II 

showed the intervention of collaborative consultation and participant observation 

to be successful in promoting the relative mastery of the teachers. Relative 

mastery was demonstrated by the change in the interactions between the 

teacher and the student with disabilities. 

The data were were examined for evidence that the level of the student's 

disability would have an impact on the teachers' perceived adaptation. 

Wilczenski (1992) suggested that teachers have an easier time integrating 

children with social (shyness) and physical delays. She contrasted children with 

visually evident disabilities to children with learning disabilities or emotional 

problems who, in contrast, could be seen as lazy or oppositional. The visibility 

of a physical disability in these current studies frequently resulted in the 

assumption that the student was incapable of performing or participating in an 

activity. The occupational therapist served a major role in demonstrating the 



abilities of the individual student, focusing on strengths and similarities rather 

than weaknesses and differences. 
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What appeared more significant in fostering adaptation was the level of 

teacher perceived support in the occupational environment. Teachers involved 

in the intervention slowly began to recognize the individualization they provided 

for the inclusive student was no different than they provided to any student in 

their class. If the teacher felt supported by the team and administration, the 

level of adaptation appeared more significant. When the environment was 

complex, for example in the high school program, the level of adaptation was 

less pronounced. 

This observation was consistent with occupational adaptation theory 

which predicts that a person faced with an excessive occupational challenge will 

revert to primitive responses. The intervention supported the teachers' move 

from the primitive or hyperstabile stage to a stage of adaptation. Utilizing the 

teacher as the agent of change was accomplished through the frequent 

meetings. By guiding the teachers through the process of critical thinking, they 

began to recognize the relationship of their educational background to their 

ability to work with the inclusive student. This recognition was demonstrated 

incrementally as the teacher experienced the capabilities and limitations of the 

student with regard to the tasks of the school day. For most teachers, some 

sense of relative mastery was evident by the end of the first semester, setting 
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the stage for internalization and generalization to be demonstrated in the second 

semester. Teachers, parents and students all rated the year positively both for 

outcomes as well as the efficiency and effectiveness of the use of the 

intervention of collaborative consultation and participant observation. 

Part Ill examined the teachers' ability to generalize their new learning to 

other situations. This generalization appeared most evident in three areas, 

communication, modification and advocacy. Communication efforts seemed to 

be essential and one of the areas that needed the most nurturing for growth. 

Good communication between teachers, related service providers and parents 

and students resulted in a team moving in the same direction for the sake of the 

child . Ongoing communication made each participant stop and take account of 

where the team was headed in the progress of the goal that had been identified. 

This unity also helped eliminate feelings of isolation that can sometimes form 

when individuals feel they are alone in pursuing a goal. 

Modifications are typically a challenge for teachers to implement in the 

classroom despite the fact that even the most homogeneous classroom will have 

students with a range of skills and optimal learning styles. With the support 

provided in the intervention, the regular education teachers developed new 

strategies for meeting the needs of the student informant as well as applying 

those strategies to other students. This resulted in a better educational 

environment for all students regardless of levels of academic performance. 



127 

The third area of adaptation was in the teachers' advocacy skills. 

Teachers became greater advocates for the student with disabilities as they too 

became participant observers of their student in school. Each of the interactions 

the teachers promoted was focused on permitting the student to have a more 

positive educational experience. 

Implications 

This line of research revealed some significant implications for 

occupational therapists in the public school, as well as administrators, and 

others in the position of assigning students with disabilities to inclusive 

classroom settings. First and foremost, inclusion is a philosophy, not a place in 

a building. Placing a student in a regular education classroom does not insure 

that the student's needs will be met. That assurance, while mandated by law, 

will not occur unless the environment is prepared for the student. That 

environment includes the administrator, the teacher, the other team members, 

students, the student with disabilities, and the actual physical environment of the 

campus. 

Observations during these studies as well as in the preliminary work 

frequently revealed that students with disabilities are sometimes separated more 

by subtle, and sometimes not so subtle, physical barriers in the classroom as 

opposed to their actual disability. Often these barriers are constructed in an 

initial effort to support the student. The placement of desks, the use of 
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paraprofessionals, the assignment of tasks, materials and communication style 

can be cues to the student and his or her peers as to the expectations of the 

teacher. Teacher expectations have been demonstrated to have a profound 

impact on the acceptance and performance of all children. 

The level of teacher experience as well as the way that the teachers 

approach an occupational challenge appeared to have an impact on how much 

support was required by the occupational therapist. Teacher K. had twelve 

years of experience with many opportunities to work with children functioning at 

different performance levels. The child in her classroom was incorporated by 

using techniques that were within the teacher's experience. 

Contrast this situation with Teacher H. He was a relatively new teacher 

with little traditional education in teaching. His school year included the 

challenge of a new curriculum, a disrupted schedule, and a student with a 

severe physical disability. While adaptation was observed, this teacher could 

have probably benefitted from more frequent collaboration sessions or other 

means of support. 

In preparing the teachers it is clear that preservice programs at the 

universities are inadequate and continuing to miss the call to train regular 

education teachers to teach special populations. Strategies must be 

implemented on the job to facilitate the teacher's ability to meet the needs of the 

special populations as well as to develop skills in the area of collaboration with 
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other professionals. 

The occupational therapist should have first-hand awareness of the 

unique context of a teacher's classroom in order to formulate relevant 

recommendations that can be easily implemented in the classroom. 

Occupational therapy education programs need to foster the acquisition of 

consultative skills in professional level students. While direct intervention with 

various populations continues to be a primary model of treatment in many 

settings, the role of the occupational therapist as a team member, working 

toward collaborative goals is essential in the public schools as well as other 

arenas such as wellness centers. Being able to balance role release with the 

maintenance of one's professional identity requires a strong theoretical 

foundation and effective communication skills. Technical expertise, while 

important, is often insufficient to promote change and can result in isolated 

programming with poor outcomes for the student. 

Studies need to be done on various models of inclusion. During this 

study it became apparent, mostly at the elementary level, that pull out service 

can be a detriment to students both socially and academically. Students who 

are removed from the classroom for parts of the day lose the opportunity to 

benefit from the background knowledge that the other students are privy to. This 

was discussed by the Kindergarten teacher and Elementary parent in Part I and 

the Elementary teacher in Part II. As students begin having variable schedules 
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at the Junior High level, the use of a "pull out" system does not appear as 

obvious. Students are grouped for the duration of a class period rather than all 

day. This observation would support the use of a Co-Teach model in the 

elementary level which would permit all students to remain in the classroom for 

the entire day. 

Teacher burnout is a dilemma faced in both regular education and special 

education. With early attempts at inclusion, frequently regular educators are 

individually selected to teach students with disabilities because of their 

tolerance, organizational skills or other strengths. Unfortunately, this can result 

in the same teacher always getting the challenging students. This was 

evidenced in Teacher K's lament, "Sometimes I wish I wasn't so good." Another 

situation that often occurs is that several students with disabilities will be 

included in one classroom. Sometimes this is to minimize the number of 

paraprofessional staff required to support the students. A premise of inclusion is 

to maintain the proportions of students with disabilities and non-disabled peers 

at the same level as the population. This seems to be a budgetary consideration 

that needs to be addressed. 

Finally, this study served as one way to document progress for students 

using a qualitative format. This has great implications for the assessment 

process as it has been revised in IDEA '97. "In conducting the evaluation the 

local education agency shall use a variety of assessment tools and strategies to 
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gather relevant functional and developmental information including information 

provided by the parent that may assist in determining whether the child is a child 
. 

with a disability and the content of the child's individualized education 

program .. . "(IDEA '97, sec. 614, (b)(2)(A), p . 71) . With ongoing collaboration the 

student's progress is continually being assessed. This permits the change of 

techniques that are not being effective as well as the indication of particular 

skills that are needed for the classroom. Many of the teachers indicated that the 

collaboration sessions served as impetus to stop and assess where a student 

was at any given time. The collaboration sessions permitted the teachers to 

notice smaller indicators of progress that had been previously overlooked. 

Studies investigating the impact of maintaining qualitative records on positive 

movement toward IEP objectives could have far reaching effects on how 

assessments are written . 

To summarize, occupational therapy services should be framed by a 

theory to which can be applied many different therapeutic frames of reference. 

This series of studies, framed by occupational adaptation, promoted the release 

of the occupational therapists goals and the focus on the client centered goals of 

the teacher for the student with disabilities. Through the intervention of 

collaborative consultation and participant observation a positive outcome was 

achieved in several different areas. First, the teacher gained new skills which he 

or she was able to apply to new situations or with other groups of students. 
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Second, the individual student had success in his or her particular classroom 

setting, moving toward their classroom objectives. Thirdly, the parent described 

feelings of success and satisfaction with their ability to serve as a team member. 

Lastly, the occupational therapist gained a broader and more realistic sense of 

what goes on in the classroom and was able to shape her own practice 

strategies to serve more adequately in the role of related service provider. 

While other school district personnel will have to examine the relevance of this 

data to their particular setting, it appears evident that the collaborative 

consultation/participant observation model has far reaching benefits to the 

teacher, student, parent and occupational therapist. 
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typically require that sign.arures indicaling informed consent be obcaioed from all human subjects i..o your 
study. These arc lo be filed with the Human Subjects Review Comm.inec Cbairmao. Any eJtccptioa to 
lhis requirement is oou:d below. Furthermore, aooordi..og to HHS regulations, another re.-iew by tbe 
HSRC b nquired If your project changes or If It el[teods beyond one year from tbls 
date or approul. 

Any special pro"isions pertaining to your srudy are noted below: 

____________ The fLiing of signar:ures of subjects with the Humao Subjects Rc\iew Committee is DO( 

requiJtd. 

__________ Other. see an.ached sheet. 

X ~o special provisions apply. 

HSRC 1994-95 

Sincerely, 

Dori~ Wright, Ph.D. 0 
Chairperson, HSRC . Houston Ceotc:r 

Dale~ ,;2,s; Iff,? 



Collaboration Session Worksheet 

Teacher code. ______ /Date ____ _ 

1. Fact Finding-Gathering Information 

2. Problem Finding-Clarifying the Problem 

3. Idea Finding-Brainstorming 

4 . Solution Finding: Selecting the Best Idea 

5. Acceptance Finding-Making a Plan 

Signature Signature 
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Peabody Coif~g~ 

VANDERBILT UNIVERSITY 
NA S HVILLE . TENN eSS E E 3 7 203 

July 1, 1998 

Eilenn Garza 
26327 Pin Oak Dr . 
Magnolia, TX 77354 

Dear Ms. Garza: 

TELEr H ONE ( 615 ) 343 - 4 7 82 

Dq>armum ofSp•ci41 Education • Di" ct phon' 322-8 I 50 
FAX615-343 -1570 

Thank you :for submitting your manuscript, "Facilitation of 
:faculty adaptation in inclusive classrooms .•. ," to The Journal of 
Special EdUcation. Unfortunately, in our routine, initial review 
of papers, we have determined that this manuscript is not 
appropriate for our journal. Our audience is special education 
researchers; we do not reach an occupational therapist audience. 

Therefore, rather than waste a lot of time in a lengthy peer 
review, which would not result in a favorable publication decision, 
we are recommending that you submit this paper to a different 
journal with a more appropriate readereship. We wish you success 
in finding a more appropriate outlet for this paper and hope you 
will consider the Journal for your special education research 
studies. 

Sincerely, 

L~s, Ph.D. 
Co-editor, JSE 
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Eileen R. Garza, M.O.T., O.T.R, A.T.P. 
Occupational Therapist, TBOTE#: 000556 
Assistive Technology Practitioner 

26327 Pin Oak Drive 
Magnolia, Texas 77354-2914 

October 23, 1998 

Dr. Lynn Fuchs 
Co-Editor, Journal of Special Education 
Box 328, Peabody College 
Vanderbilt University 
Nashville, TN 37203 

Dear Dr. Fuchs: 

Phone: (281) 356-7559 
Pager: (713) 608-1218 

E-mail: egarzaot@swbell.net 

I have been reflecting on your letter dated July 1, 1998 in response to my manuscript submission entitled, 
" Facilitation of faculty adaptation in inclusive classrooms .... ", which I submitted last May. I would like to respond 
to the assertion that the Journal of Special Education is not an appropriate vehicle for a study on occupational 
therapy intervention in the public schools. 

Occupational therapy is a related service in special education as defined by the Individuals with 
Disabilities Education Act With the importance of providing special education and related services being more 
specifically mandated in the most recent reauthorization, much emphasis must be given to how best to Implement 
programming in the classroom in order to benefit the student. Educators and occupational therapists come from 
very different philosophical and technical backgrounds, however, it is important for these d ivergent professionals 
to work together cohesively in order to effect positive student outcomes. Many teachers, administrators, and 
occupational therapists have little understanding of how this teaming can occur. 

The line of research that I pursued as part of my doctoral program at Texas Woman's University 
attempted to frame a model of intervention that could promote student outcomes through a collaborative 
consultation model. In the study the occupational therapist and teacher worked together to develop goals, 
participated in assessment, and in the end, secured positive outcomes for all team members including the parent, 
student, teacher and therapist. In framing my intervention, several of my citations were from your journal. I 
obtained my copies through university libraries and my special education deparbnent and read it regularly. 

The Journal of Special Education describes itself as " multidisciplinary." I believe that in order for special 
education to improve, the related disciplines must have a working knowledge of each other. I would submit that my 
research may have an interest to readers other than occupational therapists including special educators and 
administrators. I know that as a professional I have utilized research from many disciplines to enhance my 
practice. 

1 would be happy to share my research with you on an infonnal basis in the event that some reframing 
might result in an acceptance to the journal. Perhaps a summary of the studies and implications would clarify how 
occupational therapists and educators can work together for students. If you would consider such a submission, 
please contact me. 

Sincerely, 
"· (J- (). 

- '-·<-a-~ 0---B/~ 
Eileen R. Garza, MOT, OTR 
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AMERICAN JOURN~ OF OCCUPATIONAL THERAPY 
Editor's Office 

616 Tanner Marsh Road 
Guilford, Ct 06437 

0 Your manuscript h as been received. Correspondence will 
follow after review (a maximum of 3 months) . 

0 Your revi~ed manuscript has been received . Correspon
dence will follow . 

0 Your copyright release forrn(s) has/have been received and 
i ndicates acceptance for publication . The paper will be 
scheduled for publication based on the acceptance date . 
The next communication will be from our production staff. 

0 Your let ter t o the editor has been received. Letters are 
published as space permits and may be edited or 
conden.sed. 

The American Journal of Occupational Therapy 

Date lo/ '/99 
Dear~~·. 

Your II manuscript Q revised manuscript has been received and the review 
process has been initiated. You should hear back from the editorial office 
in 2-3 months. Thank you for submitting to AJOT. 

Please refer to your manuscript number in all future correspondence. 
Manuscript No: iff -tJ03 

Sincerely, 

Betty R. Hasselkus, PhD, OTR, FAOTA 
Editor, AJOT 

'f.he American Joum•l of Occupational Therapy 

Date IO/t3/7Y 

Your Ill manuscript l:l revised manuscript has been received and the review 
process has been initiated. You should hear back from the editorial office 
in 2-3 months. Thank you for submitting to AJOT. 

Please refer to your manuscript numblr in all future correspondence. 
Manuscript No: 1 ~-00 Y 

Sincerely, 

Betty R. Hasselkus, PhD, OTR, FAOTA 
Editor, AJOT L_ _____________________________________________ ~ 
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