
Chapter 4

DETERMINING NEEDS

rr>HE IDEA-1997 MANDATE is to ensure
1 that all children with disabilities have a

free appropriate public education as defined
nanV' As cited in PL 105-17 these
unique needs can take many forms including
academic' special education learning edu
cational/ transition service,' language, com
municadon,' future' and anticipated need.
Added to this list are avariety of disabi <y
needs (e.g., Braille instruction), related ser
vices (e.g, family counseling), supplemental aids^rvices (e.g., preferenh^
in^in class), Section 504, instructional and
curriculum-based needs.

Transition service needs are especially
important in IDEA-1997 and are designed
widiin an outcomeoriented process, which
promotes movement from school to
postschool activities, including poswc-
ondary education, vocational training, integrated employment (including supported
employment), condnuing and adult educa
ton adult services, independent living, o
community pardcipation"" Transition^need
represent die uldmate goal of special educa
Z"employment, independent living and
community participation.

Instructional and Supportive Needs
child can do or what has been acluev dT
level of that strength is the present^performance or the point beyond wh.d. P^
formance is affected. The need * a
ness; deficiency; or lack of arequire
behavior, or ability. An instruchon ^
indicates that not only is an ab.luy
lacking, but specially design d^
can improve or increase the le dj,
mance In the IEP an ^^L, and
met by a measurable fnn^OIfitored by
progress toward the goal >s °°Lort-term objectives or benc^^

Achild might also have nonffl ^
needs that require aservice, aid,

Aneed is "a lack of something useful,
required, or desired." Mehrens and
Lehmann (1973) defined aneed as the d
crepancy between an objective and the preLntlevelofperforimanceMplS-Inth-o-
text of an IEP, this definition of need can be
restated as the discrepancy between present
levels of educational performance and a
measurable annual goal. The purpose of
short-term objectives or benchmarks is to
bridge the discrepancy between a present
level of performance and the desired goal

Figure II illustrates the relat.onship
between a strength, a need, and a measur
able annual goal. Astrength indicates what a
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Figure II. Strength/Need/Goal Relationship

Need
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Strength

dation, or adaptation, but a goal is not
required for these needs. These aids, ser
vices and modifications can be referred toas
supportive needs and include language
translation, technological devices, magnifica
tion and amplification aids, transportation
assistance, test accommodations, and adap
tations to the physical environment (e.g.,
special equipment, enhanced lighting).

Providing the service, aid, or accommo
dation fulfills the supportive need without a
measurable annual goal. For instance, a child
might require physical assistance to access
reading material in the regular classroom,
but not a goal to improve reading.
Noninstructional needs can range from a
very simple classroom service (e.g.,
enhanced lighting) to extensive technologi
cal or physical accommodations. In Cedar
Rapids v. Garret the Supreme Court required
the school district to provide a nurse for a
child who was wheelchair-bound and venti

lator dependent during the school day,1" but
not a goal for the service.

For supportive service needs, providing
the service is sufficient to impact perfor
mance without a progression of instructional
steps. However, instructional and supportive
needs are not mutually exclusive and often
the IEP will contain both. A child might
need an aide to provide physical assistance
and a goal to improve reading; or a child
might need a motorized wheelchair, and also
instruction in using the chair. The IEP team

•••I

Goal

must be careful not to unintentionally ignore
instructional needs because a supportive
need has been provided. A child might need
curriculum material and tests transcribed
into Braille which is a supportive service, but
also need instruction in using Braille. For a
child receiving a test accommodation, more
time might be given to complete tests or to
take tests orally, but a goal might also be
necessary to develop the ability to take tests
orally. For an older student, work-related
information or an opportunity to visit a
junior college setting might be needed as
part ofthe transition plan, butgoals might be
necessary to develop job interviewing or
specific work-related skills.

For instructional needs, the extent of the
need is based on the discrepancy between
the present and desired level of perfor
mance. An instructional need cannot be
defined if either of these benchmarks is lack
ing. Ifinformation is notavailable toindicate
current level ofperformance, at whatlevel to
begin instruction or the desired level ofper
formance (the goal) is not known. The pur
pose of specially designed instruction is to
improve performance from a present to a
desired level of performance. If the current
level of performance has not been deter
mined, there is no logicalbasis for evaluating
the extent of the need, where to begin
instruction, or the anticipated level of
progress.

_______...... r,.,,.^r,... ,,
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Disability Needs

Meyen and Skradc (1995) noted that:«*•
Jk* refers to acondidon such as loss of a

^nces of me disability People-e han^
aA hprause of their disability (p- 41i-

X Law 01-476 (IDEA-1990) replaced

existence of adisability is not tantamount to
aneed One child with ahearing impairment
mi'hf only require an amplification device,rnt^er^d^al^oithe^
magnitude might require speech serv cs
!nd specially designed instruction. For chil
dren with other health impairments (e.g
cancer, AIDS, asmma), the consequences o
Z disability might require no services other
Aan a wait and see atdtude, extensive cur
riculum modificadons, or at-home instruc-
don.

Educational Needs

involves hearing acuity and the educationalnnpact often centersaboutN-J^*
can affect reading and written e. P
For emotional disturbance *e disabiWy
might involve inappropriate behav.0 «
seriously affects participation in the e
classroom as manifested by dass
behavior and poor grader d* .
work. Needs that result e.die di^co
•nrCtVfXlEP"in^Uechad
addressed in the IEP in c' ^cu.
t0 progress in the general educahon ^
lum, such as the need of abhndch ^
Braille, or of acogmtively disablet. ^ .
receive transportation training U.e.,
use public transportation). rfM.

For all disabilities ^omU^,
mance must be affected so.that ach „
specially designed Instiuction- For ^
have an emotional disturbance "« „,

al relationships) must affec ecl fotoie,>-
formance. This criterion is the ^ q{ which
tal retardation" and autism, ° fot.must «^ effect educanonP^
mance in order to be a d.s
IDEA.

For specific learning disabilities, the edu-ca^alUfestadonofthedisab^nec-

^cl^disabm^ea^er^
i ~ rKp ahilitv to listen, think, speaK,

areas oral expression, listening comprehen-
Sn written expression, basic reading ski,
fading comprehension, mathematical cal
culation or mathemadcs reasoning.

For a child with aspecific leartung_d»-
abmty in basic reading, the disability and the
educational need both Evolve basic reading
For audsm the characteristics associated
l°*"ability (e.g., social and^
needs) can impact educahonal P^nian^
For a hearing impairment, the disability
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The IEP must not only address primary basic reading, written expression might be
,. abjiity and educational needs, but meet impacted, or ability involving mathematical

eds that result from the child's disability to word problems. Or the disability in reading
able the child to be involved in and might affect classroom behavior which then

roeress in the general curriculum.17 For a must be addressed in the child's IEP.
child with a specific learning disability in

Special IEP Needs

When developing an IEP, the IEP team is
required to consider the strengths of the
child and concerns of the parents, the results
of the most recent evaluation, and state and
districtwide assessments if appropriate."1The
IEP team must also consider several special
factors when developing an IEP because of
the importance and/or neglect of these
needs in the past. Thesespecial areas include
(1) behavior, (2) limited English proficiency,
(3) the Braille needs of visually impaired
children, (4) the communication needs of
deaf and hard of hearing children, and (5)
the assistive technology needs of children.1"

Behavior needs. If a child is classified as
emotionally disturbed, the primary task is
not necessarily to provide a more restrictive
environment (although this might be neces
sary), but to consider strategies, positive
behavioral interventions, and supports to
address the behavior in the regular class
room if possible. All too often when class
room behavior is the primary concern, the
focus of attention is where the behavior can

be contained (viz., a special education class)
rather than developing a plan to modify the
behavior. When the disability centers about
behavior in the regular classroom, the ulti
mate goal is to change the behavior in the
regular classroom so that the child can par
ticipate in the regular education curriculum.

Input from the regular classroom teacher
is critical for determining what behavioral
interventions, modifications, supports, or
other supplementary aids and services are

necessary to promote regular classroom par
ticipation. One reason for having the child's
regular classroom teacher on the IEP team,
rather than a teacher representative, is to
address specific behaviors and other needs
that can be provided in the regular educa
tion class to enable the child to be educated
with nondisabled children to the maximum

extent appropriate.20
Limited English proficiency (LEP) special

education needs. The IEP team must consider
the language needs of a LEP child as those
needs relate to the development of each IEP
component.21 If a LEP child is evaluated to
determine the need for special education,
the disability- must be evaluated and not just
the child's language skills. Observational
data, existing records and data, and parent
input are critical for determining a disability
and differentiating the disability from limit
ed English proficiency. For disabilities such
as hearing impairments, mental retardation,
multiple disabilities, orthopedic impair
ments, traumatic brain injury, and certain
other health impairments (e.g., epilepsy,
heart condition), lack of English proficiency
is certainly a confounding variable but often
one which can be circumvented by available
evaluation techniques and existing data and
reports. For all disabilities an evaluation of
the child's disability and strengths in both
the child's native language and English is
important. For disabilities such as specific
learning disabilities, emotional disturbance,
and speech and language impairments,
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language is often the very essence of the
disability and an evaluation of the child in
his or her native language is critical. If an
evaluation reveals that a behavioral problem
occurs only inrelation to the child's LEP, the
behavior might be reflective of the child's
LEP and not a disability. If a child does not
have a disability in his or her native
language, the child should be given an
opportunity to demonstrate educational
proficiency in English commensurate with
other children with LEP.

School districts are required to provide
LEP children with alternatives to meet bilin
gual, LEP, and English as a second language
(ESL) needs.22 If the school district does not
have a sufficient number of children to
develop a bilingual program, an ESL spe
cialist, special language program, voluntary
language program, transitional language
program, native language proficient aide, or
tutorial program might be an appropriate
solution. However, if the child does not have
a disability, special education should not be
used to supplant the obligation ofthe public
school to develop an appropriate program or
provide necessary services.

Braille needs. For children who are blind or
visually impaired, a determination must be
made whether or not the child needs instruc
tion in Braille. Not having personnel with
expertise in Braille is not a reason for not
providing Braille instruction. As noted by
Barraga and Erin (1992) regarding reading

for students with low vision, "decisions must
be made on an individual basis according to
the physical and mental characteristics of
each student, the age and grade level, and
the stability or instability of the eye condi
tion" (p. 85). Thus, a student might be able
to develop literacy skills using Braille, large
print, magnification, inkprint, or some com
bination thereof.

Communication needs. One of the most dif
ficult areas of need to address are the com
munication needs of children who are deaf
and hard of hearing. The IEP team must
consider the child's language needs, oppor
tunities for direct communication with peers,
and opportunities for direct instruction in
the child's language and communication
mode.

Assistive technology needs. Assistive tech
nology needs, involving both devices and
services, must be considered. Because
certain technological innovations or devices
might require special expertise or are quite
cosdy, the IEP team might not be aware of
appropriate technological devices." For all
children who might have assistive communi
cation needs, the IEPteam should include or
invite personnel with expertise in assistive
technology to attend team meetings. Achild
might have cerebral palsy and require asin
gle-switch device, but providing the technol
ogy without expertise in the use of the device
might be ineffective and deprive the child oi
a necessary and important service.

Nonacademic Needs

The IEP team must address all of the this is an area where children with disab^
child's nonacademic needs which can ties are often excluded from P8^ ^ be
include transportation, recess periods, meals, Not only must children with ctisa^ ^ ^
clubs, recreational activities, athletics, intra- given an opportunity to participa^^^ ^^
mural sports, and special interest groups. lar physical education, but the ^
The need for physical education warrants must designate goals and specie
special concern by the IEP team because education if appropriate.21
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Related-Service Needs

89

The distinction between instructional and
supportive services, where the former indi
cates the development of an ability or skill
and the latter an accommodation or aid, also
applies to related services. As with disability
and educational needs, a related service
need might be dealt with by a goal or a ser
vice/aid. If a child requires speech pathology
to profit from special education by improv
ing language skills, there would be one or
more measurable goals for this related ser
vice. If the related service need is a full- or
part-time aide, equipment, or a transporta
tion service, a goal would not be needed if
there is no planned progression for improve
ment. If, in addition to providing transporta

tion, there is a need to improve a transporta
tion skill (e.g., getting on and off the bus), a
measurable annual goal might be necessary
to develop this ability.

In a policy letter from the Office of
Special Education and Rehabilitative
Services2, the need for goals for supportive
services was clarified so that if a supportive
service "is not intended to increase the stu

dent's skills, no goals or objectives are nec
essary." For example, seating location, air
conditioning, a dehumidifier, providing
large print or Braille text, or using a reader,
notetaker or interpreter, would not require
measurable annual goals and objectives if
the purpose is not to improve performance.

Accommodation Needs

The individual evaluation must include

test accommodations when appropriate, and
a determination of what accommodations

are necessary to ensure that a child's ability
rather than disability is assessed. The test
accommodations described in the IEP are

for activities and assessments used on a daily
basis and for instructional purposes, or for
"any individual modifications in the admin
istration of State or districtwide assessments

of student achievement that are needed in

order for the child to participate in such
assessment" or how the child will be assessed

ifparticipation in State or districtwide assess

ment is not possible.2"
Often the determination of test accommo

dations is made at the IEP meeting without
due consideration to actual needs, teacher or

parent input, or factors that might result in
the child's disability rather than ability being
measured. Extended time might be appro
priate for a child with a reading disorder or
using a Braille format, but for a child with an
attention deficit modularized testing (e.g.,
twenty-minute sessions) or individualized
testing might be more effective accommoda
tion.

Excluded Needs

Not all needs that a child has are

addressed by an IEP. If a child has a disabil
ity, but does not need specially designed
instruction, the school district must provide

appropriate services under Section 504 and
not IDEA. For all disabilities, and especially
for specific learning disabilities, a child can
not be determined to have a disability
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because of lack of instruction in reading and
math or limited English proficiency, in
cases involving lack of instruction, the reme
dy is to provide appropriate instruction but
not specially defined instruction under
IDEA. To determine that a child is disabled
when the child has not been given a fair
opportunity to succeed is discriminatory u
the determination results in the child being
excluded from participation in or is denied
the benefits of the regular education pro-

^The needs of children with limited
English proficiency exemplify the problem
of differentiating between educational need
resulting from lack of instruction and need
resulting from adisability. For children with
limited English proficiency who do not have
disabilities, the appropriate educational pro-
oram is defined within the context of regular
and not special education. If achild has lim
ited English proficiency and a disability is
determined, the child might need specially

Developing and Implementing IDEA-IEPs
designed instruction in English, instruction
in the child's native language, and regular
education services involving English acquisi
tion available to all non-English speaking
children.

In addition to educational needs that are
the result of lack of instruction, several
IDEA disability categories have specific
requirements that can exclude certain types
of needs. The term emotional disturbance
excludes children who are socially malad
justed (unless they are determined to be
emotionallv disturbed). Specific learning
disabilities excludes children who have
learning discrepancies that are the result of
sensory or motor impairments, mental retar
dation, emotional disturbance, or environ
mental, cultural, or economic disadvantage.
Traumatic brain injury does not apply to
congenital, degenerative, or birth trauma-
induced injuries. Autism does not apply it
educational performance is affected by
emotional disturbance.

Strengths and Weaknesses

The IEP team is required to consider the
strengths of the child in the development of
the IEP2* but the law and regulations say-
very little about strengths and virtually noth
ing about weaknesses. The only reference to
strengths in IDEA-1997 and the regulations
is the requirement that when developing an
IEP the team consider "the strengths of the
child and the concerns of the parents for
enhancing the education of their child."21'

When determining a child's needs, the
essential task is to determine what specifical
ly the child can (strength) and cannot (weak
ness) do. Anational survey by Pyecha and
others (1980) to evaluate the early effective
ness indicated that IEPs were more likely to
emphasize weaknesses and that "the listing
of both strengths and weaknesses is helpful

both to those who review the IEPs and to
those who carry out the student sprog^
By taking both strengths and weaknesses
into account, goals and objectives can be
focused more specifically on areas; crfn«*
Also, information about strengtf*^ can
used by teachers to determine s^ by
which to work with the student (P^* ^

Need correspondence. Identifying ^6°
important insofar as the strength can^Punderstand and address aneed or we &

Reading ten or fifty "°"^ead*§
strength (ability achieved) and &
forty of fifty (ability not achieve^
weakness; receiving a score o ^
indicates acertain knowledgeJ '̂ ter-
not answering 45 percent »£*J u.
tial deficit; or reading voc
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strength and reading comprehension is a
weakness. Levels of performance often
imply both a strength and a weakness. If the
stated strength is subtraction, an assumption
might be made that the area ofneed is mul
tiplication; or if auditory expression is a
strength, auditor}' reception is not a weak
ness. There are exceptions to this linear
interpretation of abilities (e.g., comprehen
sion exceeds vocabulary), but not consider
ing the correspondence between strengths
and weaknesses can misdirect the determi

nation of an appropriate beginning level of
performance and instruction. Examples of
this would be identifying a weakness in writ
ing when basic reading is the problem,
focusing remediation on regrouping or frac
tions when basic addition is the area of need,
or attempting to reduce a behavior by a
restrictive placement rather than actually
identifying and reducing the occurrence of
the behavior.

Instructional strategies. The concept of
strength and weakness can be used to indi
cate areas of need, possible instructional

strategies, or areas of interest or ability that
can be used to promote success. If a child's
rate of work is extremely slow (weakness),
but the child is motivated (strength), activi
ties might be designed that focus oncomple
tion and not timed performance. If a child is
an excellent listener but poor reader, listen
ing strengths can be used to convey impor
tant instructional information. An IEP will
often include a checklist to indicate a child's
learning style

Auditor)- Learner,
Tactual Learner

Visual Learner
Kinesthetic Learner

For the above scale, a child could be both
an auditory learner and tactual learner or all
the areas might be checked. If a child has a
strong interest in sports, or the environment,
or collecting stamps, these areas of interest
could provide high-interest content for
school-related activities such as reading.
Instead ofa checklist, a ratingscale could be
used to indicate needs in a variety ofareas:

Rateeach area in terms of the extent of individualneeds:

Area Strength
Some

Need

Moderate

Need

High
Need

Extensive

Need

Reading

Mathematics

Written Expression

Study Skills

Speech and Language

Self-Help Skills

Socialization

Classroom Management
Other

The above format can provide a useful
summary of quantitative and qualitative
data, and a simple means to visualize areas

ofneed. The disadvantage ofa rating scale is
that ratings often lack specificity and can be
highly subjective.

I: £ i
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Incomplete Need Assessment

Knowing just a strength or weakness is
not sufficient to determine an instructional
need. Knowing only a strength requires a
presumption that whatever is provided
instructionally is a weakness. If a child can
identifv addition facts, and the goal is to
identifv subtraction facts, the appropriate
ness of this goal depends on the child's actu
al subtraction fact ability.

Knowing the level of strength but not the
level ofweakness prevents the determination
educational need. On a similar basis, know
ing just aweakness does not signify what a
child can do or where instruction should
becrin If a child is not able to identify divi
sion facts (e.g., 24 * 8, 10 * 2), the meaning
of this weakness can only be interpreted d
the child's other computational strengths are
evaluated. If the child is unable to identify
addition facts as well as division facts, the
inability regarding division facts is obviously
of less concern than the inability to identity-

addition facts. Likewise, stating that the child
has a weakness in the area of writing is
meaningless unless the child's ability to read
is known. If the child is an average reader,
the weakness in writing might indicate a
writing disability; if the child is an extremely
poor reader, the weakness in writing might
reflect a more basic reading problem.

A statement of strengths or weaknesses,
or strengths and needs or strengths and
weaknesses is routinely required in IEP
development but the purpose of the state
ment is not always clear. The area of strength
and weakness must be educationally impor
tant, and used to develop measurable annu
al goals to improve performance. No matter
how technically correct a goal might be, or
how effective the short-term objectives are
for monitoring and reporting progress, the
strength and weakness must represent asig
nificant area that is affected by the disability.

General Strengths and Weaknesses

If strengths and weakness or strengths and
needs are listed in the IEP, the relationship
between specific strengths and weakness
should be indicated rather than recorded as
two separate components. The following
IEP statement might accurately reflect a
child's strengths and weaknesses but the rela
tionship between strengths and weaknesses
is not specified. If classroom behavior is a

strength and following directions a weak
ness, the intervention can focus on this spe
cific weakness rather than a general inter
vention approach involving all classroo-
behavior. Furthermore, if classroom befa*
ior is astrength, and not following ta*«»
and not completing tasks area, of w*ss,
not following directions might be the
that tasks are not completed.

IEPStrengths and Weaknesses
ial studies, classroomStrengths: working with others, saence, reading vocabulary, phonics, soc

behavior, basic computation
^n^es: written expression, following directions, word problems, language arts, frfons.
reading comprehension, completing tasks
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The question is not just a child's strengths
and weaknesses, but the logical relationship
between the two; that is, how does under
standing a particular strength and weakness
help to understand a child's level of educa
tional functioning. Providing a disjointed
series oi strengths and weaknesses does

Strengths

Working with others, classroom behavior

Science, social studies

Basic computation

Phonics, reading vocabulary

Forevery weakness there should be a cor
responding level of strength. For the above
list of strengths and weaknesses, ability in
reading vocabulary and weakness in reading
comprehension offers a frame of reference
for interpreting educational need. If reading
comprehension is a strength, specially
designed instruction might be devoted
entirely to written expression. However,
knowing that a problem exists in reading
comprehension would help understand
written expression.

Focusing on strengths and weaknesses
will also direct attention to needed data. All

too often a child's strengths are underesti
mated, and too much emphasis is placed on

nothing to define need or to help conceptu
alize the relationship between need, goals
and services.

The separate lists of strengths and weak
nesses shown above could be rearranged to
show the relationship between each strength
and each weakness:

Weaknesses

Following directions, completing tasks

Language arts

Word problems, fractions

Reading comprehension, written expression

weaknesses. For a child with a severe devel

opmental disability, knowing that the child
can intentionally move his or her hand or
make a sound when distressed indicate

important strengths. The emphasis should
not be on all the child is unable to do, but to
build on and expand existing strengths, abil
ities, and skills and "to tailor the education to
the child; not tailor the child to the educa

tion"30 (p. 24). If a child is an auditory learn
er, this strength could be used to develop
content area knowledge. Behaviorally,
strengths and areas of interest could be used
to promote areasofweaknesses (e.g., reading
high-interest material to develop on-task
behavior).

Point of Instruction

Of the many ways a child's strengths and
weaknesses can be used to identify and
adapt instruction and content, identifying
the level of ability (strength) and die point at
which the task or content becomes too diffi
cult (weakness) is the most important.

The point of instruction is the point
between what a child can and cannot do, the
point between a strength and a weakness, or
the first step beyond the present level of per
formance. For very linear tasks, the point of
instruction can be fairly clear. If a child can



It

B

Wm

:M

BB1

fc - , nf known and the need (temper tantrums andrecognize ten sight words, the point rf ^lent classroom behavior) is readily appar-
instrucdon might be to learn ^taonal when ______ interperson-
five words. If a child can add but not en transformed into undesirableregroup, the point of instrucdon rmght be to ^ ^^ might be difficult t0
teach this specific computational skill ^ ift_ , {unctional behavtoral

The point of instrucdon does not neces a
sarily indicate aspecific skill but often sug ana y^ ^ _wb_ d ini
gests an attainable level of P«fo™"ce. If» _£_J ^ should be undertaken to
child in the fourth grade comprehends oO m P df d
percent of grade-level matenal re d Ae aUo _______ If achlld able t0
point of instrucdon is not^/" _, regular classroom without inc,
grade or even second grade-leve readin en minutes>,_, next level might
difficulty, but one in which the instruct.onal den ^^ _ ^ same setting fot thirty
strategy is to raise comprehension to 60 pe - f.$ __,, tQ cornprehend
cent or 70 percent. Also the point of instnic m _ ^b__ reader> ^ n leve
don might be different for each area otneea „j;„„mmnrehension
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tion mignL uc u-»~~ ,
so that the point of instruction might be
different for word attack skills, reading
vocabulary, and reading in content areas
Regarding classroom behavior, achild might
have excellent interpersonal skills for the
most part, but under certain circumstances
the child exhibits temper tantrums or violent
classroom behavior. In this situation die
strengths (excellent interpersonal skills) are

oU percem ui a. »<_»- -

might be to increase reading comprehension
,o 75 percent. If achild has limited receptive
vocabulary, the next step might be to devel
op auditory receptive language skills. If a
child has auditory recepdve language skills,
but no reading readiness skills (e.g., shape
discrimination), readiness activities might be,
appropriate.

STANDARDIZED TEST NEEDS

Determining strengths and weaknesses
involve both standardized and curriculum-
based assessments. As shown in Table V
raw scores, frequencies, curriculum-based
assessments, Statewide competency tests and
standardized test scores can be used to indi
cate the appropriate level of instruction.

If the data is specific, the strength can
indicate the level of the needed specially
designed instruction. If a child can write sin
gle words, a goal might be to write three-
word sentences or even phrases; if the child
can write three-word sentences, the next
o-oal might be to write five-word sentences
an so on. For a statewide competency test, it
a student receives a score of 50. and a score

of 65 is required to P-s^nstructin should
focus on areas in which the student h***
culty. For both standardized and nonst
dardized tests, knowing what ach Id can
cannot do is used to determine thebqW
level of instruction and for projecting ana
pated levels ofperformance.
PStandardized tests are ^f^
tant in determining general are ^
tional need and die impact ofac
ability on educational P*rI ften
Although astandardized ^f^U everyused to denote adeficiency ;rnpl^ofbotb
standardized score is » statem ld
strength and weakness. For an ^ ofchild with an IQ,score 70 and men
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Table V. Example of Strength and Weakness Correspondence

95

Strength

knows 30 spelling words
2.5 grade level in reading
attentive in physical education
can do column addition
can read words
can understand directions
good auditory language skills
average IQ
has good reading skills
able to writea 10-sentence paragraph
received a score of 50 on state test

has a vocabulary of 20 words
is able to write complete sentences

5.6, one could say that the mental age of 5.6
is significantly below (a weakness) the
chronological age of 8.0, or that the child has

Need

needs to know 50 additional spelling words
should be at the 5.0 grade level in reading
not attentive in the classroom

cannot regroup
hasdifficulty comprehending sentences
cannot express ideasverbally
poor reading skills
below average reading
has difficulty writing
makes 30 errors when writing 10 sentences
needs to receive a score of65 to pass
needs to increase vocabulary to 50 words
cannot take organized notes

achieved a score (a strength) similar to that
achieved by children in the 5.6 mental age
range.

Standardized Test Scores

Standardized scores are based on tests
and evaluations that are administered
according to specific instructions, interpret
ed according to prescribed rules, and result
in scores that are compared to a norm or
standardization group. Standardized scores
are important in determining the impact ofa
disability on educational performance, and
in determining general areas of educational
performance.

The mean and standard deviation for a
standardized test indicates the extent a
child's score on a test deviates from the test
mean or average score. For an IQ test with a
mean of 100 and a standard deviation of 15,
a score of 85 is exactiy one standard devia
tion below the mean, and a score of 70 is
exactly two standard deviations below the
mean.

The essential information provided by a

standardized test is not the score but rather
how far the score deviates from the mean or
average score. Most IQ tests use a mean of
100 and standard deviation of 15; many
achievement tests use stanine scores that
have a mean of 5 and a standard deviation of
2; and advancement placement tests often
use a mean of 500 and a standard deviation
of 100. The standard deviation is an index
that describes the percent of individuals
within a sample above or below the mean at
different points. If a child is one standard
deviation below the mean on a test, 16 per
cent ofthe children in the normative sample
are below this point and 84 percent above
this point. If a child is two standard devia
tions below the mean, 2 percent of the chil
dren in the normative sample are below this
score and 98 percent are above.

Z scores. A z score is the basic unit for
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determining most standardized test scores. A
Zscore indicates the number of standard
deviations a score is below or above the
mean and is based on the mean and stan
dard deviation of a test:

Z =

Score - MEAN = (X - X)
STANDARD DEVIATION SD

An understanding of the mean and stan
dard deviation provides a method for com
paring different standard scores. Ifa student
has an IQ score of85 and a corresponding
stanine score of 3, a comparison of these
scores shows that both are one standard
deviation below the mean. There are other
statistical factors that can be taken into con
sideration when comparing scores but the
basic interpretation for a standard score of
85 on a test with a mean of 100 and a stan
dard deviation of 15, and a score on a test
with a mean of 5 and a standard deviation of

2, is that both scores are one standard devia
tion below the mean.

Different tests use different means and
standard deviations for historical reasons.
Normal curve equivalents have a mean of
100 and standard deviation of 21.06 and
offer a percentile-rank type score but with a
set standard deviation; and stanine scores
provide a single digit for interpreting acade
mic achievement (important in the era of
computer cards but less so now); \Q_scores
have long been associated with a mean of
100 and a standard deviation of 15 or 16
range. Table VI lists the various types of
standardized test scores, and the relationship
between scores, that are used with most edu
cational and psychological tests. As shown, a
percentile rank of 16 is equivalent to an IQ
score of 85, and a stanine of 3, percentile
rank of16 and IQ.of 85 are all one standard
deviation below the mean

Table VI. Standard Score Equivalents

SD - 1 SD Average + 1SD

Percentile Ranks 16 50 84

!Q,(e-g-, Stanford-Binet) 16 84 100 116

IQ>.g.,WISC) 15 85 100 115

Placement Tests (e.g., SAT) 100 400 500 600

Normal Curve Equivalent 21.06 29 50 71

Used with Subtests 3 7 10

Stanine Scores 2 3 5
.

Zscores 1 -1 0
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Showing how a disability affects educa
tional performance is often accomplished by-
means of standardized tests (e.g., total read
ing scores, complete battery score) and sub
test scores (e.g., word attack skills, reading
vocabulary, reading comprehension).
Standardized scores can also serve as a safe
guard to ensure that specially designed
instruction is not provided to a child who
does not need special education. If a child's
behavior does not adversely affect academic
performance, the child might have a disabil
ity, and might need services, but not special
education. For specific test areas, standard
ized test scores provide direction concerning
specific instructional needs. A lowstandard
ized score on a sentence reading subtest
might indicate a need to develop instruction
al activities to increase sentence reading
skills. Or a standardized test of computation
al skill might suggest the need to determine

specific computational strengths and weak
nesses.

Table VII illustrates the use of standard

ized scores for three different students. The

first score for each student is a standard score

(SS) with a mean of 100 and a standard devi
ation of 15. The second score for each stu

dent is a percentile rank where the median
percentile rank is 50. As shown, Student A
has an average \Q_ score, reading is signifi
cantly below average (two standard devia
tions), and language is at the one standard
deviation cutoff value. As shown here, one
of the disadvantages of percentile ranks is
that differences toward the median (a score
of 50) are more pronounced than differences
that depart from the median. As a result,
before a general statement of educational
performance is made based on percentile
ranks, consult Table VIII to interpret per
centile ranks as standard scores.

Test

IQ.

Reading

Mathematics

Language

Table VII. Interpreting General Standardized Scores

Student A Student B Student C

SS PR SS PR SS PR

100 50 66 1 107 68

70 2 76 5 101 54

92 29 89 22 77 6

85 15 83 12 93 32

ForStudent B in Table VII the IQ^score is
low and achievement scores are higher but
in the low range. For Student C, mathemat
ics seems to be the primary area of concern.
In the regular classroom this child's teacher

might have observed difficulties in mathe
matics but the standardized score signifies
that the student is significandy below the
normative group. Of course, an individual
ized program cannot be based solely on one

H



98 Developing andImplementing IDEA-IEPs

general index of test performance. However,
a standardized test score can verify that the
disability does impact educational perfor
mance, and can provide direction for cur
riculum-based assessment.

Because percentile ranks are easily misin
terpreted, Table VIII can be used to inter

pret the correspondence between percentile
ranks, z scores and standard scores. For
example, a percentile rank of 22 (see column
PR in Table VIII) is equivalent to a z score
of -.8 (.8 standard deviations below the
mean) and an IQjtype scoreof 89.

Table VIII. Percentile Rank, z Scores and IQ Correspondence

Percentile Ranks (PR), z Scores and Standard Scores

PR SS

99 2.3 134

98 2.0 130

97 1.9 128

96 1.8 126

95 1.6 124

94 1.6 123

93 1.5 122

92 1.4 121

91 1.3 120

90 1.3 119

89 1.2 118

88 1.2 117

87 l.l 116

86 1.1 116

85 l.D 115

84 1.0 114

83 1.0 114

82 .9 113

81 .9 113

80 .8 112

79 .8 112

78 .8 111

77 .7 111

76 .7 110

75 .7 110

74 .6 109

73 .6 109

72 .6 108

71 .6 108

70 .5 107

69 .5 107

68 .5 107

67 .4 106

66 .4 106

PR SS

1 -2.3 66

2 -2.0 70

3 -1.9 72

4 -1.8 74

5 -1.6 76

6 -1.6 77

7 -1.5 78

8 -1.4 79

9 -1.3 80

10 -1.3 81

11 -1.2 82

12 -1.2 83

13 -1.1 84

14 -1.1 84

15 -1.0 85

16 -1.0 86

17 -1.0 86

18 -.9 87

19 -.9 87

20 -.8 88

21 -.8 88

22 -.8 89

23 -.7 89

24 -.7 90

25 -.7 90

26 -.6 91

27 -.6 91

28 -.6 92

29 -.6 92

30 -.5 93

31 -.5 93

32 -.5 93

33 -.4 94

34 -.4 94
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PR

65

64

63

62

61

60

59

58

57

56

55

54

53

52

51

50

.4

.4

.3

.3

.3

.3

.2

.2

.2

.2

.1

.1

.1

.1

.0

.0

SS

105

105

104

104

104

103

103

103

102

102

101

101

101

100

100

100

PR SS

35 -.4 95

36 -.4 95

37 -.3 96

38 -.3 96

39 -.3 96

40 -.3 97

-11 -.2 97

42 -.2 97

43 -.2 98

44 -.2 98

45 -.1 99

46 -.1 99

47 -.1 99

48 -.1 100

49 -.0 100

50 -.0 100

Standardized Need Criteria

For standardized tests the criterion for
determining need is really an estimation
rather than an exact determination. One
standard deviation below the mean can indi
cate a problem, but the cutoff could be .9 or
1.1 standard deviations. A percentile rank
below 16 might be used to indicate the need
for remedial services, or that a child has not

mastered the content being tested, but this
cutoff pointis arbitrary. Although there is no
absolute guideline for determining below
and above average standardized test perfor
mance, Table IX provides several cutoff val
ues that are frequendy used to interpret test
scores.

Table IX. Interpreting Standard Score Need

Meaning
Percentile

Rank Zscore

Normalized

Percentile

Rank

Stanine

Score

IQ-Type
Score

Average

Low Average

50

23

0

-.75

50

34

5

3.5

100

89

Low- 16 -1.00 29 3.0 85

Very Low 2 -2.00 8 1.0 70
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For parents, and for many IEP members,
a qualitative summary of standardized test
performance can be very useful (and appre
ciated). The following example might be
part of an IEP section entitled Educational
Levels of Performance in which subtest areas
are identified, followed by percentile ranks

(or some other score), and then a word or
statement concerning what the score means.
As can be seen for math computation, a per
centile rank of 25 is still within the average
range. Apercentile rank of25 is .7 standard
deviations below the mean and equivalent to
an IQ;type score of 90.

Educational Area PR Performance

Reading Word Attack 32 Average

Reading Vocabulary 18 Low

Reading Comprehension 14 Verv low-

Math Computation Average

Math Concepts 58 Above Average

Math Applications 32 Average

Spelling 11 Low-

Writing
Very Low

Social Studies 20 Low-

Science 40 Average

Language 19 Low

Subtest Interpretation

A standardized test might subdivide read
ing into a series of subtests such as reading
vocabulary, word attack skills, and reading
comprehension. Or the mathematics section
might include subtests involving computa
tion, applications, and problem solving.
There are also a variety of individualized
and specialized diagnostic test batteries to
evaluate mathematics, receptive and expres
sive language, and written language. In the
area ofgeneral academic achievement, indi
vidualized tests and subtests are routinely
used in special education. The Peabody
Individual Achievement Test-Revised
(Markwardt, 1989) is comprised of mathe
matics, reading recognition, reading com
prehension, spelling, general information,
and written expression subtests; the Wide

Range Achievement Test-3 (Wilkinson,
1993) consists of reading, spelling, and arith
metic subtests; and the Wechsler Individua^
Achievement Test (Psychologic^
Corporation, 1992b) includes subtests that
focus on specific learning disability areas,
oral expression, listening comprehension,
written expression, basic reading, readinj
comprehension, numerical operations,
mathematics reasoning, and spelling.

Diagnostic standardized tests are similar
to the individualized achievement te
described above, but the subtests gene* X
focus on one area such as mathematics, r
ing or written expression-
KevMath-Revised (Connolly, l98^* ddi.
prised of thirteen subtests r^£nS*° ent
tion computation to assessing meas
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The Woodcock Reading Mastery
Tests-Revised (Woodcock, 1987) consists of
the following subtests: visual-auditory learn
ing letter identification, word identification,
word attack, word comprehension, and pas
sage comprehension. The Test of Written
Language-2 (Hammill & Larsen, 1988)
entails subtests in such areas as vocabulary-,
spelling, style, and thematic maturity.

Standardized subtest performance can
provide information concerning a child's
general educational needs, and insights for
assessing curriculum needs, but these tests
will not necessarily indicate specific curricu
lum needs. On the Woodcock Reading
Mastery Test a low letter identification sub
test score might offer useful background
information but would probably not repre

sent an area that would be targeted for reme
diation. An IEP team can place a great deal
of emphasis on subtest scores as a means for
delineating specific needs. Wright and
Wright suggest that if a "child has reading
problems, the IEP should include reading
subtest scores" or if a "child has problems in
math calculation, the IEP should include the
math calculation subtest scores."31 Subtest

scores can be very useful but the practition
er should be aware that the whole test is gen
erally more reliable than subtests, and that
subtest should not define or dictate inter

vention or remediation. Most important,
standardized subtests are not as effective for

identifying regular curriculum needs and
levels of instructional performance as cur
riculum-based measures.

Grade Equivalent Need

There is an intuitive appeal to age and
grade equivalents but both types of scores
can be misleading. A grade equivalent of 2.5
does not indicate that a child is achieving at
this level but only that the child received a
raw score similar to the raw score received

by a child at grade level 2.5.
Another problem with grade equivalents

is that the standard deviation increases with

increasing age and grade level. For a child in
the third grade (grade level = 3.0) who
receives a grade equivalent of 1.5 in reading
the standard deviation might be 1.3; while
for a child in the sixth grade who receives a
grade equivalent of 4.5 the standard devia
tion might be 1.7. Both students are exactly
1.5 grade levels below average, but the first
is more than one standard deviation below

the mean while the second student is less

than one standard deviation below the

mean.

Determining grade equivalent need
requires an increasingly larger grade equiva
lent with increasing grade level. For example
in grades 1 to 3, a grade equivalent of 1.0
below average might indicate a difficulty; in
grades 4 through 6 a grade equivalent of 1.5
below average would be required to indicate
a problem; and in grades 7 through 9 a grade
equivalent of 2.0 or more below average
might be significant. A simple index of grade
equivalent need that approximates the one
standard deviation level is to multiply the
child's age by .15 so that for a 10-year-old
child, the estimated standard deviation is 1.5.

All other factors being equal (which they
rarely are), a grade-level deficiency of 1.5
would indicate an area of need.
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Test History

Standardized testing is an extremely-
important facet of the individual evaluation,
in spite of the fact that existing test data is
often ignored. The standardized test history
of a child can be invaluable in discerning
trends in a child's educational performance.
\s shown in Table X, prior test scores might

show a consistent lack of progress (Student
A) alack of progress beginning at aspecific
cnrade level (Student B), or even regression
(Student C in reading). Although the stan
dardized test score history might reveal little,
this data should always be considered.

Table X. Evaluating Data Trends

Student A
Student B Student C

Grade Read Math Read Math Read

1.2

1.8

2.0

2.3

2.6

3.0

3.0

4.2

3.9

3.3

4.0

4.1

3.2

2.6

2.2

SIX) Need

The determination of a specific learning
disability by the team of qualified profes
sionals and the parents requires that (1) the
child does not achieve at a level consistent
with age and ability, (2) there is asevere dis
crepancy between achievement and intellec
tual ability, and (3) the discrepancy involves
oral expression, listening comprehension,
written expression, basic reading skill, read
ing comprehension, mathematics calcula
tion, or mathematics reasoning.

The formula developed by Horn (1941) is
often used to indicate a 50 percent discrep
ant between achievement and intellectual
abutty (see Burns, 1982) is determined by:

2MA + CA
-5

case an actual achievement score wo
need to be less than 6.2(.5) or 3.1.

Another frequently used method
determining a test score discrepancy en)
the use of the reliability for each test and
standard deviation:

The state of Washington" relies on
regression approach to generate severe cus
crfpancy criterion scores. When bothJJ
and achievement are expressed as havong
distribution means of 100 and sta^ardd6
ations of 15, a student with ani IQ *
would need an achievement score equ^
or less than the criterion score of 82. i•
mula for determining discrepancy cntt-
scores is based on the SE, '

For a student with an IQ,of 90 and a CA
of 12 MA is 10.8, or 90(12)/100=10.8, and
expected achievement is (2(l0.8)+12)/3 -5
or 62 A 50 percent discrepancy is deter
mined by multiplying 6.2 by .5 so that in this

Criterion score = r„ (SI<L -XIQ) +M'
sothatforaniaonOOifadUcrep^
defined as a z of l.o and ^ scorebetween IQ,and achievement is-0,
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ppded for asevere discrepancy (i.e., the cri
terion score) is 82. If IQ,is 85 instead of 100,
adiscrepancy score of 73 is required.

Qualitative discrepancy. The Texas
Education Agency provides two methods for
determining asevere discrepancy33 The first
method is based on a comparison of stan
dardized intelligence and achievement test
scores, while the second method is based on
professional judgment (e.g., expected
achievement is based on reports or observa
tional data). For thetest score method, when
both tests have the same means (e.g., 100)
and standard deviations, the achievement
test score issubtracted from the IQtest score
and if the difference is greater than one stan
dard deviation the discrepancy is deemed
severe. For example, if the IQ score is 90
andachievement is 70, then the difference of
20 points is greater than the one standard
deviation criterion and is therefore a severe
discrepancy. If a severe discrepancy cannot
be determined using the standard deviation
difference method because appropriate tests

are lacking, a discrepancy can be deter
mined based on information "obtained from

standardized assessment instruments, reports
from parents, observations of classroom per
formance, student work samples, and other
items as needed." In Washington if a statisti
cal determination of a discrepancy is not
possible "the multidisciplinary team shall
apply professional judgment in order to
determine the presence of a severe discrep
ancy."

Considering that many students are iden
tified as having a learning disability who do
not demonstrate a test score discrepancy,
there must be some indication that the child
has the ability to profit from specially
designed instruction. A teacher or parent's
belief that a student has the ability to per
form (e.g., read at grade level) might be the
result ofcompelling anecdotal evidence such
as the ability to perform similar tasks when
given special instruction, or high
interest/motivation on the part of the
student.

CURRICULUM NEEDS

After standardized testing has been con
sidered to determine general educational
needs and the impact of the child's disability
on educational performance, specific educa
tional needs must be determined. What

exactly is it about the curriculum that pre
sents a problem for a child with a disability?
Or what is it about the child's behavior that

affects the child's ability to be involved in
and progress in the general curriculum?
Special education means specially designed
instruction, and this signifies that existing
instructional methodology or content is not
working or must be modified.

Instructional data can be gathered from
regular and special education teachers and
other specialists as appropriate. If a general

111 •"

assessment is made that a child exhibits
inappropriate classroom behavior, the spe
cific behavior and frequency should be
determined before the IEP team meeting so

that this data can be used to develop appro
priate measurable annual goals and short-
term objectives or benchmarks. If thechild is
significandy below average in mathematics
on a standardized test, specific strengths and
weaknesses in mathematics should be identi

fied before goals and objectives are devel
oped.

The ability of a "child to be involved in
and progress in the general curriculum (i.e.,
the same curriculum as for nondisabled chil
dren)"31 is a reoccurring theme throughout
IDEA-1997 and the regulations. In order to
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meet this obligation, the curriculum expecta
tions within the classroom or the school must
be examinedso that reasons why, when, and
in what areas the child cannot participate in
the curriculum are understood. This requires
an evaluation of the entire curriculum and
includes behavioral expectations, academic
standards, workbooks, textbooks, activities,
extracurricular activities, quizzes, classroom
tests, statewide competency tests, dis

trictwide tests, basic skills, teaching strate
gies, teaching philosophy, and learning
expectations. In short, everything that
occurs in the school and the classroom, and
not just what is formally adopted by the
school district, requires consideration to
determine how a child with a disability can
be involved in and progress in the area of
the general curriculum affected by the dis
ability.

Curriculum-based Assessment

Choate et al. (1995) defined curriculum-
based assessment (CBA) as "the process of
determining students' instructional needs
within a curriculum by direcdy assessing
specific curriculum areas" (p. 17). A curricu
lum-based assessment can involve whatever
task or content is used in the curriculum.
Word lists, flash cards, letter identification,
key word identification, knowledge ofcom
pound words, pointing to blends, sight
vocabulary, visual and auditory discrimina
tion, letter naming, word relationships, and
content-area reading comprehension can all
be a source of a curriculum-based assess
ment if the task is used in the curriculum. If
spelling is a part of the curriculum, how
spelling is assessed in the curriculum deter
mines the nature of the curriculum-based
assessment. If writing is taught and mea
sured by a creative writing task, a similar
task should be used to develop the assess
ment. If there is a high emphasis on word
problems in mathematics, a word problem
assessment should be used to evaluate per
formance. The purpose of special education
is to design instruction that will allow the
child to be involved in and progress in the
general curriculum, and not to create a new
curriculum that further segregates the child
from the mainstream.

Curriculum-based assessments provide

the primary data for determining specific,
beginning or instructional levels of perfor
mance. Whether a child needs assistance
involving reading, mathematics, classroom
behavior or self-help skills, what exacdy the
child can and cannot do in the curriculum is
best determined by a curriculum-based
assessment. If the problem involves oral
reading, a passage from reading curriculum
material is used to evaluate oral reading. If
classroom behavior is a problem, when and
how frequendy the behavior occurs in the
classroom is observed and recorded.

Often assessments, tests, rating scales, or
evaluations must be created during the initial
evaluation to determine appropriate begin
ning levels of performance. Aseries of pas
sages from different textbooks and class
room materials might be used to assess read
ing comprehension, anonsense word task jP
evaluate phonics skills, or astudent might to
asked to take notes from dictation to evalu
ate note-taking skills. Existing data and stan
dardized testing indicate a child's general
educational needs, and tasks and curncu-
lum-based assessments must identify speci
instructional needs. A standardized tes
might indicate aproblem in readmg vocao ^
lary, while a curriculum-based assessne
constructed to assess the child's cuti**^
of performance involving the ability | "
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rnntent words.
A curriculum-based assessment is a

u -dee between a standardized assessment
_nd the measurable annual goal. If the stan
dardized test indicates a need in reading
vocabulary, and a goal is developed "to
improve reading content vocabulary to 80%
using ateacher-made test," the present level
of performance prior to specially designed
instruction to achieve this goal must be
determined; that is, what percent content
words the child can read prior to instruction
using the teacher-made test. To provide this
information, a curriculum-based test must be
constructed and administered to determine
the initial level of performance.

Teacher-made tests. Teacher-made tests can
include curriculum-based assessments, class
room testsand quizzes, diagnostic tests, prac
tice tests, test simulations, rating scales,
checklists, and observational data collection.
A teacher might construct a test comprised
of a series of questions that are typical of
thoseused in a high-stakes state competency
test, or develop a list of nonsense words to
evaluate different phonics skills. As is the
case with all curriculum-based assessments,
testsand evaluations constructed by teachers
and specialists are invaluable in determining
specific or instructional levels of perfor
mance. Whether the purpose of the assess
ment is to evaluate basic sight words, oral
reading, reading comprehension, spelling,
word attack skills, writing, note taking, com
putational skills, mathematical word prob
lems, or content-area knowledge, teacher-
made tests often provide the beginning

benchmark or level of performance for con
structing meaningful measurable annual
o-oals and corresponding short-term objec
tives or benchmarks.

The importance of teacher-made tests in
the determination ofbeginning levels of per
formance is readily acknowledged, but
teacher-made testing has also been used to
suggest assessment rather than to actually to
assess performance. This is often seen in
goals and objectives when the method of
evaluation is said to be a teacher-made test.
Generally speaking, if a teacher-made test
has notbeen developed tomeasure an initial
level of performance, there is a good likeli
hood that a teacher-made test will not be
used to measure short-term objective perfor
mance.

Work samples. Ifat all possible, samples of
a child's work in the areas that are affected
by the disability should be obtained. This
might include workbook exercises, class
room tasks, homework, classroom tests and
quizzes, papers, reports, writing samples,
basal exercises, and other information that
will provide insight as to the type ofperfor
mance thought to necessitate specially
designed education. Actual classroom tests
and quizzes can provide very compelling
data in the determinationof a child's level of
performance, but often this data is not con
sidered. Agood practice is to append a sam
pling of several classroom tests or work sam
ples to the evaluation report or to the IEP to
give aconcrete example of actual curriculum
achievement.

Grade History

Of all the tests and assessments that are
included in the individual evaluation, a year-
to-year profile of school grades is often lack
ing. School grades are not necessarily an

accurate reflection of educational perfor
mance, especially when social promotion
and grade inflation are prominent factors,
but yearly grade profiles can suggest when

—•

_______
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and in what areas a child's educational per
formance has been affected. From a histori
cal standpoint, an attempt should also be
made to determine whether the educational
manifestation of the child's difficulties occurs
across all subject areas, and whether the
problem is recent or can be traced to a spe
cific point in time or grade level. Grades will

Developing and Implementing IDEA-IEPs
not always indicate specific areas affected by
the child's disability, but the historical cir
cumstances surrounding an educational
problem should be considered in terms of
records, anecdotal information from parents
and teachers, assessments, and school
grades.

Observed Needs

Observational data is an important facet
of every individual evaluation. Sources for
observational data include the classroom
teacher, parents, and other specialists. As
part of the manifestation determination
review, the IEP team must observe the child
before a determination is made that the
behavior isa manifestation of die child's dis
ability.3'' During the development, review, or
revision of an IEP, the consideration of spe
cial factors (e.g., behavior which impedes
learning) "must include a review of valid
evaluation data and the observed needs of
the child resulting from the evaluation
process."36 In Ohio, the assessment of the
effect of the learner's environment(s) on his
orher learning, structured observations, and
interview with a person knowledgeable
about a child's functioning is required.37

When reviewing existing evaluation data
for either an initial or reevaiuation, the IEP
team must review information provided by-
parents, current classroombased assess
ments, and observations by teachers and
related service providers.38 For children sus
pected of having a specific learning disabili
ty observational data involving a child's aca
demic performance in the regular classroom
is required by "at least one team member

other than the child's regular teacher."39 The
relevant behavior of these observations is
included in the written report required for a
child having a specific learning disability/0
As much as possible, an IEP member should
attempt to observe the child during a time
period when the disability is manifested. If
necessary, several observational periods
might be required to reliably determine the
frequency and severity of behavior, and to
cross-validate the behaviors with those of
another observer.

Observational data is an extremely
important source of data, and for students
suspected of emotional disturbance, observa
tional data might well be the single most
important element of the individual evalua
tion when determining need. If goals are
developed to improve behavior, the behav
ior must be specified, how the behavior is
measured must be identified, and the cir
cumstances surrounding the behavior must
be delineated. Ifachild cannot participate in
the regular classroom because of inappropn
ate behavior, exactly what that inappropna
behavior is must be identified. If theen
disrupts the class, exacdy how the child |
rupts the class must be described.
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IDEA-1997 refers to functional skills,
capabilities,11 and evaluations in several con
texts, all of which are intended to allow "the
child to be involved in and progress in the
general curriculum."12 Afunctional vocation
al evaluation13 is part of the definition of
transition services in IDEA-1997, and the
general need to assess functional skills is a
basic requirement of the individual evalua
tion that includes "a variety of assessment
tools and strategies to gather relevant func
tional and developmental information,
including information provided by the par
ent"11 to assist in determining the existence
ofa disability and IEP content.

The need for a functional behavioral
assessment has received attention in the
development ofIEPs because ofits inclusion
as a procedural safeguard in IDEA-19971''
that requires "either before or not later than
10 days after taking a disciplinary action" an
IEPmeeting mustbe convened to conduct a
functional behavioral assessment and then
develop a behavioral intervention plan to
address the behavior.10

A functional behavioral assessment is an

attempt to understand the function of the
behavior that is the cause of concern. Tilly et
al. (1998) defined a functional behavioral
assessment as "the process of coming to an
understanding of why a student engages in
challenging behavior and how student
behavior relates to the environment ... in

order to better understand the specific rea
sons for the student's problem behavior" (p.
1). Haynes and O'Brien (1990) defined a
functional behavioral assessment as identify
ing "controllable, casual functional relation
ships" relating to specific target behaviors.

In one of the seminal studies relating to
functional assessment, Iwata et al. (1982)
identified the functional properties of self-
injury by considering four different circum

stances or conditions: academic, alone,
social disapproval, and play. Carr (1994) has
summarized four major categories when
determining functional behavioral needs:
attention seeking, escape from tasks, the
o-eneration of sensory reinforcement, and
access to tangible items or events. Miller,
Tansy, and Hughes (1998) described a prob
lem-solving approach for conducting a func
tional behavioral analysis that includes how
data should be collected, describing the
behavior (e.g., setting, frequency, duration,
intensity), generating hypotheses about the
causes or function of the behavior, and then
developing a behavioral intervention plan.

The overall approach for a functional
behavior assessment requires a careful
description of the behavior, and how fre
quently-, where, when, and with whom the
behavior is most likely to occur.
Understanding this antecedent information
provides an opportunity to generate
hypotheses as to the function ofthe behavior
and why it occurs. The function of the
behavior can include the general behavioral
functions described by Carr (1994) such as
attention seeking, escape from tasks, sensory-
reinforcement, and access to tangible items
or events, but other factors can also play an
important role such as family, substance
abuse, and emotional disturbance.

If a child's disability is emotional distur
bance, there should be a behavioral assess
ment that includes a description of the type,
frequency, intensity, duration of behavior,
and the setting in which the behavior
occurred. However, the behavior of a child
with a disability (and not necessarily a child
classified as emotionally disturbed) might
not have been identified during the initial
evaluation and additional behavioral assess
ment data might be necessary in order to
develop a behavioral intervention plan to
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address the behavior.

If classroom behavior is an area of need,
there should be specific information avail
able concerning classroom behavior. The
reason for requiring a functional behavioral
assessment'7 is to develop goals and strate
gies that deal with specific behavior, where
the behavior occurs, and the function orpur
pose of the behavior. If the function of the
behavior is to avoid certain tasks in certain
classes, strategies can be implemented to
deal with this behavior.

The exact data for a functional behavioral
analysis can vary but the overall intent of the
analysis is to clearly identify the behavior,
develop hypotheses that might explain the
reason for the behavior, and then develop
appropriate behavioral strategies. The fol
lowing are the type of concerns that can be
considered when determining a child's func
tional behavioral and intervention needs:
1. What exacdy is the behavior?
2. Where did the behavior occur?
3. What time did it happen and in what

setting (e.g., classroom)?
4. Who was involved?

5. What happened before the behavior?
6. What might have caused the behavior?
7. What happened immediately after the

behavior?

8. How frequently has this behavior
occurred?

9. Have similar behaviors occurred?
10. Describe the intensity and duration of

these behaviors.

11.Describe the circumstances when the
behavior is most likely to occur.

12.What does the student think of the
behavior that occurred?

13. What is the function of the behavior (e.g.,
attention, avoidance, reinforcement)?

14. What seems to decrease the occurrence
of the behavior?

The strategies that result from a function
al behavioral analysis can be defined in a
behavioral intervention plan, can be a part
of the statement defining special education
and related services and supplementary aids
and services,48 or can be addressed by spe
cific measurable annual goals andshort-term
objectives or benchmarks. The advantage of
appending a behavioral intervention plan to
the IEP is that the behavior (where, when,
how frequently, etc.), causes and hypotheses
for the behavior, strategies and interven
tions, and measurable annual goals and
short-term objectives or benchmarks can be
developed and presented in a reasonably
sequential plan.

Referral Needs

The referral for special education is an
extremely important source of data in the
determination of IEP needs; that is, needs
that must beaddressed by measurable annu
al goals. The referral indicates the behavior
or area of performance that is causing the
concern, and the various attempts to address
these needs indicate appropriate special edu
cation, related and supplementary aids and
services. Kentucky requires that "referral
information" is used to examine the child's

status in physical, communication and cog
nitive functioning, social competence, acad
emic performance, vocational functioning,
recreation and leisure functioning and envi
ronmental, family and cultural factors.1
Alabama's Student Referral Form includesa
listing of attempted teaching strategies (e.g.,
modeling, slower pace, paraprofessionals],
task requirements (e.g., provide prompt
break into smaller steps), and behavior tecl;
niques (e.g., student contract, behavior man
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nt) that have been used as pre-referral changed the problem, these data provide
^emeentions in the regular classroom.30 useful information for determining areas of
jfter_s_ ^5 information also includes the need, services, and general instructional

ber of days each has been attempted, strategies for achieving measurable annual
d the degree to which the intervention goals.

Evaluation Needs

Before special education services are pro
vided, every child must have a full and indi
vidual initial evaluation.31 The individual
evaluation provides an overall or compre
hensive assessment and review of a child's
disability needs and educational perfor
mance. A majorpurpose of the evaluation is
the assessment of disability and educational
needs in order to determine whether the
child is a child with a disability and whether
there is a need for special education.
Disability and educational needs are deter
mined by providing an "evaluation that is
sufficiently comprehensive to identify all of
the child's special education and related ser
vice needs"5-' and to assess the child "in all
areas related to the suspected disability-,
including, if appropriate, health, vision,
hearing, social and emotional status, general
intelligence, academic performance, com
municative status, and motor abilities."33

The individual evaluation can include

standardized testing, diagnostic tests, ecolog
ical assessments, curriculum-based assess
ments, classroom tests and quizzes, work
samples, observational data, interviews, rat
ing scales, records and reports, physical
examinations, hearing and vision screening,
vocational/employability assessments, and
other forms of data and data collection tech

niques. Many states have specific evaluation
requirements such as
1. physical examination to preclude sensory

or physiological factors;
2. a social history to determine the impact of

environmental, cultural, or economic dis

advantage;
3. educational history to determine if educa

tional performance is the result of lack of
instruction in reading or mathematics, or
because of limited English proficiency;11
and

4. intellectual functioning as determined by
an individualized test of intelligence.
The theme that binds these various areas,

and the emphasis individual states give to
each area, is that the child is evaluated in all
areas affected by the suspected disability.

There are considerable differences from
state to state regarding what needs must be
assessed in an individual evaluation. New
York State has four criteria: (1) physical
examination, (2) individual psychological
examination (unless determined to be
unnecessary), (3) social history, and (4)
"other appropriate assessments or evalua
tions as necessary to ascertain the physical,
mental and emotional factors which con
tribute to the suspected disability."
Wyoming includes information relating to
adaptive behavior, career/vocational status,
information from the parent and the child's
regular classroom or environment perfor
mance as part of the evaluation.'''
Washington requires a review of "all avail
able existing school, medical, and other
records pertinent to the suspected disabling
condition(s) . . . including previous screening
and evaluation reports, health reports, rele
vant cumulative records and recommenda
tions of related service providers."30

In addition to determining the existence
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of a disability and the need for special edu
cation, a third function of the individual
evaluation, one that is sometimes deempha-
sized, is the determination of the child's
instructional levels of educational perfor
mance. When the IEP team develops,
reviews or considers measurable annualgoals and short-term objectives or bench- participate, as appropriate, in the general
nwks the beginning level of performance curriculum."- Test accommodations can
reach go/must °be known* Evaluation include needed format changes e.g., BraiUe
data must'include "current classroom-based tests, large print, having the ««4«
assessments and observations,"37 and must adaptations (e.g., where the test is taken,
^obtained that "provide relevant informa- preferential ^£^jg^
tion that direcdy assists persons in determin- tions (e.g., extended time, scheduling
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lum, but these services are provided under
Section 504 and not IDEA.

Finally, the individual evaluation is used
to determine test accommodations and addi
tions to the special education program so
that the child can "meet the measurable
annual goals set out in the IEP of the child to

changes) and response accommodations
(e.g., giving answers orally).

The individual evaluation must beviewed
as a dynamic and comprehensive process
that requires extensive collaboration among
the various qualified professionals and the
parents participating in the evaluation. The
evaluation is not a single test or assessment
conducted by one individual, but involves
gathering all information relating to achild's

in<r the educational needs of the child."'8 If a
standardized test reveals that a child has dif
ficulty in reading comprehension, an instruc
tional assessment in reading comprehension
should be conducted to determine how this
need is manifested in thegeneral curriculum.
If a child has poor verbal skills, how this
need is reflected in the general curriculum
should be determined during the individual
evaluation. Ifa child's performance inschoolevaluation, it a ciuiaspengnuttuwm^w. 0 0 - , „ rt.is adversely affected by "heightened alert- suspected d.sabu.ty, .denttfymg and collert

7 . . ..„-., , -r-_ :_„. „jj;t;^nj riota t-W mip-ht be neeaea
ness to environmental stimuli,"3'3 the specific
educational needs and levels of performance
should be specified. This might involve the
evaluation of the frequency of off-task
behavior (such as noise making, interrup
tions, inappropriate comments, excessive
comments, or talking), or observational

ing additional data that might be needed,
and determining eligibility and educational
needs. Theevaluation must build onexisting
assessment and referral information, and
must be closely articulated with the develop
ment of goals and services. The purpose ol
the individual evaluation isnot to discover a

comments, or talking), or ODservaucm*. ulc ..-.^~---------

reports detailing organizahonal skills, mod- __*_^^^ "^u.
vation, types ofclassroom work, etc.

The individual evaluation also provides
data and information to determine whether
the child needs, or continues to need, special
education and related services. A child
might have a disability but no longer needs
specially designed instruction. In this situa
tion, the child is entided to all related ser
vices and modifications necessary to partici
pate in and progress in the general curricu-

formance, but to explain why existing edu
cational performance is affected by the dis
ability. The need to determine how acnua s
disability affects the child's involvement an
progress in the general curriculum hignlig
the importance of regular educational p
formance and what it is about that pe
mance, caused by the child's disability, tn
requires specially designed instruction.



Determining Needs

Evaluating Needs

111

The individual evaluation requires that a
hild is evaluated in all areas ofthe suspect

ed disability, and that the different evalua
tion procedures used are not discriminatory.
For standardized assessments the tests
should be valid, given by trained personnel,
and administered in accordance with the test
instructions.61 Overall, a variety of assess
ments should be used to evaluate perfor
mance, theassessments should be fair and all
the data should be carefully considered in
the determination of a child's suspected dis
ability and educational needs.

Data for an individual evaluation must be
obtained from different sources, including
the parents, that indicate how the child can
participate in the regular curriculum orother
appropriate activities. The evaluations
should "assess the relative contribution of
cognitive and behavioral factors, in addition
to physical or developmental factors," and
should include evaluations and strategies
that help to determine education need.

When the IEP team and/or the qualified
group of professionals is determining the
need for special education, the team must
recognize the need for additional expertise.
If possible, tests and other evaluation should
be administered in the child's native lan

guage. If it is not feasible to test a child in his
or her native language, the school district
"still needs to obtain and consider accurate

and reliable information that will enable the

agency to make an informed decision as to
whether the child has a disability and the
effects of the disability on the child's educa
tional needs."62

Because of the dearth of standardized

tests available in languages other than
English (with the exception of Spanish),
evaluating a student in his or her native lan
guage might require expertise from a local
college or university, or using community-
resources. Needless to say, these informal
evaluations require careful scrutiny to ensure
that the data provide reasonably valid
measures for evaluating a child's needs.

The individual evaluation should assess a

child's ability rather than disability, "unless
those skills are the factors that the test pur
ports to measure.""3 If a child is assessed in
science and has a reading disorder, the
assessment might be modified to evaluate
the child's ability in science rather than the
reading disability. However, if the child has
a visual or hearing impairment, the extent of
the child's impairment would need to be
determined. Likewise, if the child has a spe
cific learning disability in reading, a reading
assessment without modifications would be

necessary to determine the extent of the
reading disorder. Of course, if the child is
visually impaired or has a physical disability,
an alternative task might be necessary to
evaluate performance.

Documented Needs

If the IEP team and other qualified pro
fessionals determine that no additional data

are needed, the parents should be notified of
the reasons for the determination and

informed of the right to request an assess
ment to determine the continued existence

of the disability.'" A careful review and con
sideration of existing data is essential for a
meaningful and thoughtful evaluation of a
child's needs. The requirement that the IEP
team review existing evaluation data was
included in IDEA-1997 so that children are
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not subjected to unnecessary tests and evalu
ations.65

For students who have an IEP, the re-
evaluation must always consider previous
IEP needs. The extent that previous goals
and objectives have been achieved provides
essential information for determining and/or
modifying needed goals and objectives. II
previous goals were not achieved, this
should be reflected in determining new or
modified goals. If goals were partly
achieved, objectives require modification. It
goals were achieved, this data would provide
the basis for determining present levels oi
educational performance for the next IEP_

Ifavailable, statewide tests can be auseful
source of information concerning curricu
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a valid standardized assessment of curricu
lum performance. Because the content, task,
and overall format of nationally standard
ized tests might differ from the actual cur
riculum, statewide tests often provide amore
direct assessment of a school's actual acade
mic curriculum.

Statewide tests can provide very useful
curriculum information, but there are sever
al potential drawbacks. First, many states do
not have statewide tests at each grade level
so that a year-to-year comparison is not pos
sible. Second, there is no assurance that the
content or the task of the statewide assess
ment is similar to what is used in the class
room. Ifa school relies heavily on language
experience, or phonics, etc., and astatewidesource of information concerning cun^u- -r-~> ' and/or content t0

lum ability. If there is astatewide curricu- ^mploy q^ ^ ^lum, and acorresponding statewu^a~t- measure re^ng ^ ^ ^
ment available to determine competency in be quite dassroom.
the curriculum, a statewide test can provide to teach reading in

A successful individual evaluation is one
that identifies all of a child's academic and
nonacademic needs, and then links these
needs to measurable annual goals and ser
vices. The evaluation question is never what
one test or even aseries of tests indicate, but
rather what tests, assessments, reports, and
observations are best for understanding and
identifying unique individual needs so that
goals can be developed and services provid

ed When this is accomplished, when "the
evaluation is sufficiendy comprehensive to
identify all of the child's special education
and related service needs,"66 and when the
evaluation identifies the impact of the dis
ability and specific levels of performance
then the full and individual evaluation wiU
provide the basis for alogical and effective
IEP.
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