Their Future...

.’Ja'.'. i fjf J'M.U.'Hu'lr 'l ) J{ AHCAalLon
Bureau of Children. Familyv & Community Services

/F.- 'lr J"I.."..;J'Ji'f'.ll:d.rfi"’.- lte’.’.l'il' l:"-‘; { 1|v"|f i jn’lfh

| _ 1110 - ol ®
/f-i (i f rl"i;_.'ft alion 1;_'.* HCles O Ll G ld r n
April 1998 ® @ o I [/[ d







k. I Y 124 A 16T
Grant Wood Al
[] "‘I |
L.aurie paace

| |I"J !.a[|‘1 ‘L' 1

| i1anne Bierma

ATEA } u_]l‘ia at101 -.\;;l'Tn \ 4

lanet Chidley
i‘\t". Stone .1"511. \ .

‘."'-1.!]|“.'1L ].i'\tml'-.
Lyreen ‘"‘hlﬂt', .-"ﬂ" "\ 1-1

Bev Fisher
11!‘1["‘4"1!'1"_1 ﬁﬂ.i 1‘\ -F‘I'

Their Future...

...Our Guidance

I\”&'\‘\.i I*I‘ k'iilkixliﬁx\kﬁh

April 1998

State IR Commuittee

Great Kiver AEA 1 Bureau of ] | 1e)
C 1 orvice
Javid H.s*-ku'
wWestern Hill AEA 12 lames O ' Hare
Viississipp:l Bend Al
Russ Hardgrov:
Southern Prairie AEA 15 Carolyn Oppedah]

Bruce lensen
Northern Trails AEA 2 Iim Reed

Area Education Agency

Sharon Kurns
Heartland AEA 11 Iim Reese

Bureau of Instructiona

{\I" ]\1['1.',. 1_'12‘;‘u‘_”.*1
southern Prainne AEA 15

Carl Smith
31 ¥ 1
Viountain PPlains Ke g10onal

L%

] : "
kResource Center

Viary Stevens
Area Education Agency 6

|
|
1 OESS ! i'”~ \E\ I‘ I‘t'h"f‘-t‘T‘— wente




It is the policy of the lowa Department of Education not to discriminate on the basis of race, color, national origin, gender,
disability, religion, creed, age or marital status in its programs or employment. If you have questions or grievances related to

this policy, please contact Debra Van Gorp, Chief, Bureau of Administration and School Improvement, Grimes State Office |
Building, Des Moines, lowa 50319-0146, (515) 281-5811. |




his I:.LlIiLit'}‘t"Hl'\ 1S the « ollaborative ettort of lowa

Area Education Agencies, Local Education

Agencies and Department of Education. Work
ETOUupSs Irom across the State came tu;;t-t]u*r and combined
their thoughts and practices to dey elop the content of this
document. However, the completion of this document
would not have been realized without the writing talents,
and creative genius of Anna Li Jessop. She was able to take
ideas from the many work groups and translate thern into
user friendly text. Her ability to design and layout the text
created a document that represents the spirit of IDEA. Her
dedication to the pProject and tireless ettorts are ey ident in
the document. This document is a tribute to Anna’s skills
and her dedication to the education of children with
disabilities. Thank you, Anna. We could not have done

this without vou

- Lana Heictielsoun




Preface & Acknowledements

This guidebook was written to assist teachers and professionals
involved in the IEP process. It's sole purpose for existance is to make
their job easier. Completing an IEP for a student with special educa-
tion needs can be a daunting task and this document is intended to
help individuals sort through all of the pieces and to help them make
sense of those pieces in relationship to the law. It provides practical
information as well as information about best practices. It attempts to
guide individuals through the decision making process by helping
them ask pertinent questions regarding those decisions.

A number of dedicated groups of people contributed to the develop-
ment of this guidebook. Each work group was charged with providing
clarifying information and an awareness of the legal requirements
regarding their particular topic. They were then asked to identify how
their particular topic would fit into a comprehensive document
addressing the IEP. Greatest appreciation and thanks are extended to

this talented and dedicated group of people:

Kathleen Aller
Grant Wood AEA 10

Randy Allison
Heartland AEA 11

Michelle Arneson
Lakeland AEA 3

Laurie Baack
Lakeland AEA 3

Elaine Baughman
Harlan High School

Mary Lou Baumgartner
West High School

Larry Biehl
Area Education Agency 4

Dianne Bierma
Area Education Agency 4

Joy Bramschreiber
Southern Prairie AEA 15

Janet Chidley
Keystone AEA 1

Millie Clayton
Green Valley AEA 14

Kathy Collins
School Administrators of lowa

Kathy Cross
Green Valley AEA 14

Gary Dannenbring
Mountain Plains
Regional Resource Center

Mary Delagardelle
Louise Crawford Elementary
School

Jane Edwards
Great River AEA 16

Tricia Elmer
Area Education Agency 7

Bev Fisher
Arrowhead AEA 5

Dave Frisbie
University of lowa

Mary Gannon
[owa Association of School
Boards

Kris Giofreddi
Cornell Elementary School

LuAnn Glaser
Great River AEA 16

Peggy Guiter
Southeast Polk School District

David Happe
Western Hills AEA 12

Russ Hardgrove
Southern Prairie AEA 15

Joan Hodapp
Northern Trails AEA 2

Connor Hood
Humboldt, IA

Phil Jenkinson
Heartland AEA 11

Bruce Jensen
Northern Trails AEA 2

Tom Jeschke
Des Moines Indpendent
School District

Medha Johnson
Western Hills AEA 12

Theresa Jozwiak
Loess Hills AEA 13

Doreen Knuth
Roosevelt Elementary
School

Sharon Kurns
Heartland AEA 11

Cindy Laughead
Mississippi Bend AEA 9

Sue Luettjohann Seitz
Beline, Lamson, McCormick

Zumbach, Flynn

Joy Lyons
Heartland AEA 11

Jim McDermit
Northern Trails AEA 2




Great River AEA 16 lowa State Universih lowa Protection and Ads
Ldl
'enny Milburn yusan Rogetn
I OMACK ISU Extension OtHhice Great River AEA ¢ Martha Tab:
Kevstone AEA |
N ace vViarti Roling
Waukee Middle S¢ EII l.}!‘.l svilie ( onsolidated { . ]}| mpson
School District lanesville Consolidated
| i “ X - Jll'l"r 1i| (1 |
Heart | AEA Kim Roozeboom
Southern Prairie AEA 15 loe Ulman
Michelle Nesteby | akeland AFA
o F e AFA | { |f]“‘::g*‘}1
Mountain Plains Jo Ann Young
lames O'Hars Regional Resource Centel Franklin Middle School
WY § 1 IFJ[;IIT!'.’ \ A
loy Smith
(arolvi -.‘:'f_'-r-.izﬁ‘! Grant Wood AEA
Kevstons A |
Hl:!ll' lean SNy mirr
Harold Overman lama Primarv School
ﬁ' t 1 ok . I histrict
|H:'iT| Nevern
\ kK1 Pattersorn ot Valle Flementann

[:ciI'l":'i! ]I;HHH:‘.',-I?'HJI

Information Center lerry Stilwell
East High School

David Ouinn

Mississippi Bend AEA Y lim Stummi

Heartland AEA 11

Iim Reed
Area Education Agency 7/ l.or1 Swanson

LSS | ||H \} \ | 3

]’rh*!ann Center

LS




[owa Department of Education {
Thanks is also extended to the Department staff who
contributed to this document: } |
Tammie Adkins Dena Goplerud Norma Lynch Sandy Schmitz 5 \|
Selete Avoke Jeff Grimes Karen Martens Debbie Shellady 4
Sue Baker Marsha Gunderson Steve Maurer LauraBelle Sherman-Proehl ﬁw‘
Charlotte Burt Jeananne Hagen Lana Michelson Dee Skeens
Paul Cahill Deb Hansen Penny Milburn [an Stewart }
Jim Clark Sharon Hawthorne Sue Pearson Mary Sullivan I
Kathy David Cheri Juelsgaard Jim Reese David Tilly
Dennis Dykstra John R. Lee Deb Samson Mike Vanderwood .'
Dee Gethmann Jean Linder Julie Schendel Dee Ann Wilson ’

Mary Schertz Suana Wessendorf-Knau










T'able of Contents

Guiding Principles Behind the IEP ... | 3
Preparing for the IEP . 9 [ e
Nl ”['\Tt'lfiﬂ;: | ] !
[he IEP Tean 16 |
*r’fl I‘ 1'-.Z'--:L*H :‘I
|
special Factors the IEP Team Needs to Consider 25 | |
| fal )7 r
Behavioral Concer 15 | ”
j'i*ti‘.‘l'll ]'Iﬁn LT R
\ tive lechnolo; 19 :I
Limited Ei [ :".I.Ta'ft't’h 3 ) |
Deat or Hard of Hearing 4
blind or Visually Impaired R
Health Plan or Emergency Health Pla 61
Developing the IEP-Putting the Pieces logether 65
Least Restrictive Environment | LR
I’resent Level of Educational Performance
"'1.1-._1-[;'.-.?11.: ‘\."|I|L'..||‘l..u.~-.:1.'-~ |"u?h}":?‘i':.|f}..- ..'Th_!“'*:"utff h:?l'!(‘!m_'i{im-. /N
vVionitoring St (e =5
Ir:---IH.whaumi,“'ﬁl:}*puf'i ind Related Services 88
|ﬁ-:T1itIF".rT!t'E1 11 [hn*!it[ \*‘\ixlt' *\"-“l'“*“v!?il'!}t | UA
|
Implementing the IEP 101
Implementation of the [EP 103
Written Prior Notice ..... 105 |
Reviewing the IEP . 8 109
Decision K‘tl-l‘“ul?i},: Review, & Revision of t]h'H E 1 1] L
-

Extended School Year Services | | 1 2()




Table of Contents

Appendix A

Parental Rights Brochure

Steps to Building Consensus in Meetings

Role of the Facilitator & Recorder at the IEP Meeting
Example of Ground Rules for an IEP Meeting

Basis for Constructing an Agenda for an IEP
Meeting

Sample Group Process Satisfaction Survey
Facilitating Participation: Parents’ Perceptions of
Their Involvement in the IEP / Transition Planning
Process

Appendlx B

Essential Elements of a Functional Behavioral
Assessment

Essential Elements of a Behavioral Intervention Plan
Citation from the Law Regarding Discipline
Provisions

Assistive Technology Primary Question Flowchart
Examples of Assistive Technology Devices

Steps in Developing a Comprehensive Curriculum
for Students with Limited English Proficiency
What Should Be Considered in Selecting Materials
for Bilingual Exceptional Children?

Things to Consider When Planning IEPs for
Children Who are Deaf or Hard of Hearing

The Federal Register, Deaf Students” Education
Services; Policy Guidance, October 1992

Vision Assessment

Example of Emergency Health Plan Form
Example of Individual Health Plan Form

Appendlx C

Examples of Special Education, Instructional,

Support, & Related Services for Early Childhood &

School Age Children

Examples of Goals

List of Goal Codes

Accommodations List

Example of An Instructional Accommodations
Format to Add to the [EP

Participation in District-Wide Assessment
Documentation Form

Appendlx D

Glossary of Terms

References

Resources

Questions & Answers

Example of a Completed IEP Form




1ples

Behind the IEP

1NC

Py

1ding

Gu




el oy 5,




Guiding Principles

—

Public law 105-17 known as the Individu
als with Disabilities Education Act, 1s

lt‘Lll*a'._]{}MH lh.]! wWas ppr-wwaf tO ensure

: children with disabilities receive a free
appropriate public education that meets
Iih‘l! lIHlx!!It" ?1t‘t‘ti‘- ]]h* |Ihil‘~. ]L’H;i!““ WA IHI
Disabilities Education Act (IDEA) requires that an indi
vidualized education program be written for each student
with a disability receiving special education and related

1._t‘!- .‘ I"- l"i-_..

[he term individualized education program or IEF, 1s
defined as a written statement for each child with a disabil
ity that describes the student’s educational program and is
developed, reviewed, and revised 1n accordance w 1ith
[IDEA. Each IEP is a vital document, for it spells out
among other things, the special education and related
services each student will receive. The IEP is developed by
a team that includes parents and school pr'ult-hmlurmla and,
when appropriate, the student [he law is very specifi
hik‘*ﬂllt }HU‘."» c HH]Lit'Ht - “]’ 1S kil‘\l'li'ipl'ti_ I’t'&'lt‘\kt't.i. kllhi

ey I"ﬂt'ki

Implications regarding the importance of the IEP can be
seen 1n the Education o)t stem Goal for the State of lowa
[hat goal is to improve the level of learning, achievement
and performance of all students so they will become suc-
cessful members of their communities and the workforce

L

[O hvlp achieve the Education System Goal, the mllmx'm;;

principles guide improvement in lowa’s schools:

lowa |\EF (Guldepo L -""F.:r'l 19934

e All students must become rmpnnalhlt_* and pruduuti\'t
Cltizens 1n an 1n« I't‘d*«ll‘ttllk' IHtt‘t‘dL.‘pt_‘l’!tlt"l’lt world.

* Every [t'\'l‘l of lowa’'s educ dt]HH.‘:I ‘ﬂ_'k stem must ["L‘
committed to enabling all students to reach their full
potential; this includes creating opportunities for our
youth and adults to prepare for success in work or

further education

e Higher expectations for all students must emphasize
academics and the application of that knowledge and
those abilities in problem solving, decision making and
htll'k}"l‘]u‘ readiness

e [Parents and families must be active partners 1n the
education of their children

e All students must have equal opportunity to partici-
pate in school programs and activities regardless of

race, religion, national origin, sex or disability.

[t is important to note that IDEA and Iowa’s goal and
principles support each other. The existence of the IEP is
imperative if we are to achieve the Education System Goal
for the State of lowa for all students. The significance of

the IEP is reflected in that it is a major component of IDEA.

As earlier noted, IDEA requires that an individualized
education program be developed for each child identified
as needing special education services. The IEP, based on
the student’s involvement and progress in the general
curriculum, is developed by the IEP team. Each IEP

|




should be developed with careful consideration of each

child’s capabilities, strengths, needs and interests. The IEP
should direct the student toward high expectations and
toward becoming a successful member of his or her com-
munity and the workforce. It should function as the tool
that directs and guides the development of meaningful
educational experiences, helping the child achieve his or
her goals. In short, it should assist the student in meeting
the goals of our educational system.

The State of Iowa’s IEP model is based on the following six
foundations:

1) The IEP is a process and a product which docu-

2)

4)
0)

ments that the student is receiving a Free Appropri-
ate Public Education (FAPE) consistent with all
federal and state requirements;

The IEP reflects the student’s and the family’s vision
for the future;

To the maximum extent appropriate, students re-
quiring special education services are educated with
individuals who do not require special education;

[EP development is a collaborative process;

The IEP team develops a student’s IEP based on the
student’s involvement and progress in the general
curriculum; and

The IEP process involves on-going progress moni-
toring and decision making. Decision making is
solution-focused, based on the student’s needs, and
used to improve student results.

Foundation #1

—

The IEP 1s a process and a product which
documents that the student is receiving a Free Appropri-

ate Public Education (FAPE) consistent with all federal
and state requirements.

The IEP is responsible for defining how to deliver a free |
appropriate public education to a student requiring special
education services. It reflects the vision and defines the
educational services, activities, and linkages necessary for
the student to reach the vision. It also describes the ser-
vices the student needs to receive educational benefit. The
[EP is a working document that must meet legal require- §
ments and provide guidance for day-to-day instruction. It §
serves as a concise summary of a student’s needs, goals,
supports and services. The IEP team must ensure that all
components of the specially designed plan are linked and
implemented as described.

—_—

Indicators

0 The IEP document is written in language understand-
able to all team members.

0 Services are implemented as outlined on the IEP.

0 The State IEP prototype meets all of the Federal require:
ments.

0 Each AEA has adopted the State prototype or has a
document that meets State and Federal standards.

0 The IEP is reviewed (and revised, if necessary) at least
annually.



Foundation #2

Foundation #3

['he IEP reflects the student’'s and
familv’s vision for the future.

ich student’s IEP is based on the hopes, dreams, insights

i

and expectations of the student and family with input from

ramillyv and t'dllu_tih'!'*ﬂ

. {
d to prioritize needs

'm or her for the future and adult lite

4
|
5 1 i T \
C1 LN L 9

- i 1
ind his or her strengths and needs. It provides

vision helps the [EP team focus on the whole

non ground for dialogue to occur between student,
['he vision focuses on the needs of
student. It guides the student’s plan and the standard

[t 1S also used to design a pro-

ram that meets the student’s unique needs and prepares

[t should also

ruide the deve :t'L‘?‘E‘:n nt Of goals that communicate CX Pl (a

] 1 i 1
ns '»',:TEL_HL.!TEl{’H monitorea }"'I'T-:'-"lilk.il]".
.

| IE]l'lil'\l'li‘i"

! 1 4] L e :
ViSIOn 1S acnieved through on = O til*n LIS

Indicators

- = - — —

\s part of the IEP meeting the family and the student
(aS appropriate) are pro\ ided with an opportunity to
dialogue about their hopes,dream, insights and expec

tations 1or the student

['he IEP process begins with the team’s dialogue about

thne vision

1
'he vision i1s written on the IEP document.
['he vision statement 1s reviewed vearlv

'he vision is reflected throughout the IEP process

[o the maximum extent appropriate, students requiring
special education services are educated with individuals
who do not require special education.

Schools are responsible for providing an appropriate
educational environment for each student. For students
who require ~~.;n-n;1[ education, the determination of the
appropriate educational environment 1s based on the
individual needs of the student and must address the legal
requirements described as the “least restrictive environ-
ment.” Planning educational services for each student
with disabilities begins with the assumption that the gen-
eral education environment is the appropriate pldw to
educate all students. The general education environment
also encompasses the locations where all students partici-
pate in nonacademic and extracurricular activities. For
presc hool students, the oeneral education environment
COmprises locations in the home and community settings
where young children of similar age, without disabilities

participate 1mn actiy 1{1€S

Indicators

Students are educated with their nondisabled peers to
the maximum extent appropriate

Students are not taken from the general education
environment for special services without justification.

Students with disabilities are neither unnecessarily nor
inappropriately separated from their nondisabled peers

tor educational experiences




0 Schools provide supplementary aids and services,
accommodations and modifications, and supports
allowing students with disabilities to be educated with
their nondisabled peers whenever appropriate.

0 Schools provide a continuum of service locations
including special classes and separate facilities.

0 The preferred location for special education services is
the neighborhood school a student with a disability
would attend if he or she did not have a disability.

0 The IEP team determines, on an individual basis, the
appropriate educational setting for each student. The

team also considers the unique needs of the student, the

goals they have established for the student, and the
services required to achieve the goals.

Foundation #4

IEP development is a collaborative process.

The development of the IEP is a collaborative process,
Collaboration among IEP team members is essential to
ensure that each student’s educational experience is a
success. All members of the IEP team are equal partners.
The opinions of all team members are valued and encour-
aged. Participants offer suggestions, listen carefully,
encourage others, and ask questions. Equality and respect
are extended to all team members. Because of their long
term perspective and unique relationship with the student,
parents and other family members bring a valuable under-
standing of the student to the table. Students also know
themselves well and often can express their own needs,
strengths and interests better than anyone else. With this
in mind, educators must continue to recognize their

responsibility to maintain and enhance partnerships
throughout the school year with parents and students in
order to create a collaborative environment at the meeting.

‘ Indicators P rﬂ_:J

0 The student participates as a self-advocate at the earli
est age possible.

0 The participation of the student in the process reflects
the student’s self-advocacy instruction.

0 The parents and student know and understand their
rights. (i.e. “parental rights” have been clearly
communicated.)

0 The IEP meeting notice includes the name and title of
all persons that will attend and have been invited to
attend the IEP meeting.

0 The parents understand that they may bring “other
individuals who have knowledge or special expertise

regarding the child,” with them to the IEP meeting.

0 The IEP meeting is scheduled for a mutually agreeable
time.

0 All participants are focused on a common outcome.

0 Community service agency representatives are invited
and encouraged to participate in the IEP development
as appropriate.

0 The collaborative IEP process is made more efficient
and effective using a group facilitation process.

lowa |EP Guidebook, April 1998
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Foundation #5

['he IEP team develops a student’s IEP in
relationship to the general curriculum.

1
dents have greater success when fl‘!t"\ }L!Rt‘ access 1o the
. | ]
1T, CUTTICULAULTTY, W ]‘11'11 thevy are pros lkii'ti l|1t' assistance
cessarv 1o progress in ti‘.t '.T.l‘Ih'T',z| CLITT I ulum and u}n-n

1B teams

hev are

itors hold f!liLiT a-x}1|'11;1t1~llla O] t|11¢!1

i : '| . i
ugh expectations tor all students

tionallv responsible for ensuring access to the general

ricuium to the maximum extent .1}"}"IL"PI'I.!H'

the 1EP teq:

In doing

'm must identifv the Spe 1al education and

i

NOIOZV. MOoadlincanons and assistance tor educators

| -

which are needed to ensure the student’s involvement and

’
¥

r

rogress in the

the general curriculum

-~111‘}“irmrm,u'*. aids and services, assistive

Indicators

General education teachers actively participate on IEP

1eams

Individuals who are knowledgeable about the general
curriculum are members of the IEP team

[he student’s performance in relationship to the

general curriculum is documented in the IEP’s present
levels of educational pvrtur'nmm e Statement.

Goals are selected from tl]t' ;;l‘Ill‘Ttll CLTITIC LIIUTII_
whenever appropriate.

Curriculum standards or benchmarks are used to assess

a student’s Progress, w henever appropriate

['he IEP specifies the services and supports needed to
ensure involvement and Progress 1n general
curriculum

4 i i £
uidebook, A or 195

Foundation #6

['he IEP process involves on-going progress monitoring

and decision making. Decision making is solution-

focused, based on the student’s needs, and used to
improve student results.

[he IEP represents a plan for specially designed instruction
and services for the student. This instruction is most
elrective w }h'l’l I'._:llltit d by teedback ‘.\.'}Hk }1 Involves con-
tinuous progress monitoring. Progress monitoring 1s
needed to provide objective information and to make
instructional decisions. The decision-making Process 1s
focused on improved results tor the student and relates to
Progress in the general curriculum. Decisions should be
based upon the ongoing collection of data, analysis of
student performance over time, and in response to the
I'L“wlllta of educational interventions ”h' d.;li-tl L‘Ullt‘k‘tt‘d
Irom }“‘!U*-._'\Il‘w«« I ll]lit'!l'lf“l},f\ %Eh‘llhi SEIrve ds 4 communica-

tion tool for all members of the IEP team

Indicators

(oals are meaningful, measurable, can be monitored,

and are used to make decisions

A decision-making plan is developed.

[here is evidence of a measurement strategy, an ongo-
ing method of data collection, and data analysis which
drives H‘It' decision H‘ILIL\IH}.I‘ PI'UL'UHH

All members of the IEP team, including parents, the
student, and others, as appropriate, receive imrormation

about Progress O II‘H‘ ;iuilla

’rogress 1s reported as often as 1t 1s in general
education
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T'he IEP Meeting

e — FE——

At the IEP meeting, the individualized education plan for a

Ywhat 1s 1t?

student 1s developed by an IEP team. The IEP team goes

through a series of steps to make informed decisions that
i

lead to an individualized education plan tocused on the

vision for the student or }.'Ullth

lowa |EF Guldebook, April 1995

'he law states

'he IEP must contain a statement of:

 present level of educational performance

¢ measurable annual goals, including benchmarks
or short-term objectives

® Hpt't_‘lﬂ t‘LfUt_;ltIUH and related SETrvICes

¢ v\plmmtwn of nonparticipation in general edu-
cation curriculum when necessary

® partucpation in state wide or district wide as-
sessments or, if determined by the IEP team, a
statement of alternate assessment

e dates, rrequency, location and duration of
Services

e student progress (measuring and reporting)

® (ransition services

e transfer of rights

e t‘\h‘]ldt‘d HL']]UL"[ vedar

e assistive technology

e physical education

Whv i1s timlwrr!.ml‘

During the IEP meeting, the IEP team develops an IEP that
s a “living document” and puts it into effect before provid-
Ing special education and related services to a student. The
IEP team is additionally responsible for implementing the

1
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[EP as soon as possible following the meeting. The IEP
team also revises the IEP when necessary and reviews it at
least annually. The IEP meeting must involve all of the
required participants including transition service partici-
pants as transition is being discussed, and parent participa-
tion must be ensured. Anytime the IEP team is considering
the development, revision, or review of a student’s IEP, the
meeting includes a discussion of the student’s strengths;
the parents’ concerns; the results of evaluation; special
factors such as behavior, limited English proficiency,
Braille, communication needs, and assistive technology.

How do we do it?

State and federal regulations require each agency to “take
steps to ensure” that one or both of the parents of a child
with a disability are present at, or are afforded an opportu-
nity to attend, each IEP meeting. Mandatory steps include
“notifying the parents of the purpose, time, and location of
the meeting and who will be in attendance.” If transition
services will be discussed at the meeting, specific notice of
this purpose must be included along with indication that
the student and representatives of identified outside agen-
cies may attend. This is a “pre-meeting notice” require-
ment, and applies to any meeting “to develop, review, or
revise” a student’s IEP, including a meeting to discuss
termination of special education services based on the
child’s progress (34 CFR 300. 345 and 281 Iowa Adminis-
trative Code (IAC) 41.64(1)(c)).

The purpose of the “pre-meeting notice” requirement is to
ensure an opportunity for parental participation in each
IEP meeting. The “pre-meeting notice” may be oral, writ-
ten, or both. As a matter of best practice, a district

provides written pre-meeting notice if possible. If circum-
stances require oral notice, the district documents all
contacts with the parents, the content of the information
conveyed, and the parents’ response. This documentation
1s required for a district to conduct an IEP meeting without
the parents” participation (34 CFR 300.345(d) and IAC 281
41.64(2)).

No time line for this notice is included in the regulations.
There has been a “reasonableness test” applied in assessing
the timelines of pre-meeting notice and traditionally a 10-
day advance notice is considered adequate.

With the exception of transition services, the regulations do
not require the pre-meeting notice to identify the specific
programmatic issues to be discussed at the meeting.
However, the information conveyed to the parents must
provide notice of the “purpose” of the meeting. In order
for the parents to be prepared to meaningfully participate
in the meeting, some detail regarding the items to be
discussed should be included in the notice. The less
routine the purpose of the meeting, the more detailed the
statement of purpose within the notice should be.

Parents have a right to participate in all meetings address-
Ing identification, evaluation, placement and the provision
of a free appropriate public education for their child.
Pre-meeting notice must be given for all such meetings.
The law states:

IDEA, Title 34 CFER, Sec. 300.345 Parent Participation (a)
Each public agency shall take steps to ensure that one or
both of the parents of a child with a disability are present
at each IEP meeting or are afforded the opportunity to
participate, including—
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'he law also requires parents to be informed of procedural
sateguards (IDEA CFR 34 Sec. 300.504). In Iowa, the
Parental Rights Brochure serves as notice of procedural
sateguard (a copy is included in the Appendix). The
Parental Rights Brochure should be given to parents upon:

initial reterral for evaluation:
each notification of an IEP meeting;
reevaluation of the child: and
receipt or a request ror due process.

[he law further requires procedural safeguards to be
written in language the parents can understand. Under-
standable language may mean the procedural safeguards
need to be translated in the native language of the parent.
['he parents must also be able to understand the content.
[he IEP team then documents on the IEP that the proce-

dural sateguards have been given to, and understood by
the parents

Prior to the IEP '-’It't'f.’?l\'
[ake steps to ensure one or both parents of the child
with a disability are present at each meeting or
offered the opportunity to participate.

Decide which general education teacher(s) should
attend

{ idll’ll"[' Information frrom t"th‘I' :;:UIH‘I'J] vdumtwn
teac ]1L‘I'*«

Discuss the benefit of having the student attend and
then make the decision regarding his or her
participation.

Establish a mutually agreeable date, time and
location
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0 Send meeting notice.

0 Inform participants of their roles and
responsibilities.

0 Select people to fill process roles such as facilitator:
recorder, etc.

0 Prepare the agenda.
0 Set standard ground rules.

0 Send worksheets and information to all team mem-
bers so they can prepare for the meeting.

0 Prepare the meeting place (i.e. arrange furniture in a
manner reflecting equality of team members)

O Encourage student-led meetings when appropriate.

When one considers the magnitude of the charge given to
the IEP team, it is vital to consider the processes the team
uses to make decisions. To assist the IEP team in making
decisions, best practice is to use consensus building.
“Consensus is the mutual feeling that all concerns have
been addressed and that everyone has been heard and
understood” (Saint & Lawson p. 4). It is not, however,
unanimity or 100 percent agreement on everything by
everybody. A guide to steps for building consensus is
found in Appendix A of this document.

The use of consensus as a decision-making process
promotes better communication, better implementation of
responsibilities and ensures all participants have an active
role in developing the IEP. “Research indicates that collec-
tive decision making actually produces higher quality
decisions” (Saint & Lawson, 1994, p. 5). In addition, it is an
effective way to foster creativity, innovation, and account-
ability. Good “group process” leads to more effective and

efficient meetings and can also help a team reach agree-
ment and resolve conflict when necessary.

To work toward consensus, team members can use 3 facili-
tator, recorder, ground rules, and an established agenda.
Descriptions of the role of the facilitator and the recorder
are found in Appendix A, as well as an example of ground
rules, and the basis for constructing an agenda for an [EP

meeting.
During the IEP meeting:
0 Define the purpose of the meeting.

0 Make introductions, with each participant indicat-
ing their role and purpose for being at the meeting.

0 Adjust standard ground rules as needed and ensure

they are followed.

Follow the agenda.
Use strategies to encourage student involvement.

Use strategies to ensure everyone participates.

2O S

Share all ideas by writing on flip charts, overheads,
newsprint, or computer display so all IEP team
members see recorded ideas.

0 Use procedures that lead to decisions made by
CoONsensus.

0 Summarize the meeting and define the next steps.

0 Share information with parents and student using
Jargon free language.

If it is not possible to reach consensus in an IEP meeting,
the public agency must provide the parents with prior
written notice of the agency’s proposals or refusals, or
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both, regarding the child’s educational program and place-
ment. The parents have the right to seek resolution of any

or by initiating an impartial due process hearing. Every
errort thuhi be made to resolve ditterences between
parents and school staff through voluntary mediation or
SsOme t!lht'r informal Hlt‘P However, mediation or Hl}‘lL‘I'
informal procedures may not be used to deny or delay a
parent s right to a due Process hearing

\fter the IEP meerimeg
Gather and send information as n-qumh'-d

Gather feedback through follow-up phone conver-
sations or by mailing satistaction surveys

( HI’IHILil‘I' lt‘t‘L“Mh ]\ dthf mniw u.ILI]llHtInvn{H tO (}“: [1 [1
team group process

How do we know we are doing it right?
S— e — — -

All IEP team members know the purpose of the
meeting ahead of time

Required IEP team members attend the meeting.

The school district sends the I't"t]llll'l‘d notce to
parvnh

Prior to the meeting, the school district sends all
participants materials to help them prepare for the

meeting (i.e., worksheets for goal setting, AEA and
teacher reports)

Policy and prm‘vdl_lrm documentation indicate prior
prt_'pamtmn Ol Pdrt'nt"-.

0 Parents are knowledgeable about their rights.

lowa |[EP Guldebook, April 19956

disagreements through mediation or other informal means,

[EP team members are on time, present for the entire
meeting, and prepared

The meeting incorporates such structures as a facili-
tator, dialogue, ground rules, and sharing ideas by
writing on flip charts, overheads, newsprint, or
computer display, et

IEP’ team members keep an open mind and avoid
premature judgment during discussions at the IEP
meeting

IEP team members share useful ideas.

Ground rules and meeting guidelines are supported

e O

bv |EP team members

EP meeting time is used eftectively and efticiently.

Decisions regarding the IEP are made within the IEP
meeting structure

[EP team members voice willingness to implement

decisions.
Decisions are lmplmnvrm_*d_

Decisions made will hvlp the student or vouth

progress toward the vision.

A fter the meeting, all participants can uxpldm the
outcome(s) of the meeting

Post-meeting satistaction surveys, ot all partici-
pants, indicate a high level of satisfaction with the
meeting process. (Sample found in Appendix A)
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The IEP Team

What 1s it?

Members of the IEP team according to the law must include:

IDEA, Title 34 CFR, Sec. 3003.344

a. General

1) The parents of the child

2) At least one regular education teacher of the child (if
the child is, or may be, participating in the regular
education environment)

3) At least one special education teacher, or if appropri-
ate, at least one special education provider of the child
4) A representative of the LEA who—

(i) is qualified to provide, or supervise the provision of,
specially designed instruction to meet the unique needs
of children with disabilities;

(ii) is knowledgeable about the general curriculum;

of the LEA.

5) An individual who can interpret the instructional
implications of evaluation results, who may be a mem-
ber of the team in another capacity

6) At the discretion of the parent or the agency, other
individuals who have knowledge or special expertise

regarding the child, including related services personnel,

if appropriate

7) If appropriate, the child

b. Transition services participants

1) The public agency shall invite a student with a
disability of any age if a purpose of the meeting will be
the consideration of the statement of transition services
needs or statement of needed transition services for the
student.

2) If the student does not attend the IEP meeting, the
public agency shall take other steps to ensure that the
student’s preferences and interests are considered.

3) (i) The public agency also shall invite a representative

of any other agency that is likely to be responsible for
providing or paying for transition services.

(i1) If an agency invited to send a representative to a
meeting does not do so, the public agency shall take
other steps to obtain participation of the other agency in

the planning of any transition services.

Why is it important?

The IEP team is a group of people who come together at an
IEP meeting in order to develop, review and revise a
student’s IEP. Each member of the team has a clearly
defined role. The members are knowledgeable about the
student and have knowledge about services that could
benefit the student. Although the individuals in a schoo!
may change from meeting to meeting, the roles remain the
same.

How do we do i1t?

The appropriate people must be invited to the IEP meeting.
Each member serves an important function in the develop-
ment of a meaningful, effective IEP for the student. A
description of each of the team members follows:

Parent

The parents of a child with a disability are equal partici-
pants along with school personnel, in developing, review-
ing, and revising the IEP for their child. This is an active
role in which the parents (1) provide critical information
about their child’s abilities, interests, performance, and
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history, (2) participate in the discussion about their child’s
need for special education and related services and supple-
mentary aids and services, and (3) join with the other
participants in deciding how their child will be involved
and progress in the general education curriculum; how
their child will participate in State and district-wide assess-
ments; and what services the agency will provide to their
child and in what setting

In order to achieve better results for children with disabili-
ties, it is critical to strengthen the role of parents, and to
pr()\'idv a means for parents and school staff to work

lowa |EP Guldebook, April 19986

together in a constructive way. Parents’ concerns and the

information they provide regarding their child, must be
considered in developing and reviewing their child’s IEP.

An excerpt from an article titled: Facilitating Participation:
Parents’ Perceptions of Their Involvement in the IEP/Transition
Planning Process offers some insight on this topic and can
be found in Appendix A

Student

Generally a student with a disability should attend the IEP
meeting, particularly if the parent decides it is appropriate
for the student to attend. If possible, the agency and par-
ents should discuss the appropriateness of the student’s
participation before a decision is made. This discussion
should help the parents determine whether or not the
student’s attendance will be helpful in developing the IEP,
dlrt‘(’ll_\' beneficial to the student, or both

Prior to the IEP meeting, the student is provided with
instruction regarding what an IEP is and how to partici-
pate, in a meaningful way, in the IEP’s development. The
student for whom the IEP is being developed should be a
part of the planning for his or her own education. If the
purpose of an IEP meeting is the consideration of needed
transition services, the public agency invites the student. If
the student does not attend, the public agency takes other
steps to ensure the student’s preferences or interests are
taken into consideration

CFR 34 Sec. 300.517 permits States to transter procedural
rights to a student with disabilities who has reached the
age of majority, which is age 18 under lowa law. If proce-
dural rights under Part B are transferred from the parents
to the student, the public agency ensures the student has

1%/
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the same right to participate in IEP meetings as set forth for
parents. However, at the discretion of the student or the
public agency, the parents may attend IEP meetings as
“individuals who have knowledge or special expertise
regarding the child.”

Special Education Teacher

The special education teacher or special education pro-
vider participating in a student’s IEP meeting is the person
who is, or will be, responsible for implementing the IEP.
The special education teacher can be either (1) a teacher
qualified to provide special education in the student’s area
of suspected disability, or (2) another special education
provider such as a speech-language pathologist, physical
or occupational therapist, etc., if the related service consists
of specially designed instruction and is considered special
education under the applicable State standard.

Sometimes more than one meeting is necessary to finalize a
student’s IEP. In this process, if the special education
teacher who will work with the student is identified, it is
useful to have that particular teacher participate in the
meeting with the parents and other members of the IEP
team in finalizing the IEP. If this is not possible, the agency
should ensure the teacher is given a copy of the student’s
[EP as soon as possible after the IEP is finalized and before
the teacher begins working with the student.

Regular Education Teacher

The regular education teacher participating in a student’s
[EP meeting should be the teacher who is, or may be,
responsible for implementing the IEP, so the teacher can
participate in discussions about how best to teach the
student.

If the student has more than one teacher, the local educa:
tion agency (LEA) designates the teacher or teachers to
participate. In a situation in which all of the student’s
teachers do not participate in the IEP meeting, the LEA is
encouraged to seek input from teachers who will not
attend, and ensures that any teacher that does not attend
the meeting is informed of the results of the meeting, and
receives a copy of the IEP.

The regular education teacher must participate, to the
extent appropriate in the development, review, and revi-
sion of the IEP for the student. The regular education
teacher also assists in determining appropriate positive

behavioral interventions and strategies and supplementary

aids and services, program modifications, and support for
school personnel. Generally, regular education teachers
have a central role in the education of students with dis-
abilities and have important expertise regarding the gen-
eral education curriculum and the general education envi-
ronment. Due to the emphasis on involvement and
progress in the general curriculum added by the IDEA
Amendments of 1997, regular education teachers have an
increasingly critical role in implementing, together with
special education and related services personnel, the pro-
gram of FAPE for most students with disabilities.

The involvement of the “regular education teacher” is also
important in considering the review and development of
an IEP for children aged 3 through 5 receiving early child-
hood special education services. If a public agency pro-
vides “regular education” preschool services to
nondisabled children, the requirements apply as they do in
the case of older children with disabilities. If a public
agency makes kindergarten available to nondisabled
children, a regular education kindergarten teacher could

lowa |IEF Guidebook, April 1998

1
1

(BB E B B B B B B B B W W = = O s

|



appropriately be the regular education teacher who would

participate in an [EP meeting tor a kindergarten-aged child
who 1s, or may be, participating in the regular education
nvironment. If a public agency does not provide regular

|

i ] 1 |
preschool education services to nondisabled children. the
gency designates an individual who, under State stan
' . 1 1 1
dards. 1s qualified to serve nondisabled children of the

.r[! I-'.TI-

Representative of the Public Agency

| he local education agency representative must be quall
fied to PIos ide, or SUDETV ISt thi PIOVISIONN Ol > P 1ally
designed instruction to meet the unique needs of students
vith disabilities. The representative must be knowledge-

able about the general curriculum and about the availabil

itv of resources of the local educational agencv. Each local

i

‘

agency representative in a particular [EPP meeting, so long
s the individual meets these requirements. Dual roles for
team members are appropriate. For instance, a special
education teac ht'! tt'l][li SCIVE dS flh' H}"'l'n.. al edus ation
teacher and the public agency representative. It is, how
ever, important that the Adgency representative possess the
authority to commit agency resources and be able to en
sure that services described 1n the 1EP will actually b
PTOY ided. IEP meetings for continuing placements, in
some instances, are more routine than those for initial

I,‘.-l...n ements, and may not require the partcipation or a Key
administrator

Persons Invited at the Discretion of Parents or Public Agency
Al [}11.' Lil""‘-t retion ol tllt' [,”h!l't'lll O AgZeTCy U!lh'l Hhil'\ lt_ilIti]*-
who have an intense interest in the student, know ledge 01

special expertise regarding the student may be invited to

participate at the IEP meeting. Other individuals may

1
] % 1 i T % T I i ¢ ) 3 T i 1 I !
AZEeNCVY determines tne “«{.‘ttljlm Stalt mu !‘:ll"‘!_ ' 1O Serve as ”'lt

Include T'n'ld[t"ti SECIvVICes Pt'l'ml[llh‘[, L‘I'Tl}"hﬂ.t'l'*«, Il']t‘LiIt t]l

specialists, private counselors, and lmh-;n-mit‘-nt evalua-

1OTS.

Although other individuals mav be invited to the IEP
meeting; this does not make attendance at the IEP meeting
[here is no provision for the participation

" \ .
of individuals such as representatives of te 'IL}‘H‘I' OrganlzZa-

1
tions, or attorneys at lEP”P meetings [he interests of the
student should be the central focus of the meeting, not the
INnterests Of ';i]t .l ]1&"*'] O d ‘~'1“t'u. [1C ¢ <1\]H"I' ”h'f't‘fﬂl't*, tht'
presence of a T'l'}"’ft'“'-l'TH‘i[l‘» e Of a teachers organization on
behalf of a teacher would be Inappropriate. Attorneys are
not barred from IEP meetings, but they must POSSESS
knowledge and expertise regarding the student to warrant
their partic Ipation [he participation of attorneys at [EP
meetings 1s discouraged if their participation could create
an adversarial thr'sma.g,‘*}u-n- which would not be in the best

interest of the student

Outside Agency Representatives for Transition Planning
[ransition services must be coordinated with other AgZen-
cies as a part of the IEP for 14 vear olds. When transition
services must be coordinated with agencies other than the
school are discussed for a student, it is important that a
representative of the other agencies be present at the IEP

meeting to provide input and commit resources.

Interpreter of Evaluation Results
An individual « J[hit"h‘ Oof Interpreting the instructional

implications of evaluation results must also be a member
of the IEP team. This individual can be the special educa-

tion teacher, the LEA representative, or the regular educa-

tion teacher alreadv in attendance at the IEP meeting.
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How do we know we are doing it right?

Parents receive written notice of the meeting.

It appropriate, the student actively participates in
the meeting.

There is prior communication with all team mem-
bers.

The student’s general education teacher is present at
the IEP meeting and provides critical information.

[f the student has more than one teacher, those
teachers are present at the [EP meeting or provide
Input.

If a support and/ or related service provider is
providing services as identified on a previous IEP,
or needs to be present for future decisions regarding
support and or related services, the provider attends
and/ or provides input at the IEP meeting.

Parents are informed about the IEP process and
bring information about their child to the IEP meet-

ing.
All required participants attend the IEP meeting.

Each participant shares information during the
development of the IEP.

lowa |EF Guidebook, April 19986
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Student and Family Vision

What 1s 194

\ vision 1s a statement describing the student’s and

tamilv's lh"}"m for the future. The IEP team works with the

student and family to develop a vision tailored to the
student’'s preierences and interests. This vision Proy ides a
common foundation for dialogue for the student, family
and educators. It helps the IEP team focus on the whole
child, and his or her strengths and needs. The vision
statement uses the language of the family and student, as
appropriate, to assure a commaon understanding of what
the family and student would like to achieve

[n some cases, a vision statement may provide a general
tit'“*-t'rlpllﬂﬂ Of future expectations for the student over a
long period of time In others, a vision statement may
reflect more immediate and specific outcomes that should
occur within a shorter time frame. As the student matures
a vision statement 1s likely to evolve and become more

apm_'lm.

Within the early childhood and elementary years, the
vision may be a general statement about 11upw~ for the long
range future or the vision may include a specific vision for
an accomplishment within a short period of time. Move
ment between school, programs, or grades may be ad-
dressed in terms of the vision (or expectations) of the
upcoming environment. During the secondary years, the
vision, along with the plan for transition, should focus on
transition needs of the student and should address future
living, working and educational outcomes.

lowa |[EP Guidebook, April 1995

Why 1s it important?

Establishing a vision as part of the IEP process helps en-
sure the proposed program and its intended educational
benefit truly reflect what the family and student want. It is
also an opportunity to discuss the concerns of the parents.

Familv members know the student best and will }"ruwdv
the student with ongoing support during and after the
educational vears: this further validates the need to ad-

dress family members specific concerns

'he dey {‘|H}“-I‘I‘|L‘nl of the vision PI'UI’[‘IUM‘H collaborative
discussion among the student, family and other team
members. It is an excellent communication tool that with
time, expands and becomes more focused on transition

ISSUES

[f the family does not participate in the IEP process and the
student is unable to communicate his or her vision, it is the
[‘vapunallulal;' of the educators to create a vision focused on
high expectations, progress in the general curriculum, and

)4
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improved student results. For students at age 14, the
vision incorporates post-school outcomes based on the
student’s needs, preferences, and interests.

How do we do it?

The family and student should have the opportunity to
discuss the vision before the IEP meeting. This can be
done by sending ideas and examples about how to write a
vision statement to the family prior to the meeting date. It
is also helpful to provide opportunities in school for the
student to begin his or her thoughts about a vision. Se-
lected staff should discuss the concept of a vision with the
parents and student prior to the IEP meeting and provide
any needed assistance.

The development of a vision for the student begins with
discussions among the family, student and educators as
Initial general education interventions are attempted.
Discussions with the family at the IEP meeting could begin
by asking two simple questions: “What is it you want for
your child?” and “What does the child want for him or
herself?” After addressing these questions, the discussion
may continue by asking “What do we need to do in order
to accomplish what you want?” These discussions could
begin during the completion of a full and individual evalu-
ation and continue into the IEP decision-making process.
The vision then becomes the culmination of many discus-
sions preceeding the actual IEP meeting itself. The IEP
team should record a summary of the discussions regard-
ing the vision on the IEP document in the Student and
Family Vision section.

To develop the vision component, the IEP team needs to
consider:

0 How to best prepare the family and student to

The discussion of a vision for the student’s future should
be ongoing. It is a discussion that continues at each review
and decision-making point.

provide their input.

How to structure the input so the vision section
does not become too time consuming or lengthy.

How to elicit the information if the use of a second
language is involved.

How to involve the student in a meaningful way
appropriate to the student’s age and specific abili-
ties.

How to develop the vision with only the student’s
participation if family input is not available.

How do we know we are doing it right?

The vision statement:

0

accurately summarizes what the student and family
want for the student;

clearly describes the student’s expectations for the
future and guides the remainder of the IEP develop-
ment process,

is clearly related to the PLEP, goals and objectives,
services and other aspects of the IEP;

is developed through a dialogue among the family,
the student as appropriate, and service providers.
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Examples of Vision Statements
on the IEP

Student and Family Vision

parents ar }‘:t ased with Tim’s }“Iz‘ilfl 5SS 1N 111‘~ .Il‘]ll*l
" 1 | 1 |
tell them what he wants and to play with his siste:
| 1
ave expr ssed a CONCErI re ifd!lii!1;j fT?L'all'Hr‘lt*{‘E?]t”1t

1 1 | 1

the SK11IS he will need 10l hxlTWti"rll'L{ftlri

Student and Family Vision

i | 1 L]
y family wants to see nim get nis temper under con
rol so that he can participate in more general education
-| i i } @y | i i
NEXL Veal [ Nney woulild also ke 1o see nim daevi (D

al -.*'._IL‘_i’I' Tlrll"i"l,f T"f;t E]Lih‘-]‘lli-‘l“‘

Student and Family Vision

Robert's familv would like to see him become toilet-trained

| i | 1
hrough the collaboration of home and school

Student and Family Vision

i.rf!t .:!1uf }1t'! Iami [H W k'li;ki ]lh‘l' (O See i]t'! 1IT|}1f't‘1 LI Tead

INg
Student and Family Vision

lohn 'Impra to be competitively employed 1n a retail or

office setting after high school, doing a job such as

cashiering or data entry. Although he plans to live with his

familv for a while after ¢

¥
- |

ally getting his own apartment, }H-:‘h.:[u with a roommate

raduation, he antic Ipates eventu

He is not interested, at this time, in pursuing any post

secondarv education

Student and Family Vision

-\lthul:a:'ﬂ Ray dppears interested 1n future t-mp]uwmvnt 1N
the custodial area, his parents are not Interested In ]mx'mg
him pursue any further job training or job assistance at this

time. Rav will continue to live with his familv and has no

plans for post-secondary education or training

Student and Family Vision

Mary plans to attend the community college to studv child

development She will continue her job at the YMCA

|
Davcare Center. She wants to live in an

ng\‘EItI]]i'[1T W lt]] a[l}“}‘tllf kzllul 1S OI 4 kxtTItliiyl ilﬂt to do S0,
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Transition

‘What is it?

[ransition is a coordinated set of activities for a student
with a disability, which promotes movement from school
to pl}‘ﬁt"wt'htﬂ_?l activities. These POSt-S( hool activities
include post-secondary education, vocational training,
integrated employment, continuing and adult education.
adult services, independent living, and or community

participation. The design of this coordinated set of activi-
ties 1s focused on outcomes. Iransition is based upon the

individual student’s needs, and takes into account the
student’s preferences and interests, It encompasses

lowa |EF Guldebook, April 19956

Instruction, related services, community experiences, the
development of employment and other post-school adult
living objectives, and when appropriate acquisition of
daily living skills and functional vocational evaluation.
Incorporation of transition into the IEP process by age 14,
iIncludes early identification of and planning for the

student’s post-school goals by defining a course of study.
lransition makes education relevant to the student and 1s
driven by the following beliefs

'he IEP represents and supports the vision of the
student and the student’s tamily

Iransition drives the IEP process to prepare the
student for the changes and demands of life after
high school

Iransition is an ongoing and outcome oriented
process including commitment of resources, collabo-
ration between people and agencies, and decision
making to develop an IEP for the student

lransition allows the entire community, vapu'mll\'
the family, the school, and adult service agencies, to
share r'mpunwlwlltx' in the transition of the student.

[ransition planning promotes relevant, ongoing,
outcome-oriented instructional experiences within
the least restrictive environment, including commu-
nity-based experiences.




Why is it important?

Benetits from transition planning beginning by age 14
include:

0

0

Realistic goals and plans based on the student’s
abilities and interests.

Development of skills necessary to be successful in
the chosen instructional, work, community, and
living environments.

Strong linkages between schools, families, and
community service providers.

Improved employment and educational outcomes.

The law requires:

IDEA, Title 34 CFR, Sec. 300.347

(b) Transition services. (1) The IEP must include
(1) For each student beginning at age 14 and younger if
appropriate, and updated annually, a statement of the
transition service needs of the student under the appli-
cable components of the student’s IEP that focuses on
the student’s courses of study (such as participation in
advanced-placement courses or a vocational education
program); and

(ii) For each student beginning at age 16 (or younger, if
determined appropriate by the IEP team), a statement of
needed transition services for the student, including, if
appropriate, a statement of the interagency responsibili-
ties or any needed linkages.

(2) If the IEP team determines that services are not
needed in one or more of the areas specified in Sec.
300.27(c)(1) through (c)(4), the IEP must include a
statement to that effect and the basis upon which the
determination was made.

(c) Transfer of rights. Beginning at least one year before
a student reaches the age of majority under State law, the
student’s IEP must include a statement that the student

has been informed of his or her rights under Part B of
the Act, if any, that will transfer to the student on
reaching the age of majority consistent with Sec. 300.5]

How do we do it?

Transition must be included in the IEP of all students
beginning at age 14.

Step 1: Collect and Review Student Data.

Prior to the IEP meeting, the teacher and the student
review information about the student’s capabilities in the
following areas: mobility, work tolerance, self-direction
works skills, interpersonal relationships, communication
and self-care. By age 16, the IEP team additionally
considers the need for functional vocational assessment.

Step 2: Prepare Student for the IEP Meeting.

The student needs to understand his or her own strengths
and skills and should be able to tell others about them.
The student should also know about his or her disability
and should be able to talk to others about the nature of the
disability. The student needs to learn about what types of
accommodations might help him or her succeed in the
classroom. It is also important for the student to be able to
advocate for him or herself, as well as develop skills for
self-determination and independent decision-making. The
student needs to become more and more involved in his or
her own education and should provide input as the IEP
team develops goals. When preparing a student for the
IEP meeting, it is essential to discuss the student’s vision
and long range goals.
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Hlt‘p 3: Send IEP .\1{'{'?.".’_{ Notice

'he LEA determines necessary participants, including
outside agency representatives appropriate to vision and
transition needs. All notice requirements must be met and
the student, parents, and outside agency representatives
must be invited to participate 1n the meeting

Step 4: Conduct the IEP meeting

A. Conduct the IEP meeting by beginning with a dis-
cussion of the student’s vision and long range goal

B. Develop the PLEP. At age 16, the PLEP needs to
contain needed transition statements. The transition
need statements should be in the areas of instruc-
tion, related service, community experiences, devel-
opment of employment and post-school adult living
objectives, and it appropriate acquisition of daily
living skills and functional vocational evaluation

C. Establish measurable goals and major milestones o1
short-term objectives

D. Discuss the student’s course of study, in order to
meet his or her long range goal or vision. Course of
study is a general statement that identifies the
career path that is based on the student’s vision and
his or her needs, interests, and preferences. It de-
fines the direction of the student’s course work. The
course of study also defines the transition needs for
the student by identifying the instruction and edu-
cational experiences needed to assist the student to
prepare for the move from secondary education to
pUHl"HL‘]‘H_}Hl life. In most instances at the secondary
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level, it defines the general education curriculum for

the student, relates directly to the student’s goals
beyond secondary education, and shows how plan-
ned studies are linked to these goals. The course of
study may change over time, so it needs to be re-
viewed annually to ensure it continues to reflect the
long range vision of the student. As the IEP team
identifies the course of study, their planning needs
to reflect the concept of the least restrictive environ-
ment. For districts mapping a four-year plan for all

students. the course of studyv should reflect the same

activity that occurs for nondisabled students.

Examples of Course of Study:

Math through Algebra Il, all industrial arts
classes that focus on engineering and m‘hm‘tlug}'
path with construction fields, job shadowing and
possible community work experience

As many family and consumer science classes as
possible to acquire adult living skills; functional
math; and community based work experience in
the health and food service area

Functional classes to develop skills for working
on a team collaboratiy ui_\'; work experience in a
sheltered w m'kahnp; and functional life skills

Health occupaton ;mth to include courses in
science through physics, math through Algebra
[l college preparatory core, classes and work
based learning experiences in medical settings




I
E. Identify statements of coordinated activities in the student’s identified need appropriately, or a combi I
areas of services. Document related services on the nation of these strategies. ||
[EP. Identify who will provide and pay for transi- l
tion services and document on the IEP. If transition Nothing relieves any participating agency of the 1
services are determined unnecessary, the IEP team responsibility to provide or pay for any transition
must provide a rationale and document it on the service that the agency would otherwise provide to ¥
IEP. a student who meets the eligibility criteria of that
agency. If an agency fails to provide or pay for a
F. Identify linkages and interagency responsibilities. special education or related service (which could )
The public agency is ultimately responsible for include a transition service), the LEA must provide l
ensuring FAPE is available to each eligible child or pay for the service, but may then claim reim- ;
with a disability. That responsibility includes the bursement from that agency:. A
planning and coordination of transition services .
through the IEP. This interagency planning and How do we know we are doing it right? 1
coordination may be supported through a variety of N .
\ 2

mechanisms, including memoranda of understand- If transition is considered and approached appropriately,

Ing, interagency agreements, assignment of a transi- there will be an increase in student-led IEP meetings. -
tion coordinator to work with other participating .
agencies, or the establishment of guidelines to work At age 14 and above: )

E
.

with other agencies identified as potential service
providers. If appropriate, a statement of the inter-
agency responsibilities or any needed linkages

should be documented. 0 Parents are notified of meeting, participate, and are
part of the discussion.

0 Student is notified, present, and participates in the
[EP meeting.

If a participating agency fails to provide agreed-

upon transition services contained in the IEP of a 0 The student’s needs, preferences, and interests are

el ™ e
B B B

student, the public agency that is responsible for the addressed.

student’s education should, as soon as possible, O The IEP documents the student’s post-school goals.

initiate an IEP meeting to identify alternative strate- o
gies to meet the transition objectives and, if neces- 0 Evaluations are updated to address the needs,

sary, revise the student’s IEP. Alternative strategies preferences, and interests of the student.

might include the identification of another funding
source, referral to another agency, the public
agency’s identification of other district-wide or
community resources that it can use to meet the

0 Course of study is identified and updated annually.
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Iransfer of Rights and Graduation Notice

It 1s llT'iPHI'L!H! to note that >tates mav now (ranster parent
rights under Part B to the student when the student

reaches the age of majority, which is age 18 in lowa. Begin
ning at least one vear before a student reac hes Ay e |8, the
IEP must include a statement that the student has been

Informed of any rights that will transfer to him or hes upon

reac |nm; the age of majority. This statement must be
mented
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Anothei requirement states that a student’s graduation

[he IEP team
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months prior to graduation
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Example of Transition in the IEP

Vision Statement: Thomas has indicated he has an interest
in a career in the medical field and intends to go on to
college. He plans to live on his own. Thomas is reconsider-
ing his career options.

Present Level of Educational Performance: Thomas is
currently taking all general education classes. He has
maintained a 2.8 grade point average in these classes by
using basic accommodations for individuals with visual
impairment: large print, readers, note takers, and books-
on-tape. Thomas indicates he feels comfortable asking his
teachers for these accommodations, or asking his friends
for assistance. He continues to attempt to take notes in
long hand. He has a Handicassette he uses for his taped
books, but not for taping classes. During the 12/11/97
staffing, Thomas indicated he wished to stay in all of his
general education classes and to receive his vision services
after school and on a consultative basis. He did not wish
to have the support of a special education teacher during
the day. Thomas has been studying Braille and learning to
use Braille technology two afternoons each week. He has
mastered the Braille alphabet and is currently working on
contractions. His attitude has been great and he is master-
ing Braille at an appropriate rate. The other technology he
is working with includes the Braille-N-Speak, MegaDots
Braille Translation program, Arkenstone Open Book reader
and Blazer Braille Printer. Thomas has begun to learn basic
functions using the MegaDots Braille Translation and print
output. He needs to start using the Braille-N-Speak in his
classes to take notes, he now has his own equipment for
this. As Thomas moves into the higher levels of math, he is
in need of additional assistance with graphing and other
skills with high visual context. In Foods class, adjustments

have been made in the timelines for assignments and the
specific task in the group assigned to him. Other teachers
do not report a need for any additional accommodations.

Annual Goal: By May 1999, Thomas will utilize adaptive
technology and materials in his home and school environ-
ment to take notes in the general classroom with 80%
accuracy for 5 consecutive days.

Short-term Objectives:
1. Thomas will begin Braille instruction learning: Braille

alphabet letters; single cell contractions with 90%
accuracy

2. Thomas will utilize adaptive technology: talking soft-
ware; Braille-N-Speak; talking calculator; Braille
printer; Arkenstone Open Book Reader with 80% accu-
racy, 2/3 trials

Annual Goal: By May 1999, Thomas will develop a per-
sonal career plan and will have completed 2 of the 4 activi-
ties listed as major milestones.

Major Milestones:

1. Thomas will identify two areas of career interest and
visit with individuals with low vision in those career
fields.

2. After identifying career interests, Thomas will identify
training / education programs providing appropriate
training and education and accommodations.

3. After identifying institutions, Thomas will map course
of study and time lines.

4. Thomas and his parents will complete the appropriate
financial aid and admissions applications.
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Course of Study: Thomas will continue to take college
prep classes and explore options in medical field and other
interest areas; take advanced biology classes, chemistry
and advanced math classes. Thomas has asked for assis

tance to consider other career fields as well

[ransition Services and Activities:

Instruction Needs: Thomas needs to continue to develop a
higher level skill with Braille and the Braille technology

He will need access to equipment he can set up to meet his
needs and prererences He needs to start using the Braille
N-Speak to take notes in classes. Thomas also needs to
develop a vision services section to his personal portfolio
to keep information related to his vision, his accommoda
tion needs and the equipment he uses. He will also need to
develop skills and confidence in sharing this information
with colleges, teachers and employers. In any new setting,
homas will need assistance in loc ating classrooms, otfices
services, etc. until he becomes familiar with the setting
College entrance and employment testing needs to be
available in Braille format or through a reader provided
due to the visual strain that sustained reading causes
'homas will need to be familiar with vision services in any
post high school educational program at which he might

apply.

Related Service: Given the limited amount of time that
]_hul‘lhh will |h]‘-.'t* (O access Ht'huu| based sery 1CES, ]h' needs
to continue his instruction and guided practice in the use
of Braille and the associated technology through the sum
mer to help him gain independence by graduation.

Community Experiences Needs: Thomas has been active
\ I

in his community and at school. He had a drivers license
and is familiar with the lLl\'UﬂpnlI‘l area. However, he is
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currently dependent on his family and friends for transpor-
tation. Part of the vision portfolio will be identification of
services in the uwmmumt;' [Or tmmpurt..almn and other
community-based support services

Employment Needs: Because of the change in his vision
status since he made his first career plans, Thomas wishes
to participate in additional career counseling. He needs to
find out what accommodations are available to an indi-
vidual with visual impairment in the medical field and
Ht|“lt"l' fields of interest. His academic Hl\lllH are *-;UL‘I] 'ihdt ht’
probably does not need a functional vocational evaluation
other than his functional vision assessments.

Post School Adult Living Objectives: Because his vision
has decreased over the year and may continue to decrease,
an Orientation and Mobility evaluation will be requested.
[[homas’ mother indicates that he continues to be indepvn-
dent in the home setting and is able to care for his personal
needs and his money. If his vision continues to decrease,

he may need orientation and mobility training in the home
setting

General Education: Due to significantly impaired visual
acuity, Thomas will need the following adjustments to his
educational program

[homas will need to participate in the general education
curriculum with minor teacher/student determined adap-
tations when vision is a barrier, as in }Wh}.'-1ml education
and pottery classes

homas will be provided access to alternative formats for
testing, reading/ listening to tests and writing. He will

receive instruction in Braille. He will have a student aide
in math and sciences as needed, identified by GE teacher.




Thomas will be using technology in his classrooms: he will t
be attempting note taking with the Braille-N-Speak, he will
need access to a computer scanning system for reading by t
fall of 1998.
Special Education Instruction, Support and Related .
Services: 5
!
Service (Specify) Amount of Duration Location Person
_ Time | from to responsible t
[tinerant VisionServices: 60 minutes/2 | 4/13/98to General | Vision
- Brailleand Adaptive Equipment | timesweekly | 12/11/99 Education itinerant _
[nstruction classroom teacher l:
- Understanding of Vision
[mpairment and Services for
Individuals with Visual »
Impairment

Graduation Notice: (18 months notice required)
Anticipated date of Graduation: 5/99

Notice provided to student and parents on 12/11/97 by [EP Team

month /year individual

Graduation Criteria attached yes __ X no

|

-
I
:
1
>
-
:
3
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Behavioral Concerns

What are thev?

Sometimes students experience difficulty w ith behavior. A
student may demonstrate inappropriate behavior in school
to a point that it interferes with his or her learning or the
learning of others

Whv are they impmlln'li ’

[he IEP team needs to make specific considerations regard-

ing behavioral issues for students. They must design
appropriate mterventions and designate needed SUpPPOrts
for a student whose behavior impedes his or her learning
or the learning of others

[here are primary procedures to follow during the devel
opment of the IEP for a student whose behavior is imped
ing his or her learning or the learning of others. In one
instance, the general design of a behavioral program for a
student 1s required to prevent interference with his or her
learning and the learning of his or her peers. In more
SEVEre Cascs, d student’s l‘u‘lh}\ 10T Ccreates a situation w IlL‘T't'
he or she faces disciplinary actions requiring removal from
the educational setting for more than ten days.

Citation from the law:
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A critical element in designing quality programming for a
student, 1s to realize systematic assessment and program
planning are an ongoing process. They begin at the time a
student is reterred as possibly requiring special education
programs and services and continue throughout the
completion of a follow-up process atter special education
programs and services have concluded. A concept such as
functional behavioral assessment is introduced much
earlier in assessing a student’s needs and is periodically
reviewed throughout his or her program rather than intro-
duced only at the time a significant disciplinary action is
pending. Other concepts inherent to solid assessment and
programming for the social, emotional and behavioral
needs of students should be considered throughout the
programming for students experiencing behavioral prob-
lems.




In order to implement the expectations of the behavioral

and discipline requirements within the IEP process, the IEP
team should be able to:

1. Design, conduct, and document functional behav-
10oral assessments.

Functional behavioral assessment is assessment that
enhances an understanding of the purpose and
function of a student’s behaviors and subsequently
provides information leading to interventions and
needed supports. For a student who becomes
subject to disciplinary action, a functional behav-
1oral assessment is useful in the development of a
behavioral intervention plan within the context of
the IEP process. A detailed description of the essen-
tial elements of a functional behavioral assessment
1s found in Appendix B.

At the initial identification of a student requiring
behavioral programming as part of their special
education program, the IEP team needs to describe
the relationship between the social, emotional, and
behavioral needs of the student and the behavioral
expectations of the school environment. This de-
scription of the discrepancy between the student’s
current social, emotional, and behavioral skills and
the behavioral expectations of the school setting,
provides significant direction for designing the
content of the behavioral plan for the student. The
primary goal is the reduction of this discrepancy.

2. Design, conduct, and document behavioral inter-
vention plans.

A behavioral intervention plan is generally defined
as a written, specific, purposeful, and organized

plan which describes positive behavioral interven-
tions and other strategies that will be implemented
to address goals for a student’s social, emotional,
and behavioral development. In addition, for stu-
dents whose behavior prompts disciplinary action
by the school, the behavioral intervention plan
addresses the behavior(s) of concern that led to
conducting a functional behavioral assessment.

The behavioral intervention plan needs to be de-
signed during the IEP meeting. Essential Elements
of a Behavioral Intervention Plan are found in
Appendix B of this guidebook.

Review and determine adequacy of behavioral
intervention plans.

As the student’s progress is being evaluated on his
or her goals throughout the school year, the behav-
10r intervention plan should be monitored to ensure
1t continues to meet the needs of the student.

Additional considerations that become relevant
with more serious behavioral concerns:

0 Prepare a data collection system to substantiate
dangerous behavioral situations.

0 Generate possible sites and adequacy of alterna-

tive educational settings.

0 Implement strategies to assess such areas as

student’s “understanding impact and conse-
quences of behavior” and “ability to control
behavior” (manifestation determination; a more
complete definition is found in the Discipline
section of this guidebook).
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Establish relationships with other agencies that
are part of the student’s plan.

HHow do we know we are doing it right?

.\‘[ultlplv sources of information are used to identifv
and specify the social, emotional. and behavioral

needs of the student

Strategies are in place to increase positive behaviors
and decrease negative behaviors

Crisis intervention strategies are part of the pro-
gram.

Interventions are identified as a part oOf the program
for teaching new, replacement behaviors for the
behaviors determined to be unacceptable.

otrategies are 1n plm*v for the generalization and
maintenance of such behaviors.

Strategies have been provided in the current setting
to meet the special education needs of the student.

The impacts interventions have had on the student’s
behavior are identified

0 The impact of the student’s behavior on his or her
peers is identified.

o

The support and related services needed for the
student are identified.

0 The behaviors the student will need to display or
change in order to be in the regular education class-
room are identified.
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Discipline Procedures

What are they?

There are times when even carefully designed programs
are not enough to adequately meet the social, emotional,
and behavioral needs of a student. Sometimes it is neces-
sary to take measures to protect the interests of a student
and the interests of other students and school personnel by
taking disciplinary action. In such instances there are
alternatives. These alternatives recognize that some stu-
dents require a more comprehensive and intense program
than what is normally provided in an integrated school
setting.

Why is it important?

IEP teams are responsible for making programming deci-
sions for students with disabilities facing disciplinary
action. The IEP team is particularly responsible for stu-
dents suspended for more than ten days. The IEP team
must determine possible alternative educational settings,
make a manifestation determination, conduct a functional
behavioral assessment, design a behavioral intervention
plan and demonstrate various other behavioral program-
ming competencies.

Due to the length of the citation from the law, IDEA Sec.
615(k) is located in Appendix B.

How do we do i1t?

A critical element in designing quality programming for a
student is to realize systematic assessment and program

planning are an ongoing process. They begin at the time a
student is referred as possibly requiring special education
programs and services and continue throughout the
completion of a follow-up process after special education
programs and services have concluded. A concept such as
functional behavioral assessment is introduced much
earlier in assessing a student’s needs and is periodically
reviewed throughout his or her program rather than intro
duced only at the time a significant disciplinary action is
pending. Other concepts inherent to solid assessment and
programming for the social, emotional and behavioral
needs of students should be considered throughout the
programming for students experiencing behavioral prob-
lems.

There are primary procedures to follow during the devel-
opment of the IEP for a student experiencing behavioral
needs. In one instance, the general design of a behavioral
Intervention plan for a student is required to prevent
interference with his or her learning or the learning of his
or her peers. In more severe cases, a student’s behavior
creates a situation where he or she faces disciplinary ac-
tions requiring removal from the general educational
setting for more than ten days.

[n order to implement the expectations of the behavioral
and discipline requirements within the IEP process, IEP

teams should be able to:

1. Design, conduct, and document functional behav-
ioral assessments.
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2. Design, conduct, and document behavioral inter-
vention plans

Ll

3. Review and determine Jduplm'x' of behavioral
intervention }"IJHH

4 repare data collection to substantiate dangerous
behavioral situations

5. Substantiate JPPI’{.‘f}‘*f'hllt'ﬂl“«ﬁ Ol pltu'vnwnta INnter-

-

venuons

b o . O .
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6. Establish role ot HLI}‘*}‘lt‘T‘[‘H‘HLH'K' aids and services.

Generate possible sites and mi{'-klum v Oof alternative

educational settings

8. Implement strategies to assess such areas as
student’s “understanding impact and consequences
of behavior” and “ability to control behavior”
(manitestation determination)

9. Partic Ipate 1n screening ol the student facing disci-
pline actions who mayv “not yet be eligible” for

u\}‘ﬂ_‘t_.]lll l]Lil.I'-. l..!t,]'l.]]].

10. Establish relationships with other agencies includ
ing law enforcement and courts.

When a student is facing disciplinary actions requiring his
or her removal from the educational setting for more than
ten days, the following considerations need to be ad-
dressed during the development of the IEP. Although the
legal requirements state such procedures must take place if
a student is removed for 10 days or more, it is good prac-
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tice to consider these issues at the point any student is
facing exclusion from his or her special education service
or program because of unacceptable behavior.

Manifestation Determination:

Manifestation determination refers to the overall process
used to describe the relationship between the social, emo-
tional, and behavioral needs of the student and the behav-
1oral expectations of the school environment. The manifes-
tation determination may largely be a functional descrip-
tion of the discrepancy between the student’s current
social, emotional, and behavioral skills and the behavioral
expectations ol the school setting.

As In the identification of behavioral concerns. a manifesta-
tion determination must be made, but in this instance its
purpose 1s to analvze data in order to substantiate whether:

| In relationship to the behavior subject to disciplinary
action, the student’s IEP and placement were appropri-
ate and the special education services, supplementary
aids, and services, and behavior intervention strategies
were provided consistent with the student’s IEP and
placement;

2. The student’s disability did not impair the ability of the
student to understand the impact and consequences of
the behavior subject to disciplinary action; and

3. The student’s disability did not impair the ability of the

student to control the behavior Hllb]t‘t'[ to Lilht“lplii‘ml‘\'
tlL-t“]I]




Alternative Educational Setting

Another consideration is the use of alternative educational
settings. An alternative educational setting is defined as a
setting outside of the comprehensive school setting that
has been determined to be necessary and appropriate in
order for a student with disabilities to have their behav-
ioral and academic needs met. The potential use of an
alternative educational setting may first appear at the time
a student is identified for special education. Alternative
educational settings or off-campus options should only be
considered when such a setting is required in order for the
student to receive an appropriate education.

When this setting is used for a student under the disciplin-
ary provisions of IDEA 97, criteria must be met to enable
the student to continue to participate in the general cur-
riculum, although in another setting. Services and modifi-
cations described in the student’s IEP must continue to be
provided in the alternative setting. In addition, services
and modifications must be designed to address the
behavior(s) of concern.

Any alternative setting should provide the program com-
ponents described for a behavioral intervention plan in the
Appendix. In addition, the provision of an appropriate
program as specified above should be provided. It is also
recommended that the criteria delineated above for these
settings, used in the case of disciplinary matters, be
adopted for any use of alternative educational settings.

IDEA 97 provisions in the discipline area also specify
circumstances under which a student can be moved to a 45
day alternative educational setting. In the case of defined
drugs or weapons, school personnel have the authority to

make such a placement. In the case of potentially injurious

behavior, a Hearing Officer can make such a placement if
he or she:

1. Determines the public agency has demonstrated by

substantial evidence that maintaining the current place-

ment of the student is likely to result in injury to the
student or others,

2. Considers the appropriateness of the student’s current
placement,

3. Considers whether the public agency has made reason-
able efforts to minimize the risk of harm in the
student’s current placement, including the use of
supplementary aids and services; and,

4. Determines the requirements for the interim alternative
educational setting (as described above) are met.

Functional Behavioral Assessment and Behavioral Inter-
vention Plan

The following must occur either before, or no later than 10
days after, disciplinary action has been taken:

1) If a child has not received a functional behavioral
assessment and there is no behavioral intervention
plan in place, the agency must convene an IEP
meeting to develop an assessment plan to address
the behavior.

2) If a child has received a functional behavioral as-
sessment and a behavioral intervention plan is in
place, the IEP team reviews the plan and modifies it
as necessary to address the behavior.
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Functional behavioral assessment i1s assessment that en-
hances an understanding of the purpose and function of a
student’s behaviors and Htilﬁat-aqtltw1tlx' proy 1ides informa-

tion leading to interventions and needed supports.

\ behavioral intervention plan is generally defined as a
written, specific, purposeful, and organized plan which
lescribes positive behavioral interventions and other
strategies that will be implemented to address goals for a
student’s social, emotional, and behavioral dey t'lu}‘*l‘ilt‘[‘ll

n addition. for students whose behat 10r prompts d18C]

%

inarv action t"\ t}h' HL}TUUI, ”M‘ l“’l’lhl‘; l_'I.LII interventuon

nlan addresses the behavior(s) of concern that led to con

ducting a functional l%m'i1uax 1oral assessment

e,

How do we know we are doing it right?
Multiple sources of information are used to identify
and spec ifv the social. emotional. and behavioral

Ilt‘t'uiw Ol l}lt' “‘*tllk!t‘“t

'he record clearlv demonstrate how data from
functional assessment have been used in the deci
s10N making process

A behavior intervention ;ﬁll111 1S 1N }1|liln= tO INcCrease

Pt?.‘ﬂlli\ e behaviors and decrease negative behaviors

Crisis intervention strategies are part of the behav-
lor intervention plan.

The behavior intervention }ﬁ].}ll identifies new,

replacement behaviors for the behaviors determined

to be 1111L1¢'t11}1ttilwlt'

lowa |[EF Guldebook, April 19986

[he behavior intervention plan identifies strategies

for the generalization and maintenance of behav-

1OTS.,

'he behavior intervention }wlar1 identifies the time
requirements needed to 1111;11t'1111*11t interventions
and the setting.

'he behavior intervention plan identifies the need
1OT services proy 1ded L“_\' d}ét‘[’lfit‘ﬁ f“*t'}.'t‘lnd the

5S4 lhml




y Assistive Technology

What is it? assistive technology devices for individuals with dis
abilities.
Assistive technology enables children with disabilities to 3. Selecting, designing, fitting/ customizing, adapting
participate more fully in all aspects of life (home, school, PP VIR (Mailiaining Ipaan 2, or teplatip ol
: o assistive technology devices.

and community) and helps them access their right to a "’
“free, appropriate, public education” in the “least restric- 4. Cunr.dmatmg and. using other tlwmpwg, interventions

_ . = or services with assistive technology devices, such as
tive environment. %

those associated with e.\'isting education and rehabilita-

S . _ tion plans and programs.
An assistive technology device is defined as: ; RSB

5. Assistive techn(}log}-' training and technical assistance

||| . e

[IDEA, Title 34 CFR, Sec. 300.5 with assistive technology for an individual with a
disability, or, where appropriate, the family of an indi-
any item, piece of equipment or product system, vidual with disabilities.

-
-

whether acquired commercially off the shelf, modified,
or customized, that is used to increase, maintain, or
improve the functional capabilities of a child with a
disability.

6. Training or technical assistance for professionals,
employers, or other individuals who provide services to,
employ, or otherwise are substantially involved in the
major life functions of individuals with diabilities.

—
'

An assistive technology service on the other hand, is de-
fined as: Why is it important?

2

IDEA, Title 34 CFR, Sec. 300.6 A : . Teer
Assistive technology increases a student’s opportunities for

any service that directly assists an individual with a education, social interactions, and POtential for meaningful
disability in the selection, acquisition, or use of an employment. It also supports a student’s participation in
assistive tt’ChnUl(Jg}’ d@‘u"iC{i‘. Spﬂ‘[‘lflﬂd“}’ th]b service learnlng experIEHCES ln the least restrlcﬁve enVIronment

5

MG Assistive technology needs to be regarded as a tool to help

; - > -
1. Evaluation of the technology needs of the individual, the student ben“?ﬁt from ge_n_eral education curriculum and Sy
including a functional evaluation which takes into access extracurricular activities, and home, school and
account all of the environments within which the work environments.

individual functions.

2. Loaning or leasing, writing prescriptions for third
party insurance or Title XIX payment in conjunction
with the individuals physician, or direct purchase of
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[he law states A school may access alternative Tllﬂdlﬂj&: sources to
detray costs of assistive tl‘L'hnulng}.' devices and ser-
vices. Schools may not compel parents to file an insur-

| ance claim and may not condition provision of equip-
| 1 e " ment or services on filing or approval of a claim.

How do we do 1t?

[he following written process addresses primary questions
related to assistive technology. Please see Appendix B for a
flowchart that addresses the primary questions and a list of
items considered under the definition of “assistive technol-

O |

W '_ rechnolooy s '. o l . What is it we want the student to be able to do within
the educational program, that he or she isn’t able to

do because of his or her dlmh:llt}'f‘

'he question 1s: “What daily educational tasks or activities is

.-‘J':.’t ‘wfinilt"‘f.’ 101 .4"5’:":' [0 .jl‘ ()] _,1”;;."'1".'\ f;-‘;”t' I[N !’t'(.ﬂf‘*t' t‘*..JII_‘*- QY /f{’?'
{4 123121270
In addition: disability
A child’s need for assistive h-p]}nuluu\ must be deter- 'he team needs to consider « ..11’1‘!11“}.‘ w hat [I]L‘_\' want the
mined on a case-bv-case basis and could be special student to be able to do within the educational program,
education, related services or wpplvmvntnrx' aids and that he or she isn’t able to do because of the identified
services for children with handicaps who are educated disability. Then ask the question, “Would assistive technol-
in regular classes. ogy of some kind enable the student to meet the goal?”
A diu-,[ril_'[ must }1]11\'“{1: A Lhry“ e 1Oor use at ]]“nu-  { | ]H' team a}muld ANSWer l]‘HH L.]UL‘H[IUH HPL‘L'IYILH“_\'. L\L‘L‘F‘?il’l}:
necessary for FAPE. The district is nl‘llﬂ.dh‘d 1O IIHPIL‘- short term as well as ]“”}: term H“dl“‘ In mind.

ment the IEP, regardless of school board objections TR TR
, | o Areas to consider include, but are not necessarily limited

Use of the assistive technology device or service in : :

, ' L.

other settings outside school must be made on an

o | Handwriting
individual basis. t
Spelling

Reading
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Math

Written expression
Daily organization
Communication
Mobility

Recreation
Seating / positioning
Seeing

Selfcare

Levels of independence
Cognitive processing

SO OO OO OO OO

Proceed to Step #2.

2. What has been tried to meet the student’s special
education needs?

Once the area of educational need(s) has been identified,
the team needs to take a look at what has been tried in
order to address the need(s) of the student. This may
include a variety of interventions achieved through strate-
gies or modifications not typically considered “assistive
technology.” These may be low-tech in nature or there
may be high-tech assistive technology devices in place.

Example: A student with a learning disability, unable to
memorize multiplication facts, may use a multiplication
table. The multiplication table could be identified as a
supplementary aid in the general education environment.
An assistive technology device, such as a calculator (identi-

fied as a low-tech device) could also be used to meet the
student’s need.

Proceed to Step #3.

3. [s it working?

After identifying the strategies, modifications and devices
in place to meet the educational need, determine if they are
effective. Is the strategy, modification and/or device
meeting the student’s specific need, in the environments he
or she needs to complete the task, to the level of desired
independence, providing the student with the least restric
tive environment (LRE) where he or she is able to receive
FAPE?

Proceed to Step #4 & #5 or #6.

4. & 5. 1sit working? YES. Provide documentation and

evidence to support this conclusion.

[f the team agrees the specified educational needs are being
met, within the LRE, and the student’s programming is
appropriate with the strategies, modifications and / or
devices in place, to the level of independence desired, there
should be evidence to support the effectiveness and appro-
priateness of the interventions.

The evidence may be in the form of:

Work samples

Classroom tests

Formal testing

Recorded observations

Video taping

Any other form appropriate to the student and his
or her needs

OO O OO

Evidence should be provided by anyone involved in the
student’s education, from home or school. The use of

lowa |IEF Guidebook, April 1995
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cessftul interventions should be documented within the

LEL” as part of the Present Levels of Performance (PLEP)

1N goal statements, as components ot the objective, or

?lﬂl!tt'ii SErvices

Froceed to at{-iw #1173

9 Is it working? NO

' Z%?r'ft'g;rffﬁltlll‘t'H a H}Wt‘klt]t l’LilIt Jtlt‘l1¢ll IItW'ti 1S NOt E‘tﬁl1;:

net with }*r‘t~-~t-r1t Interventions, lln'\ ahuuid pr'uu*mi O

/. What was tried? How long was it tried? How was if

tried? What were the results?

What was the strategy, device, or modification that was

tried? If there was more than one, deal with each one

.-1" l“lﬁil.llttl]lh

Give the time frame or (ime pvr'nu{ the Strategy, device 01

i‘ft‘;ikuh

OETESS.

!Witiuilllt Al10N was t!lt‘ti lI]Liit:Itt‘ 11 [}It'ft‘ were any

L

i 1
In service that mav have attected the outcome Or p1

Provide information and desc riptions about how each
strategy, modification or device was used and indicate the
initially anticipated outcome. If there were specific proce
dures, devices or llhﬂlgllt‘d l't'%}‘iti!hll‘*l]llll'w these should be
indicated

Actual outcomes or results should be noted Indicate what
did not work and what did work. Are there m}["lu ations
regarding further strategies or modifications or devices

1|1dt H}]UUILI l"l‘ ( nl}'»-ldvr'ui {O m'hit‘\'t‘ llll* Hllltit*l‘-’t\ ;;thlln /

lowa |EF Guidebook, April 1998

Information and /or data collected from this step should be
used in considering alternative interventions. It is helpful
to be as specific as possible about what did and did not
work, and what may have been procedurally ineffective,
device-specific ineffective or indiy idually ineffective.

Proceed to Step #8

)
N Do we as a collaborative team have the necessarv
knowledge and resources to continue to try and meet

the student’s special education need(s)?

A\fter eftorts have been made to attempt modifications,
apply strategies, and / or use assistive services or devices.
and it 1s apparent the IEP team’s efforts are not atrecting
the desired L}h!l’l_t;t' determine a course or action.

By asking this question, you can determine whether or not
you can continue to brainstorm and come up w ith strate-
1S OIN VOUr own. w hl'tht_"l' I}’lt‘r't* dl€ TNOre resources thdi
can be tiip;nsd. or whether it is time to consider advice or

assistance ftrom an outside source

llll' next *wtt'}\ 1S 1O t'lt}TL'I Ht‘t‘k.alLiuillltillall assistance or

continue working as a team tlu‘uu;.:h the consideration

}‘fl*\l‘ﬂ“w

’roceed to 5?[1'}‘ #Y 01 h‘tl‘}* #11

9. Do we have the necessary knowledge and resources?

NO

’roceed to Lﬁlt‘lﬁ #10)
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on what has been tried, they need to decide on alternative
Iintervention strategies, service or devices, or modifications
to interventions already in place.

10. seek additional assistance.

At this point, the IEP team may consider completing a
referral to the Area Education Agency Assistive Proceed to step #12.
Technology Team (AEA AT-Team).

12. What will be tried?

The AEA AT-Team is only one resource available. There
may be other resources within the school building or
school district, or other agencies, local or otherwise, the
IEP team may want to use.

Given the specific educational needs of the child, the team
needs to address the following questions regarding the
assistive technology device:

The IEP team is not expected to know everything about 0 Under what conditions will it be tried?
every possible assistive technology service or device. 0 In what environment(s) will it be tried?
Individual variables in the system as well as the back- 0 How long will it be tried?
ground disciplines of the team members will impact the 0 What is the criteria for determining whether or not
decision at this point. There are varying degrees of train- the need is being met?
ing, experience, and accessibility to devices which may
limit the capabilities of an IEP team in relation to the needs Based on the discussion of previous outcomes, develop an
of a specific child. action plan and incorporate it into the IEP as documenta-
tion of consideration for assistive technology that will be
As a result of referral, questions will be brought to the acted upon to meet the appropriate educational needs of Lol
attention of the AT-Team and appropriate contact will be the student, in the LRE. .

made for recommendations to the IEP team. | - 1
The documentation of assistive technology may be incor-

porated anywhere within the IEP, however there are three
places in the IEP where assistive technology commonly
appears:

¥

As a result of information provided by your source of
additional assistance, proceed to Step #12.

1) In the annual goals and short-term objectives/

11. Do we have the necessary knowledge and re- ; |
major milestones.

sources? YES.

2) In the enumeration of supplementary aids and
If the team agrees they have not exhausted their own services necessary to maintain the student in the

knowledge base and resources, they need to develop a plan LRE.
of action to meet the specific need(s) of the student. Based
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NOTE: Assistive technology 1s necessary as a supplementary
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3) In the list of related services necessaryv for the
student to benefit from his or her education

[he following is a list of possible related

SEervices

[ransportation, and such developmental,
corrective, and other supportive services,
including speech-language pathology and
audiology, psychological services, physical
and occupational therapy;

Recreation, including tlu-rlipt'utn' recreation
and social work services; and

Medical counseling services, including reha-
hl]ltdtllil‘l H"UI\H‘III"I}_:

Assistive technology needs for each student will vary. The

criteria will also be unique to each student, depending on
the desired goal. The goal for each student should con-

Hldt*r.

Increased independence
[ask mastery
Rate at which a task 1s ac« Ulnpll*wht’d
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Stamina to accomplish task(s)
Accuracy

Attentiveness

lIh'I't"dHt_‘Li interacuons

{ ]tht'f' L'l“ll]d-wpt't'lth’ criteria

As with any IEP consideration, goals related to assistive
technology depend on the individual needs of the student
and must be determined on a case by case basis. The
service or device is related to, or integrated into the goal or
short-term objectives, but it is the student’s need, not
service or device limitation that drives the decisions.

Proceed to Hlt‘P #13

1 3. Consideration is an ONGOING PROCESS. C hange in
environment, change in student skill level or needs,
and new technology may influence the process.

[t is important to remember that considering assistive
technology and evaluating its role in the educational pro-

gram of a student 1s an ongoing process.

While there may be a beginning, there could quite possibly
be no end. As the student’s environments change, as the
tasks required of the student change, and as abilities
change, the student’s needs will likely change as well.

[he process ot consideration 1s ru[um_*d to be a part of
everv annual IEP review, at mmnimum

[n best practice, the evaluation process will be ongoing,
with those around the student continuing to ask, “Are the

.F.h't"(f“ﬁ E‘t'!”\' met :
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How do we know we are doing it right?

The IEP team:

0

Considers what they want the student to be able to
do within the educational program, that he or she
isn’t able to do because of his or her disability.

Documents on the IEP what will be tried and what
has been tried to meet the student’s special educa-
tion needs, how long it was tried and the results.

Documents on the IEP what is working for the
student.

Considers whether they have the necessary knowl-
edge and resources to continue to try and meet the
student’s special education needs.

Seeks additional assistance if they determine they
do not have the necessary knowledge.

Considers the students assistive technology needs in
an ongoing manner.

Examples of Assistive Technology
on the IEP

Assistive technology needs to be integrated throughout the
[EP. If services are needed, they should be addressed in all
appropriate pieces of the IEP.

1. Communication
Preschool/Elementary
Excerpt from PLEP:

. uses pictures for her communication. One picture is

used to communicate an entire message. (example:
picture of juice - “I want a drink of juice.”) .... is begin-

ning to use some sound combinations with a communi-

cative intent.

Goal:

... , In 36 weeks, will increase communication using a
variety of communication modes including sound /
word approximations, gestures, picture boards, and
voice output; single picture (symbols) will represent
whole messages to 50 messages.

Major Milestones:

.... will communicate wants and needs during playtime.

.... will communicate desired snack item during snack
time.

... will call mom/dad or teacher when help is needed.
... will greet friends in the hallways and in the class-
room.

Excerpt- General Education Modification:

... will communicate with an 8-square voice output
device. When the device is being repaired, .... will use
picture communication boards as a back-up.

Listening

Middle School/High School

Excerpt from PLEP:

... wears two hearing aids.

... cannot understand teacher directions in science lab
classes due to the loud background noises from class-
mates working.
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(.I‘-‘.,'fi.
in 36 weeks, will tollow l]h" lt'..lt;ht‘l"*« directions In
science class using an FM auditory trainer 9/ 10 times

Y 1{}] ll]l'\- Al ( 1_][.-.]1.-\\

Viaior Milestones

will put on and wear the auditory trainer indepen
dently during all science labs

will be .L:b]t' 1O h'”t*\*. !!M‘ (e ac I'H'I' S L,II."!'L (ons 1n

completing labs with 90% accuracy

Excerpt- ( eneral Education Moditication

will use a personal auditory trainer in the classroom
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Limited English Proficiency

What 1s 1t?

Students who have limited English proficiency (LEP) are
students whose primary language is something other than
English.

Why is it important?

The law requires the IEP team to be attentive to cultural
and language differences:

IDEA, Title 34 CFR, Sec. 300.346(a)(2)

(ii) In the case of a child with limited English proficiency,
consider the language needs of the child as these needs
related to the child’s IEP;

In considering cultural differences, it is important to note
(Ortiz, 1977):

0 Language models of the home may be functional for
the home setting but not of the same language
status as needed to succeed in the academic or
school setting.

0 Students with low skills in both language and aca-
demics may not have the beginning language base
needed to add on daily academic information.
Academic difficulties are compounded even more
with the structure of classroom expectations. For
example, academic information changes hourly with
each subject and weekly for subject units.

0 Students with a lack of opportunity to learn in
relation to their cultural background, education, and
poverty will lack learning experiences, demonstrate
low vocabulary, content, ideas, and overall descrip-
tive language difficulties.

How do we do it?

How to Evaluate an LEP Student

IDEA, Title 34 CFR, Sec. 300.532 Note 1

(1) In all direct contact with a child (including evalua-
tion of the child), communication would be in the
language normally used by the child and not that of
parents, if there is a difference between the two.

In order to evaluate a student with limited English
proficiciency who may have a disability, it is important to
first determine the student’s primary language and
proficiency in English (Ortiz, 1977). The purpose for
establishing the student’s primary or dominant language is
twofold: 1) To determine if the disability is evident in the
primary language rather than learning of a second
language, English; and 2) If the disability is evident in the
student’s primary language, then instruction for
implementation of the IEP needs to be provided in the
student’s primary language.

An accurate assessment of the student’s language profi-
ciency includes gathering objective information of the
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student’s reading, writing, speaking, and understanding
skills. Assessment may consist of gathering an array of
informal documentation rather than administering a
formal battery of published diagnostic tests. Formal
diagnostic test publications have the following limitations
Speciigcs to pﬂpllldt]uth selected, the type of normatve
data collected for populations, and the reduced number of
dialects T'L*],‘*T't‘ﬂ‘lﬂt‘d [Or ;!H},' one PI'IHL]T'}.' ]dﬂ}illd;:t‘

'he actual language assessment should include compari-
sons of reading writing, speaking, and understanding
skills across the student’s primary language and secondary
language of English. It is important to consider skills
across all contexts with the realization language skills may
vary from zero to literate depending on the context and the
environment expectations. I'he following considerations
should be included in the assessment procedure:

What is the language history of the student?
ldt‘\t'lup a student PUI'HUIIUJ

What are the literacy merits of the home? (Is
language print available? Has the student been read

to? etc.)

What language is the student using for interaction?
(The language the student uses in most contexts and
feels most comfortable using?) (The preferred
choice of language used in interacting with peers,
family, teachers, or others?) (The language used if
excited, afraid, or angry?)

What is the language the student thinks in?

lowa |EP Guidebook, April 19986

In some situations, there may be no one on the staff of a
public agency who is able to administer a test or other
evaluation in a student’s native language, but an appropri-
ate individual may be available in the surrounding area. A
public agency can identify individuals in the surrounding
area by contacting neighboring school districts, local uni-
versities, and professional organizations. For LEP students
in situations where it is clearly not feasible to provide and
administer tests in the student’s native language or mode
of communication, the public agency still needs to obtain
and consider accurate and reliable information to enable
the agency to make an informed decision as to whether the
student has a disability and the effects of the disability on
the student’s educational needs.

Developing the IEP

[n developing an IEP for a student with limited English
proficiency, the IEP team must consider the students’ level
of English language proficiency. As indicated by
Ortiz(1997),

Children must have a high level of linguistic
competence in at least one language to be
communicatively and academically successful.
[n the case of limited English proficient stu-
dents, the native language is the foundation
upon which English competence is built.

Ortiz (1997) further suggests second language conversa-
tional skills are acquired in one to two years but academic
language proficiency is acquired over a longer period of
time of five to seven years. Therefore, the IEP team must
consider the student’s level of English language profi-
ciency to support and strengthen implementation of the
[EP goals and benchmarks (short term objectives).




In addition, general education in each school district is
required to provide all Limited English Proficiency (LEP)
students with alternative primary language services to

enable students: 1) to acquire proficiency in English and 2)

to provide meaningful access to the content of the general
education curriculum. These two concepts also include
and are required for all special education and related
services students. As Ortiz (1997) explains, “bilingual
education programs allow students to stay on grade level
as they acquire English language competence.” Teaching
students in English (the second language being acquired)
without first establishing and building on the foundation
of the student’s primary language, induces pedagogical
language problems. Therefore, the LEP student with a
disability may require both aspects of 1) the general edu-
cational program addressing acquistion of English profi-
ciency as well as; 2) those special education and related

services disability needs for the student. The IEP team
then must indicate on the IEP, the special education and
related services needed, that will be provided in a
language other than English.

In order for a student with limited English proficiency to
be educated in the most effective way possible, the IEP
team needs to address at the very least, the following:

1) Has the dominant language in the home been consid-
ered?

Jdyes dno

2) Has the child’s primary language of communication
been considered?

dyes dno

3) Have the cultural values and beliefs of the parents been

considered in planning for the child’s education?

Qyes dno

Does the instructional plan incorporate a variety of
instructional strategies?

Jdyes dno

Is there a member of the IEP team who has expertise
regarding the student and understands how language
develops as well as strategies that can be used when
educating a student with English as a second language?

dyes dno

Does the IEP team have access to assessment data that
1S accurate and unbiased?

dyes dno

Does the assessment information use a variety of meth-
ods and environments?

dyes dno

Does the PLEP address both how the student uses his
or her native language and how the student uses En-
glish?

dyes dno

Do progress monitoring activities measure progress
toward the mastery of English?

Qyes dno
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10) Do the goals delineate in which language they will be 16) Is the setting that the language is being measured in

addressed and who will be responsible for measuring defined?
t]h‘niutftﬂ1h'aj
J ves JnNo
- VES « NO
11) Is there collaboration between general and H}w{~k¢l]| 17)Is the ty pe Ol |t]II}Lll¢!;:t'l}IlI[ 1S [‘{WI1;; measured defined?
education as well as English as a Second Language and
bilingual education if appropriate? -1 Y€S -1 NO
Further information can be found in Appendix B
Ve 10
Jves - N¢ regarding
li | ]"ﬂ dll l]ﬂllt_'rpf'l'tl'r [Or ”hf PLH'L'T”"\ dI"i ”]l' “*-'[HLJH‘I’I! Prl”‘ﬂ‘f]t Hh.l'h‘ ];‘[ [ Jey l‘l'i"Pl”'k:, =24 l"”l].ﬁ’rl"l‘ll'lhl“*l\ e ( III'I'ICUII.IIH
) p |
at the IEP meeting: for Students With Limited English Proficiency
Jyes 1no > What Should Be Considered In Selecting Materials

for Bilingual Exceptional Children?

13) Are the IEP team members trained in how to use an

interpreter?’ How do we know we are doing it right?

[ )
- Y€s -4 TI 'he student’'s commmunication needs are addressed

[r1lllt-;wr1-atw1t level of }*vrwtxr:11at1tt‘t1r1tl1t~llfl?
14) Is the evaluation }1rmwrt*a-tl1.1t will be used. carefully

defined in the native language and in English during 0 Goals are written on the IEP (including adaptation

5

the reviews and reevaluations? to acculturation and growth) in both the primary

and secondary language
- VES - NO

Services are identified to meet the instructional

5) Are » behaviors that are being measured. care ) -
15) Are the be * e being measured, caretully needs of the student (i.e., Limited English Profi-

define 1e native language and 1n : mng , _ -
defined in the native language and in English during ciency Program, general education instruction,

, )
»TEVIEWS ¢ eV dAllQ) 4, .
the reviex ind 1 luations H|HHLL!1LW1ULxHinH1iIHL1114dltLthW1WtL“m ete:):

08 no : S : .
- ¢ - Student receives H}*UL]nlllftillLaltIL”1 instruction in his

or her predominant language.
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Example of an

IEP PLEP, Goal, and Short-term
Objective for a Student with
Limited English Proficiency

Excerpt from PLEP: Teresa is a third grade student who
receives ESL and Title support, she is not succeeding in the
general education curriculum. Spanish is spoken in the
home, but books and TV programs are in English. Mrs.
Timmins believes that Teresa’s Spanish grammar is good,
but her vocabulary is a mixture of Spanish and English,
because she cannot always remember the Spanish word. A
school associate states that Teresa requests instruction to be
given in English. In English, Teresa successfully answered
26 of 50 basic concept questions (questions related to
vocabulary used in classroom directions— i.e., over, under,
through). In Spanish, Teresa answered only 7 more cor-
rectly for a total of 33 of 50 correct. She seems to have
difficulty with basic concepts in both Spanish and English.
Understanding basic concepts is fundamental to success in
mathematics and in general academic progress.

Goal: In 25 weeks, Teresa will increase current use of basic
concepts following directions in the classroom setting with
90% accuracy:.

Short-term Objectives:

1. Given a paper/ pencil task involving selected basic
concepts, Teresa will correctly follow a one-step direc-
tion, with 90% accuracy.

2. Given a selected basic concept and objects, pictures, etc.
Teresa will demonstrate /describe selected basic con-
cepts with 90% accuracy:
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Deat or Hard of Hearing

\\'I]al_ia 1t? How do we do 1t?

According to lowa’s Rules of Special Education, deafness is One way the IEP team can address the creation of a com-
defined as a hearing impairment that is so severe the munication plan is to work through the following checklist
individual i1s impaired in processing linguistic information during the I[EP meeting. This communication plan, in
through hearing, with or without amplification, and the checklist form, is designed to meet the letter of the law.

impairment ady urwl}.' affects an individual’s educational

performance. Likewise, hearing impairment is defined as . The child’s communication mode, receptively, appears to
an impairment in hearing, whether permanent or fluctuat be:
ing, that adversely affects an individual’s educational aural-oral (listening, speechreading and
performance but that is not included under the definition speaking)
of deatness. Total communication (including sign lan

. oy = I i - . e R NS e bl A guage)

3 \\'h‘\' 1S 1t inmnrl.ln“ Other (plt"dm‘ t‘\pldil'll

As the IEP team develops an IEP for a student with a The child’s communication mode, expressively, appears

hearing disability, they must look closely at how to imple-
ment a communication plan for the student that is inte-

to be:

aural-oral (listening, speechreading and

Y b ' A 4 * ) J . 1- AT > ¥ - - \

;_imtlt}d ]mtu the PELP, goals, and objectives and services on speaking)

the |[EP. [otal communication (including sign lan
guage)

'he law states:
Other (please explain)

[s this mode of communication efficient and sufficient for
this child?
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2. What are the child’s language needs? (check all that
apply)

with hearing peers.

the child’s written language is below grade
level with hearing peers
How far below?

— the child’s spoken language appears to be on
grade level with hearing peers
(child does not utilize sign language)

the child’s spoken language appears to be
below grade level with hearing peers
(child does not utilize sign language)
How far below?

the child’s signed language appears to be on
grade level with hearing peers

the child’s signed language appears to be
below grade level with hearing peers
How far below?

—_—

the child’s comprehension (auditory or sign
language) appears to be on grade
level with hearing peers

the child’s comprehension (auditory or sign
language) appears to be below grade level
with hearing peers

How far below?

the child’s written language is on grade level

5. The child’s academic level is:

What are some strategies that can be used to help the child

attain language commensurate with his or her hearing '8
peers?

3. Does the child have opportunities for direct communi-
cation with peers in

his or her language and communication mode? v

yes Please explain | &
no Please explain

4. Does the child have opportunities for direct communi-
cation with professional personnel in his or her language .
and communication mode? (Professional personnel
includes, but is not limited to: audiologist,
educational interpreter, general education teacher,
occupational therapist, psychologist, speech language
pathologist, social worker, teacher aide, teacher of the
hearing impaired, etc.)

-
b

yes, with the following personnel:

-

How have presonnel demonstrated
proficiency in the child’s communication
mode?

P &

no, with the following personnel:

What is the plan to remediate this issue?

commensurate with hearing peers
1-2 years below hearing peers
more than 2 years below hearing peers
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[f academic level is below hearing peers, 0 Addresses the student’s language needs.
please explain. Also include strategies

Addresses the student’s communication needs.
to remediate this situation.

Addresses the student’s academic level.
Has the IEP team examined the child’s full range of

- ) Addresses the student’s full range of needs.
needs, including opportunities for direct instruction in =5

1 by : A y L= ( 1 A\ y 7 : . -
his or her ]a.ll’lix.ﬁlid}ﬂt and communication mode Describes 1'~ppurtumtlv- for direct communication

Please explain: with peers and professionals.
’. Have all potential service options, within the LEA as v Describes opportunities for direct instruction in the
well as those available by contract, been explained child’s language and communication mode.

during the IEP meeting?

lmnrpumtw all of this information into the

dtﬁx'vlnpnu*nt Of t}w ”'-.[}.
Ves

no

If no. whv not?

[0 further assist the IEP team’s development of a free,
appropriate public education, a checklist Things to Consider
When Planning [EPs for Children Who are Deaf or Hard of
Hearing, can be found in Appendix B of this guidebook

'he Federal Register, Deaf Students’ Education Services;
Policy Guidance, October 1992 also addresses this issue
and can be found 1n Appendix B.

How do we know we are doing it right?

'he communication plan:

[s addressed by all members of the IEP team.

e

0 Is completed during the IEP meeting.

0 Provides information regarding the student’s mode
of communication.
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Blind or Visually Impaired

What is it? IDEA, Title 34 CFR, Sec. 300.346(a)(2)

(iii) in the case of a child who is blind or visually im-

IDEA and Iowa Rules for Special Education define “visual paired, provide for instruction in Braille and the use of
impairment including blindness” as a physica] dlsablllty, Braille unless the IEP Team determines, after an evalua- '
which means an impairment in vision that, even with tion of the child’s reading and writing skills, needs, and z

: . e : : appropriate reading and writing media (including ar
correction, adversely affects an individual’s educational He Rkl SR e T
evaluation of the child’s future needs for instruction in

performance. The term includes both partial Slght and Braille or the use of Braille), that instruction in Braille or
blindness. the use of Braille is not appropriate for the child:

This definition recognizes individuals with visual impair- IDEA, Title 34 CFR, Sec. 300.532 Note 1 & 2
ment may vary significantly from one another in regard to

_ _ L : o (1) In all direct contact with a child (including evaluation
their visual abilities. One individual may have no func-

of the child), communication would be in the language

tional vision at all and require learning through the tactual normally used by the child and not that of the parents, if
sense including Braille, while another may be able to read there is a difference between the two. |
and write printed materials with modifications. It is essen- (2) For individuals with deafness or blindness, or for

tial an r iate learning medium be carefullv chosen n individuals with no written language, the mode of
l SEEIORREE G Y & communication would be that normally used by the

matter how much functional vision a student displays. individual (such as sign language, Braille, or oral
Additionally, it is critical to frequently review the status of communication). |

a student’s visual abilities in order to judge if a change of
learning medium is needed or will be needed in the future. How do we do it?

In order for a student with visual impairment to be edu-
cated in the most effective way possible, the IEP team
needs to address the following:

Why is it important?

B . O Em O Em Em Em
--_A=‘,-.l.- 1

As the IEP for a student with visual impairment is devel-
oped, the IEP team must assure the decisions made regard- 1. Has the student received a functional vision evalua-
ing the student’s primary learning mode are integrated tion?

into the PLEP, goals and objectives and services for that

student. The IEP team must also assure the student’s in- - yes - no
struction in Braille reading and writing is provided by J student’s vision is so limited a functional vision
personne1 ﬁCensed tO teaCh lnlelduaIS Wlth Visual impair' evaluation Would not be appropriate

ments. The law states the following:
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"E'E'E'E'E B BN AR R E R RN

Has the student received a learning media assessment?
- VES < no

). Has the student received a recent clinical low vision

J -y
assessment

 VES  NO

- student’s vision i1s so limited a low vision clinical
examination is not appruprmh-

4. Does the student’s visual condition indicate

- a progressive loss of vision?
J stability at the current level?
- unpredictability that will be followed by a possible
decrease 1n vision?
- atemporary condition that is expected to improve?
5. Does the student qualify for Braille reading and writing
instruction because there is a medically diagnosed

expectation of visual deterioration in adolescence or
earlv adulthood?

- Ves d no

6. Does the student quality ftor instruction in a new pri-
mary reading and writing medium because a change to
a new primary medium is needed before the individual
can no longer effectively use the current medium?

- yes - no

lowa |EF Guldebook, f*-prwi 19985

—

Has the student’s IEP team discussed Braille reading
and writing for the student?

3 yes dJ no

Which primary and secondary (if appropriate) learning
media has been selected for this student?

Primary Secondary

Braille/ Tactile J o
Large Print e -
Regular Print 2] B}
Regular Print with J J
an U!,"tlt'lll device

Closed circuit television =] -
Recorded =) J
Individual is a non-reader o

Y

1()

Has a written explanation of why the individual is
using the selected learning media been provided? If the
reasons have not changed since the previous review, a
brief summary of the previous reasons may be used.

- VESs d no

Will instruction in Braille reading and writing be pro-
vided by a teacher licensed at the appropriate grade
level to teach students with visual impairment?

Jdyes Uno < not applicable

9)
O




12. Has the student received an assessment in the follow- How do we know we are doing it right?
ing areas of need:

Ly ey | The IEP:
Orientation and Mobility (independent travel) instruc-

tion? Jdyes Uno 0 Provides information regarding the student’s visual

Skills for acquiring information, including appropriate condition.

use of technological devices and services (low and high Addresses the student’s Braille/ tactile needs.

tech)? Qyes Qno 1
Addresses the student’s vision needs.

Social interaction skills? Describes the student’s reading and writing
Jyes Uno medium.

Transition services needs? Addresses assistive technology and accommoda-
dyes Uno tions.

Recreation needs?
dyes dno

Career Education?
dyes Uno

Daily living (adaptive skills)?
dyes Uno

Other skills necessary to enable the individual to learn
effectively?
Jyes Uno

A portion of Iowa’s Guidelines to Programs Serving

Students Who are Blind or Visually Impaired titled Vision
Assessment is found in Appendix B of this guidebook.
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calth Plan or Emereency Health Plan

- . -. .- moendd al 1 Oof the hconceood hi |+.,,1?,.___.,_.' x ~
What is it? | | health personnel. Each

A health plan or emergency health plan is written to out-
ine the student’s needs in the areas of confidential Spex 12 the ehigible individual's participa
1ealth services. These plans are required anytime there are L St S G AT LS S LS S 2

1ealth concerns and procedures that are part of the

student’s school day. A health plan or emergency health
plan needs to be part of the IEP if there are goals that ncludes all school curricular
th Progiall dNd acl Oth ON and OIT SCNOOIl €T

>SOme “*t“kil'”t"* T-llklli\'ltu;: "'*}HIL'I\]I l1l.jl_1k Al10N services IL]"\. - ' 2 7 1 1de the hle individual ¢l

address the student’s needs in relation to their hea

health plans but the health plan i1s not related to the divid ; parent, administrator, teacher, licensed
student’s individualized education program. When this is nealth persoi | others involved In the individual's
the case, then the health plan is not part of the IEP | |

Wh_\ 1s 1t important?

lowa Rules of L‘Pm 1al Education state {ucation bv licensed health

281-41.96(256B) Special health services. Some eligible ! | 0% Pl g " 1 health services contained i1
individuals need apu-;ml health services to participate LI | ' ndivid » health plan. Documentation of

' ; i . { i i ' | = TN By } b |
in an educational program. These individuals shall cduca P - lpdates snall De ¢ 1€ at SChoo|

recei1ve apninl health services concomitantly with thei

educational program

11.9641) [

LLLLL
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“Prescriber” is licensed health personnel legally autho-
rized to prescribe special
health services and medications.

“Qualified designated personnel” is a person instructed,
supervised and competent in implementing the eligible
individual’s health plan.

“Special health services” includes, but is not limited to,
services for eligible individuals whose health status
(stable or unstable) requires:

l. Interpretation or intervention,

2. Administration of health procedures and health care,
or

3. Use of a health device to compensate for the reduction
or loss of a body function.

“Supervision” is the assessment, delegation, evaluation
and documentation of special health services by licensed
health personnel. Levels of supervision include situa-
tions in which:

1. Licensed health personnel are physically present.

2. Licensed health personnel are available at the same
site.

3. Licensed health personnel are available on call.

41.96(2) Special health services policy. Each board of
a public school or authorities in charge of an accredited
nonpublic school shall, in consultation with licensed
health personnel, establish policy and guidelines for the
provision of confidential special health services in
conformity with rules 41.94(256B,34 CFR 300) and
41.96(256B). Such policy and guidelines shall address
and contain:

a. Licensed health personnel shall provide special health
services under the auspices of the school. Duties of the

licensed personnel include:

(1) Participate as a member of the education team.

(2) Provide the health assessment.

(3) Plan, implement and evaluate the written individual
health plan.

(4) Plan, implement and evaluate special emergency
health services.

(5) Serve as liaison and encourage participation and
communication with health service agencies and indi-
viduals providing health care.

(6) Provide health consultation, counseling and instrux
tion with the eligible individual, the individual’s parent
and the staff in cooperation and conjunction with the
prescriber.

(7) Maintain a record of special health services. The
documentation includes the eligible individual’s name,
special health service, prescriber or person authorizing,
date and time, signature and title of the person provid-
ing the special health service and any unusual circum-
stances in the provision of such services.

(8) Report unusual circumstances to the parent, school
administration, and prescriber.

(9) Assign and delegate to, instruct, provide technical
assistance and supervise qualified designated personnel.
(10) Update knowledge and skills to meet special health

service needs.

b. Prior to the provision of special health services the
following shall be on file:

(1) Written statement by the prescriber detailing the
specific method and schedule of the special health
service, when indicated.

(2) Written statement by the individual’s parent request-
ing the provision of the special health service.

(3) Written report of the preplanning staffing or meeting
of the education team.

(4) Written individual health plan available in the health
record and integrated into the IEP or IFSP.

c. Licensed health personnel, in collaboration with the
education team, shall determine the special health
services to be provided and the qualifications of indi-
viduals performing the special health services. The
documented rationale shall include the following:

(1) Analysis and interpretation of the special health
service needs, health status stability, complexity of the
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How do we do 1t?

The Individual Health Plan (IHP) and Individual Emer-
gency Health Plan (IEHP)! often include specific proce-
dures and actions related to health provider behaviors and
are not considered part of the Individualized Education
Program (IEP). Selected items from the [HP and/or IEHP
may be integrated into the IEP, but the entire IHP and /or
[EHP is not a part of the individual’s IEP in special educa-
tion.

lowa |EF Gulidebook. April 1998

Licensed health personnel develop the written [HP and / Or
IEHP with the IEP team? that consists of the individual,
parents, administrator, teacher, licensed health personnel,
and others involved in the individual’s IEP. The IEP in-
cludes a statement Indicating the existence and location of
the written THP and / or [EHP. The notation may be in-
cluded in the IEP section addressing ‘Special Education
support and Related Services’. The notation must include
the specific service, amount of time, duration, and position
responsible for health services, supports, and accommoda-

tions”. l*mmplva. “school nurse services two hours weekly.

August-June, provided by school nurse: and health associ-
ate services, 4 hours weekly, August-June, provided by
health associate.” A statement Indicating the location of the
IHP and /or IEHP must be iIncluded (e.g., that it is located
In the special education file and/or the individual’s health
tile). The justification for the support and related service
must also be noted: for example, that to attend school. the
Individual needs assistance with urinary catheterization.

When the IHP and /or IEHP include procedures directly
related to an individual’s IEP goals and objectives, they
may be integrated into the IEP: e.g., the IHP may include
urinary catheterization procedures while the individual’s
IEP includes a goal and objectives for learning self-cath-
eterization.

lowa Administrative Code 281-41.96(1) “Individual health plan”

lowa Administrative ( ode 281-41.96(1) Education team’

Hendrickson, IM (Ed.). lowa [EP Resource Manual (Field Edition)
(1992, January). Appendix C, Pp. 5. Des Moines: lowa Department of
Education and Mountain Plains Regional Resource Center




How do we know we are doing it ri&ht?

Student’s health needs are addressed in the present
level of performance on the IEP.

Goals are written on the IEP for health needs.

Services are identified to meet the student’s health
needs.

Services are provided to meet the student’s needs in
the area of health.

Examples of an Emergency Health Plan form and an
Individual Health Plan form can be found in Appendix B.
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Developing the IEP: Putting the Pieces
Together

It 1s critical in the dev elopment of the IEP that the student’s
strengths are aligned with the needs of the student and the
concerns of the parents. If a concern of the parents or a
need of the student is identified then the strength of thi
“flltit‘flt Ldll IE‘t‘ E‘Ul“ llpt‘l'l (O thitif'f“ﬂ- ”“.r.' need H}L‘ &\ .illhl

aon mrormation must also address the student’s needs and

provide baseline information so the IEP team knows how
!

he student is func tioning in the general education curricu
lum. The IEP team must dey elop goals with major mile-
stones or ahnr"t—h*r'm Hi"]l't tives and a PLOZTESS IHHIIIIHHH;L
system that demonstrates w hether the goals are being
achieved. The special education and related services.
supplementary aids and services, and the ac ommodations
and modifications must reflect the student’s needs in orde

to ensure he or she receives educational benefit

All of these pleces fit together like a }“-'ll.ff'h_' If any one
piece 1s missing the IEP team will have an Incomplete
picture of a student’s educational program. When all of
the pleces are pll[ ll‘l;:l‘l]it'l', the uunph-h* P ture will assist
the student to progress in the general education curricu
lum and will meet his or her individual needs
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Least Restrictive Environment

What 1s 1t?

The Least Restrictive Environment (LRE) is the educational
environment providing the greatest exposure to and inter-
action with general education students and persons with-

out disabilities; and LRE enables a student with a disability

to receive an appropriate education. Itis grounded in the
idea that the general education environment is appropriate
for educating all students. It is also expected the entitled
individual may need special assistance in the general
education setting. The LRE decision is based on:

0 the specific needs of the individual;

0 whether the entitled individual may need individu-
alized assistance in the general education setting;
and

0 areview of the continuum of services.

The general education environment includes the general
education curriculum, instruction, academic opportunities
and settings that nondisabled students experience, as well
as the nonacademic and extracurricular activities in which
nondisabled students participate. Examples of the general
education environment for school age students include:

0 classroom settings in elementary and secondary
schools;

general education curriculum and instruction pro-
vided to nondisabled students;

school sponsored field trips, assemblies, and perfor-
mances;

0 any activity made available by an agency to all
students; and

non-academic and extracurricular services and
activities, e.g., meals, recess periods, counseling
services, athletics, transportation, health services
recreational activities, special interest groups or
clubs sponsored by the school district.

The general education environment for preschool children
who require special education includes the settings where
activities, instruction, and remediation naturally occur for
children of similar age without disabilities. Depending on
the age of the child and options in a particular community,

the home environment may be the least restrictive. Ex-
amples of the general education environment for early
childhood age individuals include:

0 the family home;
O family child care home settings;

O early childhood center based programs by the LEA
or other agency;

community based early childhood centers;

activities in various community centers e.g., swim-
ming lessons, library story hour sponsored by a
community agency, etc.; and

participation in the general education early child-
hood setting in an elementary school.
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Wh}.’ 1S 1t imp()rtant?‘

Provision of services in the least restrictive environment
makes a difference in the life of a student. While LRE is
individualized for every student, there are studies to Sup-
port the benefits of LRE decisions. Brinker and [horpe’s
study (as cited 1n Stainback & Stainback, 1994) reported

that “students labeled severelv retarded learn more of their

lEP objectives 1n integrated settings” (p. 29). Additionally,
Strain (as cited in Stainback & Stainback, 1994) discovered
that “students labeled autistic ;‘_’,t'lh‘l‘dll/t'd newly mx[mn*d
social behaviors considerably better in integrated settings

than in a segregated one” (p.29). Also consider that, “In
integrated classrooms all children are enriched by having
the opportunity to learn from one another, grow to care for
one another, and gain the attitudes, skills, and values
necessary 1or our communities to support the inclusion of
all citizens” as stated by Vandercook, Fleetham, Sinclair,
and Tettie (as cited in Stainback & Stainback, 1994, p. 30)
LRE as a concept in general, helps to foster a positive
approach to educating children with special education

Ht‘t‘d oF

In addition, LRE is supported by the new ly reauthorized
IDEA 1997
IDEA. Sec. 614(d)(IMA)

(1v) an explanation of the extent, if any to which the
child will not participate with nondisabled children in
the regular class and in the activities described in
clause (1111) |extracurricular and nonacademic activi-
ties]. |Section 614(d)(1)(A)1v)]

The Code of Federal Regulations supports LRE:
” ” 'H"._ |l¢.'ll' -‘I*';t i I\I, e M) 55()
I}'-_If]”.nll I"[_J}‘ilt A ench '--11.1”1-11-«[]]1'

!}mt to the maximum extent uuwnyu.:?- childre n with
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|

disabilities, including children in public or private

nstitutions or other care facilities, are educated with
childre: ho £ NOt 1 bled
155 I'}"-*I | ] ' ﬂ}.i.il'T.%Ll]"l_'
that special classes, separate schools, or o