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FOREWORD 
 
 

 Individualized Education Programs based on content standards ensure genuine access, 
participation and progress in the general curriculum for students with disabilities.  Accordingly, 
the West Virginia Department of Education, Office of Special Education, has developed a 
technical brief and corresponding training material.  Connecting West Virginia Content 
Standards and Objectives to Individualized Education Program (IEP) Development is to be used 
by districts in providing quality professional development for all teachers. 
 
 These materials address the rationale for a standards-based approach to IEP development, 
assist in developing specially designed instruction for students with exceptionalities, and provide 
a framework for developing and implementing standards-based IEP team training at the district 
or school level.  These documents will prove a valuable resource for those involved in 
developing and implementing IEPs focused on increasing student achievement.  The materials 
are congruent with West Virginia Achieves, the Department’s comprehensive framework for 
achieving learning for all. 
 
 
 
 
 
 
        David Stewart 
        State Superintendent of Schools 
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Connecting West Virginia Content Standards and Objectives  
to Individualized Education Program Development: 

A Technical Brief 
 
 

Introduction 
 
 Guidance from the Office of Special Education and Rehabilitative Services (July, 2000) 
highlights the Individualized Education Program (IEP) process as “one of the most critical 
elements to ensure effective teaching, learning, and better results for all children with 
disabilities” (p. 2).  IEPs provide a structure within which to set high standards and measure 
student outcomes.  

 
 The West Virginia Department of Education, Office of Special Education (OSE), has 
developed this technical brief to describe how school districts and parents must think about 
educating students with disabilities in light of standards-based education reform.  It outlines a 
process that supports IEP teams in their use of standards in planning and decision-making.  This 
process will enable students with disabilities to progress in the general curriculum and 
demonstrate higher achievement on West Virginia Measures of Academic Progress. 

 
 In addition, the Office of Special Education, in collaboration with the Office of Instructional 
Services, has developed Connecting West Virginia Content Standards and Objectives to 
Specially Designed Instruction, a companion document to the West Virginia Content Standards 
and Objectives (WVSCOs), that will assist educators in writing standards-based IEPs.  These 
documents will assist all teachers in developing instruction for all students and will be tools for 
planning, communication and informal assessment.  The OSE is committed to supporting 
professional development opportunities to assist schools in developing and implementing 
standards-based IEPs.  This technical brief, the companion document and subsequent 
professional development are congruent with and support West Virginia Achieves, the 
Department’s comprehensive framework for achieving learning for all. 
 
Core Beliefs 
 

Students with disabilities can and will meet the challenge of high educational standards and 
achieve better results.    The Individuals with Disabilities Education Act Amendments of 1997 
(IDEA) set the stage for standards-based Individualized Education Programs (IEPs) by ensuring 
access to the general curriculum for all students with disabilities.  The following core beliefs 
provide the foundation for the decision-making process that sheds new light on IEP planning and 
will change the face of special education in West Virginia.  

 
 No Child Left Behind (NCLB) positively affects special education by making schools 

genuinely accountable for the learning and achievement of students with disabilities. 
 The West Virginia Content Standards and Objectives are the curriculum for all students, 

including those with disabilities.    



                                                                                                                                                      

 All teachers are responsible for the education of all students.  Therefore, general 
educators and special educators must collaborate to determine the depth and breadth of 
the specially designed instruction needed to enable students with disabilities to master 
grade-level content standards and objectives.   

 Parents are partners in the educational process.  Therefore, schools must ensure that 
parents are meaningfully involved in all aspects of the school, including active 
participation in the IEP process. Schools must be proactive in involving parents in the 
education of their children.   

 Teachers must understand and respect the unique needs of students with exceptionalities. 
 Connecting IEPs to the content standards is fundamental to accountability for the learning 

and achievement of students with disabilities.  
 Developing a meaningful IEP is contingent upon the entire IEP team’s knowledge about 

West Virginia Content Standards and Objectives.   
 Specially designed instruction based on content standards rather than students’ deficits is 

critical to ensuring access, participation and progress in the general curriculum for 
students with disabilities. 

 Special education supplements and complements the instruction provided in the regular 
education classroom. Therefore, specially designed instruction must focus on closing 
achievement gaps and reflect age and grade-appropriate academic, behavioral and social 
expectations.   

 Specially designed instruction must be specific, directed, individualized and intensive and 
result in higher achievement for students with disabilities. 

 
Background/Legal Authority 

 
 The final regulations for IDEA ‘97 state that special education must “ensure access of the 
child to the general curriculum, so that he or she can meet the educational standards within the 
jurisdiction of the public agency that apply to all children”.  Likewise, IDEA requires the 
participation of students with disabilities in state and district-wide assessments, which further 
strengthens the concept of accountability for the educational progress of all students.   

 
 The IEP defines how the student’s special needs, within the context of high expectations and 
educational standards, will be met. Higher standards coupled with higher expectations and 
assessment and accountability measures to make sure results are achieved are also the 
cornerstones of No Child Left Behind.  NCLB legislation makes no distinction between students 
with or without disabilities; high rigorous educational standards apply to all students, including 
those with different socioeconomic backgrounds, cultural/ethnic differences, talents and 
disabilities. 
 
 Historically, IEP teams have developed parallel programs or separate educational services for 
students with disabilities.  Before IDEA ’97, IEPs included broad, general annual goals that were 
not necessarily consistent with the instruction occurring in general education classrooms.  
However, since the passage of IDEA ’97, the focus of the IEP has shifted from one of addressing 
students’ deficits to helping students with disabilities attain high educational standards.  The 
challenge, then, for IEP teams is to determine how students with disabilities will access the 
general curriculum and achieve at higher levels through a standards-based education system.  If 
this challenge is met, the IEP is sufficient because it is designed to result in educational benefit.   



                                                                                                                                                      

 
 

 In West Virginia, Policy 2520: Content Standards and Objectives (WVCSOs), provide the “standards” 
framework within which the IEP team, through thoughtful and strategic planning, will determine the 
depth and breadth of the specially designed instruction for students with disabilities.  Using these 
content standards that define the general curriculum to develop IEPs will ensure that students with 
disabilities have the same opportunities to learn as their non-disabled peers. 
 
 Therefore, it is imperative that IEP teams have knowledge and understanding of the content 
standards and objectives at the student’s age and grade-appropriate level. This information 
combined with child-specific information related to the impact of the student’s disability on his 
or her educational performance will provide the starting point for the development of the 
specially designed instruction.  
 
 While the basic content requirements of the IEP set forth in IDEA ’97 have not changed, 
NCLB compels IEP teams to rethink the meaning of genuine “access, participation and progress” 
in the general curriculum.  The following chart illustrates how NCLB impacts the special 
education process relevant to the development of the IEP. 
 

IDEA ‘97 IDEA ’97 in Light of NCLB 
 

Present Levels of Educational Performance
 
Present Levels of Educational Performance 

 
• Develop PLEPS based on results of 

multidisciplinary evaluation data, classroom 
performance information and results of 
statewide assessments. 

 

 
• The development of PLEPS will also include 

an analysis of the student’s performance with 
regard to grade level content standards, 
objectives and performance descriptors.  The 
expectations of the general education 
settings, including what and how students are 
required to learn in their grade level 
classrooms must be reviewed.  
Understanding and articulating the gaps 
between the student’s grade level 
expectations and his or her actual 
performance is critical to the development of 
PLEPS and provides the foundation for 
annual goal development.   

 
Annual Goals and Short-term Objectives Annual Goals and Short-term Objectives 

 
• Annual goals and short-term objectives show a 

direct relationship to the PLEPS and are related 
to meeting the student’s needs that results from 
the student’s exceptionality to enable the 
student to be involved in and progress in the 
general curriculum. 

 
 
 
 
 
 
 
 
 

 
• IEP teams develop annual goals and short-

term objectives in consideration of grade-
level content standards, objectives and 
performance descriptors with mastery level 
as the minimum expectation.  Annual goals 
and short-term objectives identify the areas 
for which specially designed instruction is 
needed to close identified achievement gaps.  
Accordingly, for gifted students this will 
provide opportunities to progress at advanced 
levels and at increased instructional pace in 
content areas of the curriculum.    

 
 

 



                                                                                                                                                      

IDEA ‘97 IDEA ’97 in Light of NCLB 
• Meeting each of the student’s other educational 

needs that result from the student’s 
exceptionality. 

 

• Goals and objectives focus on essential 
content knowledge and skills for eventually 
being able to achieve at grade level.  For 
some students, goals and objectives might 
more appropriately focus on identifying the 
underlying access skills needed to reach 
specific components of the content standards, 
life outcomes, career development and 
community membership (e.g., 
communication and literacy; social 
relationships; decision-making and problem 
solving; physical/mobility management; use 
of technology; and organization skills.) 

 
 

Special Education and Related Services Special Education and Related Services 
 
• The IEP must include a statement of the 

specific special education and related services, 
and supplementary aids/services to be provided 
to the student and a statement of program 
modification or supports for school personnel 
that will be provided to enable the student to 
advance appropriately toward attaining the 
annual goals; and to be involved and progress 
in the general curriculum and to participate in 
extra-curricular and other non-academic 
activities; and to be educated and participate 
with other students with and without 
exceptionalities. 

 

 
• To ensure genuine access, students with 

disabilities must participate in general 
education settings to the maximum extent 
appropriate.   

 
• If a student is to master grade-level 

standards, the provision of supplementary 
aids/services designed to support the 
student’s learning and progress is key.  
Supplementary aids/services must fill in the 
gaps between the student’s disability and the 
setting demands, or expectations, of the 
general classroom.  The likelihood of 
achievement of grade-level standards 
increases when the supplementary 
aids/services are: 

o matched to needs specific to the 
student’s disability and how he/she 
learns; 

o consistently implemented;  
o frequently monitored for effectiveness; 

and 
o designed to foster student 

independence.   
 
Appropriately determined and implemented 
supplementary aids/services reduce the need 
for removal from the regular classroom. 

 
• When removal from the general education 

classes is determined appropriate by the IEP 
team, instruction in the special education 
environment must, nonetheless, be based on 
content standards and objectives.  While a 
separate setting may be warranted to meet a 
student’s unique educational needs, the same 
opportunities to achieve high educational 
standards must be provided. 

 
 



                                                                                                                                                      

IDEA ‘97 IDEA ’97 in Light of NCLB 
Accommodations/Modifications in Administration of 

State-wide Assessment 
Accommodations in Administration of State-wide 

Assessment 
 
• The IEP must include a statement of any 

individual accommodations/modifications in 
the administration of statewide assessment of 
student achievement that are needed in order 
for the student to participate in the assessment 
and, if the IEP team determines that the student 
will not participate in a particular statewide 
assessment of student achievement, a statement 
of why that assessment is not appropriate for 
the student; and how the student will be 
assessed. 

 

 
• NCLB requires assessment and 

accountability for all students to ensure 
adequate yearly progress (AYP).  Therefore, 
all students must participate in the West 
Virginia Measures of Academic Progress at 
the grade level in which they are enrolled.  
The IEP team must consider the impact of 
test participation decisions on accountability 
and reporting. 

 
 

• State-wide assessments measure what 
students have learned at a given grade level.  
Denial of opportunities to learn the grade-
level content standards and objectives will 
have a negative affect on mastery level 
performance and assessment results. 

 
• IEP team decisions relevant to 

accommodations for the administration of 
state-wide assessments must reflect the same 
accommodations afforded the student in the 
course of daily instruction. 

 
• While IDEA requires students to participate 

in state-wide assessments, NCLB requires the 
results of those assessments to be used to 
determine whether or not schools and 
districts have met AYP requirements for 
accountability.   

 
 In summary, current beliefs and practices related to the IEP process, expectations for students 
with disabilities and the roles of special and general education teachers have evolved over the 
last three decades.  However, these beliefs and practices neither complement the tenets of 
standards-based educational reform nor result in significant achievement gains for students.  If 
genuine access, participation and progress in t he general curriculum are to be achieved by 
students with disabilities, special education practices must be adjusted to support students within 
the standards-based framework of general education.  The following section describes a 
decision-making process that will assist IEP teams in helping students with disabilities reach 
mastery and beyond and developing IEPs that connect specially designed instruction to high 
educational standards, the WVCSOs.          
 
 
IEP Team Standards-Based Decision-Making Process 
 
 To assist IEP teams in their preparation for an IEP meeting and to guide their discussions, the 
following process outlines the steps an IEP team follows to develop meaningful IEPs that apply 
the WVCSOs to individual students’ needs. The steps will guide the team in focusing its 
discussions on closing the achievement gaps, accessing and participating in the general



  

  
 
curriculum and identifying other needs in light of the WVCSOs.  The decision-making process 
ensures that discussions are collaborative so all members are valued and participate and that 
essential components are not overlooked.   
 
 The IEP process is a vehicle that enhances the connection between standards-based 
instruction and students achieving at mastery or beyond.  Since instruction is based on the 
WVCSOs, all members of the IEP team must have a clear understanding of the content standards 
and objectives.  The companion document, Connecting West Virginia Content Standards and 
Objectives to Specially Designed Instruction, is a tool to help the IEP team members 
communicate with each other about the content standards. The role of the general education 
teacher is especially critical to the IEP process with regard to his or her sharing knowledge of 
grade-level content, expectations and samples of grade-appropriate activities.  A thorough 
understanding of the demands of grade-level settings will result in appropriate decisions 
regarding accommodations and supports for an individual student across different environments. 
Working collaboratively with the special education teacher will ensure successful access, 
participation and progress in the general curriculum and promote ownership that all teachers are 
responsible for all students.   
 
 The WVCSOs describe what a student’s knowledge and skills should be at the time he/she 
graduates.  Content standards and objectives prepare each student for post-school life and lifelong 
learning.  Therefore, before the IEP team begins the decision-making process to develop a 
standards-based IEP, visioning must occur to determine the long-range educational outcomes that 
will support the student in meeting the requirements for graduation and earning a diploma, 
planning for post-secondary education and career development opportunities, being involved in 
community efforts and living independently as much as possible.  By understanding the long-
range educational outcomes for a student, the IEP team can review and analyze the knowledge 
and skills required to reach those outcomes, examine the student’s needs and the impact of the 
exceptionality on learning the content standards and objectives, and then prioritize annually 
which goals and short-term objectives will have the greatest impact on the student’s progress, 
achievement, independence and educational experiences.  Therefore, long-range outcomes must 
be a focus at every IEP meeting. 
 
 It is very important for each IEP team to understand that long-range educational outcomes are 
actually what a student must know and be able to do as a result of his/her educational 
experiences.  Although it may be inappropriate or unrealistic for younger students and their 
parents to determine post-secondary goals, long-range student outcomes for the next transitional 
level should be discussed and established by the IEP team. IEP teams need to discuss with 
students and/or parents the knowledge and skills required to enter third grade, sixth grade, ninth 
grade, etc. What behaviors are expected when a student enters middle school? How is learning 
different in high school? What does the student need to be able to do when he or she leaves fifth 
grade?  
 
 Helping a student begin long-range planning or set goals begins early in his/her schooling and 
teaches the student to take ownership of his/her own learning. Setting long-range outcomes for a 
student, forces the IEP team to set high expectations, collect meaningful information to monitor 
student progress and provide the level of intensive instruction the student needs to accomplish 
his/her goals for the next level or post school. 
 



  

 The IEP team that focuses on long-range educational outcomes for the student provides a 
glimpse of how those outcomes are accomplished and motivates the student to learn, especially 
when he/she is involved in the goal setting. Once the long-range educational outcomes for the 
student are identified, the IEP team begins to apply the following decision-making process to 
develop a standards-based IEP. 
  

1. After reviewing the student’s current educational performance and achievement on 
the content standards and objectives, review the grade level content standards, 
objectives and performance descriptors for the student’s next grade level.   

 
a. What are the expectations for learning?  
b. What knowledge and skills will be taught? 
c. What are the setting demands?  
d. Is there a clear understanding of what is expected in the general classroom 

environment at the next grade level?    
 

2. Given the exceptionality, what is the impact on achievement of grade level content 
standards?  
 
     Content standards are broad descriptions of what students should know and be able to 
do in a content area.  Content standards describe what students’ knowledge and skills 
should be at the end of a K-12 sequence of study. 

 
a. What are the student’s needs and how do they impact the student’s learning of the 

standards? For example, there are three standards for Reading/Language Arts: 
Reading; Writing; and Listening, Speaking and Viewing.  In Mathematics, there are 
five standards: Number and Operations; Algebra; Geometry; Measurement; and Data 
Analysis and Probability.    

b. Which particular content area standards are primarily affected for the student?  (e.g., 
one standard in Reading, or two standards in Math). 

 
3. What is the impact on achievement of the corresponding grade level objectives in 

the particular content standard(s)?  
 
     Objectives are incremental steps toward accomplishment of content standards.  
Objectives are listed by grade level and are organized around the content standards.  
Objectives build across grade levels as students advance in their knowledge. 

 
a. What new knowledge and skills are added from the previous grade level objectives 

and how will the student’s learning be affected? 
b. What levels of understanding are expected at the next grade level objectives as 

compared to the previous grade level objectives?   
c. Which objectives are still barriers to the student’s progress toward grade level CSOs? 



  

 
4. What do the grade level performance descriptors identify as mastery level student 

performance in the particular content standard(s) at the end of the year?  
 

Performance descriptors describe in narrative format how students demonstrate 
achievement of the content standards.  Five performance levels have been determined: 
distinguished, above mastery, mastery, partial mastery and novice.  Please refer to Policy 
2520 for further descriptions of each of these categories.  Performance descriptors serve 
two functions. Instructionally, they give teachers more information about the level of 
knowledge and skills they are building in their students.  Performance levels and 
descriptors are also used to categorize and explain student performance on statewide 
assessment instruments. 

 
     Since performance descriptors define what students should know or be able to do in 
terms of academic achievement at grade level, mastery level, at a minimum, is the target 
for achievement for all students.  Partial mastery and novice levels should not be 
considered targets for instruction. 
  

a) What does mastery look like at grade level for the particular content standard(s)?  
b) What skills are expected to be learned at the mastery level or above?  
c) What is the level of student understanding expected at the mastery level or above? 
d) In what way does the mastery level performance descriptor inform the IEP team’s 

determination of specially designed instruction for the student? 
 

5. Identify the areas for specially designed instruction. 
 

a) What does the data tell the IEP team about student’s performance? 
b) What types of data are being used to guide decision-making? 

Informal/classroom assessments, statewide assessments, authentic performance 
tasks, criterion-referenced evaluations? Reliance on multi-disciplinary 
evaluation (norm-referenced) information in isolation will not lead the IEP team 
toward linking specially designed to the content standards and objectives. 

c) What is the focus for addressing the specially designed instruction? Closing the 
achievement gaps? Compacting curriculum?  Enriching for deeper 
understanding?  Addressing access skills? 

d) Based on the data, which objectives under the particular grade level content 
standard(s) are primarily affected? Which objectives are essential right now for 
the student?  

e) Are there skills (objectives) that the student missed learning over time? Is the 
student learning above or below mastery? Review the companion document, 
Connecting West Virginia Content Standards and Objectives to Specially 
Designed Instruction, to determine those skills (objectives) that must be taught 
to progress toward meeting grade level standards; or, those skills (objectives) to 
be taught to higher levels of understanding and/or above grade level.  



  

 
f) Do the objectives need to be clustered/chunked? What does the regular teacher 

consider to be the major concepts/big ideas, essential questions/enduring 
understandings, desired student knowledge and skills that will be taught at grade 
level? 

 
6. Describe the specially designed instruction that will lead to grade level mastery. 

a) What can be done to minimize the impact, both short-term and long-term, of the 
disability (exceptionality) on the student’s educational performance?  

b) How can special education make the biggest impact toward grade level 
performance or above? 

c) Which objectives from grade level standard(s), above grade level, or access 
level, will be used to develop the annual goals and short-term objectives that 
will describe the specially designed instruction? 

d) Is the specially designed instruction congruent with the student’s long-range 
educational outcomes? 

e) Does the specially designed instruction reflect the content and expectations of 
the regular education environment? 

 
7. Determine the special education services that will lead toward grade level mastery. 

a) What is the type and the amount of direct services needed to achieve the annual 
goals and short-term objectives? 

b) How is the direct instruction delivered? By whom? 
c) Is the direct instruction specific, intense, and individualized and reflective of 

grade level standards? 
d) What instructional support/scaffolding is needed for the student to succeed in 

the regular education environment?  
e) What differentiated instructional approaches used by the regular classroom 

teachers will support the learning of the student, regardless of his/her 
exceptionality?  

f) What are the instructional, behavioral, physical and technological 
accommodations that will allow the student to access grade-level curriculum 
and raise his/her level of performance? 

g) Can each service be provided within the regular education environment and how 
can it be provided? If not, what data justifies this decision? 

h) How will communication occur between the special and regular education 
teacher(s)? 

i) Are the special education services congruent with the student’s IEP goals and 
long-range educational outcomes? 

 
8. How will the student’s progress toward grade level mastery be monitored and 

evaluated? 
 

a) How will the student demonstrate progress toward grade level mastery? 
b) What multiple measures will be conducted? By whom? In what environments?  
c) Are the multiple measures linked to IEP evaluation procedures? 



  

d) What authentic performance tasks will be designed to determine evidence of 
student learning? 

e) Do the assessments reflect application or generalization of knowledge and skills 
across real-life settings? 

f) How frequently will the student’s progress be monitored so that instruction can 
be adjusted? 

g) Is the assessment evidence established in the beginning so that instruction follows 
and the student knows what is expected of him/her? 

h) Does the monitoring include student reflection and self-assessment?  
 

9. How will the student participate in West Virginia Measures of Academic Progress at 
the grade level at which he or she is enrolled? 

 

 According to the Guidelines for Participation of Students with Disabilities in WV 
Measures of Academic Progress, the IEP must specify how the student will participate in 
all the applicable components of WV Measures of Academic Progress.   The IEP team 
determines if the student a) will participate under standard conditions or participate under 
standard conditions with accommodations; or b) meets criteria for participation in the 
West Virginia Alternate Assessment. 
 
 Parents and the student, if appropriate, must be involved in and informed of decisions 
regarding assessment participation. The implications of the decisions must be carefully 
explained to the parent and the student. All members of the IEP team must be aware of 
the impact of test participation decisions on accountability and reporting. In addition, 
decisions must be based upon educational performance data and be consistent with the 
IEP. 
 

a) Is the student receiving instruction primarily in the general curriculum that is 
based on the WVCSOs?  If so, the student participates in the WESTEST and 
other WV Measures of Academic Progress components using the acceptable 
accommodations. 

b) Are the accommodations the same ones used in classroom instruction? 
c) Do the selected accommodations result in getting the best measure of what the 

student knows and can do on the skill being tested? 
d) Will the student actually use the accommodation when testing occurs? The 

student should be involved in the decision. 
e) Does the student exhibit significant impairment of cognitive abilities? Is the 

student receiving instruction primarily in functional application of skills linked 
to the CSOs and in unrelated daily living skills, and/or instruction in access skills 
and meets the criteria for the West Virginia Alternate Assessment? If so, the 
student participates in the Alternate Assessment. 

Conclusion  

 No Child Left Behind and West Virginia Achieves have set the stage for school improvement 
and have a direct impact on how students with exceptionalities access, participate and progress in 
the general education curriculum.  The aforementioned decision-making process will assist IEP 
teams in a) developing meaningful IEPs based on WVCSOs and individual student needs; b) 



  

focusing discussions on genuine access, participation and progress in the general curriculum by 
beginning with grade-level CSOs; and c) providing the appropriate instructional supports to 
ensure student achievement at higher levels in a standards-based curriculum.  IEPs developed 
through this process and implemented appropriately will lead to higher student achievement 
results. 
 
 Additionally, the nine-step decision-making process affects how IEP teams consider and 
determine special education placements in the least restrictive environment.  Specifically, before 
removing the student to a special education setting, IEP teams have always been required to 
determine whether special education services can be implemented in the general education setting 
with appropriate supplementary aids and services.  Historically, many students have been 
removed from general education environments and provided specially designed instruction in 
special education settings. Now, when IEP content (i.e., PLEPS, annual goals, short-term 
objectives, special education services) must be developed with grade-level content standards in 
mind, placement in general education classes where differentiated instruction occurs for all 
students is the least restrictive environment for individual students with disabilities.  For some 
students, while more restrictive environments are deemed necessary, the IEP must, nonetheless, 
ensure that the same opportunities to achieve high educational standards are provided.   
 
 General education environments that set high expectations, utilize research-based 
instructional practices, and provide the necessary supports for success maximize learning for 
ALL students.  Today, with standards-based instruction, the general education environment is 
designed, at the outset, to enhance the achievement of all learners, thereby automatically 
increasing opportunities for students with disabilities to master grade-level content.  Therefore, 
IEP team decisions profoundly affect how students with exceptionalities will be prepared to meet 
the challenges of a standards-based educational system. 
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CONNECTING THE INDIVIDUALIZED EDUCATION PROGRAM 

WITH WEST VIRGINIA CONTENT STANDARDS & 

OBJECTIVES: A WELL-PLANNED PROCESS 

 An integral aspect of Individualized Education Program (IEP) development is a 
discussion of what the student wants or needs to know at the next instructional level and, 
eventually, after he or she exits public school.  In West Virginia, the Content Standards 
and Objectives (CSOs) are the rigorous and challenging curriculum offered to all 
students.  For that reason, IEPs must be developed by carefully examining grade-level 
content standards and objectives and corresponding performance descriptors to determine 
the specially designed instruction the student will need to increase achievement.  
     

PRESENT LEVELS OF EDUCATIONAL PERFORMANCE (PLEPs) 
 
 The importance of meaningful IEP development and consistent IEP implementation 
cannot be overstressed.  Therefore, it is imperative that planning the specially designed 
instruction for a student must begin with a clearly focused description of what the student 
can do with regard to grade-level expectations, i.e., WVCSOs. In IEP development the 
present levels of educational performance statements describe what the student can do.  
The PLEPs are specific statements that describe the effect of the student’s exceptionality 
on his/her educational performance, addressing how the exceptionality affects the 
student’s involvement and progress in the general curriculum.   
 
 The IEP Team needs accurate, detailed information about present levels of 
educational performance in the areas of the student's strengths, needs, and progress in 
grade-level content standards and objectives in the affected areas so that the team can 
develop appropriate goals. Assessment information that is curriculum-based, not deficit-
based, facilitates the selection of goals relevant to classroom instruction.  
 
 In clear, understandable language, the PLEP summarizes the student's current 
achievement in the areas of need as determined by evaluations of achievement, classroom 
performance and other evidence describing the student’s progress in meeting the CSOs, 
enabling families, students and educators to monitor student progress in the general 
curriculum. It specifically addresses the student's strengths, effective teaching 
approaches, and interventions to enable student success. It explains the needs of the 
student and states how the student's disability affects his/her involvement and progress in 
the general curriculum, including the requirements for attaining Mastery Level for grade-
level CSOs.  

 



  

 
 
 The performance descriptors are valuable tools that will help the IEP team assess the 
student’s current levels. For example, in discussing the written language performance for 
a student about to enter fifth grade, the team would look at mastery level in the fourth 
grade to determine whether the student might need specially designed instruction. 
RLA.PD.4.2 says, “The student demonstrates fundamental course or grade level 
knowledge and skills by showing consistent and accurate academic performance that 
meets the standard in writing.  The student produces a multiple paragraph composition 
using language mechanics and grammar.” The fifth-grade descriptor begins with this 
stem statement, but adds, “The student produces multiple paragraph compositions for 
specific purposes including creative, narrative and informative compositions using 
language mechanics and grammar.” If the student is currently working to write a variety 
of sentences, the goal should still address writing a multiple-paragraph composition.  
Instruction may start with sentence writing with a goal to move the student forward in 
twelve months. 
 
 Containing current, specific, measurable, objective baseline information for each area 
of need affected by the disability, the PLEP links the evaluation results, the expectations 
of the general curriculum, and the goals for the student. Every goal must relate to a need 
identified in the PLEP, so the statements identify and prioritize the specific needs of the 
student. The evaluation of the student's progress toward those goals must be linked to 
intervention planning. The PLEP additionally guides the modification and delivery of 
curriculum on an individual basis. For pre-school-age children, participation in age-
appropriate activities is the expectation, so the PLEP describes how the disability affects 
the child's participation in such activities. The PLEP also addresses a student's transition 
needs in the areas of instruction, employment and post-school adult living, community 
services, and related services.  
 
 To determine a student’s need for special education services, the IEP team should use 
the cumulative information. The IEP team needs information about previous learning 
rates, instructional methods used, and the effect of interventions. For example, if the 
student has a history of a very low rate of achievement, the team must consider the 
instruction (i.e., group size, reinforcement, feedback, pacing) that worked as well as 
instruction that did not work. This information allows the team to know how the learner 
learns and identifies the supports needed to enhance learning. Previous failures to learn 
are not, in themselves, evidence that the student is unable to learn. Well-planned and 
correlated interventions will make future teams aware of both successful and 
unsuccessful modification.  In the past, each educational intervention was treated as a 
discrete event to be considered on its own.  The present-day IEP team MUST consider 
interventions as parts-of-the-whole that must be continually adjusted in response to 
student needs. 
 
 
 
 
 



  

 PLEPs are written to describe what the student can do in comparison with the 
grade-level expectations for all students. Therefore, the essential first step is looking at 
the core of knowledge, i.e. CSOs, so that there will be a direct relationship between the 
measurable annual goal and the needs identified in the PLEPs. The WVCSOs provide a 
starting point in IEP development because they 
 

1. Are used as a framework for teaching; 
2. Tell teachers WHAT to teach, not HOW to teach; 
3. Provide an educational sequence to learning;  
4. Describe what students are expected to know and be able to do in each content 

area and at each grade level, and; 
5. Apply to all students. 

 
 

PROGRESS IN THE GENERAL CURRICULUM 
  
 The PLEP-writing process should involve a litany of “what and how” probes or 
questions that will guide the development of the student’s IEP.  Although the answers to 
the questions are not written directly on the IEP, they must be clearly formulated by the 
team.  
 

1. How is the student progressing within the State Content Standards and 
Objectives? 

2. Are there essential skills that the student must master to close the gap between the 
student’s grade-level expectations and his/her actual performance? What is the 
actual, measurable starting point for this knowledge or skill? 

3. How can this knowledge or skill, or its indicators, be measured? 
 

• Remember that "measurable" means that the skills or knowledge can be 
counted or observed. When tempted to write immeasurable terms such as 
"difficulty," "weak," "unmotivated," "limited," "defiant," "irresponsible," 
"uncooperative," and so on, stop and ask, "What is the student doing that 
warrants this judgment call?" Describe the action itself—not the 
conclusion of the observer. 

• To describe a behavior or skill in measurable terms, specify a grade-level 
performance if that grade-level performance is clear or definable in the 
WVCSOs and performance descriptors or assessment materials. The 
performance can also be made measurable by indicating a rate, for 
example, 3 out of 4 times, 80% of the time, 5 minutes of every 10, 75% 
accuracy. 

• Student behaviors can be further described in measurable terms by 
defining the factors surrounding the behavior. These include precipitating 
events, such as, "when asked to work independently," or environmental 
factors, such as, "when dealing with female authority figures," or other 
patterns, such as "always after lunch," "in math class" or “on the 
playground.”  



  

 

• Finally, describe behavior in measurable terms by identifying the results 
of the behavior, “Removal from the classroom has increased [this 
behavior].”  If this looks like a Functional Behavioral Assessment (FBA), 
it is.  Informally applied, techniques used in the FBA will provide the IEP 
team with clear, measurable, meaningful information for the development of 
PLEPs.  

 
1. What does the student need to know or be able to do as a result of this IEP? 
2. What does the student want to know? 
3. Why can’t he/she do it now? What are the barriers impeding the student’s 

learning? 
4. What is it about the student’s exceptionality that interferes with achieving this 

knowledge or skill at grade level? does this area of need impact the student’s 
progress in the general curriculum? 

5. How is this area of need related to the student’s exceptionality? How do his/her 
needs differ from those of other students to the extent that he/she needs an IEP? 

6. Are there areas of concern not reflected in the general education curriculum? 
(e.g., self-care skills, social skills, etc., may not be addressed in the general 
education curriculum)? 

7. In the case of a gifted student, how much more quickly than his/her same-grade 
peers is the student mastering grade-level material? 

8. How is working on grade-level material impeding the student’s progressing 
toward his/her potential? What barriers are present? 

9. What educational supports and interventions demonstrate the ability to enhance 
educational success?  

10. What effect do the PLEPs have on closing the student’s learning gaps relative to 
WVCSOs and relative to his/her lifelong learning needs? Answering questions 
such as those listed above make it patently obvious that two-or-three-line PLEP 
statements are not adequate.  

 
 

The following checklist can be used to gauge the usefulness of the PLEPs a team has 
written. 
 

 

 



  

Present Levels of Educational Performance Checklist 
 

 

Read the team’s PLEPs and answer the following questions YES NO 

1. Do the PLEPs reflect individual-need determinations? 

 

  

2. Do they provide instructionally relevant information about the student?  

 

  

3. Do they identify how the student is progressing within the West Virginia Content 
Standards and Objectives? 

  

4. Are they written in objective, measurable terms? 

 

  

5. Do they reflect the priorities and concerns of the student and his/her parents for the 
student’s education? 

  

6. Are they based on the results of  current evaluation reports, statewide testing 
results, teacher reports and checklists, current progress data and parent information? 

  

7. Are they descriptive and specific? 

 

  

8. Do they identify where the student is now so it is clear what he/she has to learn next 
and what supports and services are needed to get there? 

  

9. Do they provide the basis for annual goals and the direction for provision of 
appropriate educational programs and services? 

  

10. Are they written in such a way that parents, professionals and paraprofessionals can 
understand? 

  

11. Do they reflect transition service needs? 

 

  

12. Do they identify what impact the student’s exceptionality is having on his or her 
ability to participate and progress in age-appropriate activities or in the same 
curriculum as non-exceptional peers? 

  

13. Did the team avoid vague or unclear words or phrases? 

 

  



  

Excerpts from PLEP Statements 
 

1. In the general education classroom, students are expected to complete all 
assignments. On the average, Michael turns in about 60% of his weekly math 
assignments and 50% of his reading and language assignments. The accuracy rate 
of the assignments submitted is less that 75%, fluctuating from less than 10% to 
100%. 

2. Brenda is working on the grade-level standard to use skills to read for literacy 
experiences, read to inform and read to perform a task. She can say the sounds of 
15 of 26 letters of the alphabet independently (missed v, d, l, r). With a gestural 
prompt she was able to say the sounds of w, x, y, z, g, l, n. She is also able to read 
19 survival words.  She is also working on the standard of employing a range of 
writing strategies to communicate effectively. She can successfully write her 
name without a model 70% of the time, although she often forgets the “n”.  Her 
“l” and “i” look alike, and her lower case “b” and “d” are used interchangeably.  

3. Martin is having difficulties in math. He is unable to meet the general education 
standards in the area of understanding and applying a variety of problem-solving 
strategies. Using touch math, he can compute addition problems. He has difficulty 
processing story problems when they are read to him in a one-to-one situation. At 
this time, he is not able to understand the relationship of the language in the 
problems and the computation and does not possess any strategies to assist him in 
setting up and solving story problems.  He was not able to complete any of the 
addition or subtraction story problems on the WESTEST. 

 

Why Are We Individualizing for this Student? 

 After the student’s present level of performance and individual need sections of 
an IEP have been completed, team members should be able to state, “We are 
individualizing this student’s education program because of his/her unique needs related 
to his/her disability in the areas of . . .  (e.g., reading, writing, organization, memory, 
vision, hearing, problem solving, attention, motor skills).” 
 
 An example of the statement showing what the student can and cannot do in each 
area of identified need could be, “In the area of comprehension, he can remember 
information that is presented orally but cannot read material presented at grade level.” 
After identifying the strengths of the student, list ways in which those strengths might be 
used as a building base. For example, “He learns best through _______(e.g., pairing, 
auditory with written work, using music to trigger memory, redirection, modeling).” 
 
 It is also necessary to note the environmental, human or material resources the 
student will need to enable him/her to benefit from education. “He will need the following 
resources to meet his needs: structure and routine throughout his instructional day; close 
supervision during transitions; assistance with note taking; adaptive furniture for motor 
support; instructional materials in large print formats, positive reward system for 
appropriate behavior.” 



  

DETERMINING GOALS AND OBJECTIVES 
 
 After the PLEPs have been written, it is time to determine how far the student can 
reasonably be expected to progress in one year.  The annual goals are based upon a 
student’s strengths and needs as well as the impact that the identified exceptionality 
has on mastery of grade-level CSOs.  
 
 The IEP team must discuss any educational needs related to the student’s specific 
exceptionality that might impact participation and progress in the general curriculum. It 
could mean developing goals and objectives that help a student acquire learning and/or 
behavioral strategies that will help him/her meet grade-level expectations. It might mean 
identifying adaptations, accommodations or modifications for how the general curriculum 
is delivered. It might mean, for a small percentage of students for whom linkage to the 
standards will be the focus of the IEP, identifying the access or prerequisite skills needed 
to reach specific components of the content standards. For a gifted student, it might mean 
developing goals for a higher grade level, compacting the grade-level class work so that 
the student is continually making adequate progress, or identifying ways for the student 
to develop an in-depth understanding of a topic or to apply the knowledge and skills to 
more complex problems or situations, e.g., achieving the distinguished level on CSO 
performance descriptors. 
 
 In West Virginia, the CSOs are the curriculum and set the criteria used to define 
accountability for both general and special education. CSOs provide a common language 
for educators. For many decades, general educators and special educators spoke different 
languages. They certainly appeared to have different students—“your kids, my kids.”  
Using the standards that are applied to all students at a specific grade level to write the 
IEP not only gives all educators a common language, but also provides a positive 
direction for goals and interventions. 
  
 The CSOs contain subject material that all students in West Virginia should know and 
demonstrate. The general education and special education teachers, by surveying not only 
the objectives in the student’s current grade, but also in the grades that bracket his current 
level, can see where the student is, gaps that may be present, and the goal for all students 
for the next year.  
 
 The grade-level objectives aren’t necessarily going to be a fit for every student; if 
they were, there would not be a need for special education. Although the starting point 
should always be grade-level objectives, and although the instruction should stay as close 
to grade-level objectives as possible, it is sometimes necessary to break the objectives 
into smaller “chunks” that will provide a pathway to success for the student. Goals should 
be written so that it is clear to the IEP team and the implementers which standard is 
addressed. It is not necessary to parrot the grade-level objectives in the IEP, although 
there are times when an objective or a combination of objectives from the CSOs might be 
an appropriate annual goal. Remember: once the sequence of instruction is clear, a 
student can actually work on and master more than one grade level per year. 



  

 
 A common question among educators is, “How can we expect the student to meet 
grade-level CSOs when his/her functioning level is three or four grades lower?”  
Working on grade-level standards does NOT mean that the student has to be working, 
with accommodations, on the same material as all other students in his/her grade. In a 
literature class, for example, students may be reading A Tale of Two Cities by Charles 
Dickens. The addressed standards might be RLA 7.1.3 “relate common themes across a 
variety of literature”; RLA.7.1.4  “use comprehension strategies”; RLA.7.1.7 “make 
connections to self, to other text and to the real world,” and RLA.7.1.12 “use resource 
materials to determine the meaning of unknown words or multiple meaning words.”  
 
 Although the student is reading, significantly below grade level, he/she may still be 
capable of understanding theme, employing comprehension strategies, making 
connections and using resource materials. In this instance, the student could read the 
same book that has been written at a lesser level of difficulty, or another book that might 
communicate the same themes. In other words, the student is completely capable of 
meeting the grade-level objectives, but requires the specially designed instruction and 
concomitant supports that will allow progress. 
 
 For most students with disabilities, the IEP team describes scaffolding strategies or 
other accommodations that will enable the student to learn the grade-level content.  Other 
students with disabilities may not be able to realistically master the grade-level 
objectives; however, if he/she is still working on readiness skills related to that standard, 
the IEP goal is still aligned to the standard.  The IEP team needs to discuss the following 
questions before determining which goals and objectives are appropriate. 
 

1.   What essential understandings and skills does the student need? 
2.   In order to meet high standards, what must the student learn? 
3.   Which objectives can be clustered or incorporated into others? 
4.   What are the connections to other grades that bracket the student’s current grade? 
5.   What is a reasonable expectation for growth and progress for this student? 
6.   Under what conditions might the goals and objectives be met? 

  
 
 Goals and objectives address the critical academic content and access skills, and they 
must be strategic, measurable, and attainable. As a result, measurable goals contain four 
critical elements: timeframe, conditions, behavior and criterion.   

 

 



  

• Timeframe is usually specified in the number of weeks or a certain date for     
completion. 

• Conditions specify the manner in which progress toward the goal is 
measured. 

• Behavior clearly identifies the performance that is being monitored, can be 
directly observed, and is measurable. 

• Criterion identifies how much, how often, or to what standards the behavior 
must occur in order to demonstrate that the goal has been reached. The goal 
criterion specifies the amount of growth. 

 
The following chart shows the natural flow of a written goal. 
 
Annual Goal 
 

Timeframe Condition Behavior Criteria 
In 36 instructional 
weeks  

 Using decoding skills 
and oral practice 

Joseph will read  70 words per 
minute with 
fewer than 10 
errors  

By October 15, 
2004  

Given a story prompt 
and 30 minutes to 
write  

Linda will write Three well 
connected 
paragraphs with 
fewer than five 
errors 

By the end of the 
2004-2005 school 
year  

Given mixed fraction 
problems using all 
operations  

Marguerite, a sixth-
grade student, will 
solve  

85% of all 
assigned 
problems 
correctly  

  
 Short-term objectives state the steps to be taken between the PLEPs and the Annual 
Goal. Like the annual goal, short-term objectives must include timeframe, conditions, 
behavior and criterion. There should be at least two objectives for each goal. When using 
a rate, be sure to specify and measure the "whole part." In other words, does the statement 
that a student will do something 80% of the time mean someone will have to watch the 
student 24 hours a day, 5 days a week? If the whole time would be unreasonable, modify 
the expectation to specify the whole time that will be used for purposes of accountability, 
for example, 80% of any 15-minute observation.  Care should also be taken to use a rate 
of 100% for goals related to safety and wellness. For example, one would not write as a 
goal, “Student will look both ways before crossing the street 70% of the time.” See the 
examples of short-term objectives in the following chart. There is one objective for each 
of the annual goals in the chart above. 



  

Short-term Objectives 
 

Timeframe Condition Behavior Criteria 
By the end of the 
first six weeks 

Using decodable texts Joseph will read and 
pronounce 50 
frequently used words  

With 10 or fewer 
errors  

In three 
instructional weeks  

With guided practice  Linda will correctly 
use appropriate 
transitions to connect 
simple and compound 
sentences  

With 75% 
accuracy 

By October 1 Using prompts that 
systematically 
decrease the 
assistance provided 
(most-to-least 
prompting) and 
through repetitive 
practice  

Marguerite will 
identify 20 fractions 
that represent more 
than a whole number 
on a worksheet in three 
minutes or less 

With no errors  

 
The goals and objectives checklist includes questions the IEP team should ask when 
reviewing the student’s IEP. 

Goals and Objectives Checklist 



  

 
The next four pages include a discussion of a student’s PLEPs, goals and objectives and whether 
they meet the criteria in the above-referenced charts. 

PLEPS, GOALS AND OBJECTIVES IN ACTION: A CASE STUDY 

 In light of what is known about the importance of developing an IEP that will help the 
student make progress in the general curriculum (grade-level CSOs), consider the 
background information about the following student. Look at his strengths, weaknesses, 
needs, the content standards, the impact of his disability on his progress through the 
curriculum, and the criteria for mastery set forth in the CSO performance descriptors.  
The pieces, when viewed separately, are informative but not necessarily useful.  The IEP 
team, when viewing all of the pieces as they fit together, can develop a meaningful 
program that will result in educational benefit for the student. The following study of a 
fifth-grade student’s PLEPs, goals and objectives, which utilizes the questions and 
checklists cited previously, should assist IEP teams in appropriate IEP development. 
 
Present Levels of Educational Performance Statements 
 
 William is a fifth grader who has an identified learning disability in reading and 
written language. Current achievement testing shows he has maintained appropriate 
grade-level math skills.  He is enrolled in 5th grade math, science, language arts, social 
studies, developmental reading, and related arts. He makes A’s in math and science, but 
he struggles in the language/reading-based classes.  Specific strengths and weaknesses of 
the student are noted on the following chart.  

 YES NO 
1. Are the goals clear and understandable?   
2. Are the goals stated in positive terms?   
3. Is there at least one goal for each area of need?   
4. Are the goals based upon the present levels of performance statements?   
5. Are the goals practical/relevant when the student’s academic, social, and    

vocational needs are considered? 
  

6. Are the goals and objectives measurable?   
7. Do the goals describe what the student can reasonably be expected to 

accomplish within one year? 
  

8. Are the goals and objectives aligned with the WVCSOs?   
9. Are transition goals based on student preferences and desires?   
10. Do the short-term objectives represent a task analysis of the annual goals?   
11. Does each objective describe the observable behavior expected of the learner?   
12. Does each objective specify the level of performance that will be accepted as 

successful achievements of the objective? 
  

13. Does each objective indicate the conditions under which the performance is 
expected to occur? 

  

14. Are the objectives measurable and in logical sequence?   
15. Are the objectives positive, specific and realistic?   
16. Have the WVCSOs been utilized as appropriate when developing the short-

term objectives? 
  



  

 

STRENGTHS WEAKNESSES 

1. He comprehends what is read to him on the 7th- 
grade level. In science class, demonstrates 
competent and proficient performance and shows 
a thorough and effective application of 
knowledge and skills that exceeds the standard in 
science in personal and social perspectives.  He 
can describe the positive and negative 
consequences of human choices and technology 
applications on personal health, populations and 
the environment. 

1. He omits punctuation and does not sequence 
sentences in a logical order in written work (topic 
sentence, supporting sentences, conclusion).  

 

2.  He creates and records original music. 2. Written expression difficulties result in a slower 
pace of progress (it takes him on the average twice 
as long as his peers to complete an assignment). 
This also impacts his ability to complete tests 
requiring written expression within a prescribed 
time period.  



  

 

STRENGTHS WEAKNESSES 

3. He uses comprehension strategies to remember 
what he has read. 

 

3. Reading comprehension is on the third-grade 
level. He cannot consistently decode words. He 
demonstrates basic but inconsistent performance 
of fundamental reading skill by errors and/or 
omissions. When reading from a 3rd-grade level 
text, he decodes with 70% accuracy and 
comprehends 75% of what he has read. When 
reading from a 5th-grade text, he comprehends 
35% of the information with 20% accuracy in 
decoding. 

4. He learns a lot of information incidentally 
through class discussion, TV and the Internet. He 
is a skilled basketball player, playing on the 
community team with sixth-graders.  He wants to 
be academically eligible to play on the high 
school team and to go to college.  

4. He has difficulty taking notes in class and 
understanding and benefiting from notes taken. 

5. He is open to trying different ways to 
compensate for his disability but does not want 
to stand out as “different” among his peers, who 
currently see him as  “ a cool guy who is kind of 
slow in reading but a whiz in math who can 
already shoot three-pointers.” 

 

6. He exhibits excellent problem-solving skills and 
is able to multiple two-digit numbers in his head 

 

 
 Another step in writing the PLEPs involves writing a statement of how the student’s 
disability impacts his ability to master the grade-level CSOs. See the continuation of 
the sample PLEPs. 
 
 He has a hard time organizing thoughts on paper; therefore, he finds written 
assignments painful. Although he is active in class discussions, he rarely does homework.  
Work that is submitted is usually less than 50% correct. As a result, he is failing English 
and social studies. He needs to improve his ability to decode words and remember and 
understand what is read.  In essence, this statement has identified an area in which there 
is a need for specially designed instruction.  
 
 To determine whether the PLEPs in the example are effective, review the Present 
Levels of Educational Performance Checklist. 

 



  

  
For the most part, William’s IEP team has done a good job in writing the statement of his 
present levels of performance.  Note that all except three of the descriptors are marked 
“yes.” Inadequate items appear to be 4,5 and 11. Question #4: Are they written in 
objective, measurable terms? Most of the PLEP statements are, in fact, measurable and 
objective. Note, however, the statement in Part 3, “He has a hard time organizing his 
thoughts on paper; therefore, he finds written assignments painful.” This subjective 
statement could have been made objective with the following verbiage: He has a hard 
time organizing his thoughts on paper; therefore, he requires twice as long as his fifth-
grade classmates to complete written assignments.  Another vague statement is,  “He is 
active in classroom discussion.” How is he active? An appropriate entry might be, “He is 
active in class discussions, answering questions verbally and initiating discussion.” 
Question #5 is also marked “no,” since there is no mention of the parents’ priorities or 
concerns for the student.  They should have been addressed in the narrative. The “no” 
answer to #11 is not problematic, since the student will not reach the age of 14 within the 
next 12 months.   
 

Read the team’s PLEPs and answer the following questions YES NO 

1. Do the PLEPs reflect individual-need determinations? a  

2. Do they provide instructionally relevant information about the student?  a  

3. Do they identify how the student is progressing within the West Virginia Content 
Standards and Objectives? 

a  

4. Are they written in objective, measurable terms?  a 

5. Do they reflect the priorities and concerns of the student and his/her parents for the 
student’s education? 

 a 

6. Are they based on the results of current evaluation reports, statewide testing results, 
teacher reports and checklists, current progress data and parent information? 

a  

7. Are they descriptive and specific? a  

8. Do they identify where the student is now so it is clear what it is he/she has to learn 
next and what supports and services he/she needs to get there? 

a  

9. Do they provide the basis for annual goals and direction for provision of appropriate 
educational programs and services? 

a  

10. Are they written in such a way that parents, professionals and paraprofessionals can 
understand? 

a  

11. Do they reflect transition service needs?  a 

12. Do they identify what impact the student’s exceptionality is having on his or her 
ability to participate and progress in age appropriate activities or in the same 
curriculum as non-exceptional peers? 

a  



  

Goals and Objectives 
 
 Goals and objectives that might address the needs of the student described on the 
previous page follow. Remember—the student has difficulty decoding multi-syllable 
words but his comprehension on what is presented orally is excellent.  What skills does 
the student need to enhance academic performance? He will probably require intense 
instruction in reading and written language.  The sample goal and objectives are for 
reading. They address his progress in the standard RLA.5.1.1: identify defining 
characteristics, build background knowledge and develop reading skills to understand a 
variety of literary passages and texts by West Virginia, national and international authors 
(e.g., fiction; nonfiction; myth; poems; fantasies; biographies; autobiographies; science 
fiction; tall tales; supernatural tales). 
 
Annual Goal 
 

Timeframe Condition Behavior Criteria 

By the end of the 
2004-2005 school 
year 

Using compensatory 
strategies and repeated 
practice 

William will 
comprehend written 
materials in the fifth-
grade textbooks 

With 90% 
accuracy 

 
Short-Term Objectives 
 

Timeframe Condition Behavior Criteria 
  1. By November 1 Using decoding 

strategies 
William will decode 10 
consonant-vowel-
consonant words in a 
reading passage in two 
minutes 

With 85% 
accuracy 

  2. By January 30 

 
 Using the University of 
Kansas Word 
Identification Strategy 

  The student will decrease 
decoding deficiencies and 
fluency to read orally a 
100-word passages in a 4th-
grade reading text  

 With no more than 
five 
interruptions/correc
tions 

  3. By April 1   Student will read from a 
reading textbook 

  With fewer than 5 
errors 

  4. By June 1   Given a fifth-grade social 
studies text 

  He will read and 
comprehend 90 words per 
minute from a fifth-grade 
social studies text 

 With 90% accuracy 
as measured by an 
informal reading 
assessment 

 



  

Goals and Objectives Checklist 
 

If “yes” doesn’t apply for every goal, check “no.” YES NO 
1. Are the goals clear and understandable? a  
2. Are the goals stated in positive terms?  a 
3. Is there at least one goal for each area of need? a  
4. Are the goals based upon the present levels of performance statements? a  
5. Are the goals practical/relevant when the student’s academic, social, 

and vocational needs are considered? 
a  

6. Are the goals and objectives measurable? a  
7. Do the goals describe what the student can reasonably be expected to 

accomplish within one year? 
 
a 

 

8. Are the goals and objectives aligned with the WVCSOs? a  
9. Are transition goals based on student preferences and desires?  N/A 
10. Do the short-term objectives represent a task analysis of the annual 

goals? 
a  

11. Does each objective describe the observable behavior expected of the 
learner? 

 a 

12. Does each objective specify the level of performance that will be 
accepted as         successful achievements of the objective? 

a  

13. Does each objective indicate the conditions under which the 
performance is expected to occur? 

 a 

14. Are the objectives measurable and in logical sequence? a  
15. Are the objectives positive, specific and realistic? a  
16. Have the WVCSOs been utilized as appropriate when developing the 

short-term objectives? 
a  

  
 Again, the team has worked well to address the student’s need for progress in the 
general curriculum. The goal and most of the objectives meet the indicators in the 
checklist. Objective #2, however, is NOT stated positively. Instead of writing “the 
student will decrease decoding deficiencies and fluency,” the team should have stated, 
“the student will improve decoding skills and fluency.” Objective #3 does not describe 
the expected observable behavior. “Student will read from a 4th grade reading text,” 
could have been more effectively stated as, “Student will read orally 90 words per minute 
from a 4th grade reading text.” Objective #3 also fails to list the condition under which 
the behavior is expected. An acceptable objective could have been, “Given a 4th-grade 
reading text, student will read orally 95 words per minute with fewer than 5 errors.” 
 
 The PLEP statement indicates that William’s performance in science is above 
mastery. The science teacher presents all materially orally. There is no need for specially 
designed instruction in science, but the services page of the IEP must clearly state that 
new material is to be presented orally--an accommodation.  Books on tape, such as those 
used for visually impaired students might be a possibility for this student until his reading 
skills are adequate. His written language needs must be addressed through goals and 
objectives that reflect alignment with and progress in the grade-level CSOs and 
expectations of the performance descriptors.  



  

 
SPECIALLY DESIGNED INSTRUCTION 

 
 One of the criteria for eligibility for special education services is the need for 
specially designed instruction. West Virginia’s definition for specially designed 
instruction is “adapting, as appropriate to the needs of an eligible child, the content, 
methodology, or delivery of instruction.”  These services, which are not ordinarily used 
with most students of a given age, are necessary for a student with an exceptionality to 
accomplish the goals and objectives in his/her IEP—the goals that have been developed 
to narrow the gap between the standard and the present level of performance. Common 
examples of specially designed instruction include modifications of content, 
methodology, delivery of instruction and/or performance criteria. 
 
 J. M. Kauffman (1999) defines special education as “instruction that is more urgent, 
more intensive, more relentless, more precisely delivered, more highly structured and 
direct, and more carefully monitored for procedural fidelity.”  
 
 Specially designed instruction is a vehicle that takes the student from his starting 
point to the proposed goal. Only those goals that require specially designed instruction 
are to be included on the IEP. Throughout the years, educators have used the terms 
“specially designed, accommodations and modifications” interchangeably. This is not 
correct. An accommodation allows a student to complete the same assignment or test as 
other students, but with a change in the timing, formatting, setting, scheduling, response 
and/or presentation. If it is possible to meet the student’s needs with accommodations, 
then there is no need for special education.  Accommodations are to be made for all 
students who need them.  Although a “modification” in the way a test is given may also 
be an “accommodation,” educators should not use the term modification except in its 
meaning in IDEA97. 
 
 A modification is an adjustment to an assignment or a test that changes the standard 
or what the test or assignment is supposed to measure (e.g. student may complete work 
on part of a standard or complete a different, somehow altered assignment). 
Modifications are made only when the expectations are beyond the student’s level of 
ability. They may be minimal or very complex, depending on the student’s performance, 
but they must be clearly acknowledged in the IEP and are part of specially designed 
instruction.  
 
 Before NCLB, content standards, and the resulting demand for high expectations, it 
was not uncommon to see a twelve-year-old student working on second-or-third-grade 
work, with no grade-level goals. Specially designed instruction does not mean working at 
a lower level for most students with exceptionality. It means that the professionals 
designing the instruction must determine how the student learns best and plan 
accordingly. It means that any skill being addressed must be working toward meeting 
grade-level objectives.   Content should not be modified unless data support the need. 
Support can be found by answering such questions as,” Does this student have a 
significant cognitive impairment?” or “Can the student do what the other students are 
doing?”  



  

The chart below compares Accommodations and Specially Designed Instruction. 
 

ACCOMMODATIONS SPECIALLY DESIGNED INSTRUCTION 

Student is provided coaching from teacher and 
given three opportunities prior to removal. 

Student is provided training in anger management 
and alternative behavior strategies. 

Student is provided a quiet non-threatening, non-
stimulating area to regain control when upset. 

Student is provided behavior contingency plan with 
student-selected reward and response cost. 

Student is given extra time to complete assignment. Student is taught science vocabulary/key concepts 
prior to the lesson. 

In sophomore English class, a peer reads story to 
the student. 

Student reads the same piece of literature that 
others are reading except that it has been written on 
a lower reading level. Additionally, he is receiving 
intense reading instruction. 

Student is allowed to use a calculator to do 
subtraction problems. 

While the rest of the class is working on the 
subtraction of fractions with unlike denominators, 
student receives instruction of numbers without 
borrowing. 

Eighth-grade student listens to lessons on tape 
because he is unable to read. 

Eighth-grade student is provided phonemic 
awareness instruction. 

A gifted student works ahead in the Algebra book 
after she has finished the class assignment. 

The gifted student takes pre-tests before each unit 
and works only on concepts for which she does not 
show mastery. 

Significant points in the science text are 
highlighted for the student. 

Student is provided instruction in reading texts for 
information. 

 
 Specially designed instruction describes the types of unique instructional services 
needed by a student with exceptionality to accomplish IEP goals and objectives. It is 
based on students' individual learning needs as well as the content to be taught, and it 
provide students with meaningful and productive learning experiences, promoting their 
independence as learners These services include alterations and adaptations in 
instructional methods, materials, techniques, media, physical setting, or environment. The 
services are not ordinarily used with most similar-aged students, but are needed in order 
for a student with exceptionality to accomplish IEP goals and objectives.  
 
 Specially designed instruction is developed only after gaps have been identified and 
correlated with need in order to help the student achieve grade-level standards. It should 
minimize the impact, both long and short term, of the exceptionality on the student’s 
educational performance, and it should have a specific link between the content that a 
student is learning and the way the exceptionality impacts the student’s learning. In 
describing the specially designed instruction, the IEP team should answer two other 
important questions: “Which special services will make the biggest impact toward 
grade-level performance?” “What is the direct instruction needed to support the 
student in learning the grade-level content standards and objectives?” 
 
 
 



  

 It is critical that students with exceptionalities have access to the content other peers 
are learning, which means access at their grade level. The specially designed instruction 
utilizes strategies that are known to work with the student. It does NOT weaken the 
curriculum or change the standards. Specially designed instruction may be delivered by 
the general educator, the special educator or both. Although the general education teacher 
may deliver specially designed instruction in the general classroom, the instruction must 
be designed by the special educator or designed collaboratively with the general 
classroom teacher. Both the designer and the person implementing the specially designed 
instruction are responsible for ensuring that it is being implemented.  
 

HIGH EXPECTATIONS AND QUALITY TEACHING  
RESULT IN HIGHER ACHIEVEMENT 

 
 The one variable that consistently affects student achievement is the quality of the 
instruction. Coupled with the high expectations of an effective IEP, quality instruction 
can ensure that a student’s educational trip will be completed successfully.    One of the 
most positive effects of NCLB is that instruction for students with disabilities is now 
based on progress at grade level, utilizing the students’ strengths instead of continually 
focusing on weaknesses.  By focusing on the alignment between instruction for students 
with exceptionalities and the expectations for all students, educators, students and 
parents will see that progress, not excuses, is made. 
 
 Lynda Gilkeson, principal at Dunbar Middle School in Kanawha County, says that 
her staff has learned the value of high expectations. In a printed article in “The 
Achiever,” a newsletter published by the U.S. Department of Education, she avers that 
her school is narrowing the achievement gap by eliminating the “expectation” gap.  High 
expectations result in higher achievement.   

 
Learning for all…whatever it takes. 
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The Influence of No Child Left Behind 
on the IEP Process 

 
 
 
 

A Presentation Module 
Click on the link below for the PowerPoint Presentation: 

http://wvde.state.wv.us/ose/NCLBonIEP.htm   
 


