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The "best educat i onal practice" statements and their
acconpanying indicators presented in the followi ng pages
were devel oped as products of a state-wi de systens change
proj ect, funded by the Di vi sion of I nnovati on and
Devel opment, OSEP. This project was conceived wth the
primary purpose of improving the state-wide delivery of
special education and related services to learners wth
severe handi caps and their parents. Utimately the project
will devel op state-approved guidelines for i mpl ementing
"best educational practices" for the education of |earners
with severe handicaps. Project staff, in conjunction wth
staff of the Special Education Unit of the State Departnment
of Education have identified the following nine (9) "best

educational practices":

Age- Appropriate Public School Placenent

Integrated Delivery of Related Services

Social Integration

Transition Planning

Communi ty-Based Training

Curricular Expectations

Systematic Data-Based Instruction

Home- School Partnership

Systematic Program Eval uation

These "best educational practices" and their acconpanying
quality indicators will be used first to assess the current

educational practices and, then, as ba3e3 in the devel opnent

of state-wide guidelines for improving the delivery of
speci al education and related services. It is anticipated
that the statements and indicators will undergo continuing

revision, throughout the duration of the project.



| NTEGRATED DELI VERY OF RELATED SERVI CES

Rel ated services as defined by PL 91-112 include physical
therapy, occupational therapy, speech and |anguage therapy,
and psychoeducat!| onal services. Some |l earners with severe
handi caps need related services in order to achieve their

educational objectives. Rel ated services no |longer can be
confined to direct services offered by a therapist for a
limted period of time each day or week. Instead they
should be integrated into the learner's educational program
Learners with severe handicaps should receive rel at ed
services (e.g. speci al posi tioning, mobility training,
communi cati on programm ng) throughout each school day from
teachers (regul ar and speci al ), cl assroom ai des,

non- handi capped peers, parents and other famly menmbers that
have contact with the | earner.

The traditional method of delivering related services is to
renove the learner from the classroom and provide the
special service in an isolated therapy room An individual
therapy session typically lasts from 10 to 30 minutes and
occurs one to three times per week during the school year.
For learners with severe handicaps, therapy sessions which
occur infrequently are insufficient to effect significant
behavi or change, and are an inefficient use of specialist
staff time.

An alternative to the traditional treatnent approach which

utilizes specialist 3taff time is the Integrated therapy
model . In this nodel, the specialist takes on the role of
training others, teaching teachers, instructional ai des,
parents, siblings and significant others, how to integrate
therapeutic activities into regularly scheduled events in
the school, home and conmunity. By training persons in a

variety of different roles to carry out needed progranms, and
by integrating these prograns into naturally occuring events
t hroughout every day, skill devel opnment of learners with
severe handi caps can be maxim zed.

When necessary, direct therapy sessions should occur in the

environment in which the skill wll nost often be used.
Thi s practice will mnimze the need for skill
generalization and will allow other staff members to learn

how to better inplement these prograns in the therapist's
absence.

Best practices for integrated delivery of related services
include the followi ng:

1. Related service providers should offer services in
at least the follow ng ways:

a. direct service to students in nat ur al
environments including home and comunity
settings, as needed;

b. consultative services to special and regular
educat ors, parents, and ot hers with
responsibility for each student.

2. Related service providers should be nmenmbers of the
| EP devel opment team whenever a learner is in need
of their services.

3. Therapy goals should be integrated into a student's
IEP and daily cl assroom home, and comuni ty
activities.



AGE- APPROPRI ATE PUBLI C SCHOOL PLACEMENT

Al children with handicaps should enter kindergarten or
first grade wth their approxinate age-nates. To use a
handi capping condition as a criterion for educat i onal
pl acement of a student is not an acceptable practice within
our public schools. It is no longer justifiable to place
learners with severe handicaps into segregated "special"
school s, "regional" special education prograns, or special
classrooms w thout clear docunentation that the placenents
are in the "learners'" best interests. Should such placenent
occur, every opportunity nust be afforded |earners to
socially interact with chronol ogically age-appropriate
non- handi capped peers throughout the school day. [|EPs nust
address renediation of the cause of segregated placenent.
There also nust be clearly defined procedures for
transitioning learners back to their regular classroom
pl acements when those conditions that led to segregated
pl acements no |longer apply. At the very least, all learners
should continue to be assigned to a chronol ogi cal | y
age-appropriate regul ar classroom placenent as a "hone" room
wthin their |ocal public school , and the need for
segregated placenent should be fornally evaluated at |east
annual 1y .

Pl acement of learners wth severe handicaps in segregated
speci al education prograns serves to effectively isolate
them from their non-handi capped peers. For learners who
live outside of the district hosting the program it also
creates special barriers to a nunber of preferred
educational practices. For one, social i ntegration
activities carried out within the regional program fall to
pronote peer relationships and friendshi ps between children
with severe handicaps and other children from their own

nei ghbor hood. Second, transportati on, travel tine and
physical distance become barriers to increasing parent
Involvenent in their child s instructional program Thi rd,

communi ty-based training, which takes place in the host
community does not prepare learners to function in their
local home community. Finally, for those |earners graduating
from educati onal programs, activities designed to pronote
transition to adult  services are conducted in t he
communi ties hosting the educational prograns rather than the
| earners' home communities.

Based upon nornal curve statistics, one would expect no nore
than one out of a hundred Ilearners in any rural Vernont
school to have a severe handicap. dustering of learners in
speci al education classes upsets thl3 natural proportion of
children in need of more intensive special educational
services in any one school. This over-concentration of

learners with severe handi caps makes effective integration
much nore difficult.

Final ly, special classroom teachers typically have little
opportunity to interact with regular education staff and
non- handi capped children. It is especially difficult to
integrate several learners wth severe handicaps into

several different age-appropriate regular classroons and
appropriate support progranms such as music, art and physical
education, when teachers and administrators view segregated
special educators and their |earners as "outsiders."

For all of the reasons discussed above, pl acenment  of
learners with severe handi caps into chronol ogi cal | 'y
age-appropriate classroons within their local public school
is in the best interest of all learners (wth and wthout
handi caps), their teachers and their parents. As a best
practice age-appropriate pl acement  has sever al naj or
conmponent s:
1. Al learners (including those with severe handicaps)
should have prinmary placenent in an age-appropriate

regul ar cl assroom

2. The learner's regular classroom teacher should be a
menber of the |IEP planning team

3. Al learners in need of social skill training should
have regul ar structured opportunities for soci al
interaction with age-appropriate peers;

4. A witten district policy related to procedures for
out-of -regul ar cl assroom pl acenent should be avail able
to parents, teachers, special educators and school
adm ni strators;

5. For those learner's placed out-of-their assigned regular
classroom for a portion of the school day:

a. All learners should have access to age-appropriate
peers throughout the school day;

b. Al learners should have the opportunity to attend
"specials" (e.g., music, art, physical education)

with their age-appropriate non-handi capped peers;



For those learners in full-time speclal class
placements:

BEST PRACTICE INDICATORS: AGE-APPROPRIATE PUBLIC SCHOGL PLACEMENT

Learner's primary placement 13 in an age-apprapriate

a. The IEF's of learners In segregated placements shouid regular clasarcom In the Jocal 8chool .ivseecrvavracnnnna LIES NG
address the ldentifiled cause of such placement;
2. The learner's regular classroom teacher partictpates
Y. A3}l learners In segregated placements should have a on 1EP planning team ..........v.veuvarercacascsnsrsnasrraslES NG
transition plaam for returning to their regular
classroom; J. There ls o written dlstrlct policy desceribing procedures
for out-of-regular classroom special educatton placement..lES KO
c. All learners in segregated placements should have
access to their home, local public school, and home For those learners placed out of thelr asslgned regular age-appraprlate
csmounity environments as  educational sites for classroom for a portlon of the acheol day:
furetional skill training.
4, The learner's TEP Includes soclal integratioa objectives. YES N0
5. Current TEP addresses remedlation of 1dentifted cause
for segregated Placement.. .. .. eueurrvorrvonmsnonsonarnnss YES KO
6. The learner has access to non-handicapped age-appropriate
peers throughout the 3¢hool da¥.uveesovssvesnnnanaeressrnsaslES KO
7. The learner has the opportunity to attend "apectala”™
(e.g., music, art, phyaical education) with
age-appropriate non-handicapped peerS..ceevecsscvesvsess-eTES NO
8. The learner im need of social skills training {as
documented in the IEP) has regular structured
opportunities for social Interaction with
age-~appropriate non-handicapped peers.....snvseavanvessaa--TES MO
9. There 13 a written Transition Plan for return to the
FEEUIar ClasSde.ssuernnnacnnsnsnroosrorrnssnsanssacsansesssslED RO
10. Continued need for segregated placement i3 evaluvatled
T T O § 321 KO

HOT PARTIALLY TOTALLY
IMPLEMENTED IMPLEMENTED IMPLEMEIKTED
1 2 3 y 5

OVERALL BEST PRACTICE SCORE:

The LEA has a written pollcy statement supporting
age-appropriate public achool plocement, ... ocoononn e Y3

AGE-APPROPRIATE PUBLIC SCHOQL PLACEMEKT



BEST PRACTI CE | NDI CATORS:
SERVI CES

Rel ated services personnel participate in |EP

devel opment whenever a learner is in need of their
services

When the need is identified within the IEP for
direct services provided by a therapist, they are

delivered within appropriate settings

Services are delivered by appropriate related
services personnel in a consultative format,

with training, followup and regular monitoring of
prograns

Parents and other famly members have the opportunity
for related services consultation, training and
follow-up to maxim ze the learner's devel opment

t hroughout the day

The learner's IEP and instructional prograns indicate

the integration of therapy goals into every day
classroom home and community activities

OVERALL BEST PRACTI CE SCORE:

NOT PARTI ALLY
| MPLEMENTED | MPLEMENTED
1 3 1

e LEA has a written policy for the integrated delivery
related services to learners with severe handi caps

| NTEGRATED DELI VERY OF RELATED

YES

YES

YES

YES

YES

DELI VERY OF RELATED SERVI CES

TOTALLY

| MPLEMENTED

YES

NO

NO

NO

NO

SOCI AL | NTEGRATI ON

shoul d have access to the
same environnments as nonhandi capped peers of simlar
chronol ogi cal age. A primary goal of social integration
should be to increase the num nr of integrated comunity and
school environments in which |learners with severe handicaps
can participate.

Learners with severe handicaps

learners wth severe
acquire to mnimlly participate in
and comrunity environments. To mnimally
| earners need only be physically present in
non- handi capped persons to allow

There are no
handi caps nust
integrated school
participate, the
the environments with other

prerequisite skills

opportunities for interaction to occur. In Vernont, |earners
with severe handicaps live in communities in their natural
homes, foster homes or group hones. They are educated in
integrated public schools, with a growing nunmber being
educated in local comunity schools in regular classroom and
resource room settings. It is no longer valid to exclude
|l earners with severe handicaps from any community setting
because of deficits in their skills or because of the nature
and severity of their handi caps.

There are two basic approaches for
of learners with severe handicaps in integrated school and
comunity settings. Either the environnent can be adapted
to the current capabilities of |earners, or the |learners’
abilities to participate can be enhanced. Changing the
behavior of learners to facilitate integration wusually
involves teaching | anguage and soci al skills. The
envi ronment al modi fication approach does not focus on
changing the behavior of the |earner but on changing the
environment to accommdate the | earner through such
activities as: teachi ng non-handi capped persons how to
interact with |earners who nmay be nonverbal or severely
motorically inpaired; teaching persons in the environment to
be nore accepting of atypical behaviors; structuring the
environnent to encourage interactions between individuals
with and without handicaps; changing the skill requi rements
of school and community activities; and, providing extra
supervision or assistance for the |I|earner.

increasing participation

Social integration efforts often have focused upon changing
the behavior of Ilearners with severe handicaps. Al t hough
learners with severe handicaps can learn and should be
taught behaviors which facilitate integration, focusing only
upon changing their behavior puts them at an unnecessary
di sadvant age. Many of the behaviors believed to be
prerequisites to social integration are difficult to teach

and take a long tine for learners with severe handicaps to



acquire. Focusing integration efforts wupon modifying the
environnment, and upon teaching nonhandi capped persons how to
interact with learners with severe handi caps, should result
in imediate benefits. To maxim ze effectiveness, soci al
integration efforts should enphasize both changing the
behavi or  of | earners and changi ng envi ronment s to
accommpdate | earners.

In order to increase and continue to maintain the different
age- appropriate integrated community environments in which

learners with severe handicaps participate, current and
future comunity environments appropriate for each
i ndi vi dual | earner nust be identified. Factors which
facilitate and i nhibit m ni mal participation in each
identified environnent t hen should be determ ned and
addr essed. Par ent Interview techniques, such as parent
inventories, may be U3ed to identify environments and need
for environmental adaptations. Ecol ogi cal analysis then may

be used to identify appropriate environmental adaptations.

The educators role in facilitating conmunity integration
should be that of a trainer/advocate. Trai ner/advocat es not
only provide training to learners with severe handi caps, but
also offer Information and training to individuals in the
community to enhance social integration outside the school.

1. A nunber of
integrated school

have

2. Ecol ogi cal
and facilitators to participation in
3chool

3. A plan for
age- appropriate school

shoul

BEST PRACTI CE | NDI CATORS: SOCI AL | NTEGRATI ON

current and future age-appropriate
and conmmunity environments
been ldentified for each individual |[earner YES NO
identify barriers

identified

and community environments YES SO

anal yses are used to

increasing participation in identified
and comunity environments

d be reflected in the I|IEP YES NO

1. Learners with severe handi caps have opportunities to

interact with age-appropriate peers and other

community members within identified school and

comunity environnments YES NO
5. The learner's teacher functions as a trainer/advocate

to age-appropriate non-handi capped peers, other

teachers, and community nmemnbers YES NO

OVERALL BEST PRACTI CE SCORE: SOCI AL | NTEGRATI ON

NOT PARTI ALLY TOTALLY
| MPLEMENTED | MPLEMENTED | MPLEMENTED
1 2 3 1 5
The LEA has a witten policy statement addressing
social integration of learners with severe
handicaps. . . . . . . YES NO



TRANSI TI ON PLANNI NG

Learners with severe handicaps, like their non- handi capped
peers, are now experiencing novenent from one |earning
environment to another. They are moving through preschool,

el enentary school, mddle or junior high school, and high
school learning environments into a variety of vocational

and residential options within the comunity. This is
something that was atypical when learners wth severe
handi caps were educated 1in non-public settings. Thi s
movenent across |learning environments has led to an
increasing nunber of learners with severe handi caps
participating in a variety of chronol ogical age- appropriate
school and non-school settings. I'n order to assure
successful transition of learners with severe handi caps from
one environment to the next, a planning process involving

appropriate persons from both old and new environments nust
be established.

When a change occurs in the environment in which |earners

with severe handicaps participate, it cannot be assumed that
t hey will automatically adj ust, " adapt, function
appropriately, generalize skills, or transfer training to
the new environnment. By planning longitudinally for
antici pated changes and preparing learners for entry into
new environments, problens occurring during transition can
be m nim zed. Necessary adaptations to the new environment
can be planned and inplemented in advance of the Ilearner's
anticipated arrival. I ndividualized Transition Plans are an

integral part of the IEP of learners with severe handicaps.
I ndividual Transition Plans address both nmoves from one
school setting to -another and nmoves into post - school
vocati onal , residential, and other comunity settings.
Transition plans assist educators and parents in devel oping

functional chronol ogi cal age- appropriate preparatory
educational curricula that facilitate skills which maxim ze
i ndependent and productive participation in | east
restrictive subsequent envi ronments. "Best practices",
then, require that the |IEP process be expanded to include
conpr ehensi ve, | ongi t udi nal planning for each learner's
transl: ion to future school, work and living environnments.
Equally inmportant, is the need to transition learners from
restrictive educational settings (e.g., sel f-cont ai ned
cl assroomns) into Jless restrictive educational settings
(e.g., regular classroom settings). Every learner placed in

a .setting other than the regular classroom should have a
transi on plan for moving back to that setting as quickly
as possible

Transition planning for learners with severe handi caps nust
include the follow ng:

1.

A transition plan for mmjor noves during each |earners
educational career (EEE to elementary school, elenentary

to high school, high school to adult services) should be
devel oped and inplenmented well in advance of the actual
nove.

A transition plan should be developed and i nplenented
for every learner placed in a restrictive educational

environment that is directed towards the | east

restrictive environment (i.e., the regular classroom).

This plan should be reviewed by appropriate IEP team
members in both environnents at |east annually.

Transition planning team menbers should at | east
i ncl ude:

a. current teacher

b. next environment teacher (regular class teacher for

transition to less restrictive environnments)

c. parent(s)/guardian(s)

d. appropriate related services personnel

e. district admnistrator

Transition plans nmust be written and signed by all t eam
menbers indicating their approval of the plan.

Transition objectives nust be included wthin the
learner's current |EP. Specific criteria for nmovement to
the less restrictive environment nust be included in the

obj ectives of | earners currently in restrictive
environnments.
Regul ar foll owup and moni toring of transition

activities are the responsibility of the planning tea-
and should be clearly docunented.



BEST PRACTI CE | NDI CATORS: TRANSI TI ON  PLANNI NG

1. Learners have written plans for the transition

from one educational setting to another YES NO
2. Learners placed within more restrictive educational
settings have written transition plans for novement
back to a less restrictive educational setting YES NO
3. The transition planning team includes: a) the learner's
parents or guardian, b) the current teacher, c) a
representative from the next environnment,
d) appropriate related services personnel,
and e) a district adm nistrator YES NO
4. Transition objectives are included in each learner's
IEP with a precise timetable for inplementation, review
and followup by team members YES NO
5. The transition plan has been approved and signed by
all team members including the learner's parent (s) . YES NO
OVERALL BEST PRACTI CE SCORE: TRANSI TI ON PLANNI NG
NOT PARTI ALLY TOTALLY
| MPLEMENTED | MPLEMENTED | MPLEMENTED
The LEA has a written policy for transition planning
for learners with severe handi caps YES NO

There

by learners wth
comunity
"conmmuni ty-based training" has
range of educational
severe handicaps of all ages.
identified as

br oad

is a critical need to assure that the skills

COVHUNI TY- BASED TRAI NI NG

acqui red
severe handicaps are wused in hone and
recent years the concept of
been expanded to include a
experiences for learners wth
The following have been
conmuni ty-based

settings. I'n

signi ficant conmponents  of

training:

1.

For a skill to be considered learned, it nmust be
denmonstrated in environments in which the skill is
typically used. Generalization and nmmintenance nust
be denonstrated for every skill inportant enough to
be included in the |EP. For exanple, if toileting
is an |IEP program toileting should not be
considered learned until it has been denonstrated
that the Ilearner can wuse a variety of bathroons
appropriately. This include: the bathroom as hone,
in the gymat school, in the restaurant that is
frequented by the student's famly, the babysitter's
bat hr oom etc. Thus, one conmponent of
communi ty-based training is "the generalization and
mai nt enance of skills acquired in the classroom to
natural settings in the community".

For sone skills (e.g., street crossing, grocery

shopping) the demands required in community settings
are extremely difficult to simulate in a school

setting. In these cases, skills nust be taught from
entry level to mastery level in actual communi ty
settings.

Communi ty-based training inplies that skills are

taught or generalized to settings t hat are
frequented by learners with severe handicapped for
this reason, the comunity in "conmuni ty- based
training" nust be the learner's own hone comunity

If skills are acquired in comunity setting: ot her
t han t he | ocal setting, denonstrati on of
generalization to home community settings is
essential .



BEST PRACTI CE | NDI CATORS: COMMUNI TY- BASED TRAI NI NG

4. Famly menbers are nost likely the ones to acconpany 1. Learners have the opportunity to acquire specific skills
a learner in the community and, in many cases, wll within approprlate comrunlty settlngs when identified
be the learner's "teachers". Therefore, t he in the IEP . o o - YES
| earner's famly members should be directly involved
in selecting comunity-based training objectives and 2. There are opportunities for learners with severe
training sites. They also should be encouraged and handi caps to demonstrate generalization of those skills
provided with the opportunity to be directly included in the IEP to home and comunity settings in
involved in assessing and training skills in home which they typically occur. = . L .. YES

and community settings. ] ) ] o
3. Skills are taught and generalized to settings within

5. Communi ty-based program developnent requires that the learner's own hone and local comunity .. . YES
ecol ogi cal anal yses of community settings be
conducted to determ ne how accessible each setting 4. An ecological analysis approach is used to determ ne
is to individual learners with severe handicaps and | earner accessibility and setting specific 3Kkill
to identify skill requirements specific to each requirements for each community-based training site YES
setting. Ecol ogi cal analysis Is a preferred
strategy for developing programs for instruction in 5. The learner's fanmily is involved in the selection
natural environments. of community-based training Obj ectives and training
site3 .. .. ... YES

6. The learner's famly has been given the opportunity
to be involved in the assessment and training of
specific skills in home and community settings .. .. . YES

OVERALL BEST PRACTI CE SCORE: COMMUNI TY- BASED TRAI NI NG

NOT PARTI ALLY TOTALLY
| MPLEMENTED | MPLEMENTED | MPLEMENTED
1 2 3 1 5

The LEA has a witten policy for comrunity-based
training activities o YES



CURRICULAR EXPECTATIONS

The primary goal of public school education should be to
prepare studeats for theilr adult rolea within our society,
In order to achleve this goal for learners with severe
handicaps, ecurricular expectations for them and Lheir
educational experiences from the time of eptry into the
educatlonal system should be functional, cumulative and
loengltudlnal in nature, Curricular expectations should
always reflect demands of likely future environments,
including adult life. As students progress from elementary
through middle and secondary grades, there should be a3
planned increase in the proportion of time they spend in
vocational and other nonschool training sites, In addition,
there should be a system for annual monltoring of each
student's progress {rom entry Into school to exit into adult
life. This monitering system should include: (a) major
s%i}l) clusters (e.g., pgrocery shopping, cookingl, {b)
epvironments and  Instructors through which 3kill clusters
have been taught, (¢} level of performance for each skill,
and (d) any pecessary adaptatlons.

A functienal curriculum has two geoals: (1) increasaing the
number of age-appropriate, integrated, current and future
community environments in which a learner may participate;,

and {(2) increasing a learper's level of independent
partieipation in age-appropriate, Integrated, current or
future community enviroanments, One or both of theae

conditions must be met for a curriculum to be considered
functional.

increasing the number of environments 1in  which learners

participate. There are no prerequisite skills which
learners with aevere handicaps must acqulire to minimally
participate In most Integrated community environments. To

tinimally participate, a learner nced only be phyailcally
rresent in  an environment with access to non-handicapped
Lersons, People are typleally excluded f(rom Integrated
community eavirenments because of 1nappropriate soclial
hehaviors or excesslve behavlior, not because of skil)
ceficits. Making excessive nolse at a movie, or running
sround in s restaurani, are examples of behaviors which lead
Lo exclusion of individualas without nandlicaps {from
Integrated community environments. Behaviors performed by
learoners with severe handicaps that are likely to lead to
txcluslon from communlty environments need Lo be targeted
for chapge to facllitate future participation.

Te develop a functlonal program, each learner's accesslible
Jpe-appropriate, Inptegrated, current and future community
cnvironments must first be tdentifled., Hext, f{actors wWhich

Inhibit and facilitate at least minimal garticipation should
be determined and oaddressed. Unless at least minltounm
particlpation 15 achleved, more indepemdent gparticipation
cannol be reallzed,

Increased independent participation. Increastng tmdependesnt
participation in communiiy environments emphasizes teaching
learners new behaviors. Teachlng learners behasiars which
increase Independent particlpation 1in lntegrated co-munlity
environments has Dbeen referred Lo aa &
Lraiping. There are literally thousands of skills woich may
increase Ipdependent functioning, thus pracedures are needed
for prioritizing skills to be Laught. One pracedure for
prioritizing ski1lls iIs to select for immeclate tmsi-uctian
these skills the learner needs [@ost  frequeazly  ta
particlpate {n idenlified age-appropriate, curren: and
future community environments.

Ecolegical apalysis is a procedure for identifying
functional skills. It involves observing non-harz.capped
people to determine what they do in a specified env¥irznment,
and what skills are required of them to perforz Lhese
activities. Activities which cccur 1a many eaviranzeats,
and those 3kills required to perform the activitles, can
then be gilven priority for assessment and instructicsn.

Sk1]l sequences which progresa from simple to complex: sk1il
performance {e.g., developmental sequences) and curricula
derfved from them are also common bases for selecting and
sequencing skills to be taught. This Is particulariy true
in motor, cognition, languwage, and functional academic skill
areas which ipveolve a cumulative building of  sxills.
Ecologlecal analysis should be used to identify func:iional
skills {e.g., reading plctoral recipes}, and develo;Tental
sk1l1 sequence may be wvaed to 1dentify seguences of
behaviors which culminates in perforsance of a more coumplex
skill.

In some cases, It may currently be physically Impassicle for
a learner to perform a certaln akill. This sizzation
requires adapting hgow the learner performs the skill. The
functional skills some learners with severe handicaps w.se Lo
achieve success, may vary significantly from the s4ills
people without handicaps typlcally wuse to perform the same
activities.

Many skills may be diffjcuwlt to teach or ‘take a long Lime
for a learner with severe handicaps to learn, To mar:mize
the opportunity for learners wilh severe hapdicaps Lo 2:tain

maximum independence in adulthood: (a) curricula snoul: be
longltudinal in nature, {B) tnstruction in impartant Life
ckills sheuld be inltlated far 1o asdvance of <hepn the . -:lls



