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Abstract
The Individuals with Disabilities Education Act (IDEA; 2004) requires special educators and
school districts to write individualized education programs for students with disabilities to
provide them a free appropriate public education. IDEA (2004) mandates transition planning to
begin for students with disabilities when a student reaches the age of 16, or before based upon
need. Many special educators leave their teacher education programs with little to no preparation
in transition planning which could ultimately interfere with the student’s federally mandated
right to a free appropriate public education. Since teachers are not receiving adequate training in
transition in their undergraduate programs, in-service professional development training is a way
to help teachers gain the knowledge and skills needed to write compliant transition plans.
Currently, little research exists exploring the effects of professional development on transition
planning. Using a comparison group design, this study examined the effects of professional
development on transition planning, and more specifically, the changes in knowledge and skills
gained from the professional development training. Results of this study indicated the
effectiveness of professional development on teacher knowledge of best practices in transition
planning. In addition, results indicated the intervention, Stepping-Up, yielded increased scores in
discriminating between compliant and noncompliant postsecondary and annual transition goals,
and the creation of compliant transition plan components. Implications are discussed regarding
the need for time-effective and quality professional development in transition planning and the
continued need to explore the effects of professional development on actual transition planning

practices.
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Chapter 1
Introduction
Problem Statement

Beginning in 1990, the Individuals with Disabilities in Education Act (IDEA) mandated
Transition planning to occur within the student’s individualized education program (IEP) for
secondary students with disabilities beginning at age 16 (IDEA, 1990; Turnbull et al., 2009). The
transition mandate in IDEA has changed two times since 1990 with revisions in 1997 and 2004.
IDEA (2004) mandates transition planning to begin by age 16 or before if deemed necessary by
the IEP team. Many states require transition planning to begin before the age 16. Transition
planning per IDEA (2004) includes three major components postsecondary goals, annual IEP
goals related to transition needs, and transition services including a course of study. While
transition planning has been included in the IEP for secondary age students for 30 years, the lack
of teacher preparation in transition (Anderson et al., 2003; Morningstar et al., 2018) and teacher
knowledge of transition planning (Plotner et al., 2016) limits teachers’ ability to write compliant
and quality transition plans for students with disabilities.

The large majority of special educators leave their preservice teacher preparation
programs without adequate transition knowledge to develop transition plans for their students. In
fact, only 35% of teacher preparation programs require a dedicated course in transition
(Williams-Diehm et al., 2018), and many teachers leave their alma maters with little to no
transition education embedded in other special education coursework (Anderson et al., 2003;
Morningstar et al., 2018). In addition, many special educators note their lack of satisfaction with

their transition competencies, which ultimately influences their levels of preparedness to write



and implement transition plans and instruct transition skills (Morningstar & Benitez, 2013;
Morningstar et al., 2018).

Recent compliance reports indicate teachers are not creating compliant and quality
transition plans for students with disabilities (Landmark & Zhang, 2012; Powers et al., 2005)
These reports over the last two decades show the potential for numerous violations, including
procedural requirements outlined in the Individuals with Disabilities Education Act (2004;
Grigal et al., 1997; Landmark & Zhang, 2012). These violations could potentially result in due
process hearings and court cases over denying students their right to a Free and Appropriate
Public Education (FAPE; Prince et al., 2013). The most recent ruling over the meaning of
appropriateness with FAPE per Endrew F. v. Douglas County School District (2017) provides
serious implications for teachers to create appropriate transition plans, specifically postsecondary
and transition goals (hereafter Endrew). The ruling over the Endrew case requires schools to
show students are making reasonable and calculated progress toward goals (e.g., transition-
related goals) in order to provide students with disabilities FAPE (Prince et al., 2018). Since
preservice preparation programs are not adequately preparing teachers in transition competencies
(Anderson et al., 2003; Morningstar et al., 2018), in-service professional development is a
potential way to help teachers gain transition knowledge and help prevent potential interference
with the FAPE provision by instructing teachers to create compliant and quality transition plans.
Significance of Study

Special educators and other related educational professionals have been required to plan
for the transition from school to post school for students with disabilities for 30 years with the
first mandates beginning in 1990. However, in recent years (2004 and beyond) the standards-

based education movement has required many teacher preparation programs to focus solely on



academics (Morningstar et al., 2012), leaving little room for teachers to plan for and teach
important functional skills.

Despite the call in 2003 for comprehensive transition preparation from the Division on
Career Development and Transition of the Council for Exceptional Children, many teachers
leave their preservice teacher preparation programs with limited knowledge of transition
planning and processes (Blalock et al., 2003). Sadly, teacher preparation in transition has
changed little in the last two decades (Anderson et al., 2003; Morningstar et al., 2018). Anderson
et al. (2003) reported less than half of special education teachers received less than one course or
received little to no transition embedded in coursework. Unfortunately, recent studies reported
similar findings (Morningstar et al., 2018; Plotner et al., 2016). In a syllabi review of higher
education institutions with special education certification, Williams-Diehm et al. (2018) reported
only 35% of programs require a transition course. These results indicate a lack of preservice
personnel preparation of teachers in special education. This lack of preparedness in secondary
special educators could be responsible for dismal postsecondary outcomes experienced by
individuals with disabilities (Blancett, 2001; Knott & Asselin, 1999; Morningstar & Benitez,
2013; Wolfe et al., 1998).

Overall, many teachers felt dissatisfied with their transition preparation (Benitez et al.,
2013; Plotner et al., 2016). In fact, Plotner et al. (2016) reported 73% of teachers stated they did
not gain knowledge from their university preparation program on transition. Teachers also report
dissatisfaction with the amount and quality of professional development in transition (Anderson
et al., 2003; Morningstar et al., 2018). In a more positive finding, educator’s preparedness is
significantly impacted by coursework and professional development in transition

(Morningstar & Benitez, 2013; Morningstar et al., 2018). According to Blalock et al. (2003)



there are two options to prepare teachers to create and implement effective transition planning:
(a) assigning transition-only coursework to preservice training teacher preparation programs, or
(b) providing professional development to in-service and preservice teachers on transition topics.
As indicated, preservice programs are not providing adequate training for teachers in transition,
indicating a need for professional development to occur at the in-service level.

Current research pinpoints three studies on the impact of professional development in
transition (Holzberg et al., 2018). Two studies researched the effects of professional
development on teachers’ ability to write compliant and quality transition plan components
(Doren et al., 2012; Flannery et al., 2015). These studies used a pretest/posttest design without a
control group and coded several IEPs per participant before and after training. In the first study,
Doren et al. (2012) targeted postsecondary goal writing and found significant improvements in
that area. The second study broadened their target to several transition planning components,
including postsecondary goals, annual transition goals, coordinated activities, course of study,
and present levels of performance. Their results indicated teachers significantly increased
compliance in all but one component, annual transition goals. Flannery et al. (2015) noted many
teachers described using specific techniques to build the transition plan, but they did not include
information in the student’s transition plan — indicating a gap in teacher knowledge and
application of knowledge. Both studies lacked several key features, including a control group
and a way to gauge teacher knowledge pre/post. In addition, while researchers discussed some of
the features of the professional development that was provided, researchers did not use a specific
framework to support either training, nor did they follow suggested best practices on providing

professional development.



The lack of research indicating the effectiveness of professional development in
transition illuminates a gap in the current literature. In addition, current research does not
indicate the level of teacher knowledge prior to and after professional development training in
transition topics. Therefore, a need exists to determine the effects of professional development in
transition on teacher knowledge of transition competencies, particularly in the areas of transition
planning and assessment.

There is some guidance within the special education literature on how to best provide
professional development in transition (Benitez et al., 2009; Dunst & Trivette, 2009; Holzberg et
al., 2018). Hozlberg and colleagues’ (2018) review of effective professional development across
special education content delivery indicated several core elements, including active participant
engagement with coaching and follow up opportunities, content-specific focus, addresses issues
facing educators at work, and satisfactory length, to be powerful. Other suggestions for best
practices in adult learning and providing professional development include using the
Participatory Adult Learning Strategy (PALS; Dunst & Trivette, 2009), which seeks to actively
engage learners using a four-phase model: introduce materials prior to training, participant
practice and evaluation of learning, informed understanding with time for reflection, and active
learner involvement throughout the entire training.

Transition scholars also reported several techniques to best provide professional
development to in-service and preservice teachers. Benitez et al. (2009) suggested allowing
teachers to evaluate transition plan components, specifically, their own; to practice writing
transition plans, and to seek help from others in developing the plan. May et al. (2018) indicated
the effective use of service-learning projects for students who participated in university

preparation programs. These service-learning projects centered around providing transition



services, administering transition assessments, and creating transition plans, which allowed
students to gain a proficient or accomplished understanding of core transition competencies. In
addition, this service-learning project enabled students to feel higher levels of confidence on
pre/post self-assessments, particularly in the areas of developing plans and using assessments.
This suggests pre-service teachers gained knowledge and skills in transition competencies
through case studies and actual practice administering transition assessments and writing IEPs,
which could be mimicked in in-service trainings.

Lastly, exploring the literature within special education leads to behavior analytic
techniques for effective instruction, including using direct instruction, in particular, the “I do, we
do, you do” method (Burnes & Yssledyke, 2009). The behavior analytic literature also suggests
providing numerous opportunities to respond and using examples and nonexamples (Simonsen et
al., 2008; Thompson et al., 2017). Considering the suggestions for best practice in providing
professional development and effective instructional practices within applied behavior analysis, |
created a professional development framework to teach educators how to create compliant and
quality transition plans using transition assessment results.

Research Questions
Research questions were:

(1) Do participants in the Stepping-Up intervention exhibit significantly greater gains
from pre- to post- transition planning assessment scores than those in a comparison
group?

(2) Do participants in the Stepping-Up intervention exhibit significantly greater gains
from pre- to post- multiple choice scores of the transition planning assessment than

those in a comparison group?



(3) Do participants in the Stepping-Up intervention exhibit significantly greater gains
from pre- to post- discrimination scores of the transition planning assessment than
those in a comparison group?

(4) Do participants in the Stepping-Up intervention exhibit significantly greater gains
from pre- to post- fill-in-the-blanks scores of the transition planning assessment than

those in a comparison group?

Proposed Study

Current research illuminates a gap for a comprehensive and universal professional
development framework to increase transition knowledge to guide teachers in writing quality,
compliant transition plans through compliance reviews (Gaumer-Erickson et al., 2014; Grigal et
al., 1997; Landmark & Zhang, 2012), case law decisions (Petcu et al., 2014; Prince et al., 2014),
inferior postsecondary outcomes for students with disabilities (Newman et al., 2009), and lack of
in-service/preservice training for secondary special educators (Anderson et al., 2003; Benitez et
al., 2009; Morningstar et al., 2018). Therefore, I proposed a study on the effectiveness of
professional development on teacher knowledge and skills in transition planning components
using a comparison group. The comparison group received a professional development training
in transition.

The Oklahoma State Department of Education contracted with the Zarrow Center for
Learning Enrichment at the University of Oklahoma to provide 16 professional development
trainings on transition topics for the 2019-2020 school year. These topics included (a) transition
assessments for students with mild to moderate disabilities, (b) transition planning for students
with significant support needs, (c) using EdPlan to create meaningful transition plans (Stepping

up Transition), and (d) student involvement in the IEP. Trainings were provided in four different



cities (Lawton, Oklahoma City, Owasso and Enid) to encourage teachers from across the state to
attend without extensive travel requirements. Each training allowed for up to 150 participants to
attend. My proposed study focused on gaining data from two of the four training types (eight
trainings total): the transition assessments for students with mild to moderate disabilities and
using EdPlan to create meaningful transition plans.

I used a comparison group research design. Due to the inability to randomly assign
groups to control or intervention, this research design was quasi-experimental. There were two
groups, intervention and comparison, both of which received professional development. Data
were collected pre/post in both trainings using the same knowledge assessment. To ensure the
assessment instrument used to assess teacher knowledge of transition planning in the designated
training groups was appropriate, the assessment was (a) vetted by professionals in the field, (b)
pilot tested with several groups of individuals, and (c) reviewed by the Oklahoma State
Department of Oklahoma’s transition representative. I used specific data analysis techniques to
determine the effectiveness of each professional development to compare the effectiveness
between the two training conditions and to determine if any demographic information, including
location, years of teaching experience, and primary teaching assignment, impacted the
assessment results.

The assessment developed targeted knowledge and skills directly related to the creation
of the transition plan. The assessment had three parts: (a) seven multiple-choice questions over
best practice requirements of transition plans, (b) four discrimination of compliant (yes/no)
postsecondary goals and annual transition goals, and (c) five fill-in-the-blank questions for a

postsecondary goal, two annual transition goals, and a coordinated activity.



I hypothesized, based upon existing research on the effectiveness of professional
development to improve and increase quality and compliance of transition plans (Doren et al.,
2012; Flannery et al., 2015) and increased preparedness (Benitez et al., 2009; Morningstar &
Benitez, 2013), that the intervention training would significantly increase teacher knowledge of
transition planning components. In particular, I hypothesized the training “using Edplan to create
meaningful transition plans,” using my universal framework for writing quality and compliant
transition plans titled Stepping-Up Transition, would be effective at increasing teacher
knowledge and skills in identifying best practice, identifying compliant transition planning

components, and writing compliant transition planning components.



Chapter 2
Review of Literature

Special Education Overview

The Individuals with Disabilities Education Act (IDEA; 2004) promises children with
disabilities a free appropriate public education (FAPE) through federal legislation. The initial
law allocating educational rights to children with disabilities, the Education of the Handicapped
Act, was enacted in 1970. The concept of FAPE was introduced in 1975, with an amendment to
the initial law which also changed the name to The Education for all Handicapped Children Act
(EAHCA; Yell et al., 2017). The intent of EAHCA was to provide students with disabilities an
education similar to their counterparts without disabilities, spurred in part by the civil rights
movement (Gerber, 2017; Yell et al., 2017). EAHCA was the precursor to IDEA in 1990 and has
been revised and amended several times since its first enactment, with the most recent revision in
2004 (Turnbull et al., 2009). Despite this almost 45 year old call for the rightful treatment and
education of children with disabilities, dismal in-school (Wagner et al., 2006) and post-school
outcomes (Blackorby & Wagner, 1996; Newman et al., 2009) still exist—calling into question
teaching practices perpetuated by school districts, administrators, and teachers. While there have
been increases in positive postsecondary outcomes of individuals with disabilities, these rates
remain significantly lower than those of their peers without disabilities (Newman et al., 2009).
Transition Overview

Dismal post-school outcomes of individuals with disabilities prompted scholars and
educational professionals to call for comprehensive planning to support the transition from high
school to post-school outcomes (Newman et al., 2009). Preparing students with disabilities for

the transition to adulthood is supported through transition planning mandated by federal
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legislation. First introduced in IDEA 1990, transition planning is currently mandated within the
Individuals with Disabilities Act (IDEA; 2004) to begin by the age of 16—however, many states
have adopted stricter regulations to begin transition planning as young as 13 (Suk et al., 2019). A
call for comprehensive transition planning began decades before it was first mentioned in federal
educational laws (i.e., P.L. 94-142, IDEA 1997, IDEA 2004).

Madeline Will and the Office of Special Education Programs issued a school-to-work
bridge model in 1984 in an attempt to increase employment rates of individuals with disabilities
after high school. At that time, unemployment rates for individuals with disabilities were very
high, sometimes hovering around 88% (Wehmen et al., 1985). The bridge model (Will, 1984)
supported employment outcomes for students with disabilities in high school through three
special service plans: no services, time-limited services, and on-going services. Will’s (1984)
model was later improved upon by Halpern (1985) who extended supports from employment-
only to residential living and social and interpersonal networks. In addition, Halpern (1985)
recognized all students received generic supports from high school to the transition to
employment; therefore, the term “no services” was changed to “generic services”. Lastly,
Halpern (1985) noted the services provided in high school to students with disabilities
contributed to their overall community adjustment.

A few years later, federal laws adopted transition planning as a mandated practice for
individuals with disabilities in PL 94-142, sometimes referred to as IDEA 1990. IDEA (1990)
embraced the outcome-oriented process of Will’s (1984) and Halpern’s (1985) models and
identified supports for the movement of students with disabilities toward postsecondary activities
in education/training, employment, independent living, and community participation. Currently,

IDEA (1990) has been reauthorized with revisions to the law occurring in 1997 and 2004. IDEA
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(2004) made a few changes to the transition planning definition, most notably in the change from
an outcome-oriented to a results-oriented process to improve both academic and functional
performance of students with disabilities in the same identified transition areas (Turnbull et al.,
2009).

Transition Defined

Most recently, Rowe et al. (2014) used a Delphi study to operationalize and define
evidence-based predictors of postsecondary success. Rowe and her colleagues have provided the
most comprehensive definition of secondary transition. “A transition program prepares students
to move from secondary settings to adult life, utilizing comprehensive transition planning and
education that creates individualized opportunities, services, and supports to help students
achieve their post-school goals in education/training, employment, and independent living”
(Rowe et al., 2014, p. 11). Hence, transition education encompasses planning for a student’s life
after high school through meaningful planning, experiences, and instruction provided
by educational stakeholders during secondary school.

In addition to the transition definition, explanation of transition services, and mandated
transition components within IDEA (2004), transition is an integral part of the overall purpose of
special education. IDEA (2004) states the first purpose of special education is “to ensure that all
children with disabilities have available to them a free appropriate public education (FAPE) that
emphasizes special education and related services designed to meet their unique needs to prepare
them for further education, employment, and independent living” (20 U.S.C. 1400,(1a)).
Postsecondary outcomes of further education, employment, and independent living are the
cornerstone of this purpose—emphasizing the importance of transition within IDEA. This also

indicates FAPE is provided to help students prepare for their postsecondary lives. Before diving
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into litigation over FAPE in regard to transition planning, it is important to discuss the
implications of FAPE and the evolution of the FAPE definition.

Legal Implications
Free Appropriate Public Education (FAPE)

A free appropriate public education (FAPE) must be provided to a// children with
disabilities. “Free” refers to the education being provided at no cost to the child or family
(Turnbull et al., 2009). This also includes the zero-reject mandate—allowing all children with
disabilities regardless of severity to receive an education through public schools (IDEA, 2004).
Appropriate is slightly more difficult to define and has been at the heart of numerous court cases
(Aron, 2005; Petcu et al., 2014; Prince et al., 2014; Yell & Drasgow, 2000). The first Supreme
Court ruling over FAPE occurred with Board of Education v. Rowley, 1982 (hereafter Rowley,
1982). Rowley (1982) required the U.S. Supreme Court to decide how “appropriate” should be
defined within confounds of IDEA (Rowley, 1982; Prince et al., 2009; Turnbull et al., 2009). The
two-part description of “appropriate” within Rowley (1982) includes (a) outlined procedures
within IDEA and (b) a benefit standard. Outlined procedures include the child’s right to a non-
discriminatory evaluation, development of an individualized education program (IEP), least
restrictive environment (LRE) placement, parental rights, and parental safeguards (Rowley, 1982;
Turnbull et al., 2009). Thus, “appropriate” should be individually described in the child’s IEP to
include special education services, supports, and accommodations as well as present levels of
academic and functional performance, LRE, goals and objectives, and related services (Turnbull
et al., 2009).

The benefit standard refers to the progression of skills, meaning students need to be

making progress in the skills targeted by evaluations and on-going assessments as outlined in the
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child’s IEP (Rowley, 1982; Aron, 2005). The term “benefit” is highly contested across the special
education field with several courts’ decisions resulting in varying definitions (Aron, 2005; Prince
et al., 2018). Following Rowley (1982), several district courts determined the level of “benefit”
ranges from meaningful to adequate to some (Aron, 2005; Prince et al., 2018), leaving many
school districts and states left to interpret and provide FAPE differently (Aron, 2005). Basically,
what constitutes FAPE for one student differs from another (Prince et al., 2018).

In 2017, the U.S. Supreme Court ruled again on FAPE in Endrew F. v. Douglas County School
District (hereafter Endrew, 2017). The Endrew (2017) ruling determined a child with a disability
“must make progress appropriate in light of the child’s circumstances.” In other words, students
must make progress in skills they need rather than just providing trivial benefits (Endrew (2017);
Prince et al., 2018). The Endrew (2017) decision overruled Rowley (1982) and increased the
benefit standard from minimal or just above no progress to “reasonably calculated progress”
(Endrew (2017); Prince et al., 2018). The Endrew (2017) ruling prompts school districts to plan
for further advancement in both academic and functional performance (Prince et al., 2018).

The definition of FAPE has evolved over the last 45 years, setting a higher quality
precedent for educating children with disabilities (Prince et al., 2018; Zirkel, 2017). Therefore,
students should be benefitting from the instruction and services provided by schools as
demonstrated through progress monitoring. This benefit occurs beginning with IEP development
and implementation of research-based practices known to increase student academic and
functional performance (Prince et al., 2018).

The Endrew (2017) decision reinforced the need to develop effective and appropriate
IEPs including transition plans (Prince et al., 2018). Prince et al. (2018) reviewed case law

decisions revolving around transition planning and FAPE to determine several recommendations
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for transition plans and IEPs. In particular, Prince et al. (2018) recommended IEP teams should
adhere to specific IEP requirements, including (a) using assessments to make educational
decisions; (b) creating meaningful, appropriate annual goals for academics and functional skills;
(c) addressing student’s targeted needs through related and special education services; and (d)
conducting progress monitoring to report progress to the IEP team and parents.

Since the meaning of FAPE within IDEA has evolved over the last several decades, it is
difficult to determine the extent to which FAPE has been provided to students with disabilities in
regard to the benefit standard (Zirkel, 2017). While procedural requirements including the
creation and implementation of the IEP are easier identified and ruled on in court cases,
numerous disputes have occurred over the benefit standard within FAPE. Procedural
requirements within IEPs are typically reviewed with guidance from several indicators within
IDEA. IDEA (2004) mandates 20 indicators for state performance (20 U.S.C.
1421(a)(15)(A)(iii)). Most of these indicators revolve around academic requirements and
procedural safeguards, but several have implications for functional performance of students.
Four of the 20 indicators within IDEA (2004) directly address transition: Indicators 1, 2, 13, and
14. Indicators 1 and 2 require districts to report graduation and dropout rates of students with
disabilities on IEPs, respectively. Indicator 13 focuses on the use of age-appropriate transition
assessments and postsecondary goals (Leconte & Neubert, 2013). Other important aspects of
Indicator 13 include annual transition goals, transition services, and student involvement in the
IEP (National Technical Assistance Center on Transition, 2012). In addition to Indicator 13,
which addresses compliance of the IEP transition plans, Indicator 14 requires schools to
report student outcomes in post-school education/training and employment one year after

students graduate from high school (Gaumer-Erickson et al., 2014). Thus, the connection
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between compliant transition plans and postsecondary outcomes is solidified in federal law—
providing FAPE to students with disabilities begins with compliant IEPs with special attention to
transition plans to further postsecondary outcomes of students with disabilities. Transition
mandates and the changing definition of FAPE ultimately resulted in numerous court cases in
regard to transition planning.
Transition and the Courts

There are several court cases resulting from a violation of FAPE in regard to transition
planning. Several court cases between 2004 and 2013 ruled school districts denied FAPE to
students based on transition planning and service requirements (Prince et al., 2013). Below, I
describe seven cases in more detail to explain the reasoning FAPE was denied to students based
upon transition services and planning.

e The district court ruled the Black River Fall School District (2004) denied a
student FAPE in regard to the benefit standard as the school did not monitor
progress in transition skills which would provide the student with skills needed
for postsecondary education and employment (Etscheidt, 2006; Prince et al.,
2014).

e The School district of Philadelphia v. Deborah A. (2011) ruling found the school
district did not provide appropriate goals and transition services including
independent living and employment. The school district was ordered to provide
compensatory education for the student for two years as the student was denied
FAPE.

e The court ruling of District of Columbia Pub. School, 111 LRP 26012 (2011)

determined the school district did not use appropriate transition assessments to
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measure student abilities and level of functioning, thus postsecondary goals were
not appropriate (as cited in Prince et al., 2013). As a result, the student was denied
FAPE.

The Carrie 1. v. Department of Education, State of Hawaii (2012) ruling found
Carrie’s son’s transition goals were vague and impersonal. Additionally, age-
appropriate transition assessments were not administered or used to create
individualized transition goals. Transition services were also inappropriate. The
court ruled the student was denied FAPE.

In Gibson v. Forest Hills School District Board of Education (2013), the court
ruled the school district did not provide the student with FAPE as a result of
failing to adequately address the student’s postsecondary future—the student’s
interests and preferences were not accounted for in transition planning.

In Jefferson County Board of Education v. Lolita S. (2013), the student was
denied FAPE due to inappropriate postsecondary goals and transition services.
The school district did not use appropriate transition assessments and the
assessments that were used produced inappropriate, vague results. Also, there was

no evidence transition goals were updated annually.

These cases outline the serious nature of inadequate transition planning leading to possible FAPE

violations. If age-appropriate transition assessments are not used and progress is not monitored to

ensure students are making reasonable progress toward goals, school districts could be held

liable for the denial of FAPE (Prince et al., 2013; Prince et al., 2014). In addition, if transition

plans, particularly postsecondary goals, are not created with student interests and preferences,

this could result in a FAPE violation.
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In a review of due process hearings and court cases between 2005 and 2013, Petcu et al.
(2014) found violations occurred in the following components (a) lack of student involvement in
the IEP, (b) lack of transition assessments used to develop the plan gauging students strengths
and interests, (c) delay in developing the transition plan, (d) lack of parent involvement in
transition plan creation, () poor postsecondary goals, (f) inappropriate transition services
identified or provided, and (g) lack of age-appropriate transition assessments used to develop the
transition plan. Similarly, Prince et al. (2014) discovered transition plans which included the use
of multiple age-appropriate transition assessments, individualized plans created upon student
strengths and interests with corresponding postsecondary goals, evidence of student
participation in the IEP meeting, and progress monitoring toward goal progress prevailed in court
cases. These two reviews (Petcu et al., 2014; Prince et al., 2014) outlined the necessary
components transition plans must have to provide transition age youth with FAPE.
Noncompliance of transition components mandated by IDEA (2004) resulted in a violation of
FAPE by not adequately addressing student needs through special education and related services
and not planning for future functional performance (Petcu et al., 2014; Prince et al., 2014; Prince
et al., 2018). The number of court cases cannot account for all violations of FAPE within
transition planning. Therefore, to potentially account for other violations of FAPE, further
exploration of compliance and quality of transition plans is warranted.
Compliance of Transition Plans

Ideally, well-written, quality, compliant transition components in the IEP will lead to
better instruction in transition skills and, hopefully, greater postsecondary outcomes. The more
compliant transition components are in the IEP, the more likely students will receive appropriate

transition instruction (Landmark & Zhang, 2012). Students who receive adequate and
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appropriate transition services attain more positive postschool outcomes (Landmark & Zhang,
2012; Mazzotti et al., 2013; Test et al. 2009). Furthermore, students who receive satisfactory
transition services are more likely to be employed, to go college, and to live independent lives
(Mazzotti et al., 2013; Test et al., 2009). Appropriate transition planning is also a positive
predictor of postsecondary education enrollment (Erickson et al., 2014). Thus, the correlation
between quality, compliant transition plans and better outcomes is established (Gaumer-Erickson
et al., 2014; Grigal et al., 1997; Landmark & Zhang, 2012; Test et al., 2009).

In recent years, several researchers have explored the quality and compliance of
transition planning in secondary settings (Gaumer-Erickson et al., 2014; Grigal et al., 1997;
Landmark & Zhang, 2012; Powers et al. 2005). The compliance and quality of transition plans
varied across studies depending on the geographic location, date, and measures used to
determine quality; however, each study highlighted the need for greater teacher understanding of
transition planning and federal mandates.

Compliance rates for the transition components of the IEP have increased over the last
several years (Gaumer-Erickson et al., 2014; Grigal et al., 1997; Landmark & Zhang 2013);
however, the results of compliance reviews revealed transition plans have not been appropriately
developed to help students make meaningful progress in functional transition skills (Gaumer-
Erickson et al., 2014; Landmark & Zhang, 2012). Specifically, many plans violated the IDEA
mandate to use age-appropriate transition assessments (Prince et al., 2014). This ultimately
affected FAPE because plans were not created based on assessment results, goals were not
individualized to student needs, appropriate services were not provided to meet their needs, and
progress monitoring on skills did not show proof of the benefit standard set forth by Endrew

(2017) and seen in other case law decisions. Although compliance does not guarantee students
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will attain postsecondary goals, it does set a minimum standard for school districts (Landmark &
Zhang, 2013). The following sections will provide a look at transition compliance beginning in
1997 to show the progression of transition planning throughout the last two decades.
The first compliance reviews indicated most transition plans were compliant but lacked quality
and evidence of best practice (Grigal et al., 1997; Powers et al., 2005). Grigal et al. (1997) and
Powers et al. (2005) discovered while a majority postsecondary goals met requirements for
compliance, they lacked details and quality. In addition, transition plans lacked evidence of being
updated annually. Between those two compliance reviews, the inclusion of postsecondary goals
increased, but the quality of goals did not improve. Everson and colleagues (2001) found many
transition plans included post-school outcomes, but many plans did not include timelines or
action steps. In fact, fewer than 10% of transition plans were either detailed or adequate. While
Powers et al. (2005) indicated an increase in quality, fewer than 40% of transition plans were
detailed or adequate. Similarly, the poor quality of postsecondary goals had resulted in FAPE
litigation (e.g., Carrie I.v. Department of Education, State of Hawaii, 2012; Jefferson County
Board of Education v. Lolita S., 2013).

In another review of compliance and quality several years later, Landmark and Zhang
(2012) found low percentages of full compliance amongst transition components including
postsecondary goals, annual goals, and transition services. They noted about three-fourths of the
transition plans were not linked to a student’s postsecondary aspirations or aligned with
individual student strengths, needs, preferences, and interests as mandated in IDEA (2004). In
addition, only 41.5% of the IEPs analyzed were fully compliant; many lacked the inclusion of
transition goals and services aligned with the student’s chosen postsecondary goals. A lack of

assessments to appropriately gauge student interests and preferences is a violation of FAPE, as
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established in Carrie I. v. Department of Education, State of Hawaii (2012). In addition, not
tailoring postsecondary goals and annual transition goals to the youth’s specific transition needs
and interests also violates FAPE (e.g., Black River Fall School District 40, Carrie I. v.
Department of Education, 2012).

Prince et al. (2014) concluded that a noncompliant or poor quality transition component
may not be a direct violation of FAPE if other portions of the IEP promoted student growth in
transition skills—however, having quality transition plans can help “avoid procedural and
service-delivery violations that result in a denial of FAPE” (as cited in Prince et al., 2014, p. 46;
Prince et al., 2013). The compliance and quality reviews over the last two decades show that
while many plans met compliance mandates, a larger percentage of plans lacked quality and did
not address student interests, preferences, strengths, and limitations through transition
assessment (Gaumer-Erickson et al., 2014; Grigal et al., 1997; Landmark & Zhang, 2012; Prince
et al., 2013; Prince et al., 2014).

Barriers to Appropriate Transition Planning

The lack of preservice and in-service training account for the largest barrier to
implementing appropriate transition planning and practices (Benitez et al., 2009; Lubbers et al.,
2008; Mazzotti & Plotner, 2016). Training helps prepare teachers to use effective transition
planning strategies; however, teacher preparation in transition has changed little over the last two
decades (Anderson et al., 2003; Morningstar et al., 2018). Special educators, as well as other
educational stakeholders, rely on their teacher preparation programs to gain knowledge and skills
related to transition; however, preservice training may not be adequately preparing teachers to

effectively implement transition practices (Lubbers et al., 2008; Mazzotti & Plotner, 2016).
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Mazzotti and Plotner (2016) found most special educators did not gain knowledge about
secondary transition in their educator preparation program.

Since teacher preparation programs may fail to prepare teachers in the area of transition,
professional development is needed to fill in gaps of knowledge in transition (Benitez et al.,
2019; Morningstar et al., 2018). However, numerous studies show teachers are dissatisfied with
their level of in-service training in transition competencies (Benitez et al., 2009; Morningstar et
al., 2018; Plotner et al., 2016). When it comes to implementing transition planning and practices,
Morningstar and Benitez (2013) determined training matters. Special educators receive much of
their training on the job through professional development or from colleagues, especially in
transition practices (Pham, 2012; Plotner et al., 2016). However, little to no evidence exists on
the effects of professional development on teacher knowledge in transition. Through the
review of current and past research on transition preparation and professional development in
transition over the last two decades, highlighted by the need for additional training through
compliance reviews and case law decisions, I will illuminate the need for a comprehensive
professional development framework for writing compliant and quality transition service plans.
Teacher Preparation in Transition

Many educators have reported completing their preservice teacher preparation programs
without a class devoted to transition planning (Williams-Diehm et al., 2018). In addition, a
majority of educators reported a lack of satisfaction in their preservice training in transition
(Mazotti & Plotner, 2016). Therefore, educators could potentially be contributing to poor
transition outcomes of students due to their lack of knowledge in transition planning. Numerous
case law decisions have indicated poor transition planning violated the IDEA (2004) provision

for a free appropriate public education (FAPE). Lastly, several compliance reviews pointed to an
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overwhelming number of transition plans that did not meet compliance measures set forth in
IDEA with Indicator 13. Additionally, an even smaller number of transition plan components
met appropriate quality standards.
Preservice Transition Preparation

The level of preparedness of preservice teachers impacts the implementation of transition
practices (Benitez et al., 2009; Knott & Asselin, 1999; Lubbers et al., 2008; Morningstar et al.,
2018). Over the last three decades, research determined educators view transition competencies
as important (Anderson et al., 2003; Knott &Asselin, 1999; Morningstar et al., 2018); however,
the amount of time spent implementing these transition practices did not match the level
of importance given by teachers (Benitez et al., 2009; Morningstar & Benitez, 2013; Morningstar
et al., 2018). Thus, if teachers are not prepared in transition competencies, they are less likely to
teach transition knowledge and skills to their students.

Overall, teachers felt dissatisfied with their transition preparation (Benitez et al.,
2013; Plotner et al., 2016). Plotner et al. (2016) found that 73% of teachers reported they did not
gain knowledge from their university preparation program on transition. The level of
preparedness was significantly impacted by coursework and professional development in
transition (Morningstar & Benitez, 2013; Morningstar et al., 2018). Despite their lack of
preparedness in transition competencies in general (Plotner et al., 2018), teachers felt more
prepared in the area of transition planning than other transition competencies. Morningstar et al.
(2018) explored the perceptions university and college faculty members had related to their
graduating students’ preparedness. They felt their students’ preparedness in planning and
strategies for transition was higher than in the area of transition assessment. The topic of

transition assessment is covered in university and college preparation programs (Williams-
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Diehm et al., 2108); although, fewer than half covered transition assessment through a class
project or activity. Similarly, IEP transition development was covered by most programs (83%);
however, the coverage was split between lecture (54%) and activities (58%). Lectures or
readings were the most common method of transition content delivery (Morningstar et al., 2018;
Williams-Diehm et al., 2018). The lack of hands-on practice with transition assessment and IEP
development could fuel a disconnect between teacher preparedness and implementation of best
practices for transition.

The type of university preparation in transition matters as well. Teachers who received at
least one course solely devoted to transition were more likely to feel prepared than others who
had transition content covered within one or more courses (Benitez et al., 2013; Knott & Asselin,
1999; Morningstar et al., 2013). Sadly, most teachers do not receive one or more courses devoted
to transition alone (Anderson et al., 2003; Morningstar et al., 2018), and only about 35% of
universities have a devoted course in transition (Williams-Diehm et al., 2018). Similarly, Pham
(2012) results, indicated only about 14% of special educators received information about
transition through college coursework. This indicated a large number of special educators are
leaving their alma-maters without a course in transition. Ultimately, teachers are not provided
with enough knowledge and skills to implement transition practices (Anderson et al., 2003;
Morningstar et al., 2018).

While years of teaching did not yield differences in perceived transition preparedness,
having differing teaching responsibilities did (Knott & Asselin, 1999; Morningstar & Benitez,
2013; Pham, 2012). Teachers whose sole responsibility was providing transition services ranked
their knowledge of transition higher than did other special educators. In addition, having a

transition specialist certification showed marked increases in transition knowledge (Morningstar
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& Benitez, 2013). Teachers who taught students with intellectual disabilities ranked their
knowledge of transition competencies as higher than teachers who taught other disability
categories (Benitez et al., 2009; Morningstar & Benitez, 2013). Teachers who were direct
transition service providers were more likely to use evidence-based practices in transition than
were other special educators (Plotner et al., 2016). Along the same lines, faculty rated their
students’ transition knowledge as higher if the program had a faculty member specializing in
transition; they also rated transition as having greater importance in these programs (Morningstar
et al., 2018).

Special educators, as well as other educational stakeholders, rely on their teacher
preparation programs to gain knowledge and skills related to transition; however, preservice
training may not be adequately preparing teachers to effectively implement transition practices
(Lubbers et al., 2008). Teachers who receive formal training in transition practices are more
likely to implement interventions and services; thus, teachers who are unprepared and have no
training may be contributing to poor outcomes experienced by students with disabilities post
high school. The more prepared teachers are in transition, the more likely they are to implement
the practices in transition (Benitez et al., 2008; Knott & Asselin, 1999; Lubbers et al.,

2008; Morningstar & Benitez, 2013). “Transition supports and services will not be implemented
unless teachers know and understand them” (Lubbers et al., 2008, p. 290).

University preparation programs are not the only ways teachers gain knowledge about
transition (Pham, 2012). Pham (2012) found a small percentage of teachers also learned about
transition through professional development and even fewer through professional
conferences. Most secondary special educators claimed they never or seldomly were provided

with training in transition evidence-based practices—the same group of respondents noted they
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were also dissatisfied with the training they did receive (Plotner et al., 2016). Most

general educators do not receive training in transition either (Wolfe et al., 1998), leaving the
majority of transition responsibilities resting on the shoulders of special educators. However, Li
et al. (2009) suggested transition is a team effort and special educators should not be solely
responsible for transition planning and services.

In-Service Transition Preparation

The call for comprehensive effective professional development is highlighted by the lack
of transition coursework in teacher preparation programs. If teachers are not adequately prepared
in preservice programs, teachers need to receive professional development to fill in the gaps. A
research to practice gap is evident in transition best practices, especially with transition planning
practices. However, the most effective way to provide professional development in transition is
relatively unknown (Lubbers et al., 2008; Morningstar & Benitez, 2013; Plotner et al., 2018).
“Regrettably, transition professional development is often illustrated by a lack of clear policies as
well as limited system for planning, delivering, and evaluating its impact” (Morningstar &
Benitez, 2013, p. 61).

Only two studies exist on the evaluation of the effectiveness of professional development
in transition (Doren et al., 2012; Flannery et al., 2015). Both studies found positive effects of
professional development on teacher creation of transition planning components. The two studies
varied in the targeted components, length of professional development, grading procedures, and
data analysis processes.

Doren et al. (2012) implemented professional development in transition to examine the
effects on quality of postsecondary goals. Prior to training and after training, researchers

collected IEP documents and graded the quality of postsecondary goals on an 8-point Likert
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scale. Doren et al. (2012) provided secondary special educators several trainings spread over an
academic school year, resulting in about six meetings (four half-day trainings, two 90-minute
trainings) totaling about 19 hours of training. Using hierarchical linear modeling, Doren et al.
(2012) determined the professional development increased teacher creation of quality goals in
postsecondary education/training and employment goals; however, the postsecondary goals were
not consistently rated at the highest levels of the grading scale. Doren et al. (2012) determined
IEP documents may not actually reflect the practices teachers used to create postsecondary goals.
Also, the quality of postsecondary education goals was better than the postsecondary
employment goals.

Flannery et al. (2015) explored the effects of professional development on the creation of
several transition components, including postsecondary goals, course of study, present levels of
performance, and annual goals. The researchers implemented a two-day professional
development training and collected five sample IEPs from teachers pre/post training. They
graded the transition components on a researcher-created coding scheme and used t-tests to
analyze the results. Flannery et al. (2015) determined that professional development improved
the inclusion and quality of transition components in postsecondary goals, course of study, and
present levels. Results were not statistically significant for improvements in annual transition
goals, and Flannery et al. (2015) noted teachers still struggled making goals measurable,
behavior specific, and providing criterion for performance.

Professional development increased the compliance and quality of several transition
components, including postsecondary goals, course of study, and present levels of performance
(Doren et al., 2012; Flannery et al., 2015). Despite differences in the amount of time for the

trainings provided, teachers showed application of their increased knowledge to create quality
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and compliant postsecondary goals in education/training and employment. Flannery et al. (2015)
targeted postsecondary goals and three other areas of the transition planning components (i.e.
course of study, annual transition goals, and present levels of performance). Unfortunately, the
professional development did not improve the quality of annual transition goals.

The results of both the Doren et al. (2012) and the Flannery et al. (2015) studies on the
effectiveness of professional development on creation of quality and compliant transition
components are promising; however, some limitations of the studies exist. In particular, both
studies lacked control groups to show experimental control. The results infer teacher knowledge
of creating quality and compliant components increased through the improved quality and
compliance in IEP documents; however, there is not a clear measure to separate the knowledge
and application of the information learned through professional development. In other words,
teachers could have “known” some of the information prior to trainings, but not incorporated the
knowledge into the IEP documents as teachers did after trainings.

Summary of Preparation in Transition

The lack of preservice instruction and in-service training in transition as noted within the
literature highlights a critical need for both. Specifically, the training in these areas should
incorporate methods to ensure their effectiveness. There is an obvious lack of in-service
professional development designed to increase teacher creation of quality and compliant
transition components. In addition, the literature on preservice teacher knowledge and in-service
teacher knowledge of transition components indicate the need for effective professional
development to be occurring at both levels.

Gaps in Literature
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Despite an almost three decades old call for transition planning for students with
disabilities (IDEA, 1990), educators lack the knowledge and training to create appropriate,
compliant, and quality transition services plans within the individualized education program
(IEP). The literature reviewed and synthesized in the sections above indicate that a lack of
teacher knowledge in transition planning leads to noncompliant and poor quality transition plans,
which potentially interferes with providing FAPE to students with disabilities (Prince et al.,
2014). Preservice teacher preparation programs do not provide teachers with knowledge and
skills in transition competencies, and many educators leave their teacher preparation programs
underprepared to create and implement quality transition plans (Anderson et al., 2001;
Morningstar et al., 2018).

Teacher deficits in transition planning knowledge need to be addressed (a) in teacher
preparation programs and (b) through in-service professional development training. To help
current special educators and case managers, we must address the lack of knowledge in transition
planning through in-service professional development. With only two studies (i.e., Doren et al.,
2012; Flannery et al., 2015) conducted showing the effectiveness of professional development in
transition, the best way to provide and instruct educators on writing compliant and quality
transition plans is largely unknown. However, some information can be gained from the two
studies and other best practices in professional development for educators on other topics.

A framework should be designed around current literature supporting best practices in
adult learning (Dunst & Trivette, 2009) and effective professional development in transition
(Doren et al., 2015; Flannery et al., 2012; Holzberg et al., 2018) to increase teacher knowledge of
transition planning components. In addition, the framework should focus on key elements of

transition planning using best practices and guidance from literature (Benitez et al., 2009; deFur,
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2003; Morningstar & Benitez, 2013; Morningstar et al., 2018). The framework should address
commonly found noncompliant elements of transition planning components per case law
decisions (Pectu et al., 2014; Prince et al., 2014). Lastly, instructional effectiveness can be
increased through implementing practices supported by behavior analysis (Burnes & Ysseldyke,
2009; Cooper et al., 2009; Simonsen et al., 2008).
Stepping-Up Intervention

I designed Stepping-Up intervention to teach educators how to systematically use
transition assessments to guide the creation of compliant and quality mandated transition
planning components. Currently, there is not a universal framework to instruct preservice or in-
service teachers how to build the transition plan. Since transition assessments must guide the
creation of mandated transition components per IDEA (Martin & McConnell, 2018; Martin &
Pulos, 2018), a framework is needed to guide educators in using the assessment results
appropriately to create compliant postsecondary goals, annual transition goals, coordinated
activities, course of study, and present levels of performance. The Stepping-Up intervention
framework was originally developed in 2016 and has gone through several revisions after being
used to instruct preservice and in-service teachers in 2017-2018 on how to use transition
assessment results to guide the creation of the transition plan. In the last few months (September
2019-October 2019), the Stepping-Up intervention has been vetted by professionals in the field
and used in professional development trainings. The Stepping-Up intervention (see Figure 1) was
designed based upon six elements residing in education and special education literature: best
practices in delivering professional development, behavior analytic techniques, case law
recommendations, best practices in writing transition plan components, IDEA (2004) mandates,

and Indicator 13. In the next sections, I explain each of these elements in detail.
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Figure 1

Stepping-Up Intervention Development Graphic
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Best Practice in Delivering Professional Development

To develop the Stepping-Up Transition intervention framework, I consulted an evidence-
based approach for adult learning using Participatory Adult Learning Strategy (PALS; Dunst &
Trivette, 2009). Dunst and Trivette (2009) suggested professional development should include a
4-phase model to actively engage adult learners: (a) introduction to materials prior to
professional development, (b) participant practice and evaluation of learned information, (c)
informed understanding with reflection, and (d) active learner involvement throughout the entire
process. Accordingly, my participants were provided an article to read prior to the training and
access to the presentation. During the training, participants were provided with numerous
opportunities to practice the strategies taught and to evaluate transition components. Participants

had personal white boards so the researcher could employ choral responding strategies. The
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researcher provided critical thinking questions throughout the presentation that allowed for
participant reflection. Active learner involvement was encouraged throughout the entire
presentation with numerous opportunities to respond and practice during each step of the
framework.

In addition, I considered numerous suggestions from scholars in the transition
professional development field when designing the Stepping-Up intervention (Benitez et al.,
2009; deFur, 2003; Morningstar & Benitez, 2013; Morningstar et al., 2018). For example,
Stepping-Up Transition aligns with guidance from Benitez et al. (2009) on provisions of
professional development in transition to instruct teachers how to evaluate their own transition
plans and to provide teachers with opportunities to practice writing transition plan components.
Teachers were also encouraged to seek help developing plan components from other
professionals when needed until mastery was reached.

Behavior Analytic Techniques

The development of the Stepping-Up intervention followed instructional guidelines of
applied behavior analysis, including provision of numerous opportunities to respond, behavior
specific and nonspecific praise, examples and nonexamples, goal writing strategies, error
correction procedures, and stimulus prompting (Cooper et al., 2007; Simonsen et al., 2008).
While adult education literature does not explicitly state these instructional methods as evidence-
based practices, I assume if these techniques are effective at increasing engagement and
appropriate behaviors for school-age students, they will do the same with adults in that they are
related to effective instruction.

In addition, the delivery of the framework follows an explicit teaching strategy supported

by applied behavior analysis—unofficially referred to as the I Do, We Do, You Do method. This

32



method is highlighted in direct instruction practices (Burnes & Yessledyke, 2009). Direct
instruction involves instructor-directed learning with sequentially structured materials with high
levels of participant responding (Burns & Ysseldyke, 2009). This method allowed the researcher
to model the correct strategy and to provide opportunities for group and individual practice—
increasing opportunities to respond. Providing numerous opportunities to respond during
instruction is an evidence-based practice (Simonsen et al., 2008).

During the Stepping-Up intervention, the researcher provided examples and nonexamples
of transition plan components to help participants discriminate between noncompliant,
compliant, and quality/compliant components. This strategy of providing examples and non-
examples is an effective practice used to refine skills in adults (Thompson et al., 2017). In
behavior analysis, there is an emphasis on the need to create goals which have a condition,
behavior, and criterion for performance (Cooper et al., 2007), thus, when creating annual
transition goals, participants learned how to apply this goal-writing technique. Goals identify a
specific target behavior, provide the situation in which they will be accomplished, and set target
mastery levels (Cohrs et al., 2016). The researcher used behavior analytic strategies for error
correction. The participants were given numerous opportunities to respond, and the potential for
making errors was present. The researcher followed guidance on error correction procedures
within applied behavior analysis. Error correction is an evidence-based classroom management
procedure (Simonsen et al., 2008). This procedure “involves the correction of student errors by
repeating a learning trial, having the student practice correct performance, or giving the student
additional work™ (Cooper et al., 2007, p. 298). To teach new skills, I implemented the use of
stimulus prompting as another behavior analytic strategy (Cooper et al., 2007)—this included use

of visual supports (Wong et al., 2014). The materials were presented in a sequential format
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following a stair-step process. At each step of the process, the visual prompt accompanied the
instruction (see Figure 2 below).
Figure 2
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Best Practice in Transition Planning

The Stepping-Up intervention illustrates several best practice recommendations in
transition. Best practices for transition planning include (a) basing the transition plan on age-
appropriate transition assessments (Martin & Pulos, 2018; Mazzotti et al., 2009; Morningstar &
Clevenna-Deane, 2018; Neubert & LeConte, 2013), (b) using Indicator 13 from IDEA (2004)
and the Indicator 13 checklist (NSSTAC, 2012) to guide the development and evaluation of the
transition plan (Doren et al., 2012; Mazzotti et al., 2009), (c) aligning transition components
(Mazzotti et al., 2009), and (d) using triangulated transition goals (Peterson et al., 2013).
LeConte and Neubert (2013) noted that IDEA (2004) does not explicitly state what age-
appropriate transition assessment means, but it is implied the transition assessment should take

into account the chronological and developmental age of the youth when giving the assessment
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and using its results to plan. Next, based upon current literature, scholars recommend using
Indicator 13 and the Indicator 13 Checklist (NSSTAC, 2012) as guidance for planning and to be
used as a method for evaluating transition plans (Doren et al., 2012; Mazzotti et al., 2009).
Mazzotti et al. (2009) recommended focusing on the alignment of postsecondary goals with
transition services and annual transition goals.

Lastly, Peterson et al. (2013) suggested triangulating IEP transition goals. Triangulating
transition goals requires the use of transition assessments to identify postsecondary goals, then
identifying gaps in student skills and knowledge. Next, the gap in knowledge should be linked to
state academic standards. Peterson et al. (2013) stated the “triangulated annual goal should, at a
minimum, include an observable behavior (action), a condition, and a criteria (measurement)” (p.
51). This is also referred to in the literature as SMART goals (specific, measurable, actions,
realistic and relevant, and time-limited). This format echoes the behavior analytic goal writing
format.

Individuals with Disabilities Education Act (IDEA; 2004)

The Stepping-Up intervention supports federal mandates found in IDEA (2004). Federal
requirements within IDEA (2004) mandate the use of transition assessments to determine
measurable postsecondary goals related to education/training, employment, and independent
living (Neubert & LeConte, 2013). In addition, transition services including a course of study are
required to assist students in accomplishing their postsecondary goals. Indicator 13 of IDEA
(2004) requires numerous components in the transition plan to be based upon age-appropriate
transition assessments, including course of study, postsecondary goals, transition services, annual
transition goals, and the identification of student interests, strengths, needs, preferences, and

present levels of academic and functional performance (Morningstar & Clevenna-Deane, 2018;
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Neubert & LeConte, 2013). The Stepping-Up intervention encourages the use of age-appropriate
transition assessments and instructs how to use the results to guide the creation of the mandated
transition components.

Case Law Recommendations

Stepping-Up Transition was designed to help participants avoid commonly found
transition planning compliance errors illustrated in case law decisions. In a review of case law
decisions related to transition from 2012-2013, Prince et al. (2014) provided several
recommendations for transition planning. These recommendations center around transition
assessments, the creation of transition goals, and student involvement in transition planning and
the IEP process.

First, Prince et al. (2014) recommended the use of multiple transition assessments,
including at least one measure having reliability and validity evidence. Second, information
gained from the transition assessments and information about the student’s skills and interests
should be incorporated into the plan and used to make practical transition goals. In addition,
planning should detail how the student will accomplish their transition goals. Other
considerations residing in case law are the commonly found compliance violations of transition
planning from Petcu et al. (2014): (a) student involvement, (b) use of transition assessments to
guide plan development, (c) onset of transition planning, (d) parental involvement, (e)
postsecondary goals, (f) transition services, and (g) age-appropriateness of transition
assessments.

Indicator 13
Lastly, the Stepping-Up framework follows guidance from the Indicator 13 checklist

(NSSTAC, 2012) to guide the creation of writing compliant transition services pages of the IEP.
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Using the checklist as a guide, teachers will engage in evaluating transition plans by referencing
the Indicator 13 Checklist (NSSTAC, 2012). Specifically, teachers will evaluate goals based
upon the evidence identified in the transition assessment results noted in the transition plan.
Additionally, the intervention instructs teachers on how to use transition assessment results to
create goals and services that guide the overall creation of compliant and quality transition
services plans.
Conclusion

The introduction of a new framework based on best practices in professional
development and using literature to guide the creation of materials and instruction, Stepping-Up
Transition should increase teacher knowledge in transition planning components. To determine
the overall effectiveness of the Stepping-Up framework, I will compare educator knowledge with
pre/post testing to a more traditional professional development training in transition as a control.
For the past two years, the Zarrow Center for Learning Enrichment has provided training to
teachers across the state using an informational model of professional development. This model
focused on providing an extensive amount of information on a variety of available transition
assessments to teachers with minimal practice creating transition components from transition

assessment results. Thus, this will serve as the comparison group.
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Chapter 3
Methodology
The purpose of this study is to examine the effectiveness of professional development on
teacher knowledge of multiple transition planning components. More specifically, I explored if
differences in the knowledge acquired occurred as a result of different types of professional
development. Data were collected at eight professional development trainings held across the
state of Oklahoma that focused on transition-related topics. Four sessions for each type of
training were conducted: (a) transition assessments for students with mild to moderate
disabilities, and (b) using EdPlan to create meaningful transition plans. The second training for
the remainder of the manuscript is referred to as “Stepping-Up” intervention. Stepping-Up
served as the intervention training, and the transition assessment training serves as the
comparison training.
Research Questions
Research questions were
(1) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre-
to post- transition planning assessment scores than those in a comparison group?
(2) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre-
to post- multiple choice scores of the transition planning assessment than those in a
comparison group?
(3) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre-
to post- discrimination scores of the transition planning assessment than those in a

comparison group?
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(4) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre-
to post- fill-in-the-blanks scores of the transition planning assessment than those in a

comparison group?

Method

The following sections outline the methods for my research study: (a) research design, (b)
participants, (¢) intervention and comparison conditions, (d) dependent measures, and (e) data
analysis techniques.
Research Design

I used convenience sampling to conduct an intervention/comparison group training with
pre/post design to explore the effects of the professional development trainings. Current research
exploring the effects of professional development on transition components within the IEP have
used pretest-posttest designs without comparison groups (Doren et al., 2018; Flannery et al.,
2015). To examine the effectiveness of the professional development models, the first training
served as a comparison training to account for threats to internal validity (Campbell & Stanley,
1963; see Appendix A for more information on threats to validity). The rationale for providing
the “comparison ” group with a training was primarily because evidence exists in professional
development literature that regardless of the professional development provided practices may
improve (Fishman et al., 2013; Powers et al., 2000). Therefore, to account for the presence of
any intervention improving practice, the comparison training also received an intervention
instead of typical practices in school (i.e., no training).
Participants

Participants were (a) IEP case managers for transition age youth, and/or (b) educators

who wrote transition service plans for those students within the state of Oklahoma. Participants

39



were recruited from eight trainings conducted in partnership with the Zarrow Center for Learning
Enrichment and the Oklahoma State Department of Oklahoma. Data were collected at eight
trainings: (a) four trainings on transition assessments (e.g., comparison group) and (b) four
trainings using the professional development framework “Stepping-Up Transition” (e.g.,
intervention group). Since the availability of participants was limited to those who attended the
trainings, convenience sampling techniques were used.

Accounting for the possibility that some of the same participants attended both trainings,
and some attendees might not agree to participate, the number of participants for each training is
estimated at 20. Therefore, with eight trainings and about 18 participants attending and
participating in the study, a total of 140 participant responses were collected. According to
Onwuegbuzie et al. (2004), intervention designs in social sciences should have at least 21
participants per group. Current research exploring the effects of professional development on
quality and compliance of transition planning used pre/posttest designs without comparison
groups (Doren et al., 2018; Flannery et al., 2015). Flannery et al. (2015) had 18 participants,
while Doren et al. (2018) had 27 teachers, making the range of participants was 18-27. Thus, the
140 participants collected in my study meets social science standards for intervention designs
and exceeds numbers of participants in existing literature.

The total number of responses gained from the assessment during the professional
development trainings was 140; however, there were three duplicates (n = 6) identified which
meant a participant attended both trainings and filled out the corresponding assessment and were
thus removed from analysis. Of the total number of responses (n = 134), 58.20% (n = 78) took
part in the comparison group and 41.80% (n = 56) in the intervention group. This left the final

number of responders at 134. All eight trainings were held in a southern state. There were four
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different training locations; locations one (n = 56, 41.80%) and two (n = 38, 28.40%) made up
the majority of the responses and were held in large cities. Trainings three (n =23, 17.0%) and
four (n =17, 12.70%) were in much smaller cities; thus, the number in attendance and who
provided responses varied among the four locations.
Identifier

The anonymity of the participants was important to the Oklahoma State Department of
Education, and they requested participants not provide their names or emails; therefore, an
identifier was needed to create a way to track data pre/post and between trainings. With guidance
from the Institutional Review Board at The University of Oklahoma, the following identifier
algorithm was used.

1. What shoe size do you wear? (ex: size 9 = 09; size 12 = 12)

2. First two letters of your favorite color? (ex: Blue = bl)

3. How many brothers do you have? (ex: 2 brothers = 02)

4. How many sisters do you have? (ex: 1 sister =01)

5. First letter of the city where you were born? (ex: Boston = B)
Participant Demographics

Demographics of participants were gathered as a part of the dependent measure
knowledge assessment pre-test. These demographics included primary teaching assignments,
race, ethnicity, years taught, geographic area, age range taught, gender, and number of
professional development trainings in transition provided by the Zarrow Center for Learning
Enrichment.
The first portion of the assessment sought participant demographic information with eight

questions: primary teaching assignment, age of students served, years of teaching experience,
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gender, race, ethnicity, highest level of education completed, and number of past Zarrow Center
trainings attended. The majority of participants were female (n = 125, 93.30%), white (n = 107,
79.90%), and non-Hispanic (n = 128, 95.50%). Years of experience was widely distributed, but
the largest percentage of respondents had taught 15 years or more (n = 51, 38.10%). Most of the
participants taught middle school (n =42, 31.10%) or high school (n = 73, 54.50%).
Respondents most likely taught in resource settings (n = 35, 26.10%) or self-contained classroom
settings (n =29, 21.60%). The highest level of education completed was evenly distributed
between bachelor’s degrees (n = 69, 51.50%) and master’s degrees (n = 63, 47.00%). Many of
the participants had never attended a training from the Zarrow Center (n = 41, 30.60%) or had
only attended one training in the past (n = 43, 32.10%). Lastly, most participants served students
in rural environments (n = 63, 47%). For participant demographic information, see Table 1
below.

Table 1

Participant Demographics

Question n %

Primary Teaching Assignment

Paraprofessional 1 0.70

Case Manager Only 7 5.20

Co-Teaching 21 15.70
Lab 19 14.20
Resource 35 26.10
Self-Contained 29 21.60
Administrator 17 12.70
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General Educator

Age of Population Served

Administrator Only
Elementary

Middle School
High School

Transition Program

Years of Experience

Gender

Race

0-3 Years
4-7 Years
8-11 Years
12-15 Years

15 Years Plus

Male
Female

Non-Binary

White

Black

American Indian or Alaska Native

Asian

Two or More Races

12

42

73

28

25

16

14

51

125

107

12

3.70

3.70

9.00

31.30

54.50

1.50

20.90

18.70

11.90

10.40

38.10

5.20

93.30

1.50

79.90

4.50

6.00

0.70

9.00



Ethnicity
Hispanic/Latino 6 4.50
Non-Hispanic/Latino 128 95.50

Highest Level of Education

Bachelors 69 51.10
Masters 63 47.00
Professional Degree 2 1.50
Doctoral Degree 0 0.00

Past Zarrow Center Trainings Attended

Zero 41 30.60
One 43 32.10
Two 12 9.00
Three 14 10.40
Four 8 6.00
Five or More 16 11.90

Area Population Served

Urban 39 29.10
Suburban 32 23.90
Rural 47 47.00

Incentives
Participant incentives included three $10 gift cards for Amazon, Dollar General, Sprouts,

or Starbucks for three randomly chosen individuals who completed both pre/post assessments.
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After participants completed the pre-assessment and post-assessment, they used a QR code to put
their first and last name into a Qualtrics survey. This system relied on the “honor” system, where
participants were only to put their names in if they completed both assessments. At the end of the
training, using a random number generator, the participant’s name which corresponded with the
generated number were called to come pick out a gift card.
Professional Development Trainings

History of Zarrow Center Professional Development Trainings

The Zarrow Center has provided training to teachers across Oklahoma for the last three
years; however, concerns over the effectiveness of the trainings has recently been questioned.
With some anecdotal investigation by looking through the participant assessment accounts, we
determined the trainings might not be influencing teacher behaviors. Also, participant feedback
in evaluation surveys showed the trainings provided too much information in one sitting. The
previous trainings covered information on numerous transition topics within one seven-hour
training, without great detail on any one topic. These trainings were not developed using best
practice suggestions for adult learning or professional development (Desimone, 2009). They
provided limited opportunities for participants to respond to questions posed by the presenters.
Usually, participant engagement was facilitated by offering time for attendees to ask questions.
There were a few opportunities provided to practice skills learned in trainings, reflect on
information, and receive feedback from presenters; however, these were not meaningfully
planned. In addition, information or materials were not provided prior to trainings.

These past trainings failed to comply with current best practice recommendations for
professional development—however, they mimicked many other outdated professional

development frameworks. Historically, professional development trainings were designed to
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disseminate information to attendees with little to no context of the population of students (Lang
& Fox, 2004; Sexton et al., 1996). In addition, many of the professional development trainings
contained disconnected topics and were perceived as “thrown-together” (Lang & Fox, 2004;
Sexton et al., 1996). According to Moffett (2000), the lack of continuity and direct links to
educators’ daily teaching of typical professional developments were reasons many attendees did
not adopt or change their practices. These ineffective trainings usually focused on what practices
they should do rather than how to do it (Houchins et al., 2011; Odom, 2009).

Based upon feedback and information regarding best practice in providing professional
development, the past professional development training model provided by the Zarrow Center
needed to change. Therefore, while I can say the changes made to these trainings might increase
teacher knowledge, data from the last three years were not available to compare with the
trainings held this year (i.e. Stepping-Up intervention, and comparison). However, I compared
two similar professional developments in transition topics in regard to quality, duration, and
general information.

My participants attended training under two possible conditions: Stepping-Up
intervention and/or comparison professional development. For a clear representation of the
similarities and differences between the trainings see Table 2 below. These will be discussed at
length in the following sections.

Table 2

Similarities and Differences Between the Trainings

Information Covered Comparison Intervention
Prior Materials Sent X X
IDEA Purpose X X
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IDEA Transition Regulations

State Transition Regulations

Research Statements about Better Transition Plans =
Better Services = Better Outcomes

Transition Plan Compliance Statistics

Ice Breaker

Importance of Transition Assessments

Best Practice Recommendations: Annually, +2
Assessments, and 1 Formal Assessment

Best Practice Recommendations: Skills and Interests,
Tailored to Needs, Practical Goals

Formal vs. Informal Assessments

Indicator 13 Checklist

Fluff Scale

Present Levels of Performance

Course of Study

Postsecondary Education Options

Coordinated Set of Activities Handout

Postsecondary Education Assessments

Employment Options

Interest Inventories

Skills Assessments

Employment Assessments
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Independent Living Options
Independent Living Assessments

Creating a Transition Battery Building

<X X X

Transition Battery Practice
Stepping-Up Transition Framework
Postsecondary Goals Instruction
Annual Goal Instruction
Coordinated Activity Instruction
Case Studies

Screen Shots of Assessments and Results X
Presentation Highlight Handout X

Fast Finishers Handout

XKook X X X X X X X

White Board/Marker/Eraser X

—_—

Number of Presenters 2

Stepping-Up Intervention Training

Participants in the intervention training received a one-day training with data collection
over an average of 3.5 hour period in each training for the intervention. The first 30-45 minutes
centered around special education laws and mandates. The next portion, during hours two to
three and a half, participants were introduced to the Stepping-Up Transition framework and how
to use the framework, followed by explicit examples and numerous opportunities to practice

using the framework with provided transition results. For a copy of the PowerPoint presentation
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slides for the Stepping-Up Intervention see Appendix A. Once the content slides were vetted and
edited by the Zarrow Center Staff, they were not changed throughout the entirety of the study.

Stepping-Up Intervention was developed based upon best practice in delivering
professional development (Benitez et al., 2009; deFur, 2003; Dunst & Trivette, 2009;
Morningstar & Benitez, 2013; Morningstar et al., 2018 ), behavior analytic instructional
techniques (Cooper et al., 2007), current literature on writing transition plans (Martin & Pulos,
2018; Mazzotti et al., 2009; Morningstar & Clevanna-Deane, 2018; Neubert & Leconte, 2013;
Peterson et al., 2013), IDEA (2004) mandates, recommendations from case law (Petcu et al.
2014; Prince et al., 2014) and the Indicator 13 checklist (NSTTAC, 2012). For additional specific
information on the development of the Stepping-Up intervention framework, refer to Chapter
Two.

Stepping-Up Intervention uses a PowerPoint presentation to display information. The
framework centers around a visual representation of a staircase used to show the development of
writing transition plans using transition assessment results (see Stepping-Up Intervention
Framework in Figure 3 below). The organization of the staircase guides special educators
through the transition assessment process and shows them how to utilize the assessment results
to write postsecondary goals, annual transition goals, and coordinated activities. The stairs also
highlight the importance of alignment between the transition components (goals and activities),
showing the foundation as the postsecondary goals, which lead to the development of specific
annual goals and coordinated activities to support attaining the postsecondary goals.

Figure 3

Stepping Up Intervention Framework
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The training followed instructional guidelines of direct instruction (Burns & Ysseldyke,
2009) and used the “I do, We do, You do” method, or explicit instructional techniques. I
instructed and provided background knowledge in transition planning components, showed
explicit models for using the strategy, provided opportunities to use the strategy together as a
group, and finally, provided the opportunity for participants to practice using the strategy
individually. High quality training materials were created using Edplan (Oklahoma’s IEP writing
software program) and screen shots of completed transition assessment results. The training
provided examples and non-examples of quality and compliant transition components. The
training provided numerous opportunities for participants to respond as a group and individually.
Learners were actively involved throughout the training with numerous opportunities to respond
and the use of choral responding through personal white boards.
Comparison Training

Participants who attended the comparison training received professional development on
using appropriate transition assessments and creating a transition assessment battery. This

training was provided by two presenters, me and one other transition expert at the Zarrow
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Center. The comparison was also a one-day training, and data were collected during a 3.5 hour
time period. The transition assessment training was designed to be an informative training. The
first 30-45 minutes of the training provided participants with relevant information on special
education law and transition planning best practices. The rest of the training, during hours two to
three and a half, participants were provided examples and information on the variety of transition
assessments and how to choose appropriate assessments to create a transition assessment battery.
For a copy of the PowerPoint presentation slides for the comparison training, see Appendix B.
Once the content slides were vetted and edited by the Zarrow Center Staff, they were not
changed throughout the entirety of the study.

The comparison training provided examples of several transition assessments in
education/training, employment, and independent living areas. The coverage included (but was
not limited to) assessments like Landmark College Guide to College Readiness, TAGG,
Employability Life Skills Inventory, Transition Planning Inventory-2, Brigance Transition
Inventory, Career Clusters, O*Net My Next Move, Picture Interest Inventory, Career One-Stop,
OK College Start, OK Career Guide, Life Skills Inventory, and Casey Life Skills.

The presenters used a PowerPoint presentation to provide participants with visual
representations of the information, including graphics, screenshots, and pictures of blank and
scored transition assessments. The presenters facilitated discussions by asking questions to
engage learners in the training and to provide opportunities to respond and ask questions. The
training also focused on recommendations for best practices in transition planning from Prince et
al. (2014), which included (a) using more than one assessment, (b) updating transition
assessments annually, and (c) using at least one formal assessment. Therefore, during the

description of each transition assessment presenters noted age appropriateness, discussed briefly
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the validity and reliability evidence, and provided how the information gained was useful for the
transition process.

The comparison training followed the same evidence-based approach for adult learning
using PALS (Dunst & Trivette, 2009) as the intervention training. Presenters tasked participants
with creating a transition battery for case study students and asked them to reflect on examples
and nonexamples of the best ways to use transition assessments to create a transition assessment
battery. Learners were actively involved throughout the training with numerous opportunities to
respond and the use of choral responding through personal white boards.

Similarities

The comparison and intervention trainings were similar in several ways. The trainings
were designed to be equal in quality. For instance, the trainings both followed guidelines of the
Participatory Adult Learning Strategy (PALS; Dunst & Trivette, 2009). The PALS strategy
includes a 4-phase model to actively engage adult learners, including (a) introduction to
materials prior to professional development, (b) participant practice and evaluation of learned
information, (c) informed understanding with reflection, and (d) active learner involvement
throughout the entire process.

Prior Materials and Information. Participants were provided reading materials and
information prior to the trainings via email. Participants in the comparison training received three
resources, including an informal/formal transition assessment chart, a research article explaining
the constructs of one of the main transition assessments discussed (McConnell et al., 2012), and
the Indicator 13 checklist (NSTTAC, 2012). Participants in the intervention training received
identical materials with the informal/formal transition assessment chart and the Indicator 13

checklist.
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Opportunities to Practice and Evaluate Performance. Both trainings provided
participants with numerous opportunities to practice strategies learned in the training and to
evaluate their knowledge. In the comparison training, participants were provided with an activity
in the closing of the presentation which allowed them to create a transition battery for students
using a case study examples for four different students. In the intervention training, participants
practiced creating transition components (i.e., postsecondary goals, annual transition goals,
coordinated activities) using transition assessment results.

Relevant Information. In each training, the presenter provided relevant information
backed by research. In addition, for each opportunity to respond, participants were given a nod or
thumbs up for correct answers, and they were redirected if answers were incorrect.

Opportunities to Respond. In both conditions, participants were given numerous
opportunities to respond through choral and individual responses when prompted by the
presenter. Participants in both trainings were given a white board, a marker, and an eraser to
answer questions and provide responses. In addition, the presenter provided participants in both
trainings with materials, resources, and a copy of the presentation PowerPoint on a USB drive.

Presentation of Materials. The presentation of materials for both presentations was
similar. Both trainings used PowerPoint presentations with screen shots of assessments and
results, along with research-based information. The comparison training presentation was 105
slides, and the intervention training contained 145 slides; however, the duration of the trainings
was equivalent. Materials provided during the training were also alike in format. Both trainings
included a transition highlights handout with important slides included and a USB with

additional resources, including the full copy of the presentation.
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The presenter(s) provided similar information in both trainings including IDEA purpose;
IDEA transition mandates; state transition mandates; the postsecondary “fluff” scale; coordinated
activity booklet; postsecondary education, employment, and independent living options; best
practice recommendations (i.e., annual administration of transition assessments, use of two or
more transition assessments in a transition battery, and using at least one formal assessment);
informal and formal transition assessment comparison; building transition battery graphic; and
the difference between skills assessments and interest inventories. The trainings also utilized
similar tools, including a) an ice breaker activity, (b) importance of transition assessments
statements, (c) screen shots of transition assessments and their results, and (d) research
statements about the importance of transition planning.
Differences

There were a few notable differences between the trainings. First, the content provided at
the training was different. The comparison training focused on transition assessments, while the
intervention training focused on transition planning components using transition assessment
results. While information was provided on transition assessments in both trainings, the
information was presented differently. The main difference arises with the specific intervention
used in the intervention training called “Stepping-Up.” The Stepping-Up intervention provides
explicit instruction and practice in creating postsecondary goals, annual transition goals, and
coordinated activities. Also, information on how to create a course of study and present level of
performance was provided only in the intervention training. The Indicator 13 checklist was
provided to participants prior to both trainings but was only discussed and used during the

intervention training.
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While both trainings allowed participants to practice skills learned in the training using
case studies, they were practicing different skills. The comparison training practiced creating a
transition battery based upon a case study. The intervention training practiced writing transition
components using a case study with directed transition assessment results provided. Both skills
were modeled using explicit instruction (i.e., “I do, We do, You do” method)—however, the
intervention training used this method throughout the whole training, and the comparison
training used this method once during the closing practice activity. Participants in the
comparison training reflected on each covered transition assessment by rating the assessment on
a 1-5 scale. The presenter encouraged participants to explain their ratings as well. In the
intervention training, the presenter encouraged participants to share information from their own
practice and experience and to connect information learned to their current placements. Lastly,
the comparison training had two presenters providing information while the intervention group
only had one. I was the main presenter and led all trainings.
Dependent Measures

The dependent measure consisted of a researcher-created assessment of transition
planning. The following sections explain the assessment instrument in detail, including a
description of the validity and/or reliability of the instrument.
Transition Planning Assessment

Using a researcher-created instrument, participants’ knowledge and skills of the transition
planning process were assessed. The transition planning assessment was created in the online
survey program Qualtrics and consisted of (a) one consent question, (b) one question to establish
an identifier, (c) eight demographic questions, (d) seven multiple-choice questions on transition

planning best practices, (e) four transition plan components in which participants indicated if an
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item was compliant or noncompliant, and (f) four fill-in-the-blank questions to write transition
planning components.
Content Validity

According to the American Educational Research Association, American Psychological
Association, and the National Council on Measurement in Education (2014) the positive
correlation between the content of an assessment and the construct the assessment is meant to
measure supports the validity of an instrument. The seven multiple-choice questions were
created based upon consultation of current literature (i.e., Pectu et al., 2014; Prince et al., 2014)
to facilitate content validity (Drost, 2011). Four of the questions relate to the findings of Pectu et
al. (2014) that potentially troublesome transition components for quality and compliance include
(1) use of transition assessment, (2) postsecondary goals, (3) transition services, and (4) age
appropriateness transition assessments. The next three questions were developed based upon
findings of Prince et al. (2014) to indicate best practice for transition plans, including annually
updated transition assessments, administering more than one transition assessment yearly, and
using a formalized assessment.

The discrimination of compliant component questions was based upon transition
literature on best practices for writing transition planning components (Mazzotti et al., 2014;
Neubert & LeConte, 2014; Peterson et al., 2014). These best practice recommendations include
(a) alignment of goals and services, (b) transition goals as SMART goals, and (c) identification
of student needs, strengths, interest, and preferences. This section of questions required
participants to indicate if an annual transition goal or postsecondary goal was compliant or non-

compliant.
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The last section of the assessment contained fill-in-the-blank questions. This prompted
participants to write one compliant postsecondary goal, two compliant annual transition goals,
and one compliant coordinated activity. All questions were graded as correct or incorrect. The
fill-in-the-blank questions did not have an exact right or wrong answer, so they were graded
using a checklist. If all checklist requirements were met, the questions were marked as correct.
The requirements for postsecondary goals were (a) must occur after high school, and (b) must
answer where the student will learn or work after high school. The requirement for annual
transition goals included a condition, a specific behavior, and a criterion. In addition, one fill-in-
the-blank question provided a scenario for the participant to create an annual goal—in this case
another requirement was added to include a behavior focused on disability awareness. A
compliant coordinated activity was identified as a specific activity and something the student
“does”. The full assessment is provided in Appendix C, and the checklist requirement for correct
answers for the fill-in-the-blank questions is in Figure 4 below.

Figure 4

Checklist for Fill-in-the-Blank Questions

Check for
Requirement
CCYeS9’

Postsecondary Goal

Occurs after high school

Must identify where the student will learn or work

If all yes, one point is earned.

Annual Transition Goal (for Daisy)

Condition (when, how, under what circumstances)
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Specific Behavior (not vague like “socially appropriate”)

Criteria for mastery (3 out of 4 trials, 90% accuracy, a number of trials needed)

Must be disability awareness related

If all yes, one point is earned.

Annual Transition Goal (for any student)

Condition (when, how, under what circumstances)

Specific Behavior (not vague like “socially appropriate”)

Criteria for mastery (3 out of 4 trials, 90% accuracy, a number of trials needed)

If all yes, one point is earned.

Coordinated Activity for Independent Living

Must be an activity or service (not a statement like “living alone”)

Related to Independent living

If all yes, one point is earned.

*If all requirements are met for each transition component, respondents earn 1 point with a total
of 4 points.
Face Validity

Several iterations of the assessment were made. The first version of the survey was sent
to a transition scholar and associate professor at the University of Oklahoma. Once gaining their
feedback and revisions, changes were made and another round of revisions was conducted as a
group. Next, the third iteration of the assessment was sent to the Oklahoma State Department of
Education’s special education program specialist for review, and changes were made based upon
her feedback. Lastly, the survey was piloted with a group of practitioners. They provided

feedback on the questions, and the pilot led to the removal of one question.
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Data Analysis

Four scores were computed—one score for each section (multiple-choice,
compliance/noncompliance, and fill-in-the-blank), and a total score that combined all three areas
together. Scores were reported as scales. The multiple choice questions were scored as correct or
incorrect and provided one point per question. The fill-in-the-blanks were graded as correct or
incorrect. All questions were weighted equally. A total score of 15 points was possible with 7
points for multiple choice, 4 points for compliance, and 4 points for fill-in-the-blank portions.

To answer the research questions, SPSS (a statistical analysis software) was used to
conduct a repeated measures multivariate analysis of variance (MANOVA; Tabachnick & Fidell,
2013). Using the repeated measures MANOVA, I determined if the posttest total scores were
significantly higher than the pretest scores for both the comparison and intervention groups.
Next, a correlational analysis was conducted to determine the relation amongst the three sets of
scores (multiple-choice, compliance, and fill-in-the-blank). Descriptive statistics were obtained
to determine the mean and standard deviation of the demographic information and total number
of participants per group.
Reporting for Repeated Measures MANOV A

After running the repeated Measures MANOVA, Box’s Test of Equality of Covariance
Matrices and Wilk’s Lambda were reported. Box’s Test indicates if the assumption of equality
of covariance matrices was met. Wilk’s Lambda is used to indicate the effect of time and group
membership.
Attrition

Participating in the assessment was on a voluntary basis, and respondents were allowed

to stop participating at any moment. In the comparison training, 23 participants took part in the
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pre-assessment and not the post- for an attrition rate of 28.82%. For the intervention training 13
respondents took part in the pre-assessment, but not the post-, making the attrition rate 18.06%.
These rates are in line with the suggestions provided by Gersten et al. (2005), since they did not
exceed 30%.
Missing Data

Missing data only occurred in the fill-in-the-blank section of the assessment—
respondents were required to enter a response or it was counted as incomplete. This also
impacted the total score; if respondents failed to complete any portion of the assessment, their
total scores were reflected as incomplete/missing. To determine if missing data was “missing
completely at random,” Little’s Test of Missing Data (MCAR; Tabachnick & Fidell, 2013) was
conducted for pre/post fill-in-the-blank portions of the assessment results. The pre-assessment
fill-in-the-blank missing data was 2.90% and missing post data was 7.0%. These results were not
statistically significant (p = .11); therefore, the missing data was missing completely at random
(Tabachnick & Fidell, 2013). The combined percentages of pre- and post-assessment missing
data were 4.95%. Tabachnick and Fidell (2013) stated missing data of less than five percent was
not a serious issue, and “almost any procedure for handling missing values yields a similar
result” (p. 63).
Interrater reliability

To grade the fill-in-the-blank questions, which asked participants to write specific
transition components, trial-by-trial interobserver agreement was employed for intercoder
reliability (Cooper et al., 2007). This method divides the number of trials (items) in agreement by
the total number of trials (items). According to Cooper et al. (2007), this is a more conservative

and meaningful method of interobserver agreement. Agreements above 80% are acceptable
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(Cooper et al., 2007). Cooper et al. (2007) recommended having at least 25% of responses
graded by another scorer. Scorers should be blind to examinees to prevent bias in reviews
(Gersten et al., 2005).

A fellow colleague, also an expert in transition, scored the fill-in-the-blank responses for
pre- and post-assessments for both the comparison and intervention groups. For the comparison
groups’ fill-in-the-blank responses, she scored 52.00% (n = 528) of the total fill-in-the-blank
responses with an agreement rate of 91.40%. For the intervention groups’ fill-in-the-blank
responses, the outside coder scored 76.20% (n = 436) of the total number of scores with an
agreement rate of 92.20%. The percentage of responses coded and the agreement rate reached
both exceeded recommendations by Cooper et al. (2007). After the initial agreement rates were
calculated, I met with the outside coder to discuss disagreements and reach 100% agreement on

each participant’s response.
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Chapter 4
Results

The effects of professional development on teacher knowledge and skills in transition
planning have yet to be explored using a comparison group training. This study sought to fill the
gap of literature by providing evidence professional development positively impacts teacher
knowledge and skills in transition planning. Specifically, this study aimed to explore the effects
of a professional development framework, Stepping-Up, to increase knowledge and skills in
identifying best practice of transition planning, identifying compliant transition planning
components, and writing compliant transition plan components. Thus, this study explored the
effects of professional development using a comparison and intervention group.
Training Characteristics

Each training, intervention and comparison, ranged from 3.25-3.75 hours in all four
locations. The comparison training had an average of 43 (range 37 to 50) opportunities to
respond with a mean of 27 choral responses and 16 individual responses. The intervention
training had an average of 89 (range 36 to 113) opportunities to respond with a mean of 40
choral responses and 73 individual responses.
Correlation Among Transition Planning Assessment Sub-Scores

The total scores based upon the type of training were statistically significant; however, a
correlational analysis amongst the three score types was needed to determine the relationship
among the sub-scores for the combining of the scores into a total overall score (Field, 2009). I
ran a correlational analysis to compare the three score types to each other (multiple choice,
compliance, and fill-in-the-blank). Pearson’s Correlation showed only a small positive relation

amongst the pre- and post-measures in the three subset scores. The relation between pre- and
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post-assessment within the same score type were correlated as a medium positive relationship,
but this was most likely attributed to the scores being measured on the same type of task. For
more details on the Pearson’s Correlation, see Table 4. The results of the Pearson’s Correlation
analysis indicated the need to run separate repeated measures ANOVA analyses for each score
type.

Table 4

Pearson’s Correlation Amongst Score Types

Pre Pre Pre Post Post Post
Multiple =~ Compliance  Fill-in- Multiple  Discrimination Fill-in-
Choice the- Choice the-
blank blank
Pre Multiple 1.00 14 21 382 -.07 .06
Choice
Pre 13 1.00 20 14 40 26
Compliance
Pre Fill-in-the- .21 20 1.00 .04 18 38
blank
Post Multiple .38 14 .04 1.00 -.02 .03
Choice
Post -.07 40 17 -.02 1.00 43
Discrimination
Post Fill-in- .06 .26 38 .03 43 1.00
the-blank

Note. Pearson correlations are provided by each score type. Values of +/-.1 small, +/- .3 is
medium, and +/- .5 is large (Field, 2009).
Results Summary

The means and standard deviations of pre- and post-assessments for the four scores (i.e.,
total, multiple choice, compliance, and fill-in-the-blank) are shown for the comparison,
intervention, and total combined groups in Table 3 below.

Table 3
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Mean and Standard Deviation for Total, Multiple Choice, Compliance, and Fill-in-the-Blank

Scores for Pre- and Post-Assessments by Type of Training and Combined

Type of Training Mean Standard Deviation
Pre Total Score Comparison 9.40 2.17
Intervention 9.51 2.08
Total 9.44 2.13
Post Total Score Comparison 10.59 1.83
Intervention 12.26** 2.01
Total 11.32 2.08
Pre Multiple Choice ~ Comparison 5.59 1.18
Score Intervention 5.52 1.22
Total 5.56 1.19
Post Multiple Choice ~ Comparison 6.36 0.64
Score Intervention 6.07 .81
Total 6.24 73
Pre Discrimination Comparison 2.72 .95
Score Intervention 291 79
Total 2.80 .89
Post Discrimination =~ Comparison 2.92 91
Score Intervention 3.62%* .62
Total 3.22 .87
Pre Fill-in-the-blank ~ Comparison 1.12 1.05
Score Intervention 1.07 1.02
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Total 1.10 1.03

Post Fill-in-the-blank ~ Comparison 1.30 1.18
Score Intervention 2.56%* 1.28
Total 1.85 1.37

Note. ** denotes statistically significant mean scores at the p value threshold of .001.
Research Question One

To answer the first overarching research question, “Do participants in the Stepping-Up
intervention exhibit significantly greater gains from pre- to post- transition planning assessment
scores than those in a comparison group?” a repeated measures MANOV A was used to
determine if differences in overall achievement scores were the result of time and type of
training.
Total Score Results

A one-within (time) and one-between (intervention group) repeated measures MANOVA
was performed to test whether scores on the transition planning assessment changed over time
and whether change might be moderated by intervention group. Box’s test was nonsignificant (p
=.660), indicating the assumption of equality of covariance matrices was met. The main effect
of time was statistically significant [Wilk’s Lambda=.53, F (1, 121) = 107.23, p <.001]. Using
Cohen’s (1988) benchmarks for judging effect size [*=.01 (small), n?>=.06 (medium), n*=.14
(large), the effect size for time was large (n*=.47). The effect of time is qualified by a significant
effect of time and type of training [Wilk’s Lambda=.87, F' (1, 121) = 17.79, p <.001]. The effect
size for the interaction was large (n?=.13).

Pre-assessment scores did not differ between the comparison and intervention trainings (p

=.77; intervention M = 9.51, SD = 2.08; comparison M = 9.40, SD = 2.17), but results
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demonstrated a significant difference (p <.001) in the post-assessment scores (intervention M =
12.26, SD = 2.01; Comparison M = 10.59, SD = 1.84). Therefore, participants in the Stepping-Up
intervention exhibited significantly greater gains on the transition planning assessment than those
in the comparison group did. Figure 5 below shows scores from the pre- and post-assessment on
a graph for the comparison (blue) and intervention (red). The dots indicate the means, and the
bars represent the lower and upper bounds of 95% confidence intervals.

Figure 5

Profile Plot of Mean Total Scores for Comparison and Intervention Trainings between Time [

and 2
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Research Question Two
A repeated measures MANOVA was also used to answer research question two, “Do participants
in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- multiple-

choice scores of the transition planning assessment than those in a comparison group?”
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Multiple Choice Results

A one-within (time) and one-between (intervention group) repeated measures MANOVA
was performed to test whether scores on the transition planning assessment changed over time
and whether change might be moderated by intervention group. Box’s test was nonsignificant (p
=.135), indicating the assumption of equality of covariance matrices was met. The main effect of
time was significant with [Wilk’s Lambda = .75, F (1, 132) =44.37, p <.001]. The effect size
was large with 7= .252 (Cohen, 1988). The effect size related to the type of training was not
significant [Wilk’s Lambda=.009, F (1, 132) = 1.18, p = .28]. This means while both groups
significantly increased their multiple choice scores over time (pre-/post-assessment), it did not
matter which type of training they received. Pre-assessment multiple choice scores did not
significantly differ (p = .78) between the intervention (M = 5.52, SD = 1.22) and comparison
groups (M =5.59, SD = 1.18). Post-assessment multiple choice scores also did not differ
significantly (p = .732) between the intervention (M = 6.07, SD= .81) and comparison (M = 6.36,
SD = .64) groups. Thus, participants in the Stepping-Up intervention did not exhibit significantly
greater gains on the multiple choice portion of the transition planning assessment than those in
the comparison. Figure 6 below shows scores from the pre- and post-assessment on a graph for
the comparison (blue) and intervention (red). The dots indicate the means, and the bars represent
the lower and upper bounds of 95% confidence interval.
Figure 6

Profile Plot of Multiple Choice Scores of Comparison and Intervention Training Means
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Research Question Three
A repeated measures MANOVA was used to answer research question three, “Do participants in
the Stepping-Up intervention exhibit significantly greater gains from pre- to post- discrimination
scores of the transition planning assessment than those in a comparison group?”’
Discrimination Results

A one-within (time) and one-between (intervention group) repeated measures MANOVA
was performed to test whether scores on the transition planning assessment changed over time
and whether change might be moderated by intervention group. Box’s test was nonsignificant (p
=.018), indicating the assumption of equality of covariance matrices was met. The main effect of
time was significant [Wilk’s Lambda = .81, F' (1, 132) = 31.32, p <.001] with a large effect size
(n?=.192). This effect is qualified by a significant time and type of training [Wilk’s Lambda =
932, F (1, 132) = 9.60, p = .002] with a moderate effect size of #°= .068. Pre-discrimination
scores (intervention M =2.91 SD = .79; comparison M =2.72, SD = .95) were not statistically

different by type of training (p = .22), but post-discrimination scores (intervention M = 3.63, SD
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.62; comparison M = 2.92, SD = .91) were statistically significant with type of training (p <
.001). Therefore, participants in the Stepping-Up intervention exhibited significantly greater
gains in discrimination scores on the transition planning assessment than those in the comparison
group. Figure 7 below shows scores from the pre- and post-assessment on a graph for the
comparison (blue) and intervention (red). The dots indicate the means, and the bars represent the
lower and upper bounds of 95% confidence interval.

Figure 7

Profile Plot for Mean Discrimination Scores Intervention and Comparison Scores
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Research Question Four

A repeated measures ANOVA was used to answer research question four, “Do participants in the
Stepping-Up intervention exhibit significantly greater gains from pre- to post- fill-in-the-blanks
scores of the transition planning assessment than those in a comparison group?”’

Fill-in-the-Blank Results
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A one-within (time) and one-between (intervention group) repeated measures MANOVA
was performed to test whether scores on the transition planning assessment changed over time
and whether change might be moderated by intervention group. Box’s test was nonsignificant (p
=.97), indicating the assumption of equality of covariance matrices was met. The main effect of
time was significant [Wilk’s Lambda= .65, F (1, 121) = 64.65, p <.001] with a large effect size
(7n?=.39). This effect is qualified by a significant time and type of training [Wilk’s Lambda= .76,
F (1, 121)=38.44, p <.001] with a large effect size (= .24). Pre-assessment fill-in-the-blank
scores (intervention M = 1.06, SD = 1.03; comparison M =1.10, SD = 1.04) were not statistically
different by type of training (p = .834), but post-assessment fill-in-the-blank scores (intervention
M =2.60, SD = 1.25; comparison M =1.30, SD = 1.18) were statistically significant with type of
training (p < .001). Therefore, participants in the Stepping-Up intervention exhibited
significantly greater gains in fill-in-the-blank scores of the transition planning assessment than
those in the comparison group did. Figure 7 below shows scores from the pre- and post-
assessment on a graph for the comparison (blue) and intervention (red). The dots indicate the
means, and the bars represent the lower and upper bounds of 95% confidence intervals.

Figure 7

Profile Plot of Fill-in-the-blank Mean Scores for Comparison and Intervention
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Summary of Results

Participants in the Stepping-Up intervention had significantly greater gains from pre- to
post-transition planning assessment scores than the comparison group. In alignment with the
research questions, the three other scores (multiple choice, discrimination, and fill-in-the-blank)
were analyzed separately. Participants in the Stepping-Up intervention had significantly greater
gains on the discrimination and fill-in-the-blank scores of the transition planning assessment than
the comparison group. However, there was no significant effect between the Stepping-Up

intervention and the comparison training on the multiple choice portion of the assessment.
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Chapter 5
Discussion

Limited research exists on the effectiveness of professional development in special
education, in particular, research on professional development surrounding transition planning.
Special educators and other education professionals write IEPs for students with disabilities
under the guidance of IDEA (2004) and follow mandates set forth in the law and its indicators.
Indicator 13 (NSTTAC, 2012) provides specific guidance on compliance standards for transition
plans. Recent reviews of transition plans across the US indicated many transition plans do not
meet IDEA’s specific compliance criteria of Indicator 13 and further, lack even basic quality
features (Gaumer-Erickson et al., 2014; Landmark & Zhang, 2012). Many educators have not
received instruction or training on creating compliant and quality transition plans during their
teacher preparation programs (Anderson et al., 2001; Morningstar et al., 2018; Williams-Diehm
et al., 2018), leaving individual school districts and state departments of education to provide in-
service professional development training on transition. However, many educators have noted
their lack of satisfaction with their professional development in transition (Benitez et al., 2009;
Morningstar et al., 2018; Plotner et al., 2016).

Little research exists on the effects of professional development on transition (Doren et
al., 2012; Flannery et al., 2015). Doren et al. (2012) explored the effectiveness of professional
development on postsecondary goals within the transition plan of the IEP. They determined that
professional development training yielded improvements in compliance and quality of
postsecondary goals. Transition plans have more than just postsecondary goals; they include
numerous components which are also outlined in IDEA (2004) and Indicator 13. Several years

later, Flannery et al. (2015) elevated their exploration of the effects of professional development
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on building compliant and quality transition plans by including analysis on transition plan
components, including annual transition goals, course of study, and present levels of
performance. Flannery et al. (2015) found professional development improved postsecondary
goals, courses of study, and present levels of performance, but not annual transition goals within
the transition plan. These findings are important to the field of special education and more
specifically transition. However, they represent a starting point for exploring the effectiveness of
professional development in transition planning for one main reason—neither of the studies (i.e.,
Doren et al., 2012; Flannery et al., 2015) utilized comparison groups to control for confounding
variables.

A need existed to determine the effectiveness of professional development training on
teacher creation of transition plan components using a comparison group. In the sections below, I
explain the results of my study exploring the effectiveness of professional development on
transition plan components using a comparison group. I explain the limitations of my study
which, in turn, helped inform the last section of this chapter discussing implications for future
research and future practice.

Research Question One
Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre-
to post- transition planning assessment scores than those in a comparison group?

Participants in the Stepping-Up intervention exhibited significantly greater gains from the
pre- and post- transition planning assessment scores than those in the comparison group did.
However, the intervention and comparison groups both increased their scores to a statistically
significant level. The effect size was much larger for the intervention group, and post-assessment

mean scores were statistically different (intervention was higher than comparison), but the total
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score may not have been the most appropriate measure of knowledge and skills. The
inappropriateness of the total score was due mostly to the three different question types (i.e.,
multiple choice, compliance, and fill-in-the-blank) not showing a notable positive correlation to
each other. The lack of strong positive correlation indicates the performance on one section did
not predict scores on another. For example, a participant could score the highest score (7.0) on
the multiple choice questions, which would indicate they had knowledge of best practices of
transition planning, but when asked to apply knowledge of best practice, they often could not
discriminate between compliant and noncompliant annual/postsecondary goals and/or create
compliant transition components for the fill-in-the-blank questions. This may be the result of
participants being asked to use different depths of knowledge to answer the three different types
of questions (i.e., multiple choice, compliance, and fill-in-the-blank).

The depth of knowledge theory highlights the difference between shallow and deep
understanding as well as the difference between knowledge acquisition and action (Bennet &
Bennet, 2008). This mimics Bloom’s Taxonomy’s (Krathwohl, 2002) of levels of cognitive
complexity, starting with remembering and moving through to the higher levels of
understanding, applying, analyzing, evaluating, and creating. Figure 9 below provides a graphic
representation of Bloom’s Taxonomy and includes labels to show the depth of knowledge of

each type of question asked in the transition planning assessment from my study.
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Figure 9
Representation of Level and Depth of Knowledge in Regard to the Transition Planning

Assessment Question Types

>
@‘bg"& Multiple Choice

< _

Note. * Adapted from Krathwohl (2002).

The multiple choice questions required participants to recall information. Bennet and
Bennet (2008) stated explicit knowledge “is the process of calling up information (patterns) and
processes (patterns in time) from memory that can be described accurately in words and/or
visuals...” (p. 407). In Bloom’s Taxonomy (Krathwohl, 2002) this is equivalent to remembering
and understanding. Therefore, answering the multiple choice questions is an easier task or a skill
of lower complexity (Krathwohl, 2002; Bennet & Bennet, 2008).

Next, the discrimination questions asked participants to use their knowledge and

discriminate between provided characteristics of annual transition goals and postsecondary goals.
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This skill, according to Bennet and Bennet (2008), represents a “process and action part of
knowledge” (p. 407), thus, creating a deeper level of knowledge and understanding (Bennet &
Bennet, 2008). Within Bloom’s Taxonomy (Krathwohl, 2002) this would include applying and
analyzing—indicating the discrimination questions required an increased depth of knowledge
and was a more complex skill than the multiple choice section did.

The final section of fill-in-the-blank questions required participants to apply their
knowledge and create two annual transition goals, a postsecondary goal, and a coordinated
activity with little information to prompt responses. The ability to create responses for the fill-in-
the-blank questions required participants to have learned the information through knowledge and
action (Bennet & Bennet, 2008). Creating responses for fill-in-the-blank questions required
responders to participate in the highest levels of Bloom’s Taxonomy of evaluating and creating
(Krathwohl, 2002). Therefore, the fill-in-the-blank questions were the most complex and
required the deepest level of understanding to answer correctly in comparison to the multiple
choice and discrimination questions. Since the three portions required a different level of
knowledge and were different in complexity, the following three research questions refer to
participant achievement on each of the sub-scores, which indicate the level of understanding,
application of knowledge, and learning information in different ways.

Over the last 20 years, scholars have criticized ineffective professional development
practices (Houchins et al., 2011; Moffett, 2000), noting the piece-meal approach to providing
only information to teachers to increase their knowledge of what to do, but not how to do it. Past
trainings held by the Zarrow Center fell victim to this same structure. However, improvements
made to both the comparison and intervention trainings highlighted in this study show

participants not only learned the information (i.e., multiple choice questions), but also increased
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their skills in applying the knowledge of how to implement (i.e., discrimination and fill-in-the-
blank), and even more so in the Stepping-Up intervention group. This study shows the
implications of restructuring the historical framework of professional development and elevating
it to follow best practice recommendations will increase participant knowledge and skills, which
is the ultimate goal of professional development.

Summary. Comparing the results of my study to those of current research (i.e., Doren et
al., 2012; Flannery et al., 2015) is potentially inappropriate because the dependent measures
slightly differ. Doren et al. (2012) and Flannery et al. (2015) graded different components of a
transition plan of the IEP. Doren et al. (2012) only analyzed postsecondary goal quality and
compliance. Flannery et al. (2015) analyzed postsecondary goals, annual goals, course of study,
and present levels of performance for quality and compliance. The analysis of postsecondary
goals and annual transition goals best relate to the fill-in-the-blank portion of my results;
therefore, those results are compared in the discussion for research question four.

Research Question Two

Do participants in the Stepping-Up intervention exhibit significantly greater gains from the pre-
to post- multiple choice scores of the transition planning assessment than those in a comparison
group?

Participants in the Stepping-Up intervention did not exhibit significantly greater gains
from pre- to post- multiple choice scores of the transition planning assessment than those in the
comparison group. This section required participants to choose correct answers based upon their
knowledge of best practice in transition planning. Both groups of training participants
significantly improved their scores from Time 1 to Time 2 on the multiple choice portion. In fact,

the comparison group’s effect size (12 =.21) was much larger than the intervention (2= .09).
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This could indicate a need to meaningfully incorporate parts of the comparison training on best
practices in transition into the intervention training. The comparison training was designed to be
informative and provide information on transition best practices. However, the post-assessment
multiple choice means were not significantly different between the intervention and comparison
groups. Thus, while the comparison group increased slightly in their pre-/post- scores, post-
scores were not statistically significantly different between the comparison and intervention
groups. The highest score participants could receive on the multiple choice section was 7.0
points and both means were above 6.0 points—meaning most responders missed one question on
the post-assessment.
Upon further examination, there were two questions missed most often for both trainings
pre- and post-assessment. The first question was
Donna is an 8th grade student with a specific learning disability in math. She
wants to attend a postsecondary education environment, but she is unsure where
she wants to attend. Her strengths include reading comprehension, self-awareness,
and written expression skills. When asked, what do you want to be when you
grow up, Donna says she wants to be a lawyer. The best postsecondary goal for
postsecondary education/training goal for Donna would be...”
(a) Donna will complete all necessary credits towards graduation and receive a B
in her algebra I class,
(b) After graduating from high school, Donna will attend a four year university,
(c) Upon exiting high school, Donna will work as an office manager of a finance

or business company,
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(d) After graduating from high school, Donna will attend the university of Texas

and pursue a degree in business/finance.
Answer choice “b” was correct, and many respondents chose “c” or “d”. The reason answer
choice “b” is correct relates to the instruction of the “fluff scale” which was covered in both the
intervention and comparison training. Donna is only an 8" grader, indicating the need for a broad
postsecondary goal. She expressed interest in college, and to be a lawyer she would need to
attend a four year college. Donna has the academic abilities so far to attend college. Choice “c”
was incorrect because Donna is an individual who should probably attend some-type of college
or postsecondary education environment. In the question, Donna also indicated her interest in
attending a postsecondary education program. Lastly, answer choice “d” was incorrect because it
is too specific and does not relate to Donna’s expressed interest. Choice “a” was incorrect
because it is an annual transition goal.

The second commonly missed question was “Transition assessments inform which part
of the transition plan...Check all that apply”. There were eight different choices: Needs,
Preferences, Strengths, Interests, Course of Study, Postsecondary Goals, Annual Transition
Goals, and Coordinated Activities. In order to answer the question correctly, respondents had to
check all eight provided options. Many participants only chose a few of the choices provided.
This question seemed to be more difficult than the other multiple choice questions as it actually
relied on participants to remember all the components rather than just recognize correct
information. Participants would have ideally gained this information in either training. Gathering
this anecdotal information on the most missed questions could indicate that those two questions

were inappropriate. In the future, these questions should be vetted and changed to improve the

quality of the assessment.
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How does knowledge of best practice relate to application of best practice? Prince et
al. (2014) and Pectu et al. (2014) found several common violations in transition plans and the
transition planning process through case law and compliance reviews. Many transition plans
were found to be in violation due to the lack or inappropriate use of transition assessments
(Prince et al., 2014). Based upon results of this training, teachers in both the comparison and
intervention groups grew in their knowledge of best practice recommendations in regard to
transition assessment use. As indicated earlier, however, the acquisition of knowledge does not
guarantee the application of knowledge (i.e., Bloom’s Taxonomy; Krathwohl, 2002). Therefore,
while teacher knowledge of best practice increased, it may not directly result in the creation of
compliant transition plans or transition planning components. Doren et al. (2012) determined
transition plans within the IEP may not actually reflect practices teachers used to create quality
and compliant postsecondary goals. Through follow-up interviews after their initial intervention,
Doren et al. (2012) concluded many of their participants used best practice recommendations on
the use of transition assessments to create postsecondary goals in the post-assessment, but these
practices were not explicitly seen in the actual transition plan. Results could be similar with my
study as I will not have a way to determine the effects of participants’ knowledge on their actual
practice. For instance, my study found very small correlations between the post-multiple choice
scores and post-fill-in-the-blank scores with Pearson’s correlation being small at .03, indicating
participants may have the knowledge of best practice, but lack the ability to apply it.

Research Question Three
Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to

post- discrimination scores of the transition planning assessment than those in a comparison

group?
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Participants in the Stepping-Up intervention exhibited significantly greater gains from pre
to post- discrimination scores of the transition planning assessment than those in a comparison
group. The main reason the compliant/ noncompliant section was included in the assessment was
to determine if teachers recognized many of the commonly found noncompliant postsecondary
and annual transition goals within transition plans. IDEA (2004) states postsecondary goals
should occur after high school. Per the Indicator 13 checklist (NSTTAC, 2012), the
postsecondary goal section asks, “does the postsecondary goal occur after high school?” Two of
the four questions asked in the discrimination section were on postsecondary goals, where
participants discriminated between a postsecondary goal that occurred after high school and one
that occurred during high school. This assessed the participants understanding of IDEA (2004) in
regard to postsecondary goals. Questions three and four contained annual transition goals, one
compliant and one noncompliant. In order to discriminate between the compliant and
noncompliant annual transition goal, participants needed to apply their knowledge of annual
transition goals needing to have three items: behavior, condition, and criterion.

Flannery et al. (2015) graded postsecondary goals with their first criteria as occurring
after high school (i.e., school services), and found that professional development increased the
“after services” quality of postsecondary goals. Similar to those (Flannery et al., 2015) results,
the Stepping-Up intervention increased participants ability to discriminate between compliant
and noncompliant postsecondary goals. However, Flannery et al. (2015) did not find significant
growth in their participants’ abilities to write compliant annual goals. In my study, participants in
the Stepping-Up intervention scored a post-assessment mean score of 3.62, meaning most of the
participants were able to discriminate between compliant postsecondary goals and annual

transition goals.
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Serious implications of creating noncompliant postsecondary goals exist—District of
Columbia Pub. School, 111 LRP 26012 (2001) ruled in favor of the student and parents, stating
the student was denied FAPE due to inappropriate postsecondary goals (Prince et al., 2012).
Several other court cases outlined in Prince et al. (2012) also cited the lack of appropriate
postsecondary goals and annual transition goals (e.g. Jefferson County Board of Education v.
Lolita S., 2013) which ruled in favor of the families and required schools to provide
compensatory education to students. In addition, Landmark and Zhang (2012) found
approximately three-fourths of transition plans in their review did not have adequate
postsecondary and annual transition goals. The first step in the ability to write compliant
postsecondary goals and annual transition goals begins with discriminating between examples
and nonexamples, which indicates participants in the Stepping-Up intervention group potentially
acquired the knowledge and skills to avoid writing noncompliant postsecondary and annual
transition goals within transition plans for the students they serve.

Research Question Four

Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to
post- fill-in-the-blanks scores of the transition planning assessment than those in a comparison
group?

Participants in the Stepping-Up intervention exhibited significantly greater gains from
pre- to post- fill-in-the-blank scores of the transition planning assessment than those in a
comparison group. In this section participants were asked to write one annual transition goal with
a prompt, one annual transition goal for employment without a prompt, one education or
employment postsecondary goal without a prompt, and one coordinated activity for independent

living without a prompt. This mimics the skill of writing transition plan components within the
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IEP on postsecondary goals, annual transition goals, and coordinated activities. On this section,
respondents could score up to 4.0 points. The comparison and intervention pre-assessment
revealed that on average respondents answered one question correctly (Comparison M = 1.12;
Intervention M = 1.07). The post- scores means were significantly different (Comparison M =
1.30; Intervention M = 2.57) with the Stepping-Up intervention group answering about two and
half questions correctly on average. Further analysis is needed to determine which component
(postsecondary goal, annual transition goal, or coordinated activity) was answered correctly.
However, the increase in scores for the fill-in-the-blank portion is similar to the results found in
Doren et al. (2012) and Flannery et al. (2015)—the participants’ ability to write compliant
transition plan components increased. The fill-in-the-blank scores represent the highest depth of
knowledge in evaluating and creating transition plan components (i.e., Bloom’s Taxonomy;
Krathwohl, 2002). Therefore, the differences in fill-in-the-blank scores between the Stepping-Up
intervention and comparison trainings show the largest impact. This area also represents the
lowest scores in the pre- and post-assessments of both trainings.

Many compliance issues revolve around the creation of compliant postsecondary goals
(Powers et al., 2005). Poor quality of postsecondary goals has even resulted in litigation (e.g.,
Carrie I. v. Department of Education, State of Hawaii, 2012, Jefferson County Board of
Education v. Lolita S., 2013). Landmark and Zhang (2012) found transition plans lacked the
inclusion of annual transition goals and coordinated activities. This could be due to a lack of
educators’ understanding of what the components are and/or how to create them. The results of
this study showed improvements in the ability to create transition plan components; however,
one of the biggest questions that still persists is whether the results of the study lend themselves

to writing quality and compliant transition plan components within the IEP for their students. In
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addition, further research within this data set could highlight (1) which plan components
increased from the training and which did not, and (2) which components exceeded compliance
standards to become quality.
Summary

Overall, participants in the Stepping-Up intervention exhibited significantly greater gains
from pre- to post- transition planning assessment scores than the comparison training did. There
were no differences on pre-assessment scores for any sub-test. The Stepping-Up intervention
yielded statistically significant gains in the total, compliance, and fill-in-the-blank scores. These
results were also statistically different from the post-assessment scores of the comparison group.
As far as the multiple choice scores, both the intervention and comparison training significantly
improved scores on the multiple choice section, but the scores were not statistically different at
post-assessment for each group. These results are promising in showing the effects of
professional development on transition knowledge and skills and help to fill in the gap in
existing literature. Interestingly, there was a weak positive correlation between the
discrimination scores and fill-in-the-blank scores. This means while educators may be able to
discriminate between compliant and noncompliant postsecondary and annual transition goals,
this knowledge is not translating to creating compliant goals. There were only four questions in
both sections; in future research, the number of questions should be increased to further explore
the dynamic between discrimination and creation of compliant goals. In addition, exploring the
connection to actual transition plans within IEPs, similar to the two existing studies on
professional development in transition (i.e., Doren et al., 2012; Flannery et al., 2015) would

strengthen the findings of this study.
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The results of my study show improvements in knowledge and skills in as little as three
and a half hours. According to Desimone (2009), a specific duration of professional development
has not been established in the education field; however, more pertinent than length are the
content and opportunities for participants to practice and respond during the trainings. Many
educators note time-constraints and the inability to take time off to attend as a consistent barrier
to professional development (Boulden et al., 2019; Lind, 2007). This could potentially be the
issue with special educators as well. In planning the topics for professional development
trainings in transition with the state department of education for this study, there was not an
option to hold more than a one-day training because teachers would be unable to take off more
than one day for professional development per quarter (personal communication, April 2019, L.
Chesnut). This indicates the need for professional development practices to be condensed and
time-effective, while also being elevated to meet best practice recommendations for quality
training.

I believe the impact of professional development on transition plans is important. One
could argue, given the results of the total score analysis, that only the intervention training is
needed for participants to gain information and knowledge they need to appropriately construct
transition plans. One could also argue that either training could be used since both increased their
scores significantly. However, the trainings provided different information. While some of the
information provided was similar, the way it was presented was different. This brings into
question, was whether I was comparing “apples” to “oranges” with the trainings. I would argue if
the comparison group received no training or no intervention, as in many other research studies,
this could translate to inadequate transition plan development for their students and would

therefore be unethical. Current research has established that regardless of the topic of
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professional development, practices improve (Fishman et al., 2013; Powers et al., 2000). The
comparison group in my study helps to highlight this improvement of practice regardless of the
professional development offered—making it more difficult to show a statistical difference in
post-assessment scores than if the comparison group received no training. Even though there are
current studies showing the impacts of professional development on transition planning, my
study is novel and marks a beginning point for research involving professional development and
comparison groups within special education, and more specifically within the area of transition.
Limitations

There are several limitations to this study, including threats to internal and external
validity; however, I attempted to address many of the threats to internal and external validity
through the design and implementation of the trainings. First, I created both trainings to be equal
in duration and quality. In addition, the comparison and intervention trainings were provided in
the same location in each city. Fidelity of the trainings was ensured by using the same materials
and presentation for the respective training. The same protocols were used for each training. For
example, there were two presenters for the comparison group, and each presenter covered the
same materials and presentation slides each training. Also, on the presentation slides there were
written prompts to use “I do, we do, you do.” That way the presenter was asking participants to
respond at the same time frames training and to respond in the same manner (i.e., choral or
individual). The same time frames were provided between pre- and post- assessments for the
intervention and comparison training. While the intent was to provide equal numbers of
opportunities to respond, the intervention training had almost double the opportunities to

respond. The introduction of a comparison group helped control for many extraneous variables
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not accounted for in previous research on the effects of professional development (Flannery et
al., 2015).

In addition to the intervention/comparison design, participants were able to choose which
trainings they wanted to attend and whether or not would participate in the assessment, which
lowered the threat of resentful demoralization and selection bias. Also, to counteract interaction
effects, responses from participants who attended both the comparison training and then the
intervention training and chose to participate in the assessment during both trainings were
removed before final data analysis. To minimize testing threats, the transition planning
assessment did not change (pre-/post) throughout the data collection process. Despite these
efforts, some limitations still existed, including internal threats such as sampling, assessment,
selection, and attrition, and external threats such as selection bias, preassessment sensitization,
researcher bias, and multiple treatment interference.

Sampling and Selection

The contract with the state department of education to hold the trainings did not allow me
to randomly select participants for the comparison and intervention trainings. Instead, I used
convenience sampling. Convenience sampling is used frequently in special education research
due in part to small populations compared to the overall general population (Emerson, 2015). I
also did not have permission to use random assignment in this study because the trainings were
provided in partnership with the State Department of Education. Therefore, there was not a
system in place to account for the history of trainees’ past experiences, as participation in the
trainings was voluntary and there was not a way to screen participants to ensure equal groups. To
account for these threats, statistical methods were used to determine group equality, including

Levene’s Test of Equal Variances and ANOVAs to determine if pre-assessment means were not
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statistically different. These methods showed equality between groups despite the inability to
randomly assign participants to groups. Demographic information was also collected to ensure a
representative sample or to allow results to be restricted to the sample assessed (Martella et al.,
2013).
Testing

The trainings and subsequent assessments pre-/post took place within a one-day training.
Participants took the pre- and post-assessment within a 3.5-5 hour period, which could have led
to a testing threat. Within the confounds of the one-day professional development training, |
could not determine any other way to ensure participants were taking the assessment at the same
time pre-/post without introducing numerous other validity threats to results (e.g., maturation).
The time constraints also introduced pre-assessment sensitization. Pre- and post-assessments had
the same questions, but questions were reordered to help address this threat. In the future,
questions could be worded differently with the same intent behind the question in pre- and post-
versions, and the researchers might try providing a pre-assessment within a few days of the
training and post- assessment right after the training to lengthen the time between pre- and post-
assessments.
Attrition

There was a higher rate of attrition for the comparison group than the Stepping-Up
intervention group. This was most likely due to the comparison group trainings having a larger
number of attendees on average. Attrition rates for both groups were below the suggestions of
30% (Gersten et al., 2005) with the intervention at 18.08% and comparison at 28.82%, but there
was a difference of 10% between the groups. The differences between intervention and

comparison attrition rates in combination with the overall rate of attrition may be potentially
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troublesome (What Works Clearinghouse, 2014); therefore, caution should be used when
interpreting the overall results in regard to the attrition rates. Participant incentives to complete
pre- and post- assessments were advertised and provided at each training; perhaps these
incentives need to be increased in the future to help with attrition.
Researcher Bias

The main presenter of both trainings was the head researcher and was not blind to the
condition or hypothesis of the study—therefore, a threat of potential researcher bias exists as a
limitation. To counteract this threat, a second presenter was added to provide the comparison
group trainings as an intentional strategy to help minimize the main researcher’s bias in
providing that training. In addition, providing professional development trainings for Oklahoma
educators was the majority of the main presenter’s daily job through a contract with the state
department of education. In other words, the main presenter/researcher’s future job security
depended on the quality of the presentation and information provided in all trainings. In future
trainings, evaluation data from participants should be collected to show equivalence of quality in
the trainings.
Multiple Treatment Interference

The presenters gave numerous opportunities to respond in both trainings; however,
despite best efforts to ensure both trainings received relatively the same amount, the intervention
group received more opportunities to respond and practice skills learned. This may have been
due to the nature of the intervention itself, but it is important to note this could have impacted the
post-assessment scores. Research currently supports that providing more opportunities to
respond increases performance (Simonsen et al., 2008); thus, the effects of multiple treatments

must be illuminated as a possible threat to the external validity of the study.
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Implications
Implications for Future Research

While I employed numerous strategies to ensure fidelity of the trainings (4 comparison, 4
intervention), there could have been more rigorous methods used. With the limitations noted
above and more experience holding numerous large group trainings, I have several suggestions
to note for future research. First, a pre-assessment should probably occur a few days prior to the
training. This offers time for the researcher or instructor to gear instruction toward needs
identified in the assessment. Next, condensing the transition planning assessment to only focus
on discrimination and fill-in-the-blank postsecondary goals, annual transition goals, and
coordinated activities would be best to determine skills acquired during the professional
development. The discrimination and fill-in-the-blank sections should be increased to include at
least 8 questions for each section. On the fill-in-the-blank questions, there should be an option
added for “I don’t know, or I am unsure” to address the amount of missing data in that area. In
the current form of the online assessment, respondents must enter a character for each blank to
count as a completed response, and it would not be possible to know if the respondent did not
want to finish the survey or did not know the answer. I believe many of the respondents would
exit the survey instead of entering a character resulting in an “incomplete survey.”

Results from this study are promising to show teacher knowledge and skills in transition
planning can increase from professional development, in particular from using an explicit
framework like the Stepping-Up intervention. In addition, results from this study will be used to
inform future versions of the transition planning assessment and guide the framework/instruction
of the trainings to focus more on creating and evaluating to meet deeper levels of knowledge, as

outlined in Bloom’s Taxonomy. There are a few large differences between the results of my
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study and the two others exploring the effects of professional development on transition planning
(i.e., Doren et al., 2012; Flannery et al., 2015). Doren et al. (2012) and Flannery et al. (2015) did
not include a comparison group to control for extraneous variables. However, those studies did
show the impact of professional development on actual transition plans within the IEP. Perhaps
in future research, intervention effects can be accounted for using actual transition plans with a
comparison group.

Even though my study did not review participants’ transition plans, the information
gained from this study is useful to guide future professional development and research on the
effectiveness of the professional development in transition. First, professional development
trainings designed to provide information on a topic with limited participant practice (i.e.,
comparison training) may help attendees gain knowledge about the topic but may not help them
actually apply the knowledge learned. Trainings designed to increase participant practice and
provide numerous examples did not take longer than the traditional method used with the
comparison group and yielded greater achievement scores in knowledge and skills.
Implications for Practice

In some ways, the findings of my study indicate the researcher’s (i.e., my) ability to
provide an effective training. This offers a starting point of the effectiveness of the Stepping-Up
intervention. However, what would be more meaningful to the transition field as a whole would
be the intervention’s transferability. Allowing another researcher to provide the Stepping-Up
intervention training and collect data would strengthen the findings from this study. If results
were replicated with another presenter, this would suggest transferability and generalization of
effects of the Stepping-Up intervention and its corresponding framework (Martella et al., 2013

and could potentially be used across the field of special education for in-service training. In
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addition, using the improved transition planning assessment as indicated in the paragraph above
with pre-service teachers would also strengthen the generalizability of the Stepping-Up
intervention. The Stepping-Up framework could be used in pre-service teacher preparation
programs, even those that do not have a course dedicated to transition as it can be embedded in
other special education coursework.

The Stepping-Up intervention could also be used in “train the trainer” professional
development models to determine if the results can be replicated and then serve as a model for
districts training their own teachers.

Despite the decades-old call to improve professional development practices to instruct
educators how to implement better practices, many trainings do not excel past providing a wide
array of surface-level information. While best practice recommends trainings become more
interactive and provide time for practice and reflection (Desimone, 2009; Dunst & Trivitte,
2009), the only way we will actually know these practices lead to changes and improvements in
the participant’s classroom practices is through experimental research. This study shows the
Stepping-Up intervention is effective at increasing educator knowledge and skills in transition
planning. The Stepping-Up intervention is a framework designed to explicitly instruct how to
improve transition plans for students rather than just provide information to teachers about how it
should be done. The framework guides the presenter to elevate their presentation of materials
through prompts to provide opportunities to respond.

The results of this study imply that after participating in the Stepping-Up intervention,
educators have the knowledge and skills to build compliant transition plans; however, who is
holding educators accountable for creating compliant transition plans? As noted previously,

many special educators do not have extensive knowledge in transition planning, meaning special
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education administrations may lack the knowledge to ensure transition plans in their district are
compliant. In addition, school administrators who serve as the local education agency designee,
who are also required to uphold IDEA (2004) mandates, may also lack the knowledge and skills
to ensure compliant transition plans are created by their employees. Thus, administrators may
also need the Stepping-Up intervention or a modified version of the intervention to facilitate
change in their schools’ and districts’ transition plans for students with disabilities.
Future Directions

To understand the fill-in-the-blank answers, a more robust analysis of the responses is
needed. Using the grading rubric, I could code each response to indicate what part of the
statement was correct and what part was incorrect. The new coding would highlight patterns of
unlearned information to use to improve future trainings. In addition, this could help align the
findings of this study to research relating to writing quality and compliant postsecondary and
annual transition goals. To echo established research by Doren et al. (2012), further analysis
using a hierarchical linear model might provide another aspect of the findings. Further, data
analysis could look at demographic information collected to determine if specific demographics
impacted assessment scores.

Conclusion

In conclusion, the Stepping-Up intervention increased teacher’s knowledge of transition
best practices, their ability to discriminate between compliant and noncompliant transition
components, and their ability to create compliant transition plan components. The increased
knowledge and skills in transition planning will help educators in creating compliant transition
plans for their students by avoiding common compliance violations outlined in case law (Pectu et

al., 2015; Prince et al., 2014). In addition, these educators will have the knowledge and skills to
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write compliant transition plan components, which could ultimately help them avoid interfering
with the provision of FAPE for their students. Therefore, as I say at most of the professional
development trainings I provide, “Good plans equal good services equal good postsecondary

outcomes” (personal communication, April 2020, M. DeardorfY).
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Appendix A
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Using Edplan to Development
Meaningful Transition Plans

Please grab from front table:

v Flash Drive v Eraser
v White board v Highlights
v’ Marker v' Extra Stuff

Malarie Deardorff

Belkis Choiseul-Praslin

QR Code Training

Apple Products
Turn on Camera and just point at the QR Code

Android Users—You will have to download an app

ol

The BEST QR Code Readers

| ol
Rard
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What is the purpose of special
education as defined by IDEA
2004°?
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The purpose of Special Education is...

... a free appropriate public
education that emphasizes special
education and related services
designed to meet students’ unique
needs and to prepare them for
further education, employment, and
independent living.

SECONDARY
TRANSITION

The Individuals with Disabilities Education Act
(IDEA) of 2004 requires transition services to be

Oklahoma addressed and in effect not later than the
Transition Age beginning of the student's ninth grade year or
Requirements upon turning 16 years ot age, whichever comes

first, or younger, il determined appropriate by the
|EP team, and updated annually.

#FACTS

Compliant and Quality Transition Plans

Appropriate Transition Services

Better Post-School Outcomes

GaumerErickson et al., 2014; Grigal, Test, Battle, & Wood, 1997; Landmark & Zhan,
2012; Mazzotti, Rowe, Cameto, Test, & Morningstar, 2013; Test et al. 2009.
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Only 35% of teacher preparation
programs require a dedicated course in
transition qilismsbiehm, Rowe, Johnson, & Guikmues, 2015)

Many teachers leave their alma maters
with little to no transition education
| education

embedded in other spe
coursework (n
o

The Current
State of
Transition
Plans

* Many transition plans do not meet quality and
compliance standards across the United States.
+ Plans were more likely to include
postsecondary goals in employment than
other areas.
« Many plans lacked annual IEP goals related
to transition.
« Many plans lacked the inclusion of transition
services.

Only 41.5% of IEPs had fully compliant
transition plans

% of plans did not link to students’

postsecondary aspirations

Similar results were found in 2005—less than
40% of plans were adequate (compliant}/or
detailed (quality and compliant) (Powers et
al,, 2005),

Match Not

Amount of Fluff

Postsecondary Goal
Fluff Scale

as Important (Fluff OK)

Firm Match

Middle School

Froshman Sophomore  Junior Senior

Year in School
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But first.... E.I E
« https://tinyurl.com/BuzzFeedM - o ra
as] - |

A poor transition plan
could be a direct violation

of FAPE.

Recommendations for Best Practice

Best Practice
Recommendations
for Transition
Assessments

Implications for
Best Practice

Prince etal., 2014
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Formal and
Informal
Assessments

Formal Transition Assessments have ample
validity and reliability evidence for their use.

Informal transition assessments lack validity and
reliability as well as basic norming processes.

Best practice based upon case law decisions is
using at least one formal transition assessment
each year.

Formal vs. Informal Transition Assessment Chart

Combination Suggestions

Transition Assessments.

TAGG*
OK Career Guide
Life Skills Inventory.

AR*
My Next Move*
o Casey Life skills

Landmark College:
Career Clusters™
ELSA

ependent

Living .
fssessments SDISR:
My Next Move*
Casey Life Skills

4/10/20

1. Need atleast
one formal
assessment’

. Need both
Education and
Employment
Assessments.

. Independent
Living
Assessment as

Not is.
annually

sew transitios ssments
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Present Level of Functional Performance
Narrative

* Transition Assessments build by identifying
« Strengths
*+ Needs
* Preferences
« Interests
* All information gained from transition assessments, including things
you know about the student from working with them, build the
Present Level Narrative

[

Rty

JEr— B
O S e 5 G Sy B et e et 1 A B e A
R o ket o ey e, o, i A A i it e R

~
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e e e T i
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Transition Assessment Results for SpongeBob

* Casey Life Skills:
+ Needs - Money
« Strengths - Daily Living

skills and ips/C ion

« Career Clusters:
* Human Services or Tourism

* TAGG:
* Needs - Student Involvement in IEP
« Strengths - Knowing Strengths and Limitations

ttom Middle School. He
s to go Jelly fish hunting
e. He has many academic

ading comprehension.

* SpongeBob is an
wants to graduate
and would someday [i
struggles, includil

Transition Assessment Results for SpangeBab
Sasay Lifa SKill; Needs - Maney management skills and Relationships/Communicatian

GG, Needs - Student Invalement in IEP
Strengths - Knawing Strengthsand Limitatians

Example

SpongeBoh is an 8t grade student at Bikini Bottom Middle School. He would

someday like to attend college and work full time in the tourism industry.

SpongeBob has a specific learning disahility in reading which could |nterfere

with his ability to comprehend college-level materials and work-related

texts.

+ Strengths: SpongeBob's strengths are Daily Living Skills (from Casey Life Skills) and
F‘"gs"ﬁ'nuwu i s strengths and limitations (from TAGG).

« Needs: SpongeBob's needs are in money
Tasey Life Skills) and student involvement in the IEP UAGG)

« Interests: Jelly fish hunting, showing off his wonderful town under the sea, and making
new Triends.

« Preferences: Work with a few close colleagues in a fun energetic environment, working
Tay or might Inot morning) shifts, and using checklists.

Course of Study

 LIST out classes for current year and next

* For students with more significant disabilities,
« this is the time to provide a timeline for how long difficult dasses might take
« plan out graduation timeline
« electives
« plan time for general education

113




4/10/20

Indicator 13 requirement for Present Levels

1. Are there appropriate measurable postsecondary goals in the areas of training, education,
d, whe riate living skills?

Find the postsecondary goals for this student

If there are appropriate measurable postsecondary goals that address Training after high

school, Education after high school, and Employment after high school, and (where

appropriate) independent living Skills after high school and if the identified postsecor

goals for Training, Education, and Employment, and (where appropriate) Independent Living

Skills appear to be appropriate for the student, based on the other information regarding
el

f Academic and Functional Performance and / or the student’

an SR circle Y

i & on age appropriate
transition assessment(s)?

Find at the IEP
(either n the IEP or the student’s file)

P ,if there. atleast i i
assessment was used 10 provide information on the student’s needs, strengths, preferences, and
interests regarding the postsecondary goals circle Y

Course of Study

Indicator 13 Course of Study Requirement

5. Do the trans‘itian services include courses of study that will reasonably
enable the student to meet his or her postsecondary goals?

Do the transition services include ERNSESBPOYhat align with the
® Ifyes, then circle Y OR if no, then circle N

Course of Study Example

lunior Year 1 Senior Year1

English 1 English 1V
Algebrall Math Modeling
World History. Geography
Biology Marine Ecology
Life skils FACS

Ag Power and Technology  Hospitality

sh 1 {Lab), Algebra (1 (general),
istory (Lab), Biology (eneral). Etectives:
Life Skifs Class (Lab) and Ag Power and
Technology (General), These electives will help.
SpongeBob interact wi
know n arder to to be

concepts he will need to
in the tourism industry.
His core classes will help him ear
sraduation

Senloryear Frafish 1V {iab). Math Modeling

dits toward

{general), Geography (general), Marine Ecology
(generai. Efectives: FACS (general) and
Hospitalisy (qeneral). Core classes wi
toward graduation. T s

pongeBob with necessary self-care skills ta live:
independently after high school. The Hospirality.
course aligns with SpongeBob’s career interests
after high school.
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Non Example

SpongeBob will tal ate and electives of ‘ Stepping-u p Tra nSition |

his choice.

A framework to create compliant, effective, and
individualized transition service plans

SpongeBob will attel social studies and
general education cla: for math and scieNge. He will take electives
that match his career interests.

Start at the bottom

l Coordinated Activities I

I Transition Skills Assessments |

' Student-Selected Postsecondary Goals I

Transition Interest Inventories and Exploration;

10
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en gt e g s 1

Career Interest Inventories Exploration tools

* O*Net
» OK College Start

e Career Clusters
* OK Career Guide

* PICS s College View
T ~ * My Next Move = Skills to Pay the Bills
[OR——
A I These provide students with an idea of
e e how their interests and preferences align
e with jobs and guide education
~
postsecondary goals.
NET Interest Profiler
Clickto change your Job Zone:
= e 3ob Zone One
w Bl ~ Bl £ < it or no ob preparation

Careers that fit your interests and preparation level:
* Fishers & Related Fishing Workers
Within the Realistic

% Plasterers, & Stucco Mason:
% © Hunters & Trappers area, the student is
% Meat, Poultry, & Fish Cutters & Trimmers most interested in
% painting, Coating, & Decorating Workers these areas with
%  Plasterers & Stucco Masons little to no job

% © Roustabouts, Oil & Gas

preparation

Click on a career to learn what they do.

Student Reports

WRITE it in the PRESENT LEVELS

116
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Exploration Tools and Interest Inventories Lead
to Developing Postsecondary Goals

I Coordinated Activities
| Annual Transitif

| Transition Skills Assessments

‘ Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration

|

Using the interest inventories and other exploration

tools, students can create their postsecondary goals.

Where do | want

to live after high Developing
school? Postsecondary
Where do | want Goals

Answer these

e to work after

high school?

Where do | want
to learn after
high school?

4/10/20

They may change

OK!
Postsecondary Must be updated Annually.
Goals

Keep this in mind when helping the
student create their postsecondary
goals

Postsecondary Education Options

« 2 year community college or
university

+ 4 year college or university
+ Technical College
« Trade School

« Postsecondary Education
Environments for Students with
Disabilities (Think College, Sooner
Works)

« On the Job Training

+ Apprenticeship

*+ Adult Education Classes

« Project Search (if after HS)

After graduating from high school, | will [learn]

(how/where)?
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PartTime.
Full-Time
ompetitive
Benefits
ployme
EqualPay
With or without support from VR

Individual Supported Employment
Group Supported Employment

Volunteer
AtHome Businesses

Independent Living Options

* At home with parents
« At home with parents as
independently as possible
* With roommates
* With roommates in the dorm
* With roommates at a house or
apartment

* Atthe Dorms

+ With or without roommates =]
*+ Alone in apartment or house
*+ In the military barracks

* With support in community
housing
* In an assisted living facility
* At a group home
«+ With regular home visits
* Full-time/part-time supports

L.

Postsecondary Goals

Desiea st CompieionGoss

Seconaryousome
e e S e B s I N

E— 8
N

~
———
SR
M "

Non Examples

b will receive a B in his
uage Arts class.

* SpongeBob will

applications to
high school

118
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Examples
* SpongeBob will go to a 4-year college and major in hospitality.

* SpongeBob will work part-time as a cook in a fast-food
restaurant.

Indicator 13 Requirements (Q 1, 2, 3)

T_Are there appropriate measurable postsecondary zoals in the areas of

training, education, employment, and, where appropriate, independent living Y N
Can the goals be counted?

‘Wil the goals oecur affer the student graduates from school?

Based on the i il this student, do for this student?

o Ifyestoall three then circle Y OR if: goal is not stated, circle N

2. Are the postsecondary goals updated annually? Y N

Were the postsceondary goals addressed updated in conjumetion with the development of the current 1
o Ifyes, then circle Y OR if the postsecondary goals were nor updated with the current [EP, circle N

3h id The measurable ‘20als were based on
age appropriate transiti Y N
T the use of transit Tor “Eoals mentioned in the IF} i the student’s ile?

® Ifyes, then circle Y OR if no, then circle N

Practice Creating Postsecondary
Goals

After high school, | will learn at...
After high school, | will work at...
After high school, | will live at...

Taking the Next Step

| Coordinated Activities

I Transition Skills Assessments

| Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration

119
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Transition Assessments: Skills and
Abilities

Transition skill assessments identify strengths, needs, and abilities.

* These assessments are crucial when developing appropriate annual
transition goals.

* Use the needs identified in the transition assessments to build the next
step—annual transition goals.

4/10/20

TA

Employability Life Skills Assessment (ELSA) |
e Skills Inventory

AIR self-determination
ESTR-S or ESTR-III

Formal vs. Informal

Formal Informal

* Adaptive Behavior Evaluation * ESTR-S, 111, )
Scale « Casey Life Skills

* Vineland

« Life Skills Inventory

* SIfDifectad Seareh * Personal Preference Indicators

* Supports Intensity Scale
* Transition Behavior Scale

Annual Transition Goals

[sers—

i s s e s e e
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Annual Transition Goals
Annual Transition Goals

| Coordinated Activities |

* Use the results from the skills assessments
> . ) : to build annual transition goals.
Annual Transition Goals i o :

« The transition skill assessments provide

T information to determine student NEEDS.
Transition Skills Assessments + Use the NEEDS identified to make annual
transition goals.
Student-Selected Postsecondary Goals « One annual transition goal for every
postsecondary goal (AT LEAST 1).

Transition Interest Inventories and Exploration

Write an Annual Transition Goal for
Education/Training

: Must Follow SMART
guidelines

(Student) will
Condition Behavior Criterion

Processes rather than

* A measurable goal includes the behavior or skill that can be measured at
one-s hOt a Ct iVities periodic intervals against some criterion of success.

* When, How, With what? (Condition)

« Specific Behavior (Behavior)

« To what degree? (Criterion)

16

121



4/10/20

Work, Social, and Personal Skills Supervisor Evaluation

. st SpOE B0b . .
Postsecondary Goals vs. Annual Transition Goals b >

M. Crabs,

* Post means AFTER high school
* Need to be measurable only (LEARN, WORK, LIVE)

ek ey adtons fomtincr
CommencY R i o evsosen.

Sis Comments
—T—
« After graduating from high school, SpongeBob will attend a 2-year college to T
obtain an associate's degree in tourism.

needs mprovement

2 Gomerovokantmeor | Qe gD

e e o bt

. oy
* Annual transition goals are the same as annual IEP goals

+ NEED to be SMART goals

« After a disability awareness unit, SpongeBob will create a one-page document

explaining his strengths and limitations with 100% accuracy as noted in s
content and grammar. ity 3

ponge Bob often Torgets 1o tarn ofT equipment, he does
not follow basic work safety rules.
He does not follow 2-3 step directi

"« Folows drections

< for job duties and
| tasks without assistance.

5 Ustens anduses feedback

X T— [<TE

3. Works safely veyaoed 3| Sponge Bob often forgets to turn off equipment, he doet — -
it ] et ke S SpomgeTioh o Svpes 0 tam off efprnt, e o)
4 Folows diecions 3% 3| He does not follow 2-3 step directions for job duties Y= T TS S e
ceds mprovenent 1| and tasks without assistance. e Sn il dor *

While working in the classroom kitchen, Sponge Bob will use a

checklist to ensure he is turning off the equipment, putting away
utensils, and properly disposing of waste 9 out of 10 shifts. Condition

(Student) will

Behavior Criterion

(Student) will

Condition Behavior Criterion

___,SpongeBob will follow _____ without assistance

WD

17
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Example or Non-Example?

A.When using the oven, fryer, and mixer in the kitchen, SpongeBob will
follow safety rules, turn off i and put away i in proper
storage place with with 100% accugacy as noted on a checklist.

B. In class, SpongeBob ob applications to find a job.

€. While cooking a méal, SpongeB:

will follow the 2-3 step directions
without assistance with 100% accur;

D. Without assistance, SpongeBob w.

job applications with 100%
accuracy.

Onectve Fiea Detai o Inctuce:

L el

BT ——

08 or st G

Indicator 13 Requirements {Question 6)

6. Is (are) there annual IEP goal(s) related to the student’s transition
services needs’

s (arc) an annual goal(s) included in the IEP that is/are related {0 the student’s transition services needs?
® Ifyes, thencircle Y OR if no, then circle N

Coordinated Activities

] Coordinated Activities I

Transition Skills Assessments

] Student-Selected Postsecondary Goals

‘Tra sition Interest Inventories and Exploration

123
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Coordinated

Activities Learning opportunities created to
or help students meet annual
Transition transition and postsecondary goals

Services

Coordinated Participate in a
community-based Career
S.GF preeded . Exploration Program:
Activities/Strategies - Meet with an adult in the
Examples career field of packaging.
Instruction
Community Experiences Any others stand out from that
Employment list that would help Sponge Bob

meet his annual transition goals
and postsecondary goals

Related Services
Post School and Adult Living Skills
Acquisition of Daily Living Skills
Functional Vocational Assessment

Coordinated Set of Activities

®
B888

Example vs. Non-Example

A. SpongeBob will fill out 3 job applicatigns withousassistance

B. SpongeBob will follow 2-3 step direct| e, school, and in the

community with 100% accuracy.

C. SpongeBob will attend.a job fair.

io the kitchen.

D. SpongeBob will follo

124
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Coordinated Activity Practice
* Employment

* Education/Training

Indicator 13 Requirements (Q 4 and 5)

4. Are there transition services in the TEP that will reasonably enable the

student to meet his or her ]xv~\~\.u|x1\lxry goals?

Y N
T30 he ranstion services listed n he student's [P (hat he sudent needs T reach he postsesondary gouls incue, s needed
instruction, related service(s), . development andif
pproprite acquisiion ofdaiy Ting sl and provision of o fumcional vocational evlvaion

Ifyes, then circle Y OR if no, then circle N

5. Do the transition services include courses of study that wil reasonably
enable the student to meet his or her postsecondary goals” Y N

D0 the transition services melude courses of study that align with the student's postsecondary goa”
© Ifyes, then circle Y OR if no, then circle N

Alignment
Between the
Transition

Components

| Coordinated Activities

Indicator 13 Requirements (Q 4 and 6)

4. Are there transition services in the IEP that will reasonably enable the
student to meet his or her goals?

Y
e student’s IEP i st esd 0 Tch e posioscondary gols e, s 0
8. compmuns) experiance, doseiopment o smplapmon s ok pastochiol s Hving eopectives, 64 i
appropriate acquisiion ofdaiy Ting sk provision of o fimeional vocational ewlvaion

©  Ifyes, then circle Y OR if no, then circle N

o the transition serv
instruction, related s

6. Is (are) there annual IEP goal(s) refated to the student’s transition’
services needs? Y N

i annual goal(s) included in the IEP that
® _Ifyes. then cirele Y OR if no. then ci

Tated (0 the student’s transition services needs?
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Is there alignment?

SB will Interview an adult worker in the tou
career field about safety procedures on the job.

‘While working in the classroom kitchen, SpongeBob will use a checklist to
ensure he is turning off the equipment, putting away utensils, and properly
disposing of waste with 100% accuracy 9 out of 10 shifts.

After high school, SpongeBob will receive on the jo!
travel agent.

Is there alignment?

SB will participate in a job-shadowing experience
in the tourism career field.

‘When given 2-3 step directions, SpongeBob will complete the task with 100%|
accuracy as noted in “work” journal.

After high school, SpongeBob will receive on the job-training as a
travel agent.

Is there alignment?

Ryan will be

During a work experlence program at a local hospital, Ryan Will Breet peers,
adults, and patients with a salutation with a smile, eyes open, calm body 10 out
of 10 opportunities without visual or verbal prompting.

After graduating from high school, Ryan will work as a medical
assistant at a local hospital.

21



Taylor Swift Case Study

« Taylor is a 15 year old freshman at Southeast High School in Enid, Oklahoma. She is
involved in numerous school activities including band, pom squad, and student
council. She has great relationships with her peers, but can struggle making
connections with adults. Her expressed vocational goal after high school is “to work
in the music industry or maybe a teacher”. She wants to go to college. Her academic
skills are Word Reading: 12.1 grade level, Reading Comprehension: 10.1 grade level,
Reading Fluency: 8.2 grade level, written expression: 5.5 grade level, math: 7.5
grade level. She has never had a job with or without pay. She qualifies for special
education under the category of specific learning disability. She has a few medical
issues including asthma, anxiety, and depression as well. She misses school about 2-
3 times a month due to these conditions. At this time, these medical issues are not
explicitly addressed in her IEP or used to identify her under a category for special
education.

5 minute quick review

4/10/20

O*Net Interest Profiler

Landmark College Guide to

College Readiness

Transition Planning
Inventory*

trengths: Executive Functioning, (Lan dmark], functional
leisure activities

health {TPI-2). Tayloris actively involved in her school community. Her

academic strengths are in word reading and reading comprehension.

Needs: Self-advocacy, self-understanding, and functional academics for
college (Landmark). From the TPI2, employment knowledge and skills,
self-getermination, and mon ey ménagement. Taylor has niever had a
paying or non-paid job experience. Taylor's academic weakness isin
written expression (as noted from teachers, TP12, and Landmark)

Interests: Taylor reports she is interested in dance and music, going to
college, and maybe a career in teaching or music. O*NET indicates her
career interests are in the artistic or social areas, particularly the music
industry or teaching field.

Preferences: Taylorin dicated she would like to work in the music or
teaching field. She prefers working with others and in a way she can be
creative.
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Building Course of

Study

4/10/20

State of Oklahoma Graduation Requirements

curricd um-graduation-reguirements%:20%281%29.p

. httEs://sde.ok.gov/achieving-classroom—excellence—resoumes

s cumen. ot Pt oy Co b

O*Net Results

Technology
You might us seftware ke this on the fob
Music or sound editing software
Knowledge
Arts and Humanities

- music, Gance, viual ars, crams,or scuture

© Engiah langusge

Engineering and Technology

Business
+ stomer service
© Salesand markating

Communications
+ mutimeda.

Technology
You might use software ke this on the fobs

Spreadsheet software
- Mirosot xcel

Electronic mai software
e sotware

Computer based training software
- Chidren's educatinal software

Knowledge

Education and Training
e s s e

Arts and Humanities
e e

Safety and Government
e i ey

Business

Start at the bottom

] Coordinated Activities I

I Transition Skills Assessments

I Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration
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Exploration tools and Interest Inventories lead
to developing Postsecondary Goals

l Coordinated Activities I

I Annual Transition Goals I

Transition Skills Assessments

l Student-Selected Postsecondary Goals

1
| Transition Interest Inventories and Explorationi

Wants to go to college

Wants to be in the music
industry or be a teacher

Where does she want to live after
high school?

AN

Answer these

questions:

129
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Postsecondary Goals

ot Sy oeome oot v

e
o —

Learn w

Education/Training:

« After graduating high school, Taylor will...

WD

Work
Employment:

* After graduating high school, Taylor will

Or after
graduation from
college?

Right after high
school

Live
Independent Living:

* After graduating from high school, Taylor will

130
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Taking the Next Step

I Coordinated Activities

I Transition Skills Assessments

‘ Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration‘

4/10/20

Landmark College

Transition Planning
Inventory

Annual Transition Goals

I Coordinated Activities

(Student) will

Condition

Behavior Criterion

131
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Annual Transition Goals Landmark College Results

Lo S . . Areas of Need?
e

~ * Academic Skills, Self-Understanding
[S——— i * Self-Advocacy
EriE— E,
PR —

15 -

Education/Training

Example

Acadamic skite

Tota rom this section

Lol After a disability awareness unit, Taylor will verbally describe her
ot Uncorstanding Metscogton) .- ADA rights as a student with a learning disability, including access to
o accommodations, to three of her general education teachers.

NY

27
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Academic Skills
Gan you read up 10 200 pages in a week?

Do you have a systom for taking notes?

Gan you write  paper of 10 or more organized pages !

Do you have a systom for proparing for tests and exams?

Gan you clearly summarize a cologe-level reading assignment?

Slt-Undorstanding Oetacogniton)
1. Canyou dekne and descrb your gt of  eaing dabity?

v you s you pychoscucstionl ostng?

fors to two or more sources?

Total from this section o

. Do you now which scado tasks g ou o o ifcly?
B

Gon you enty e scadaric sppersyounee o bo iccass?

As a classroom assignment, Taylol
c

Yes

Totafrom s soction

rwill behavior] with

WD isplit)

TPI-2 Areas of Need

What are they?

* Employment Knowledge and Skills

* Employment Planning Skills

Teacher o) Suugy Planninghress dopopate 0 3¢ oon
[ s - WORKING:
WORKING: 1. Names ccupations hefshe rfers over thrs,when asked " o 4 %
3 Syl w43 B 2. Koows obeqirements nd demandsof e e " o @ F x
[T — w1 5o wcaptons i
, “ " o D 4 *
e R P 3. Chooespeermdocuptons s onishr s, " @
Lo s st
She does not e g
] L O RE T - Dz w0 3o o
e w ¢ . .  knowhow to
sasuma cha nge jObS or She does not know how to get job.
et trainin, e ; T e
Jworkin: EMPLOYMENT kNOWLEDGE AND SKiLLs  Student — 8 g Planning Areas Apprope
5. hre e e s okep Wi w0 : for a job. WORKING: CAREER CHOICE AND PLANNING
S " s © 1. 1can name capations ikl woul e the most w0 ® P
st s L 2 6] 2. Iknowabout jobs | am nterested n and what tey reque. " 0 ® s
W © o1 3. st sttt sl nd et W 0 5w
wor jobvainngpogam, 3 Ui " @ 3 s

nede, 3 bl vt
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Which annual transition goal is compliant and
most appropriate for Taylor?

A. After a lesson in job hunting, Taylor will fill out a job application.

B. After a job-seeking unit, Taylor will verbally state three ways she can

find a job to her IEP team.

C. Using the internet, Taylor will identify three possible jobs she meets
the qualifications for and fill out an application for one of her choice
with 100% accuracy.

. Taylor will explain how to get a job to her IEP team when asked.

o

uvinG:

Independent wwems woeo1 1
P P T— N o @) 2 3
Living .
FO————
33, knowe how 0 pay bils. » 0 O 4 s o
" O 11 3 e x
" o2 O

Taylor needs to know how to manage money using a
different avenue than cash.

Independent Living Goal

€ (Condition), Taylor will

with

(Student) will

Condition Behavior Criterion

You Do

Coordinated Activities

[ ¥ coordinated Activiies

| Student-Selected Postsecondary Goals

‘Transition Interest Inventories and Exploration
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Coordinated Activities (Transition Services)
» What things will help Taylor get a job?

» What things will help her live on her own?

SALB0gihs Ac demic tests indicate the Grinch has strengths in reading
Samprenension, ward reading, mathematics, and written expression. Transition
identified strengths in tional
academics, hame living, cammunity use, health and safety, and wark (ABES), and
tasks, traveli and k

The Grinch Case Study

LAy

The Grinch is a 15 year old sophomore at Whooville High. He qualifies Present ‘DsadeThe ABES identified areas of need in socil, leisure, self-care, and
for special education under the category of autism spectrum disorder. | communication,

The Grinch is on grade level in mathematics (10.3 grade level} and Levels The ELSA identified self-help skills, and fisors as
written expression (10.1 grade level}. He is above grade level in word {(identified ;‘fﬁ:zi;ﬁmﬁgizﬁf‘:z‘dke‘f’;;‘:gﬁ:”““’"‘ MBYaiah snd corfidence,
reading and reading comprehension {12.1 grade level). Th? Grinch from Interests: Working in a5 a treasurar or controller OR ax
produces on-level work and completes grade-level tasks without Transition EvErE spenl

prompting. He is not involved in the school or community at this time— : * . ’

and often does not interact with peers or adults. The Grinch has Assessments) Going to college and living independently after high school
expressed an interest in college and would like to work in a math-related

field. He prefers to live alone after he graduates. Ereferences: working alone, quiet space, secluded area,

math-related fields, and dislikes Christmas and the whole
Christmas season.

30
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Start at the bottom

I Coordinated Activities ]

I Transition Skills Assessments I

‘ Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration

Exploration tools and Interest Inventories lead
to developing Postsecondary Goals

| Transition Skills Assessments

Annual Transition Goals I

l Student-Selected Postsecondary Goals

Agents

E in Tax iners & C s, &
lk cll Revenus Agens,Ravenv Offcer,To Ecamirr

-
O Waceh Career Video

What they do:

individual.

On the job, you would:

information

+ Maintain records for each case, including contacts, telephone numbers, and actions taken.

Treasurers & Controllers
© Watch Carear Video v

et thy ao:

onthe o, you wouta:

O*NET Identified Top Two Choices

Wants to go to College

Would like to work in math-

The Grinch related field
Reports.... Wants to move out and live
alone

136
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Where do I want
to live after high
school?

Where do | want
 to work after high
school?

Answers these

questions:

Where do | want
to learn after high
school?

Postsecondary Goals
P —
T R o o S o B o i v v s

4

Comnns.

o —

fretu——cnety

iRttt

Learn “

* After graduating high school, Grinch will

Education/Training:

Broad not specific at
his age

wo

Work
Employment:

* After graduating high school, Grinch will

137
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Live
Independent Living:

* After graduating from high school, Grinch will

Taking the Next Step

I Annual Transition Goals I

I Transition Skills Assessments I

| Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration

Landmark College

Skills
Assessments

Transition Planning
Inventory

Annual Transition Goals

| Coordinated Activities ’

— | Annual Transition Goals

Transition Skills Assessments I

| Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration
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Annual Transition Goals

[ —— —
[rm—— s .
- (Student) will
Condition Behavior Criterion
i s e L
PRSE——
)
SelfUnderstanding (Metacognition) Self-Understanding (Metacognition) Yes
1. Gan you define and describe yourdiagnosis ol a leaming disabity?
2. Have you read your pychoeducatonsl testing?
D0 Y0 Knoi ik acadiania SkBet Z
4. Do you know which acadamic tasks gve you the most dificuty?
bon and Contidence ves 5. Can you dentiy the academic supports you need fo be sucoessful?
[ ———T—— Total from thissection | |

2. Do you o what you want o ge ut o yos ot yeur of caloge?

3. Doyou know atyoucs

5. Canyou magine your o 10 yows?

Tota from ths socton

e

ote rom ths section

A. Atthe next IEP meeting, the Grinch will identify 5 supports that will help him
to be successful in college (and the remainder of high school).

B. Using the internet, the Grinch will research his disability and make a one-page

document to provide information on his disability.

The Grinch will explain his disability when asked by teachers and his parents.

s}

D. During the next IEP meeting, the Grinch will verbally define and provide three
facts about his disability with 100% accuracy as noted on a teacher-made
checklist.
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Par P [ [— — [ Works cooperatively with peers by: .
s ] s )
sel. e e 3 Fl {
2 H Lt EE és 4 HE working well with others. 0
- - =T T ym— . O
! ; = = | seeking help from co-workers.
i 7 = AR - _ , \
HE = —— —H: & directing co-workers without being 8 o
. —=4 overbearing.
H 111 : >
3 / e 1. Condition O
H N/ N / IHH > mer 1 RS 0
H N t}:: H 3. Condition
= I S e = =
Employment
wp
D. Communicates effectively by: Em p‘ oyment contin UEd
— demonstrating effective listening skills, [ | | | PER———— L SELF HELP SKILLS Ace
including eye contact. — choosing ‘"’dw:,,iwc‘:m/as,hrll,,e \ g ot sl 7]t 1s 2021
— expressing self, answering and asking 9 D :g:\:‘x’?:w:” o ehecicny — meatig techer xpectaion or Al
questions. — hould not be LI
Bl o (dirty, il fiting etc.). rooming (na combed, sht bkea n, |0 |1
- ing expected - maﬂﬂ’;\gclo}h%(ha\mginpcm il | -l w0
Kill: iina Sholce o i conditon, clean era — meatng acher g
L s e
1. Condition
2 Satavir Employment )
3. Criterion ib
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saiey | wor

R . .

R .

A. In a variety of settings (school, community, work), the Grinch will
follow rules, regulations, and expectations 9 out of 10 opportunities.

B. When being bumped or brushed against, the Grinch will respond
appropriately to typical physical exchanges with 100% accuracy.

4/10/20

C. In community settings, the Grinch will be socially accepted by others
100% of the time.

40. Responds appropriately to environmental social
cues (e.g., when it is appropriate to interact, when
itis not appropriate to interact, etc.)

m 41. Interacts appropriately with one other person (e.g.,
I koo St n & mac Staton; &t e
t

[1] 42 shares with others

m 43. Adjusts behavior to expectations of different
situations (e.g., classrooms, recess, etc.)

[1] 44. Disptays appropriate behavior in group games
.., follows existing rules, shows good sports-
manship, efc.)

Write an annual goal for the Grinch.

1. Condition
2. Behavior
3. Criterion

Coordinated Activities

——)

Annual Transition Goals

| Coordinated Activities

I Transition Skills Assessments

| Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration
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Going to college?

(UL IS Getting a job?

Living Living Independently?

Using Indicator 13 to Grade a
Transition Plan

Joey Deardorff

Present Levels and Course of Study

* Question 5. Do the transition services include courses of study that
will reasonably enable the student to meet his or her postsecondary
goals?

Postsecondary Goals

* Question 1: Are there appropriate measurable postsecondary goals in
areas of training, education, employment, and where appropriate
independent living skills?

* Question 2: Are the postsecondary goals updated annually?

* Question 3: Is there evidence that the measurable postsecondary
goals were based on age-appropriate transition assessments?

Desired PostSecondary/Outcome Completion Goals
rac

duation from _ fecaive & B or Nghar i my Englieh Language AT

noads in ransiton aroas aro goal soting and attainmont, isabilty awaronoss, porsiionce, sof-caro
His coursa of s the oquie
| menis 1o receive a iploma on the college preparatory work ready currculum

List of Noads, Proforences, Sirengths, nterests, and Course of Study Based on Present Levels of Performance and Age Appropriate Transition As-
sossmar dploma requirements.
Noods, Prolorences, Sirengihs, nierests, and | Jossph s a 1011 grade sfudent al Zariow High School. He plays piand and s on ig o
Coursa of Study: Joesph would ke o attend collego aftr high school. Ho reads and wrtes on 5th grade lovol. Ho s
finance caroor areas, Independent Living (i appropriate): Upon
of posrs or coworkers. Ho currently holds a job a tha local movio thealor a5 an ushar, His groalost graduaion from high sehool, | will
Community Participai prisie): Upon

graduation from high school, il

*Note Stepping-Up Intervention stopped after first slide of this page.
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Transition Assessments Introductions

OU zarrow Center 2019

/
//
//
é/ Email: ZarrowCenter@ou.edu
// Phone: 405-325-8951

* * * * &
P o0’ 908
) misie B.4m
it Let’s Practice EINCE + 2K
ko &b <
QR Code Training 00 B’y
L i bt 3 8808003038833s Sae® 3o $%0slls
Turn on Camera and just point at the QR Code Zarrow Center Website $088%8e%0%00%000000" 2% & 2022
& 00000 40 ¢ ¢ 0 b bt
ooozoo:»:oo“oz:’.:
i — il P o ad S0 40 & 00 00 00 o
Andriod Users—You will have to download an app £ 6 33% $6et 0t 2033 2% %
20 odd * e : * * 40 000 o
* * & 40 4 40 40 o
(e} u! ) 0008 e0ee’ 3 Seees. ede s ¢
% . 400 6 & 00 ¢ 00 * 4 & 000
AN S0 0s0es LIREEE R 223
a 303 3 SRR R
The BEST GR Code Read ERERIE I E I SN
e e Readers 300 % o s £322255%¢ 3
0’: x o d 00: * : * 400
- ] 730830873 Tes o 3 3¢
P ood * o * &
2 20 20 | 28 4 900080 00
y 2 330370008 S0 T0 37738 3¢
& S O 000000 & 00 000
RIS - 308
494046 ¢ ¢ ¢ 0 4 o
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How to Contact us

Sooner Works

ZARROW CENTER .
FORTINRNING FNRICHMENT

Sooner Works is a college program on the University of Oklahoma
campus for individuals with a mild intellectual or developmental
disability to aid in gaining the skills needed for full community
integrations and meaningful employment.

Contact Information:

Email: soonerworks@ou.cdu
Phone: (405) 3254543

000

‘Website: http:/ /1

Sooner Works
] [ v -

Teld the following dates & times:
Sunday 11/10/19 6:007:30 pm
Sunday 128119 6:00-7:30 pm
Friday 11020 6:00.7:30 pm

Informational meetings are offered online only.

Please sign up to attend using the following
link: 5

Applications for the 2020-2021 Academic Year will be posted soon!

Sooner Works emalllst 50 you can roceive updated information about our
program. You can also follow us on our Facebook page, Soor
Zarrow Center for Learning Enrichment!

ner Works at the

Applications are released
December 1, 2019

Due February 1, 2020

Special Education
Graduate Funding

Masters
Transition/ABA and
Zarrow Transition
Doctoral
Razorback-Sooner
Scholars

Transition ABA Scholars
M.Ed. Transition and Applied Behavior Analyss
(n8)
10 schoars for Cohort five n 2020
Financiol Support
Financal support willbe provided to cover
costs associated with both degrees
+ Travel funds to attend a national transitio
Zarrow Transition Scholars

scholars admitted annually (20201021 2022 2023

Financiol Support

+ Financial support wil be provided to cover
costs associated with both degrees

+ Travel funds to attend a nationsl transiton
conference

Razorback-Sooner Scholars

PR, with an emphasis in Special Education

Transition

10 scholars 5 at OU, 5 University of Arkansas)

Financiol Support

+ Annual fellowship stpend for up to 4 years

+ Full wition and fees

+ Annua tavel support
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The purpose of Special Education is...

.. a free appropriate public
education that emphasizes special
education and related services
designed to meet students’ unique

S needs and to prepare them for
further education, employment, and
independent living.

IDEA 2004 Defines Transition as...
« Transition services means a coordinated set of activities for a
child with a disability that—

-Wwbﬂmﬂmammm that is

on improving the academic and functi
achievement of the chnld with a disability to facilitate the
child’s movement from uheol to post-school activitles,

ed empl (includi g supported employment),
adult services, independent

inuing and adult ed
living, or mmmumlv participation;

SECONDARY
TRANS!TION“M

The Individuals with Disabilities Education Act
({IDEA) of 2004 requires transition services to be

Oklahoma addressed and in effect not later than the
Transition Age beginning of the student's ninth grade year or
Requ irements upon turning 46 years of age, whichever comes

{irst, or younger, il determined appropriate by the
|EP team, and updated annually.
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Welcome to the OSDE-SES Technical Assistance page. This page
to handbooks, manuals,

special education services, self assessment tools, and a link to the

special education staffing page.

Selt-Assessment
[

icies, Handbook, & Process Guide

Special Education News/Updates
L
NEWS & MEMOS

Special in
order for children
with disabilties as outined in the Individuals with Disabilties Education
Improvement Act (IDEA).

Memos

= Gatfcaton oty for Soeca Educaton eacoers a0 T8Rches 1 ATTA Schogs, At
Timament Faios - Canuary 2017)

= Shorened Days - (Decamber 2018

= Pijoct 613 Soacal Edhcaton Profesionl Develamani - (Ockber 2016)

= OK EqPlan emoranm

= EP Secicn Aqrsemnt i OK EgPlan -

= O EqPian 4 Dy Scooot viees

= Butyiog Provenson @
= Butyog reverson T Soees @
= Resooninn 1o Bub SetcAssessnen x Amsiatos ©

S v (1)

=
= L2 -
< v 5]
0 s s iod G T e <::|
CaEtl P &=
8 s D (e
e U L
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» Students who receive adequate and appropriate transition services
attain more positive hool outcomes (rest etat. azn
2012 Mazsott, Rowe, Camets, Test, & Morningstar, 2013).

» Furthermore, students who receive satisfactory transition services are

more likely to be employed, go to college, and live independent lives
(Mazatti et al, 2013; Test et al, 2009).

* Appropriate transition planning is also a positive predictor of
postsecondary education enrollment (ericksan eta, 20145,

« This establishes the connection between quality, compliant transition
plans and better OUtCOMES (GsumerEricksan et 3L, 2014; Grigal, Test, Battie, & Woad, 1997; Landmark
& Znang, 2012 Tes et al, 2003},

Importance of
Transition
Assessments

* Many plans violate the IDEA
mandate to use age appropriate

transition assessments (prince exal,, 2014).

*This ultimately affects FAPE—plans
are not created based on
assessment results, goals are not
individualized to student needs,
appropriate services are not
provided to meet their needs, and
do not provide the opportunity for
adequate progress monitoring.

Recommendations for Best practice

Implications for
Best Practice
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Prince et al., 2014
Article
Recommendations

Administer transition
assessments every year
(annually)

Use a variety of assessments
(2+)

Use FORMAL Assessments (at
least 1)

’—( Education/Training

Employment

Transition
Assessment
Areas

Independent Living

JUT

But First...

https://tinyurl. com/yedinBeq

Building a Transition Assessment Battery

*Annually *Assess transition areas

*At least one formal *Postsecondary

«More than 1 education/training
assessment *Employment

*Independent living
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Assessment Types Formal vs. Informal .

« Formal = ample validity and reliability evidence .lh

Formal

* Interest Inventories

.
+ Exploration Tools Formal «Informal = no formal evidence [ ]
N *Informal
« Skills Assessments
nformal
Postsecondary Goal
Fluff Scale
Match Not as Important (Fluff OK) 1. Hate 2. D|S||ke
£
= Rating Scale
H for 3. Neutral 4. Like
< Firm Match
Assessments
Middle School  Freshman  Sophomore  Jumlor  Serior
Year in School 5. Love
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Transition Assessments for
Postsecondary Education and Training

Postsecondary
Education I
Options If

//

V4
Va
.4
/,'/"/
7
et

* 2-year community
college or university

* 4-year college or
university

= Technical College

* Trade School

* Postsecondary
Education
Environments for
Students with
Disabilities (Think
College,
Sooner Works!)

* On the Job
Training

* Apprenticeship

* Adult Education
Classes

* Project Search (if
after HS)

a0mp

A vy
Nl LANDMARK

Landmark Guide
for Assessing
College
Readiness

http://tiny.cc/tap3fz
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o st s

e ok e ol

1 Canouread i to 200pages s wook?
2 Doyou harm syt o kg netes?

s

4 Doyouraw  ysom for prapan o ot anc s
Nonacademic 5. Can youceary summasan  coleg-ve eading assgment?
Behaviors
St Undersanaing Otetacogniton)

(Canyou ot o decrvo o o o s s
2. Have you s your pochoocucstonstng?
3. Doyout you scadric ongha?
4. Doyouimow whchscadomztaks 10 youthe o cuty?
5. Canyouidary o scadassupporsou e o be scoessh?

Skills
Assessment

Soadvocacy
1. Doyou b youlga gt s st i oarng iy o AVHO?
2 When o un ko iy, o ok o b

3. Doyou heei our o sppariort wih docrs, avcrsandcovenos?
4. Doyouhar sccess oo pychoections o

Tota from s section
s

Tota rom s section
ves

Example Results for Preslie
Landmark College Guide to Assessing College Readiness

Academic Skills

1. Can you read up to 200 pages in a week?

2. Do you have a system for taking notes?
Can you write a paper of 10 or

that refers to two or

YES

3.
4. Do you have a system for preparing for tests and exams?
5. Cany: ty nt

Self-Understanding (Metacognition)

1. Can your diagnoss of a
2. Have you read your psychoeducational testing?

3. Do you know your academic strengths?

4. Do you know which academic tasks give you the most dificulty?
5. Can you identity you need

Employabilty,Life Skils Assessment

IV. QUANTITY OF WORK

A Compietes work ontme by

ELSA

Ecucation/Training

e

™ spect wibout g

™ Gmivshing helevel of prormance
ol omer s,

. adapts o1
Woroad by

living too!

Skills Assessment

Parent and Teacher Forms
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Formal

Tranton Asessmant and Gt Ganertor

Transition Assessment And Goal Generator (TAGG)

https://tagg.ou.edu/ta
N
10: croctestt Date: 201302 o u..o.us::hm - o \\
s N \

Self-Determination
Assessments

152
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Definitions

* Skillset

+ Self-determination represents a set of skills, including choice making, problem
solving, goal setting and attainment, self-advocacy, self-awareness, disability
awareness, and involvement in the IEP.

* Mindset

+ Volitional action, agentic action, and action-controlled beliefs.

AIR Self-Determination Scale”

STUDENT FORM
Student's Name D
School Name. Your Grde.
Your Dae of Birth.

- =
HOWTO FILL OUT THIS FORM

Pl s s qetions st b 10 b ting whtyou o e HG ey
by o e

ot There e migh e wrong smers Theqestioswil g you s bt
e

o ol b o iy bk

Formal

AIR Self-Determination
Scale

* Parent, Student, and Educator Versions
* Avallable in Spanish
* Ages: Kindergarten to 9

153
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AIR Self-Determination Scale

* Capacity
* Opportunity

* Percentage Level of
Self-Determination

Formal

ARC Details

4 different sections

* Targets specific self-determination
skills

* Different formats

28: Goalsetting and task performance

Oirctions:

154
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Callus if youlneed helpt

it out!
Q : Letsgoty
5 R | | Self-
=== EREN Determination
Scoring 5 maml | Tl i

|
| Jul Inventory

pce : S L | B l I : B ( 1 https://tinyurl.com/SDISRKU E

s
)

Formal

el == =] How to use the information
* https://sdiprdwb.ku.edu/SDI_Student_Report_Guide.pdf

Volitional Action Agentic Action

ecting and managing actons oward gols

What were your scores? =

Example:
Youwant to e a captain
onyour football team,

ik hard, and

13
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Employment Assessments

Employment Options

Competitive Employment

NS

Supported Employment

Indivicual Supported Employment |  Group Supported Employment

Z

At Home or Community-Based Entrepreneurial Jobs

156
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EDUCATION

O*NET Interest Profiler

/ The educational level can help the

®®
Ciick to change your Job Zone hilghechoal diploma/GED student plan postsecondary goals for
school diploma, N -
ki o no o reparatn g achool dip education—in this case the student
no high school . i
e would need a high school diplo ED
Careers that fit your interests and preparation level: diploma/GED Idneed a high iploma/G

* usually needed and in some cases a diploma or GED is
% © Eishers & Related Fishing Workers Get started on your career: not needed.

* Plasterers, & Stucco Mason: A Findlicenses \_
% © Hunters & Trappers
% Meat, Poultry, & Fish Cutters & Trimmers | s
Packers & Packagers, Hand
% Painting, Coating, & Decorating Workers Also caled; Bagger, Inspector Packer, Packer, Selector Packer
% Plasterers & Stucco Masons Watch Carcer Video
% Roustabouts, Qil & Gas a On the job, you would:
Pack or package by hand a wide variety of  + Load materials and products nto package processing equipment
R products and materais, © Ciean cantainers, materias, supplies, or work areas, using cieaning solutions and hand

tools.
- Record product, packaging, and order information on specfied forms and records.

KNOWLEDGE SKILLS ABILITIES ]

Arts and Humanities Basic Skills Hand and Finger Use
+ English language + Keeping track peop) « holgor
‘and/or groups are doing n order to
Business make mprovements Endurance

+ customer service . + exercise for a long time without
Social ‘etting out of breath
+ changing what s done based on
other paople's actions

This information can help the student search for a job that will help him gain
skills needed to become packager/handler.

Holland Code
Career Test
[ )

om/test/holland-code-career-test  formal

You might use software like this on the job:

The extra information
| e . helps create a course
B of study!

+ Microsoft Office ¥ - ] T h

+ Microsoft Excel %

&«

www.truit

15
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-4
TRuITY

HOLLAND CODE CAREER
TEST

e

Pty Tess  Persnaliy Types  FocBasiness  Form B

[r—
B ——

Your Career Type.

Exploring Careers

Midwi.

Nurse Anesthetist, Nurse.

158
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P-CAET

Informal

Pulos’ Career Awareness and
Exploration Toolkit (P-CAET)

Joshua M. Pulos

University of Oklahoma
ER S Nal
a6 ac
aHuT
xahS

Teacher-Made Transition Assessment

'S ¥ Nl
Directions :: '

* Depending on students’ suE%orl needs, they may work through this
toolkit on their own or with help from a test administrator.

Step 1

‘Work through each section of the RIASEC, checking each box illustrating
the career pathway you are interested in pursuing postsecondary.

Step2

Once completed, total the number of items checked in each section of the
RIASEC. The aggregated scores for each personality tytﬁe will determine
the test taker's dominant personality, corresponding to their job match.

*Note: A complete

description of the = sxlo
s £ g Example Item i
complete description of ¥ xare

e
‘ . R ——
Seeniimhgbut sl Nonfarm Animal e
13-14, Caretakers -
This is an example item [ Hiustrating the
the Realistic section Job
lkit.

3. Qalel Codg, By clicking on this link,
tne test administrator and tes takcer can
/ gain more information about the job via
39-2021.00 the Occupational Information Network
(O¥et; U.5. Department of Laber,
2018) This affords both awareness
and exploration of the career.

4 Gazear Clugtag, There are 16 care:
clusters representing groups of
the same field, which correspon
the RIASEC. These fields require
smilar skills for success.

Video: Click Here

5 Yidsg: By clicking on this link, the test
administrator and test taker can watch a video clip
describing the daily dulies ofthe job. This affords
both awareness and exploration of the career.

Realistic (R)
Painting, Coating, and Brickmasons and
Landscape Gardner Decorating Workers Blockmasons
<
N\
O¥Net: 37:3011,00 O"Net: 5l O"Net: 472
Carcer Cluster: AGR Career Cluster: MAN Career Cluster: A/C
Video: Click Video: Click Video: Click Here

159
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| e

Security Guards

O*Net: 33-9032.00

Career Cluster: LAW
Video: Click Here

Library Assistants, Clerical
. —_—

O*Net: 43-4121.00
Career Cluster: EDU
Video: Click Here

Ushers, Lobby Attendants,
and Ticket Takers

O*Net: 39-3031.00

Career Cluster: HOS
Video: Click Here

ICAP and Transition
Planning

—

NS ~~ Use what you've got!

)

IhttES://www‘okcolIegestart.crg} L}

OKCOLLEGESTART.ORG

so - EEDN free
CAREER PLANNING

G seEcTwGAGE ¥
3 s ousost scuou | a0 0

Do, $uuee Bremos

QuicKLINKs

Serch for e g higs s nd o s o ok

| momo

Voices @

160
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J

L Results
0

YOUR BASIC SKILLS

o

wane J

— ; g sy e e
coacng o S e s ans [ ———

e | o e Lo eting s rovepa e o0 e
e e e | MR S

Bl sty

73 CAREERS WATCH YOUR BASIC

Postsecondary

s Ideas
O seemeras o scncolprotered, 426220 nure Foo - Compate
b e ey e
S
S it 20 et ot
P b= N
e e —
R -~
B
Pl
o > o
e =t

Explore Careers.

V010 exlors e Hers:you't s a0s
e save, and compars some of
oot it tarest you.

Garoer Exploration Activiies

> Occupations Suggested by Assessment Results

okt carer it ot st osls e u3geed

> Explore Gareers by 16 National career clusters & Pathways.
One way 1o eam about workis by exporngcarercisters:

_ _ and patways. Luar about e cusirsand he
r] [l ocoupstons nat s scrica under inom e Sart wih
‘ustrs it your assassmont suggestd s for e st

> TitieSearch
You cansaach fo carers by nforing 5 it or a keywerd, ke “comguter. You

ptonsfor o e

Take an Assessment

Review Your Interests Results.

kuder:

ey th cosest e for your eests

‘Top Career Pathways.

hooss what ety you o 106 the moet o et s
St Wi s Yo e s

belog ot

kuder 5
T ———— -
reatowcotomtrnatyascan oo {2 ) BT

ey Wy . oo o st o i 1.
St et e o .

‘Super's Work Values Inventory

Loar what most mporant 0 you.
Pl o gt et v s o you. W

g oceupatons.

o

6 B Moo o )
[ e o
B ey i s ol

Skills Assessments and Interest inventories

T s o v i b e wincarr
ey

{aaf
e

161

19



S [ )
/ fjo Free! ?
N 8

/ .
// Choice-Maker
/// https://tinyurl.com/ChoiceMZC

ChoiceMaker
Evaluation Form

This is on example of a situational assessment

Work, Social, and Personal Skills Supervisor Evaluation
Sponge Bob

Student Name Date. site
Mr. Crabs
Crde320r1—
Whidheee best
descibesthestudent’s it any ddtonatinformation or
peromance commentd hak xpian your S vaton

Comments

Skills

Supervisor Thinks

T

needs improvement

2 Comes towork on time or
cal f ate orabsent

reeds improvement

3 Works safely

Sponge Bob often forgets to turn off equipment, he does
not follow basic work safety rules.

 Follows drections

5. Listens and uses feedback

ey oood

He does not follow 2-3 step directions for job duties
and tas

& Right pace forjob [not
todfasinot 100 3iom,

=3
needs impy

7. Works accurately

=D

Job
Preferences

Job Characteristics | Like Worksheet

162
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Independent Living Assessments

Casey Life Skils, Independent Living Skills Inventory, Transition Behavior Scale, Adaptive

Behavior Evaluation Scale

Independent Living Options

* At home with parents
« At home with parents as independently as possible

* With roommates
+ With roommates in the dorm
+ With roommates in a house or apartment

* At the Dorms

+ With or without roommates
* Alone in apartment or house
* In the military barracks

|
. Q
I
/.

o
Free!

NN o
/| Life Skills
// Inventory

74 https://tinyurl.com/LifeSKin

15 \\\
domains
Rates as basic, \

intermediate, ad\‘@nced,

and exceptional \

163
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sic -
Knows values of coins and currency.
‘Can make a transaction at a ocal store and count change.
Has an inderstanding of e dfcrence betwoen ‘axsies”and necessles” i ood, ranspertation, lobing, housing
Understands the ifence between *sale price’ and ‘teguiar price'.

F- Gan openachecing o savings ozt
withdrawals and make deposits.
o ecord s arascione (s checin o seins).

Jbtract,

Basic - Must know 2 of 2:

E Has ypes of
Knows what the minimum wage is.

Intormediate - Must know 4 of 5:

[ Can fill out  standard ob application form.
8 Canread the want ads and i appropriste lsacs

(see next page)

e e o
BRI IR 22. Displays appropriate behavior sit-
zZ ting, speaking, contrlling tomper, ey forthe i
PO S— mediato envircament el movie,
restaurant, work, e
. :::m:.m...u:.mm:":.”
e 23. Is ready for an activity at the specified time (e
Emmg‘ " El learning and following a daily routine, schedule,
e ———
sy e s = [8] 2. pispiays appropriate social interaction skills
., maintains appropriate distance from others,

LS e sEARORSKLL MCONSSTEMTY greets others appropriately, etc.)

e ]
TSI 7] 15. Dispiaye sproprist groaming habs (.. sp:
Pt n’.?-'?."..‘m e hagingis

o T 4 Gt Wi S aparsio R
R T
IRl

Z= o
Tosaurant worn ee)

@= .:.?:s':::ram:':':mr;.‘.u"- 2

clthing,
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SOCIAL/COMMUNITY EXPECTATIONS
[7] #1. 16 responsibi fo approprist careof persons
property

[[] 2. Responds appropriately to environmental cues
(g, bells, signs, etc.)

] 43. steys in an assigned arenfor thespecified
e period (o4, classroom, bulding, shool
puiod el

[[] 44 Follows therues o the classroom
[ 45 Demonstrates appropriate behavior innon-

academic settings (e.g., hallways, restrooms,
cafeteria, ibrary, etc.)

Subscales

Soam Commnity

=

aiess.

'SUMMARY OF SCORES

O
D 47.
[Jas.

.

[so.
Ose

O

Demonstrates appropriate behavior in an aca-
demic group setting

Behaves appropriately in the absence of super-
vision (e.g., instructor is detained)

Responds appropriately to redirection in social
situations (e.g., when asked to be quiet, when
told to move on to class, etc.)

Follows verbal directions (e.g., from teachers,
principals, etc.)

Comes to an activity at the specified time

s in attendance unless legitimate reason is
given

Waits appropriately for assistance from a
supervisor

Casey Life
Skills
Assessment

Viichassassmnt ar youaking o

Ve Pregoncy
Parntiognfarts
Pareting Taung Criren

Asssamant Gomentary Ages
Assesamant Wi SenootAges

tion: Upper amanar Schoot
Educatn: widde o mor g Senool '
Han.

More than
just the
“origina

|n

165
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o |
- \
¢ szase , ]\
VS .l. .

N _ // Informal
Transition Planning Inventory-2 ; Assessment
(TPI-2) /" Booklet
https://www.proedinc.com/Products/14165/tpi2-transition-planning- Va
inventol YSECOH € |t|cn4asgx /// RAMAZING

i
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LIVING: INDEPENDENT LIVING SIS b o
EE P
e t—— a et o &
e i 5
O O [ roommate, supported iiving). 5]
ooo ju]
ooog
uieo eretcrmmteny 0
0 [0 C1 withhousing. ':'
ooo =] ceepa bancaccount?
g o Py f
ggg Enens S
Oooo ooog useanATH?
O 01 ] evaluates residential options in terms of accessibilty needs. usea deditcard? oo
O[] 1] evakuates the cost associated with various fiving arrangement aptions. o
ooo ao
1 D3 I ientipes informaton ecessryfo completing housing sppliation materials oo Independent Living
3  questions 4o ask alandlord or property manager. oo
B B Bt 00 rossemncay
Education/Training
i i
Employment
ooo thy, . oo
[ransi ] Combination Suggestions
Education Landmark College Guide to Life skills Inventory. 1. Need atleast
Assessments College Readiness. one formal
assessment*
AIR® or SDI-SR* AR* 2. Needan
h Casey Life Skills. Employment
e Case Studies
OK Career Guide Landmark College. s

Career Clusters®
ELSA

Building a Transition Battery

Employabillty Lite Skills
Assessment (ELSA)
Living Casey Life Skills
Assessments

Life Skills Inventory

SDIsR®
My Next Move*
Casey Life Skills

I
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—

« Spacific Laarning Diabilty in Reating
+SLD- reading process issues, affects her « General educatian far Math, Science, and
DISABILITY aceess to standard curriculum, progress in DISABILITY electives
dasses when nct given accommodations. + Lo classes for Reating and Sacis| Studies
Cynthia, ]\: Joseph,
+ Does not presert any behasor issues + Has some trouble with authority figures
14 years old N el 18 years old
'’ BEHAVIOR ‘Works very hard in all of her classes '’ BEHAVIOR + Social butterfly
+ Hs positve relationships with her + Plays baseball
9t grade, eadhersand pes 12th grade,
= |
CacTar
" Ensﬂl;:;ilfjl‘ﬁ"vngw’:ﬁ::gg,msd hard * Reaging grade level 5.2
= + Math grate level 120
ASSESSMENTS | a0 avrage s scoreor 07, ASSESSMENTS | wrise s oo, s rsre wher
skipped questions with a lot of reading. Sihdes ;immjn‘w”!gt
+ Lve with friens
— « Watn/science career fisld
[pisapiuy
o . 1D —high functioning: borderline 10, Kindergarten reading and math,
Disability Behavior Assessments « In all gen.ed dlasses, received pull-out supportforall of his dasses, work s ahways modified and
» Other Health » Difficulty with » Reading-8th grade
Impairment, sustaining attention, level [ BEHAVIOR
ADD/ADHD, general trouble with peer » Math-10th grade + Very quIet in class — doesrt bother, doesn't volurteer, doesn't do workin-class.
education full time interactions level + When with SPED teacher, works hard and does assigned wor

» Expresses interest in
College

* Wants to live on her
own after high school

 Social, has many friends in the scheol ~very active and vocal during transition and break times

[ AssessmENTS
< English —12% - very bored demeancr throughok —teadher FuEsig
+ Math —10% - filled cut MC test in five minutes, did not complete any of the write-in questions.
. her or Franklin does not want to go to callege.

+ Independent Living —wants to ive on his own after high school, has 5 siblings and wants his own space.

Kelsey . Franklin,
13 years old 8" grade 17 yrs old, 12t grade,
CHI D

4/10/20
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Appendix C

Identifier Question

Please use the following questions to provide an identifier (this helps you remain
anonymous while allowing the researcher to match your specific data)

What shoe size do
you wear? (ex: Size
9=009, size 12=12)

First two letters of
your favorite color?
(ex: blue=bl)

How many brothers
do you have? (ex:2
brothers=02)

How many sisters do
you have? (ex: 1
sister=01)

First letter of the city
where you were
born? (ex: Boston=B)

Put all of the above
together here:
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Demographics Questions (7)

What is your Primary Teaching Assignment?

Case Manager (writes IEP's only)

Co-Teaching

Resource

Self-Contained Classroom

Administrator (no teaching duties)

General Educator

Paraprofessional/Teacher's Assistant

Year of Teaching Experience (round to the nearest year if needed)

0-3 years

4-7 years

8-11 years

12-15 years

15+ years
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Gender

Male

Female

Non-Binary

Race (based upon the US Census Bureau Categories)

White

Black or African American

American Indian or Alaska Native

Asian

Native Hawaiian or Pacific Islander

Two or more Races

Ethnicity

Hispanic/Latino

Non-Hispanic/Latino
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How many professional development trainings in transition have you attended in the past
presented by the Zarrow Center?

5+

Highest level of Education Completed

High School Diploma

Some College

Bachelors

Masters

Professional Degree

Doctoral Degree

Which best represents your school's population?

Urban

Suburban

Rural
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Multiple Choice Questions

How often should you administer transition assessments?

Annually

Every other year

Once when the student turns transition age (16 or before entering Sth grade)

One time during the high school years

Teachers should use more than one transition assessment to assess a student's
transitional needs?

True

False

Not Sure

Teachers and/or |IEP case managers should compare/contrast differences each year in the
student's present levels of performance in transition skills?

True

False

Not sure
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Aaron is a 11th grade student with multiple disabilities and participates in alternative state
standards. He enjoys watching sports, and regularly attends the high school football
games in the fall. He does not play on the football team. When asked during during
informal transition interviews, where do you want to work after high school? He routinely
says he wants to play football for the NFL. Career interest inventory show Aaron has
interested in service industries and athletic management. An appropriate postsecondary
employment goal for Aaron would be...

Upon graduating from high school, Aaron will work as a food service worker at a local restaurant

Upon graduating from high school, Aaron will work as an usher at local sporting events

Upon graduating from high school, Aaron will play football for a local sports team in hopes to
play for the NFL

Upon graduating from high school, Aaron will complete all necessary credits towards graduation
and receive at B in his English/Language Arts class

What is the difference between informal and formal transition assessments?

Informal assessments have ample validity evidence; formal assessments have no validity or
reliability evidence

Formal assessments have ample validity or reliability evidence; informal assessments have little
to no validity or reliability evidence

Using only informal assessments during transition planning is appropriate for most students

All of the above
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Donna is an 8th grade student with a specific learning disability in math. She wants to
attend a postsecondary education environment, but she is unsure where she wants to
attend. Her strengths include reading comprehension, self-awareness, and written
expression skills. When asked, what do you want to be when you grow up, Donna says
she wants to be a lawyer. The best postsecondary goal for postsecondary
education/training goal for Donna would be....

Upon graduating from high school, Donna will complete all necessary credits towards
graduation and receive a B in her algebra | class

Upon graduating from high school, Donna will attend a four year university

Upon graduating from high school, Donna will work as an office manager of a finance or
business company

Upon graduating from high school, Donna will attend the university of Texas and pursue a
degree in business/finance

The transition assessments inform which parts of the student’s transition plan (check all
that apply).

Needs

Preferences

Strengths

Interests

Course of Study

Postsecondary goals

Annual Transition Goals

Coordinated Activities
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Compliance Questions
Rate the following Postsecondary Goal as compliant/noncompliant

Upon graduating from high school, Joey will attend community college and major in
business.

Compliant

Noncompliant

Rate the following Annual Transition Goal as compliant/noncompliant

Joey will explore careers using O*Net, and create a PowerPoint presentation with 5
possible jobs he is interested in with 100% accuracy in the area of content and grammar.

Compliant

Noncompliant
Rate the following Annual Transition Goal as compliant/noncompliant

When given a job application, Joey will fill out job application without help.

Compliant

Noncompliant

Rate the following Postsecondary Goal as compliant/noncompliant

Upon graduating from high school, Joey will receive all credits necessary to graduate.

Compliant

Noncompliant
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Fill-in-the-Blank Questions
Daisy took the transition assessment and goal generator assessment (TAGG). The results
showed her strengths were in support system, employment, and interacting with others.

Her greatest area of need was in disability awareness. Write an annual transition goal for
education/training for Daisy.

Write a postsecondary goal for a student on the college preparatory/work read curriculum.

Use your knowledge of a student you serve to write an annual transition goal for
employmentt based on their transition assessments. Please use a fake name
or pseudonym.

Write a coordinated activity (transition service) for independent living.

177



