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CHAPTER I 

INTRODUCTION 

The future of students who have disabilities is a major 

concern to parents, educators, and rehabilitation 

professionals as these students graduate -or leave school 

programs. Many people realize the·need for the development 

of practical curriculum and programs for successful 

independent living after graduation from school. Many youth 

with disabilities are leaving the educational system with a 

lack of skills necessary to compete in the world of work. 

During a typical year, more than sixty percent of all 

handicapped people are not employed (Putman, Haute, & Moore, 

1985). Further, employed persons with disabilities get paid 

much less than their counterparts without disabilities. 

Entering the work life requires preparation for 

students that is different from school work, such as 

occupational living, independent living, and social 

relationships in the community. Transition from school to 

work can be more difficult for students with disabilities 

because of their handicaps. The transition model proposed by 

Will (1984) through the Office of Special Education and 

Rehabilitative Services {OSERS) enables transition from 

1 



2 

school to work to become a current issue for special 

education, vocational and career education, and the federal 

and state governments. For the success of transition of 

students who have disabilities, secondary education needs to 

include: (a) the development of appropriate secondary school 

curriculum; (b) continued focus on effective transition 

models; (c) adequate preparation of.secondary school special 

education personnel; and (d) research to track special 

education students who exit from the school system (Jordan & 

Erickson, 1987). 

The secondary school curriculum content tends to focus 

too much on remedial academics and not enough on functional 

skills (Halpern, 1992). In school, the proper acquisition of 

functional skills for work and adult life is very important 

for the student with disabilities to adjust successfully in 

adult life. 

Teacher competencies should be based on the roles and 

functions involved on the job in which training is being 

planned (Lilly, 1979). Some of the definitional issues in 

transition from school to work deal with the kinds of 

competencies which are desired by the teacher training 

program graduate (Beard, Bull, & Montgomery, 1991). The ways 

that transition programs are defined can describe the 

necessary competencies in preparing for transition program 

personnel. 

Investigating the served population in transition 
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services is helpful in preparing a concrete program for 

caregivers and service providers (Montgomery, Bull, & Beard, 

1991). It also can be a basis for preparing transition 

programs for unserved populations in transition services. 

The competencies of teachers who teach and guide 

students with disabilities in schools in preparation for 

work and adult life are important factors leading to student 

success. Examining teacher competencies can lead to the 

adequate preparation of secondary school special education 

personnel. 

Purpose of the Study 

This study was designed to investigate the opinions of 

university faculty members of special education regarding 

transition from school to adult living. Faculties in 

colleges and universities have the responsibility of 

adequately preparing personnel who will plan, implement, and 

evaluate mandated transition programs and who are 

instrumental in shaping teacher competencies for transition 

programs. 

deFur (1990) examined teacher competencies rated by 

transition specialist practitioners who work with young 

people with disabilities in transition fields. Researchers 

(Montgomery et al, 1991) have investigated teacher 

competencies in transition reported by state directors, who 

are the key policy makers in special education through the 



states. Examining these faculty members' opinions was 

important for the improvement of teacher training programs 

in transition and policy development for transition 

services. 

Research Questions 

This study was concerned with the following questions: 

1. What do faculty members of special education 

programs identify as __ necessary components in - . 

preparing personnel. f:or transition programs which 

could be the components used in describing-the 

definition of transition services? 

2. How do faculty members of special education 

programs categorize the groups served by 

transition services? 

4 

3. What do faculty members of special education 

programs describe as essential teacher competencies 

for transition services? 



CHAPTER II 

REVIEW OF LITERATURE 

The review of literature provided a base to support the 

significance of this study. This chapter is divided into 

three major sections: (1) history of transition programs, 

(2) concepts of transition programs, and (3) teacher 

competency studies. 

History of Transition Programs 

In the history of the development of transition 

services, the requirements of handicapped students 

ultimately began to be addressed. An early frontier in 

vocational education was begun by Edward Seguin and Richard 

Hungerford. In the 1850's, Seguin proposed occupational 

preparation in educational programs. A century later, 

Hungerford outlined and implemented a comprehensive program 

of vocational education for the mentally retarded 

(Gruenhagen, 1985; Patton, Beirne-Smith, & Payne 1990). 

In the 1950's, Stevens suggested the concept of 

persisting life situations. This concept became the basis of 

the developmental comprehensive special education curriculum 

focused on occupational education (Gruenhagen, 1985). 

5 
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Realization of the need for mentally handicapped students to 

develop occupational skills in the curriculum led to work­

study programs (Gruenhagen, 1985; Patton et al, 1990). In 

the 1960's, work-study programs were focused on students 

with mild disabilities and were restricted to secondary 

education designed to create an integrated academic, social, 

and vocational curriculum accompanied by appropriate work 

experiences (Halpern, 1992). Legislation, as the Vocational 

Education Act of 1963, extended vocational services to the 

handicapped (Patton et al, 1990). This program was 

discontinued during the 1970's because of funding and 

similar benefits required by the 1973 amendment to the 

Vocational Rehabilitation Act. Through work-study programs, 

special education played a major role in the solution of the 

career education movement. 

In 1970, career education was identified by Sidney 

Marland, Commissioner of Education, who declared career 

education to be the top priority of the United States Office 

of Education (Hoyt, 1982). Career education had a much 

broader concern with all aspects of adult life and focused 

on the elementary and secondary education of students with 

and without disabilities (Halpern, 1992). 

Increasing federal visibility brought the extension of 

the concept to include a clear focus on the needs of people 

with disabilities. The establishment of the Office of Career 

Education within the United States Office of Education 
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enhanced federal visibility for career education (Halpern, 

1992). The Education for All Handicapped Children Act in 

1975 (P.L. 94-142) addressed vocational education, and the 

enactment of the Vocational Education Amendments of 1976 

showed the evidence of needed federal support for career 

education for handicapped students (Gruenhagen, 1985). The 

Career·Education Implementation Incentive Act of 1977 (P.L. 

95-207) mentioned disabled people as a target population for 

vocational services, and crystallized the legislative 

mandate for the career movement (Halpern, 1992). 

Two national·professional organizations created-new 

divisions to £ocus on the career development needs of 

handicapped individuals in 1975-1976: the American 

Vocational Association. (AVA) formed the division of National 

Associates of Vocational Education Special Needs Personnel 

(NAVESNP), and the Council for Exceptional Children (CEC) 

approved the Division on Career Development (DCD) 

(Gruenhagen 1985; Humes, & Hoenshill 1985; Patton et al, 

1990; Halpern 1992). 

In 1979, the Office of Special Education and 

Rehabilitative Services (OSERS), which was a combination of 

the special education and rehabilitation offices, prepared 

the concept of successful work adjustment for handicapped 

people (Gruenhagen, 1985). 

In 1982, the repeal of the Career Education Act (P.L. 

95-207) by Congress led some to end their career education 
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movements (Hoyt, 1982). 

The Education of the Handicapped Act Amendments of 1983 

addressed the career education for the handicapped issue and 

established grant authority for projects to help handicapped 

youth make a successful transition from the public school 

system to adult life (Gruenhagen, 1985). P.L. 98-524 (Carl 

D. Perkins Vocational Education Act of 1984), authorized 

federal funds to support vocational education programs. This 

act mandated that vocational education programs require 

vocational education for students with disabilities. 

Two years after the repeal of the Career Education 

Implementation Incentive Act of 1982, the Office of Special 

Education and Rehabilitative Services (OSERS) identified 

transition as a national priority and funded several major 

transition projects (Will, 1984). The transition model 

developed described three types of services that are needed 

to facilitate the transition from school to work: transition 

without special services; transition with time-limited 

services; and transition with ongoing services (Will, 1984). 

After the identification of transition programs from 

OSERS, there were national trends to promote research and 

projects related to the transition from school to work. The 

introduction of transition and supported employment 

components into new legislation enhanced these trends 

(Halpern, 1992) . 

The Carl D. Perkins Vocational and Applied Technology 
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Education Act of 1990 (P.L. 101-392) focused on making the 

United States more productive in the world economy by more 

fully developing the academic and occupational skills of all 

segments of the population. The Individuals with 

Disabilities Education Act (IDEA) of 1990 (P.L. 101-476) 

contains term and services which are related to transition. 

P.L. 101-392 and IDEA (P.L. 101-476) are interwoven to 

guarantee transition program opportunities for youth with 

disabilities (NICHCY, 1991). 

Concepts of Transition Programs 

In recent years, public schools have become 

increasingly sensitive to the special educational programs 

of handicapped secondary youth. Transition from school to 

work is a current issue for special education, vocational 

and career education, and the federal government. The Office 

of Special Education and Rehabilitative Services (OSERS) 

realized the need for attention to the transition of youth 

with disabilities from school to work and adult life and 

responded to this need by establishing a national priority 

on improving the transition from school to working life for 

all individuals with disabilities (Will, 1984). 

According to Will (1984), the transition from school to 

working life calls for a range of choices about career 

options, living arrangements, social life, and economic 

goals that often have life-long consequences. The transition 
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from school to working life is an outcome-oriented process, 

including a broad array of services and experiences that 

lead to employment. OSERS (Will, 1984) proposed a transition 

model which describes three types of services (bridges) that 

are needed to facilitate the transition from school to work. 

The first bridge, labeled transition without special 

services, .ref.ers · to the use of generic services · where some 

students simply-find their own way to the world of work, 

relying on their own resources~ Postsecondary education is a 

prime.example of a generic service. 

The second bridge, labeled transition with time-limited 

servicesi refers·to specialized, short-term services that 

lead to employment. Examples of time-limited services are 

vocational rehabilitation and postsecondary vocational 

training. 

The third bridge, labeled transition with ongoing 

services, .refers.to some type-of employment with ongoing 

support for the worker and the employer. This concept of 

supportive employment is relatively new~ 

OSERS identified transition as a national priority and 

has funded several major transition projects. Types of 

projects within each category are: (1) service demonstration 

model projects; (2) youth employment projects; (3) 

postsecondary demonstration projects; (4) cooperative model 

projects; and (5) personnel preparation projects. 

After OSERS proposed its transition model for 
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transition programs, other transition models modified or 

adjusted based on the OSERS transition model were proposed. 

Halpern (1985) pointed out that the authors of 

transition policy suggested that the nonvocational 

dimensions of adult ad.justment are significant and important 

only in so far as they contribute to the ultimate goal of 

employment. His modified model suggested that·' living 

successfully in one's community should be the primary target 

of transitional services. He -explained that the dimensions 
'' 

of community adjustment include the quality of a person's 

residential environment and the adequacy of ·his or her 

social and interpersonal network. · He fur'ther insi.sted that 

these two dimensions are viewed as being no less important 

than employment. 

Polloway, Patton, Payne, and Payne (1989) proposed 

additional explanations concerning models of transition 

programs. They noted two key areas that models of transition 

programs can address: life domains, -which include community 

involvement and citizenship; ed~~ation and'training in 

preparation for work, home and family, and leisure and 

recreation; and support domains, which include emotional and 

physical health and financial support. 

The trend for transition proposals and support began to 

appear in a wide array of federal programs dealing with 

disabilities and was enhanced through the introduction of 

transition and supported employment components into new 



legislation that pertained to people with disabilities 

(Halpern, 1992) • 
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According to the amendments of P.L. 94-142, Individuals 

with Disabilities Education Act of 1990 (IDEA), transition 

services are defined as: 

••• a coordinated set of activities for a student, 
designed within an outcome-oriented process, which promotes 
movement·from school to ·post-school activities, including 
post-secondary education, vocational training, integrated 
employment (including supported employment), continuing and 
adult education, adult services, independent living, or 
community participation.· The·coordinated set of activities 
shall be based upon the individual .. student's needs, taking 
into account the· student's preferences and. interests,. and 
shall include instruction, community experiences, the 
development of employment and other post-school·adult living 
objectives, and, when appropriate, acquisition of daily 
1·i ving skills and factional vocational evaluation ( Section 
1401. IDEA-5). 

According to section 1425 in IDEA, projects which are 

related to transition programs can be granted by federal 

level support. The specific projects include: developing 

strategies and techniques for transition to independent 

living, vocational training, vocational rehabilitation, 

postsecondary education, and competitive employment 

(including supported employment) for youth with 

disabilities; establishing demonstration models for 

services, programs, and individualized education programs; 

and developing curriculum and instructional techniques in 

special education and related services that will improve the 

acquisition of skills by students with disabilities 

necessary for transition to adult life and work. 

Much research addressed the need in secondary education 
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for transition programs (Dildy, 1987; Halpern, 1992, Jordan 

& Erickson, 1987; Knowlton & Clark 1987; & Putman et al, 

1985}. These include the development of appropriate 

secondary school curriculum, continued focus on effective 

transition models, and adequate preparation in secondary 

school special education for transition (Jordan & Erickson, 

1987}. 

Teacher Competency Studies 

· Since the early 1970' s, the ·number of special and 

vocationa1·teacher educators lnvolved in special needs 

personnel development programs has increased. Asselin and 

Flinch (1988}, Bayne and Caton (1979}, Brolin (1973}, cook 

(1981}, Gillet (1978}, and Phelps and Clark (1977} did 

representative efforts in conducting the research about 

teacher competencies. 

Brolin (1973} conducted research in order to identify 

the needs of secondary level educable mentally retarded 

students and the· competencies·teachers must-have to meet 

these needs. He developed a field questionnaire from the 

data received at a conference for.state and national 

authorities and sent it to sampled special education 

teachers and administrators from Wisconsin to rank the 

competencies. The questionnaire listed 31 competencies in 

the areas of academics, activities of daily living, 

occupational training, and psychosocial skills. The results 
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showed that a greater emphasis is needed on preparing 

secondary teachers of persons who are educably retarded with 

knowledge· and skills in vocational rehabilitation and 

vocational education. 

Gillet (1978) assessed the current status of teacher 

preparation in the area of career education by sending 

questionnaires to institutions of higher education that 

offered degree programs in special education. The results 

showed that, even- with·mandated legislation and ·the emphasis 

at the federal· level on career education for all students, 

the need for teacher preparation in the· area .of career 

education for handicapped students is-not being met. The 

responses to her questionnaire yielded 7 areas of content 

and 12 objectives for a proposed course. The areas of 

content were: sequentially developed objectives; stages of 

occupational development; evaluation procedures and 

techniques for assessing job readiness; materials usable in 

a career education program for grades 1- through 12; 

components of a work-study program; personnel. -roles involved 

in a career education program; and outside-agency 

involvement in the career education program. 

Albright (1978) comprehensively reviewed twelve 

competency studies and synthesized a list of 27 high 

frequency competencies with 4 categories for teachers who 

work with special needs students. The categories are: (a) 

assessment of programs and learner needs; (b) planning 



instruction; {c} implementing instruction; and {d} 

evaluating programs and instruction. 
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Cook {1981} did research in order to delineate the 

teacher competencies which were important to the vocational 

special educator in order to work. :effectively with 

handicapped youth. Colllpetencies in the questionnaire were 

clustered into 10 learning modules and 12 areas of training. 

The training areas needed to improve career education 

programs/services for handicapped students were as follows: 

(a) study of· curriculum methods and materials for - ·. 

career/vocational education,(71%); (b) study of how to 

develop and implement work-study program (67%}; (c) 

overviews of handicapping conditions (65%); (d) overviews of 

vocational evaluation (65%); (e) in-depth field experience 

(60%); (f) overviews of federal/state legislation regarding 

student identification, referral, and placement procedures, 

(57%); {g} grantsmanship {57%}; {h} study of individual 

instruction models for career/vocational education (55%); 

(i) overviews of interagency models ·used in planning 

research (36%); (j) opportunity ·to discuss experiences in 

the internship (34%); and (k) technical competence in a 

specific vocational area (34%). 

Finch and Asselin (1985) developed a conceptual 

framework for vocational special needs teacher competencies. 

Those included task, human, and environment dimensions. They 

reviewed 13 studies about teacher competencies, from 1971 to 



1984, and analyzed those competencies by the above three 

dimensions. These analyses showed most competencies were 

related to the task dimension. 
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Gruenhagen (1985) did a study to compare attitudes 

among the various groups of practitioners in the career 

education field· ( special education teachers, supervisors of 

instruction, teacher educators, and career development 

specialists) toward selected teacher competencies. She 

developed the instrument for teacher competencies from 34 

sources in the literature. The competencies were grouped 

into eight categories to serve as a further definition of 

the subject of career education and to break up the monotony 

of a straight listing of 43 items. The eight elements were: 

career awareness; self-awareness; appreciation and 

attitudes; decision-making skills; economic awareness; skill 

awareness; employability skills; and educational awareness. 

This study showed a significant difference in mean answer 

ratings on the Decision Making Section of Competency Rating 

Scale among the various groups of practitioners in the 

career education field. 

The division of Personnel Preparation of the Office of 

Special Education and Rehabilitative Services selected 

thirteen agencies to develop programs for the preparation of 

transition personnel to work with youth with handicaps. This 

monograph is a compilation of the competencies for 

transition specialists identified by the thirteen programs. 
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The monograph was prepared to assist institutions of higher 

education in the development of curricula for the 

preparation of grants for federal support of personnel 

preparation programs. In preparing the monograph, over 600 

competenciE:1s were identified under 14 major headings: 

philosophical and historical considerations; transitional 

concerns; professionalism; advocacy; knowledge of agencies; 

knowledge of systems change; legal aspects of transition; 

working with others (communication, consultation, 

interdisciplinary teamwork, parents); development and 

management of individualized plans; planning and organizing 

instruction; assessment, delivery and evaluation of 

instruction for community living; assessment, delivery and 

evaluation of job training; administrative functions; and 

research (Baker & Geiger, 1988). 

deFur (1990) insisted that teacher competencies for the 

transition services have not been validated. She identified 

116 transition specialist competencies and 12 competency 

domains through a content analysis of 13 federally funded 

training grants for transition personnel by the Division of 

Personnel Preparation of OSERS. She provided a listing of 

112 validated competencies for transition specialists that 

are useful in developing pre-service and inservice 

activities. The twelve domains were: knowledge of agencies 

and systems change; development and management of 

individualized plans; working with others in the transition 



process; vocational assessment and job development; 

professionalism, advocacy and legal issues in transition; 

job training and support; assessment (general); transition 

administrative functions; philosophical and historical 

considerations in ·transition; career counseling and 

vocational theory and transition; program evaluation and 

research; .and curriculum, instruction, and learning theory 

(general). 
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· ::An · investigation was made ... o.f those skills that the 

state Directors o·f .Special Education · ( SDSE) .list as 

necessary competencies required in their·'States for 

personnel in. special ·education transition .. programs 

(Montgomery et al, 1991). Their instrument was developed 

with structured input from the Transition Task Force of the 

American .Council on Rural :Special Education. The results 

showed that responses indicated a consistency of several 

predictable required skills. Over half of the SDSE supported 

a core of twelve common competencies that need to be built 

into personnel training programs. Those competencies were: 

development and management of job support network; 

development and management of community planning teams; 

counseling skills; public relation skills; first aid and 

health maintenance skills; skills involving parents; 

interagency coordination skills; knowledge of rules and 

regulations; knowledge of employment development procedures 

for clients at all levels; knowledge of job coaching; 



19 

knowledge of contracts and grants procedures/acquisition of 

resources; and knowledge of career/community assessment. 

summary 

For the success of transition for students with 

disabilities, secondary education needs to prepare these 

students in several•areas. In order to develop more useful 

teacher training programs for transition services, it is 

important to investigate the teacher competencies' that are 

based on the roles and functions involved on the job. 

The history of·the development of transition services 

for the handicapped was tracked, beginning in the 1950's. 

Work-study programs (1960's), the career education movement 

(1970's), and transition programs (after 1984) were 

described with legislative overview. 

Transition from school to work identified by OSERS 

(1984) proposed three kinds of models in transition 

services. Later several researchers modified or adjusted 

their models based on the OSERS transition model.· 

Since the early 1970's, the number of special education 

and vocational teacher educators involved in special needs 

personnel development programs has increased. Several 

researchers conducted studies about teacher competencies for 

personnel program development. Nine studies were reviewed 

for t~acher competencies for students with disabilities, 

beginning in the 1970's. This review of the literature was 
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helpful in understanding the needed teacher competencies and 

in the development of the instrument. 



CHAPTER III 

METHOD AND PROCEDURES 

This chapter describes the method and procedures of 

this ·study: the· subjects, instrument, research design, and 

procedure. 

Subjects 

The population for this study consisted of higher 

education faculty who are members of the Teacher Educational 

Division (TED), which is a sub-group of the Council for 

Exceptional Children (CEC) in the United States of America 

(U.S.A.), as of the February 23, 1993, computer printout. 

The subjects for this study were selected from the list of 

faculty members of special education in the colleges and 

universities in the United States of America. It was too 

difficult to get the whole population of facuJ:ty members of 

special education. CEC, founded in 1922, is the 

international professional organization, having more than 

54,000 members dedicated to advancing the quality of 

education for all exceptional children and improving the 

conditions under which special educators work. TED works to 

deliver appropriate and quality services to exceptional 
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children through preparation programs for teachers and 

professional staff. TED members of CEC, representatives from 

all effective professionals in special education and related 

service fields including allied health, speech and language 

pathology, rehabilitation, and legal services, were selected 

as the population for this study. 

Because the size of TED was 4,386, sampling was 

necessary from this population. A 600 member list was 

requested to be sampled from the population of TED. All 

samples of this population were stratified by state. A 

systematic sample from the population was drawn. One out of 

every six members was to be included in the sample, so the 

computer randomly selected every 6th name from the total 

list of faculty members. Even though most TED members are 

faculty in a college or university, it was not easy_to 

select pure faculty members by the demographic information 

of TED members. A total of 619 faculty members were randomly 

selected for this study. After 619 mailing lists of faculty 

members were received from TED, 16 members were deleted 

according to demographic information (for example, address 

was xx public school). Finally, 603 sampling members were 

used in this study. One~hundred thirty five persons 

responded to the survey: 35 instructors, 30 assistant 

professors, 20 associate professors, 28 professors, 21 

others in instructional positions (adjunct professors, 

auxiliary faculty, directors in transition program 



coordination of career education, independent consultants, 

state directors in special education, district inservice 

providers, research associates, and work-study 

coordinators), and 1 person of unknown position. 

Instrument 

A preliminary instrument was pilot tested. Based upon 

the pilot study, a final questionnaire was generated. This 

process will be described below. 

Preliminary Instrument 
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The preliminary instrument (see Appendix A) for this 

study of teacher competencies in transition programs had 

three components, which was modified through pilot testing, 

resulting in a final instrument for this study (see Appendix 

B). The first component, which had seven items, concerned 

demographic information, sµch as faculty rank (an interval 

scale) and years experience in special education (an 

interval scale). The next four items assessed gender (a 

binary scale), experiences as a direct service provider 

preparing personnel for transition programs (a checklist), 

and college/university sp~cialized programs for training 

transition teachers (a binary scale). The last seventh 

demographic item was an open-ended question about 

transition programming course offerings. 

The second component had two questions. One question 
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was about necessary components in preparing personnel for 

transition programs which could be the components in 

describing the definition of transition services. Another 

question was about the served categories of students in 

transition programs. The items for question eight (a 

checklist) and question nine (a checklist) were adapted from 

the Teacher Competencies Questionnaire developed with 

structured input from the Transition Task Force of the 

American Council on Rural Special Education (Montgomery et 

al, 1991). 

The last component was a set of 112 items assessing 12 

areas of teacher competencies in transition services. These 

items were obtained from the validated 112 Teacher 

Competencies by deFur (1990). In 1987, thirteen programs 

were funded by the Office of Special Education and 

Rehabilitative Services (OSERS) to develop programs for the 

preparation of transition personnel to work with youth with 

disabilities. Baker and Geiger (1988) reviewed these grants, 

identified 636 competencies and classified these 

competencies into 14 domains by content analysis. deFur 

(1990) utilized Baker and Geiger's competency list, domain 

classification, and additional competencies in the 

literature for her study. With these, she identified 116 

competencies with 12 domains for personnel preparation in 

transition programs by content analysis. Because she could 

not find a valid competency questionnaire for transition 
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services, she provided 112 content validated competencies 

with 12 domains for transition specialists. In order to use 

a validated competency list for the present study, deFur's 

competency lists were used. This competency measure had 112 

items of competencies which were divided into 12 subscales: 

8 items/subs,cale 1; 9 items/subscale 2; 9 items/subscale 3; 

9 items/subscale 4; 7 items/subscales 5; 11 items/subscale 

6; 10 items/subscale 7; 6 items/subscale 8; 13 

items/subscale 9; 10 items/subscale 10; 13 items/subscale 

11; and 7 items/subscale 12. Each·competency was rated on a 

5-point Likert scale. Respondents were asked to rate the 

extent to which they viewed each competency as essential for 

teachers who would become transition personnel according the 

following scale: 

not essential= 1--2--3--4--5 = very essential. 

Pilot Testing the Instrument 

Pilot testing was necessary to gather information to 

improve and reduce the size of the instrument. Pretesting 

was helpful in improving the format of the instrument in 

order to make it easy to fill out and to enhance the 

response rate. The pilot test also allowed reliability to be 

assessed and psychometric properties of the survey to be 

addressed. Improving an instrument often increases the rate 

of return. The more subjects in the sample, the closer the 

population may be described. With a descriptive study, the 
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rate of return is crucial to the generalizability of the 

findings and t.he external validity of the study. With a long 

instrument, the return rate from subjects is greatly reduced 

(Babble, 1973). Because the total number of questions on the 

preliminary survey was 157 and the preliminary survey 

included 9 pages, it was deemed too long to expect a high 

response rate. Therefore, a pilot test of the instrument was 

conducted to reduced the size of the preliminary instrument. 

Pilot questionnaires were sent to 37 faculty members in 

a department of special education in the State of Oklahoma 

in the midwestern region of America. Three weeks were 

allotted for their return, from February 18 to March 6. Of 

the 37 sent, 19 surveys were returned and 2 included 

incomplete responses which were dropped from the pilot 

study. Thus the final number for analysis was 17 

instruments. 

Items 1 through 7 were deemed demographic items in the 

pilot study. These items assessed the personal 

characteristics of the respondents and characteristics of 

the institution. Item reduction consisted of analyzing each 

demographic question to ensure its necessity in describing 

the population of interest. Items 6 and 7 were deleted from 

the survey. Item 6 was confusing to subjects in the pilot 

study. The answers of subjects at the same university 

differed, indicating that the question was not clear. Since 

only one of the seventeen pilot subjects answered yes, the 
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question was omitted. Item 7, an open-ended question, was 

originally included to generate extra information. Given the 

number of items on the survey, this item was omitted because 

the other items could produce enough information. In light 

of the pilot analysis, the demographic section was reduced 

from 7 to 5 items (see Appendix B). 

Item 8 in the second component of the pilot survey was 

about the definition of transition services. The open-ended 

response items were omitted, due to the reasons cited above. 

Additional categories were added to the current instrument 

based upon responses to the study in which "other" was used 

(Montgomery et al, 1991). Those categories were 

postsecondary educational options and recreation/leisure 

activities. Thus this component was reduced by one item. 

In the competency area there were 12 subscales. 

Cronbach's (1951) alpha was used for calculating the 

internal consistency reliability coefficient for each 

subscale. This type of reliability focuses upon the 

consistency of the test items and whether or not the items 

go together or are homogeneous in measurement space. 

Coefficient alpha is a more generalizable estimate of the 

internal consistency form of reliability and can be used 

with the items that yield other than binarily scored 

responses such as yes or no (Popham, 1981). Therefore each 

interval-scaled subscale in this study was separately 

analyzed for internal consistency reliability. 
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Each analysis consisted of determining the coefficient 

alpha for a subscale as a whole, and then inspecting the 

reliability coefficients of each item within the subscale. 

Based upon calculated re~iability (?Oefficients, individual 

items were deleted and item-level reliability was 

recalculated. The following provides the results of the 

analysis: 

(In Appendix A, * indicates deleted item from pilot test.) 

- Philosophical & historical considerations in transition 

- 8 items: reduced by 4 items (final alpha= .806; 4 

items) 

- Knowledge of agencies & systems change 

- 9 items: reduced by 3 (final alpha= .904; 6 items) 

- Professionalism, advocacy & legal issues in transition 

- 9 items: reduced by 5 (final alpha= .828; 4 items) 

- Working with others in the transition process 

- 9 items: reduced by 5 (final alpha= .849; 4 items) 

- Development & management of individualized plans 

- 7 items: reduced by 4 (final alpha= .748; 3 items) 

- Curriculum, instruction& learning theory (general) 

- 11 items: reduced by 4 (final alpha= .797; 7 items) 

- Assessment {general) 

- 10 items: reduced by 5 (final alpha= .928; 5 items) 

- Career counseling & vocational theory and transition 

- 6 items: reduced by 3 (final alpha= .827; 3 items) 
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- Vocational assessment & job development 

- 13 items: reduced by 5 (final alpha= .915; 8 items) 

- Job training and support 

- 10 items: reduced by 4 (final alpha= .895; 6 items) 

- Transition administrative functions 

- 13 items: reduced by 5 (final alpha= .901; 8 items) 

- Program evaluation and research 

- 7 items: reduced by 1 (final alpha= .866; 6 items) 

The final instrument c.onsisted of five demographic 

items, two definitional and serving categorical items, and 

twelve subscales with sixty-four total items. 

The format of the questionnaire was altered to 

facilitate the ease with which subjects could respond: 

a) Item 1 was altered to facilitate correct response (from 

'instructor/lecturer at college level' to 'instructor' in 

answer sample 1); 

b) To reduce clutter, alternatives on every question were 

removed; 

c) Options in item 2 were restated to delete overlapping 

responses in the categories. Also, 20 years was changed 

to "more than 20 years" to be consistent with "less than 

5 years"; 

d) Response scales were moved to the left side of the page 

on competencies to make it easier for subjects to answer 

each item and spacing in the sample scale was altered to 

facilitate scale use. 
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Instrument for This Study 

The instrument for this study of teacher competencies 

in transition programs was decided upon through pilot 

testing the preliminary questionnaire. The final instrument 

had three components (see Appendix B). The first component, 

which has five items, concerns demographic information such 

as faculty rank (an interval scale), years experience in 

special education (an interval scale), gender (a binary 

scale), experience as a direct service provider preparing 

personnel for transition programs (a checklist), and 

college/university specialized programs for training 

transition teachers (a binary scale). 

The second component had two questions. One question 

was about the definition of transition services (a 

checklist) and another question was about the served 

categories of students in transition programs (a checklist). 

The last component was a set of items assessing the 

area of teacher competencies in transition services. This 

component had 64 competencies within 12 domains. The 

competencies were rated on a 5-point Likert scale. 

Respondents were asked to rate the extent to which they 

viewed each competency as essential for teachers who would 

become transition personnel. 

Research Design 

This study was a descriptive survey. The definition, 
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population served, and teacher competencies regarding the 

transition programs from school to work in special education 

were described statistically. Frequency distributions, 

measures of central tendency, and variability were reported. 

Correlational analyses were made between certain variables 

of interest as determ.ined by ( 1) the faculty position rank, 

(2) years of teaching experience in higher education of 

special education, and (3) gender. Tables were presented 

where applicable. 

Procedure 

For this study, a mail survey was used. According to 

Erdos (1970) mail surveys have several advantages and 

disadvantages. Advantages of mail surveys include 

questionnaire availability for wider distribution, less 

distribution bias, a better chance of truthful reply, and 

better chance of thoughtful reply, and are time and cost 

efficient. Erdos also describes disadvantages of mail 

surveys as being limited by questionnaire length and 

difficulty and non-response. For this study a mail survey 

was used because of availability for wider distribution and 

less distribution bias. 

First, mailing lists were requested from the Teacher 

Education Division (TED) of the Council for Exceptional 

Children (CEC). Due to the large subject list provided, 

(members in TED were 4386) about 600 randomly sampled TED 
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faculty members were requested. A total of 619 members were 

randomly sampled by the computer at CEC, and 603 members 

were finally selected to be used in this study, after 

differentiating the members status by address (for example; 

Mr./Ms. xx, xx public school). 

Before the questionnaire was sent, the proposal of this 

study was approved by the Oklahoma State University 

Institutional Review Board for Human Subjects Research on 

February 18, 1993 (see Appendix C). 

Prior to conducting the survey, a pilot study was 

conducted. The preliminary instrument was mailed to 

participants on February 18, 1993 and they were asked to 

respond to the questionnaire by March 6, 1993. A cover 

letter (see Appendix D), accompanying the questionnaire (see 

Appendix A), and a pre-addressed stamped envelop were sent 

to the selected persons .. The subjects of the pilot study 

were the faculty members in the Department of Special 

Education in Oklahoma Universities. Thirty-seven faculty 

members were asked to complete and critique the survey 

instrument. Of the 19 surveys returned, 2 included 

incomplete responses and were thus dropped from the pilot 

study. Pilot data (N=17) allowed for the improvement of both 

survey format and of the reliability of the survey 

instrument. Based on the pilot study, the final 

questionnaire was generated by the researcher. 

The questionnaire survey was mailed to participants on 
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March 15, 1993, and they were asked to respond to the 

questionnaire by April 24, 1993 (within six weeks). A cover 

letter (see Appendix E), accompanying the questionnaire (see 

Appendix B), and a pre-addressed stamped envelop were sent 

to the selected persons. A follow-up post card (see Appendix 

F) was sent on April 12, 1993 four weeks later, thus it took 

about 6 weeks to collect data. 

One-hundred fifty surveys were returned. Five of them 

were not useful (they were special teachers in elementary 

school or preschool or the respondents said they were not 

qualified). Eight of the surveys were incomplete and two of 

the surveys were too late to be counted. Therefore, the 

final number of surveys analyzed was 135. The data were 

analyzed by descriptive statistical methods. 



CHAPTER IV 

RESULTS 

The purpose of this study was to identify the 

definition of transitional services, categorize the served 

population, and describe teacher competencies regarding 

transition services in special education. These research 

questions were answered through descriptive statistics. 

Demographic Information 

Demographic information was needed to describe the 

population of interest and understand the background 

variables of; (1) faculty position, (2) teaching experience, 

(3) gender, (4) service provider experience, and (5) 

availability of specialized program. In addition, items on 

faculty position, direct service experience in transition, 

and gender were used to investigate the associations between 

those items and the teacher competency domains. 

One-hundred and fifty subjects (25%) of the total 

sample (N=603) responded to the survey. Five subjects were 

not qualified (they were special teachers in elementary 

school or preschool or the respondents said that they were 

not qualified). Eight of them did not complete the survey 
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and two surveys were received too late to be counted. 

Therefore, the final sample size was 135. According to the 

question assessing faculty position rank, there were 35 

instructors (25.9%), 20 associate professors (14.9%), 30 

assistant professors (22.2%), 28 professors (14.9%), and 21 

other kinds of positions (15.6%) and an unknown position 

( . 7%) ( see Table 1) . 

TABLE 1 

DESCRIPTIVE STATISTICS OF 
FACULTY POSITIONS 

Faculty Position Frequency 

Instructor 35 

Assistant Professor 30 

Associate Professor 20 

Professor 28 

Other 21 

Unknown 1 

N = 135 

Percent 

25.9 

22.2 

14.9 

20.7 

15.6 

. 7 
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Most subjects reported that their experience teaching 

special education was less than 5 years (36.3%). The 5-10 

years of experience category included 21.5%, the 11-15 years 

experience category was 17.8%, the 16-20 years experience 

category was 11.1%, and the more than 20 years experience 

category was 11.1%. Missing cases were 2.2% (see Table 2). 

On the gender information, 31.1% (42) were male and 68.9% 

(93) were female. 

TABLE 2 

DESCRIPTIVE STATISTICS OF YEARS OF TEACHING 
EXPERIENCE IN SPECIAL EDUCATION 

Years Frequency Percent 

Less than 5 years 49 36.3 

5-10 years 29 21.5 

11-15 years 24 17.8 

16-20 years 15 11.1 

More than 20 years 15 11.1 

Missing 3 2.2 

N = 135 
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Concerning faculty members' experience in transition 

programs, 79.3% had experience in special education, 

vocational rehabilitation, vocational education or other 

special education area (see Table 3). A high percentage 

(79.3%) of faculty members had field experiences which were 

related to transition services. 

On the college/university level, only 11.9% of the 

respondents had a specialized program for training 

transition teachers. This appears to be a very low rate to 

have transition .focused programs in a college/university 

setting. Three respondents who had the specialized program 

for training transition teachers attached a program 

description (Lesley College and Northeastern University, 

University of Nebraska-Omaha, and the University of Oregon), 

which suggested interest in the survey. 

TABLE 3 

DESCRIPTIVE STATISTICS OF EXPERIENCE 
IN TRANSITION PROGRAMS 

Experience Frequency 

No experience 28 

Special Education 89 

Vocational rehabilitation 13 

Vocational education 14 

Other 25 

Percent 

20.7 

65.9 

9.6 

10.4 

18.5 
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Definition of Transition Services 

Regarding research question 1, each respondent was 

asked to identify components in preparing personnel for 

transition programs which could be the components in 

describing the definition of transition services. The 

results are provided in Table 4. The frequencies cited 

indicated the number of people reporting the importance of a 

particular component. The most identified component was on­

the job training (91.1%). Life skill curriculum (90.4%) and 

interagency cooperative planning (90.4%) were also 

identified as important over 90% of the time by the 

respondents. Additionally, the components of parental 

involvement, community integration, recreation/leisure 

activities, and job placement were identified as necessary 

by 80% of the respondents. Most of the components were 

recognized as necessary in preparing personnel for 

transition programs. This combination of components is 

similar with the federal definition for transition. The 

least identified component in preparing personnel for 

transition programs was study skill development (45.2%). 



TABLE 4 

DESCRIPTIVE STATISTICS OF 
DEFINITIONS OF TRANSITION SERVICES 

Definition · Frequency 

On-the job training 123 

Life skill curriculum 122 

Interagency cooperative planning 122 

Parental involvement 118 

Community integration 112 

Recreation/leisure activities 111 

Job placement 110 

Residential independence 105 

Postsecondary educational options ,105 

Individual competence in community 102 

IEP development process 100 

Vocational rehabil.itation counseling 93 

Integrated schools with special/regular 
classes 

Student living choice 

Shared resource approach 

Study skill development 

90 

84 

73 

61 

39 

Percent 

91.1 

90.4 

90.4 

87.4 

83.0 

82.2 

81.5 

77.8 

77.8 

75.6 

74.1 

68.9 

66.7 

62.2 

54.1 

45.2 
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Population Served in Transition Services 

Regarding research question 2, table 5 describes the 

frequency and percent of respondents selecting categories of 

the population served in transition services. Learning 

disabilities (LD) was the most focused category for whom 

faculty members train teachers to provide transition 

services (72.6%). The categories of Emotionally 

Disturbed/Behavioral Disordered (ED/BD), Educable Mentally 

Handicapped (EMH/EMR), and Trainable Mentally Retarded (TMR) 

were also served, at 64.4%, 61.5%, and 56.3%, respectively. 

The rest of the categories were below 50% in terms of being 

served. Therefore, it appeared that mildly or moderately 

mentally disabled or emotional disordered students were the 

most highly identified to be served in teacher education 

programs. Faculty members might consider training teachers 

to provide transition services for students in all 

categories of special education. 



TABLE 5 

DESCRIPTIVE STATISTICS OF CATEGORIES OF POPULATIONS 
SERVED IN TRANSITION SERVICES 

41 

Population Served Frequency Percent 

Learning Disabled 98 

Emotionally/Behavioral Disorder (ED/BD) 87 

Educable Menta1ly Handicapped (EMH/EMR) 83 

Trainable Mentally Retarded (TMR) 76 

Severely Mentally Retarded (SMR) 58 

Multihandicapped 55 

Profoundly Mentally Retarded (PMR) 52 

Academically Disadvantaged 32 

Hearing Impaired/Deaf 28 

Economically Disadvantaged 27 

Speech Impaired 24 

Visually Impaired/Blind 23 

Limited English Proficiency (LEP) 12 

Gifted 12 

72.6 

64.4 

61.5 

56.3 

43.0 

40.7 

38.5 

23.7 

20.7 

20.0 

17.8 

17.0 

8.9 

8.9 
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Teacher Competency in Transition Services 

Regarding research question 3, teacher competency 

domains were ranked based on the group mean for each domain 

(see Table 6). Group means imply how essential respondents 

considered each of the 12 domains in teacher competencies of 

transition services. The criteria for classification as an 

essential competency was above 3.0. The table indicates that 

the group means for all 12 domains exceeded 3.0. Domain V 

(development and management of individualized plans) 

received the highest group mean (mean= 4.4826). Domain IV 

(working with others in the transition process), domain IX 

(vocational assessment and job development), and domain II 

(the knowledge of agencies and systems change) were also 

highly ranked by respondents. Domain VIII (career counseling 

and vocational theory and transition), and domain XI 

(transition administrative functions) were below 4.0 and 

above 3.0. According to the description of group means for 

each domain, more practical and functional competencies 

(interdisciplinary function, collaboration, and 

interpersonal communication skills) for transition services 

had higher ratings than theoretical competencies. 



Rank 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

TABLE 6 

DESCRIPTIVE STATISTICS OF THE COMPETENCY 
RATINGS IN DOMAINS 

Domain 

V 
Development & Management of 

Individualized Plans 

IV 
Working with Others in the 

Transition Process 

IX 
Vocational Assessment & Job 

Development 

Mean 

4.4826 

4.4366 

4.4300 

II 4.4160 
Knowledge of Agencies & Systems Change 

VII 4.3547 
Assessment (General) 

VI 4.3222 
Curriculum, Instruction & 

Learning Theory (General) 

X 
Job Training and Support 

I 
Philosophical & Historical 

Considerations in Transition 

III 
Professionalism, Advocacy & 

Legal Issues in Transition 

4.2792 

4.1870 

4.1370 

10. XII 4.0288 
Program Evaluation and Research 

11. VIII 
Career Counseling & Vocational 

Theory and Transition 

12. XI 
Transition Administrative Functions 

3.7111 

3.6962 

43 

S.D. 

.1897 

.2698 

.1225 

.1606 

.1229 

.2481 

.2358 

.0640 

.1881 

.2983 

.1892 

.1446 
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Table 7 shows the rank order by means of teacher 

competency ratings. Each competency mean implies how 

essential respondents considered each of the 64 competencies 

in transition services. The competency described that 

clearly articulates to prospective employers accurate and 

realistic client information and expectations was the 

highest ranked. The one which described resource allocation 

strategies for transition and employment programs was lowest 

ranked. 

Survey respondents were asked to identify any 

competencies they believed to be essential for transition 

personnel which had been omitted from the questionnaire 

list. Some respondents commented that the list of 

competencies in the questionnaire was covered completely. 

Thirty respondents added several essential competencies. The 

following competencies were identified by individual 

respondents. 

- Business partnership 

- Individual career plan 

- Mobility training 

- Knowledge of financial support/ 

disincentives and funding 

- Writing grants 

- Lobby and promotion of local, state, 

and federal funding sources 

(2 respondents) 

(l·respondent) 

(1 respondent) 

(2 respondent) 

(1 respondent) 

(1 respondent) 



- Research, analysis, and support of 

existing adult community services 

- Stress reduction methods 

- Developing self-determination 

- Knowledge of P.L. 94-142, IDEA, and 

ADA and trend regulations 

- Knowledge of school based programs 

and transition 

- Collaboration with interagencies 

and colleagues 

(2 respondent) 

(1 respondent) 

(1 respondent) 

(2 respondents) 

(1 respondent) 

(8 respondents) 

- Coordination between counseling 

psychologists and speech pathologists in 

transition (1 respondent) 

- Understand the current political and 

social structure of secondary schools (1 respondent) 

- Supervision of coaches (1 respondent) 

- Having positive relationships among 

people 

- Local needs assessments 

- Awareness and use of adaptive/ 

(4 respondents) 

(1 respondent) 

assistive technology (1 respondent) 

- Individualization of special education 

in community based settings (2 respondents) 

- Awareness of adaptive equipment and 

modifications 

- Client/student communication skills 

(1 respondent) 

(1 respondent) 
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- Strategies for job development 

- Case management 

(1 respondent) 

(1 respondent) 

- Interpersonal communication skills (1 respondent) 

- Decision making/problem solving skills 

- Using follow-up information in 

program 

- Promotion care education throughout 

K-12 grades 

(1 respondent) 

(1 respondent) 

(1 respondent) 
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Rank 

TABLE 7 

DESCRIPTIVE STATISTICS OF RANK ORDER 
OF COMPETENCY RATINGS 

Domain Mean S.D. 

1. IV 4.672 .559 
competency:Clearly articulate to prospective employers 

accurate and realistic client information and 
expectations. 

2. II 4.652 .672 
competency:Identify community and state programs and 

organizations (public and private) which can be 
utilized in providing transition services. 

3. V 4.649 .652 
competency:Utilize functional and vocational assessment 

information to develop appropriate long and 
short term transition goals, write specific 
behavioral objectives, identify strategies to 
meet objectives, and establish methods of 
evaluating objectives. 

4 . X 4 . 6 0 7 . 72 4 
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competency:Provide direct instruction in job seeking and job 
keeping skil 1 s . · 

5 • IX 4 • 6 0 0 • 7 5 5 
competency:Match the skills and interests of the client wi~h 

skills and demands required by the job or 
vocational placement. 

6. VI 4.597 .737 
competency:Effectively plan and implement an appropriate 

FUNCTIONAL SKILL instructional program. 

7. IV 4.585 .628 
competency:Facilitate the involvement and inclusion of 

parents,related professionals, and clients in the 
interdisciplinary transition team planning 
process. 

8. IX 4.585 .695 
competency:Identify the modification within a work or 

vocational training environment needed to 
accommodate the characteristics of a youth or 
young adult with a disability. 
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Rank Domain Mean S.D. 
------------------------------------------------------------
9. VI 4.548 .740 
competency:Demonstrate proficiency in a variety of effective 

instructional methods, materials and techniques 
relevant to the instructional needs of the youth 
or young adult with a disability. 

10. V. 4.522 .701 
competency:Demonstrate skills critical to successful 

transition case management such as 
Interdisciplinary conferencing, managing 
necessary paperwork, coordinating, planning, 
scheduling, and following client progress. 

11. II 4.519 .679 
competency:Develop strategies to overcome organizational and 

system barriers to change. 

12. VII 4.492 .676 
competency:Select, utilize, and interpret formal and 

informal assessment tools and procedures for the 
purposes of functional life skills evaluation. 

13. IX 4.467 .689 
competency:Design and conduct a variety of fictional 

assessment techniques to ascertain job task and 
social skills. 

14. VI 4. 463 . 782 
competency:Develop instructional procedures and training 

strategies for maintenance and generalization of 
skills. 

15. II 4.452 .720 
competency:Differentiate and describe the type of direct 

transition services provided by human service 
programs such as vocational rehabilitation, 
vocational education, and special education. 

16. IV 4.437 .698 
competency:Assess and utilize the family support system to 

facilitate the transition of youths and young 
adults with disabilities. 

17. X 4.433 
competency:Develop behavioral 

skill instruction, 
maintenance. 

.818 
objectives related to job 
generalization, and 
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18. IX 4.430 .787 
competency:Identify enabling skills, entry level 

requirements and exit competencies for specific 
vocational training programs. 

19. IX 4.452 .826 
competency:Conduct a local employment community assessment 

to identify job areas which are available for 
training, placement, or development and are 
appropriate to individual clients with 
disabilities. 

20. XII 4.415 .776 
competency:Critically analyze the appropriateness and 

quality of transitional services being provided 
to individuals. 

21. X 4.403 .894 
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competency:Plan and implement job support services, such as 
supervision, retraining, and job change planning 
for the individuals with a handicap to assure 
successful work adjustment and employment 
success. 

22. IX 4.385 .773 
competency:Utilize formal and informal methods to assess the 

career interests and job preferences of youths 
and young adults with disabilities. 

23. VII 4.378 .732 
competency:Utilize assessment report(s) in the development 

and planning of transitional services and related 
instructional programs. 

24. VI 4.370 .789 
competency:Systematically apply behavioral principles and 

techniques for the purposes of instructing youths 
and young adults with disabilities. 

25. II 4.356 .685 
competency:Identify and analyze problems in the transition 

process related to organizational relationships 
between secondary education and adult service 
systems. 

2 6. VI I 4. 3 8 3 . 7 51 
competency:Select, utilize and interpret formal and informal 

assessment tools and procedures for the purposes 
of social/behavioral evaluation. 



50 

Rank Domain Mean S.D. 
------------------------------------------------------------
27. III 4.348 .822 
competency:Identify and utilize advocacy resources available 

at the local, state, regional and national levels 
for individuals with disabilities. 

28. VII 4.333 8.01 
competency:Plan and implement assessment activities for the 

purpose of screening, instructional program 
planning, placement, program monitoring, program 
evaluation, and planning interventions. 

29. II 4.326 .8000 
competency:Identify the political, social and individual 

efforts that may be effective in overcoming 
obstacles to transition service delivery. 

30. IX 4.326 .818 
competency:Analyze the social and related demands of a job 

and judge the impact of these demands upon job 
placement success. 

31. I 4.281 .852 
competency:Identify the rationale for providing systematic 

planning, instruction and programming in 
transition. 

32. V 4.274 .796 
competency:Establish a process of client information 

exchange among agencies involved with the 
provision of transition services to that client. 

33. X 4.237 .839 
competency:Provide technical assistance to business and 

industry in integrating programs to employ youths 
and young adults with disabilities. 

34. IX 4.237 .848 
competency:Utilize resource, materials, and information 

sources to identify employment opportunities 
for individuals with disabilities. 

35. X 4.2333 .861 
competency:Understand the goals, norms, and standards of 

business and industry. 

36. III 4.207 .838 
competency:Explain the state and federal regulations for the 

provision of SCHOOL BASED services to individuals 
with disabilities. 
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Rank Domain Mean S.D. 
---------------------------------·--------------------------
37. VI 4.207 .865 
competency:Apply current trends in curriculum development 

and instructional methods for youths and young 
adults with disabilities. 

38. II 4.193 .885 
competency:Describe the differing philosophies and goals of 

service delivery in agencies (e.g. VR, VocEd, 
SpEd, MHMR, etc.) involved with the planning and 
provision of transition services. 

39. I 4.170 .797 
competency:Describe the social, legal, and political 

barriers to transition. 

40. XII 4.164 .777 
competency:Design, implement and utilize program evaluation 

procedures to assess the effectiveness of 
transition programs. 

41. I 4 .156 . 800 
competency:Describe factors which contribute to high school 

drop-out, and identify programs and strategies 
for drop-out prevention. 

42. VI 4.149 .905 
competency:Utilize data collection, recording and graphic 

methods .to establish instructional baseline and 
skill acquisition records. 

43. VII 4 .145 . 842 
competency:Select, utilize and interpret formal and informal 

assessment tools and procedures for the purpose 
of recreational/leisure skills and preference 
evaluations. 

44. I 4.156 8.000 
competency:Describe a personal philosophy on meeting the 

needs of individuals with disabilities in our 
society. 

45. XII 4.111 .952 
competency:Demonstrate knowledge of appropriate ethical 

consideration in conducting research related to 
youths and young adults with disabilities. 

46. III 4.089 .842 
competency:Explain the state and federal regulations for the 

provision of POST-SCHOOL BASED services to 
individuals with disabilities. 
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Rank Domain Mean S.D. 
------------------------------------------------------------
47. XII 4. 074 . 878 
competency:Apply and utilize existing research for the 

purposes of curriculum improvement and program 
development in transition. 

48. IV 4.067 .848 
competency:Assess the group dynamics of the 

interdisciplinary team and identify a plan of 
action to facilitate team functioning. 

49. XI 3.978 .946 
competency:Identify the available human and financial 

resources at the .local, state and national level 
which can be utilized to maximize the quality of 
transition service delivery. 

50. VIII 3.919 .955 
competency:Apply various career and guidance counseling 

approaches to facilitate the vocational, personal 
and community adjustment of individuals with 
·disabilities. 

51. III 3.904 .871 
competency:Interpret federal labor and employment 

legislation and its implications for the 
provision and delivery of transition services to 
youth and young adults with disabilities. 

52. VI 3.903 1.010 
competency:Evaluate and select appropriate published 

curricula to meet the client's instructional 
needs. 

53. X 3.883 .871 
competency:Develop or identify a.work incentive program that 

can be used by public and private organizations 
to induce persons with inabilities on their 
employer roles. 

54. XII 3.881 .947 
competency:Analyze, interpret and evaluate research and 

professional literature emanating from social 
science research relative to transition. 

55. XI 3.806 1.015 
competency:Develop personnel staffing strategies which 

address transition programming needs. 



Rank Domain Mean S.D. 

56. XI 3.710 .973 
competency:Assist local staff members in identifying 

personal needs for additional training in 
transition services. 

57. XI 3.709 1.039 
competency:Develop written policies and procedures for 

transition programs and administration. 

58. XI 3.699 .977 
competency:Develop a process and mechanism for 

publicizing the transition program within the 
community, agency/school, state, and nation. 

59. VIII 3.667 .946 
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competency:Describe development issues and behaviors in non­
disabled adolescents and young adults. 

60. XI 3.609 1.029 
competency:Describe resource allocation strategies for 

transition and employment programs. 

61. XI 3.568 .998 
competency:Identify state priorities/requirements for 

providing local staff development in transition 
related activities. 

62. VIII 3.548 .975 
competency:Describe the theories of human behavior and work 

adjustment in vocational and work settings. 

63. XII 3.537 1.045 
competency:Identify future research issues in the field of 

transition. 

64. XI 3.522 1.053 
competency:Describe resource allocation strategies for 

transition and employment programs. 



Correlation Between Competency Domains and Faculty 
Position, Years Experience, and Gender 
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A series of separate correlational analyses were 

conducted in order to assess the relationship between scores 

(essentiality in teacher competency) in each competency 

domain (philosophy, knowledge, professionalism, work, 

development, theory, assessment, career, job development, 

job training, administration, evaluation) and (1) faculty 

position, (2) teaching experience, and (3) gender. Pearson 

product moment correlation coefficients were calculated in 

these analyses. Of these analyses, only three reached 

statistical significance. 

First, when the relationship between scores in each 

domain and faculty position was investigated, there was a 

significant correlation between scores in the domain of job 

training and support and faculty position rank (Pearson r = 
2 

.22322, R = .04982). Five percent of the variability in the 

scores in the domain of job training and support was 

attributable to the faculty position rank. In other words, 

faculty with higher rank also rated this domain as more 

important. 

Second, when the relationship between scores in each 

domain and years of teaching experience in special education 

in higher education was examined, there was a significant 

correlation between scores in the domain of assessment and 

years of teaching experience in special education in higher 
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2 
education (Pearson r = .17606, R = .03100). Three percent of 

the variability in the scores in the domain of assessment 

was attributable to the years of teaching experience. 

Faculty with more years of teaching experience rated this 

domain as more important. 

Last, when the relationship between scores in each 

domain and faculty position was investigated, there was a 

significant correlation between scores in the domain of 

development and management of individualized plans and 
2 

gender (Pearson r = .18626, R = .03469). Three percent of 

the variability in the scores in the domain of development 

and management of individualized plans was attributable to 

the gender with female faculty rating this domain as more 

important. 



CHAPTER V 

DISCUSSION 

This study identified the definition, served 

population, and teacher competencies in transition services 

as reported by faculty members in special education in 

higher education. This chapter presents a discussion of 

results, practical implications, and recommendations for 

future research. 

Discussion of Results 

Demographic Information 

Most of faculty members (81.5%) who responded to this 

questionnaire had experience in transition programs. Their 

ratings on competencies could be based on real experience 

and not just theory. 

At the college/university level, only 11.9% of the 

respondents had a specialized program for training 

transition teachers. Teacher preparation programs still do 

not emphasize transitional issues. Transition services in 

special education have a positive impact on the quality of 

adult living for people with disabilities and transition 

planning, such as Individualized Educational Plans (IEP) 
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which are also mandated for disabled people over sixteen 

years. It is important to establish more transition teacher 

training programs in colleges and universities. The results 

of this study are useful in developing such programs based 

on the competencies researched. 

Definition of Transition Services 

Faculty members in special education identified the 

components in preparing personnel for the transition 

programs which could be the components in describing the 

definition of transition services. Highly supported (over 

80%) components were on-the job training, life skill 

curriculum, interagency cooperative planning, parental 

involvement, community integration, recreation/leisure 

activities, and job placement. The least supported component 

was study skill development. The faculty members who are 

working in teacher training programs recognized the 

necessary components in preparing personnel which are 

similar to the ones in the recent federal definition in the 

amendment (PL 101-476) to the Individuals with Disabilities 

Education Act. It can be expected that teacher training 

programs for transition services at colleges and 

universities could be developed beyond the extent of the 

federal definition of transition. The definition is 

following: 

A coordinated set of activities for a student, designed 
within an outcome-oriented process, which promotes 



movement from school to post-school activities, 
including post-secondary education, vocational 
training, integrated employment (including supported 
employment), continuing and adult education, adult 
services, independent living, or community 
participation. The coordinated set of activities shall 
be based upon the individual student's needs, taking 
into account the student's preferences and interests, 
and shall include instruction, community experiences, 
the development of employment and other post-school 
adult living objectives, and, when appropriate 
acquisition of daily living skills and functional 
vocational evaluation (section 1401. IDEA-5). 

Population Served in Transition Services 

58 

When faculty members trained teachers to provide 

transition services, most focused on students with learning 

disabilities (72.6%). Faculty members also focused on the 

categories of Emotionally/Behavioral Disordered (ED/BD), 

Educable Mentally Handicapped (EMH/EMR) (61.5%), and 

Trainable Mentally Retarded (TMR) (56.3%). However, these 

are a limited number of handicapping categories. The 

categories of Speech Impaired, Visually Impaired/Blind, 

Limited English Proficiency (LEP), and Gifted are focused on 

in 20% of the training programs. It is interesting that the 

most served categories for the transition services were the 

areas involving mild disabilities. When definitions of 

special education were reviewed, the extent of the served 

population for the transition services was too narrow. The 

variabilities of served populations could be interpreted in 

two ways. First, only a few categories of handicapped 

students are served in typical teacher training programs in 
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colleges/universities. These are usually categories related 

to mild handicapping conditions. Faculty members do not 

train teachers to provide transition services for other 

populations. Second, faculty members did not fully realize 

the need for transition services for the other categories. 

Students who have moderate to severe disabilities in all 

categories also need to develop skills so that they can 

become productive members of the adult society to whatever 

extent they can so. 

Teacher Competencies in Transition Services 

Faculty members in the college/university sample 

identified teacher competencies in the questionnaire as most 

essential. Except two domains (career counseling and 

vocational theory and transition, and transition 

administrative functions), group means in ten domains got 

over 4.0/5.0 points. The most highly ~anked five domains 

were development and management of individualized plans, 

working with others in the transition process, vocational 

assessment and job development, knowledge of agencies and 

systems change, and general assessment. Those domains are 

based on the interdisciplinary function, collaboration, and 

interpersonal communication skills with persons in related 

fields. After teachers have the basic competencies in 

interdisciplinary function, collaboration, and 

communication, they could be more successful in 



accomplishing the teaching of competencies in direct 

transition services. 

60 

The variabilities on the competencies ratings were 

narrow with·the mean rating extending between 3.0 and 5.0. 

Because the competency items which were already validated by 

the criteria of a mean rating above 3.0 in other studies 

(deFur, 1990) were selected, the variabilities could be 

narrow. 

The respondents had intense interest in teacher 

competencies for transition services. Forty-two out of 135 

subjects commented about the competencies questionnaire. 

Twelve persons responded that the competencies in the 

questionnaire fully described the necessary competencies for 

the teacher in transition services of special education. The 

other 30 persons added or explained more necessary 

competencies. Ninety-four respondents (70%) among 135 

respondents wanted to receive the results of this study. The 

interesting aspect of these results was the agreement among 

professionals that the identified competencies were very 

important. Teacher trainers acknowledge their importance, 

yet only a few institutions of higher education address this 

in their preparation programs. 

Correlation Between Competency Domains and Faculty Position, 
Years Experience, and Gender 

A series of reviews were conducted relating the 

relationship between scores in 12 teacher competency domains 
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(philosophy, knowledge, professionalism, work, development, 

theory, assessment, career, job development, job training, 

administration, evaluation) and (1) faculty position, (2) 

teaching experience, and (3) gender. Of these analyses, only 

three reached statistical significance. These were 

correlations between scores in the domain of job training 

and support and faculty position, between scores in the 

domain of assessment and years of teaching experience in 

special education in higher education, and between scores in 

the domain of development and management of individualized 

plans and gender. Faculty members who train teachers might 

note that rating scales regarding the majority of teacher 

competencies in transition services did not correlate with 

their faculty position, years of teaching experience, or 

gender. Interestingly it appeared that the importance 

attached to the competencies generalized across faculty 

positions, number of years teaching, and gender. 

It is interesting that only three correlations were 

significant. Although all the competencies were considered 

important (3.0 rating or above), only three related directly 

to instructor characteristics. There are probably many 

reasons for these three relationships. The more experience 

one has with job training and providing support services 

(mentoring), the more one values these competencies. Faculty 

with higher rank have usually had more experience. Faculty 

with more experience have also been involved in more 
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practical and clinical assessment situations than have 

beginning faculty. Why females are more concerned about 

educational plans is a question that probably needs further 

research. Traditionally, females tend to be more nurturing 

and individually oriented, but this may not be a substantial 

explanation in the 1990s. 

Practical Implications 

The results of this study have implications for the 

development of transition program personnel preparation for 

teachers and professionals who work with young people with 

disabilities who need to be supported in the transition 

between school and adult living. 

The big goal of special education for youth with 

disabilities is to help them adjust independently to 

society, to work, and to life after school. In order to 

achieve this goal, transition program development, 

curriculum development, and personnel training programs are 

necessary. The way the transition program is defined can 

identify teacher competencies needed for transition 

services. Through the reviewing of necessary competencies, 

teacher training programs can be outlined. Teachers are 

considered in need of high quality training in higher 

education to get the competencies for these transition 

services (deFur, 1990). In order to get high quality 

competencies in training, teacher certification in 
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transition areas must be established. It was considered 

inadequate that only 11.9% had a specialized program in 

transition services among the respondents of this study. 

After teacher certification is established and supported by 

state policy, these training programs need to be further 

developed. Although the respondents did not focus on serving 

the whole handicapped population, all categories of 

handicapping conditions need to be served. In order to serve 

this broad population, teachers need to prepare in all areas 

of competencies for youth with disabilities to succeed in 

their transition. As the first step, institutions of higher 

education need to establish transition courses. State 

directors of special education need to develop education 

policies that focus on transition and teacher training 

planning. 

Recommendations 

The recommendations address two particular areas-­

limitations of the study and suggestions for further 

studies. 

Regarding limitations, the response rate was the main 

limitation of this study. Even though the instrument was 

improved, it was too long to answer easily. A questionnaire 

needs to be short to keep its validity, reliability, and 

return rate. 

In relation to teacher competencies, teacher training 
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programs, and transition services programs, the question is 

how do higher educators improve teacher training programs to 

focus on transition from school to the world of work. These 

need to include the development of transition programs, 

transition courses, and internships for transition services. 

According to the comment of some of the respondents in this 

study, definitions and teacher competencies were too 

generalized to be specific to special education. Definition 

and teacher competencies for transition services for all 

categories of disabilities need to be researched in order to 

investigate the needs for all disabled students in 

transition. Research needs to be conducted to track special 

education students who exit from the school system through 

their adjustment to community life, work experiences, and 

adult life. 

Conclusions 

This study has provided the definition, served 

population, and teacher competencies in transition services 

which were reported by higher education faculty members in 

special education. Teacher training programs and educational 

policy development in transition programs need to include 

the teacher competencies and the definition of transition 

services related to interdisciplinary function, 

collaboration, and interpersonal communication skills. These 

can provide functional and practical help for the successful 



transition of youth with disabilities from school to the 

world of work and independent living. 
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Please respond to each item, 
1. llhat is your faculty rank? 

instructor 
aaaiatant professor 

associate profeaaor 
professor 
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_a. 
_c. 
_e. other, please explain~---------------------------------------~ 

2. Bow many years baft you taught 
_a. less than 5 years 
_c. 10-15 years 
_e. 20 years more 

special education in Higher Education? 
_b. s-10 years 
~d. 15-20 years 

3. llhat ia your gender? male _female 

4. llhat ezperience have you bad aa a direct service provider preparing 
personnel for transition programs? 
_a. none _b. special education 
_c. vocational rehabilitation _d. vocational education 
_e. other, please liat=--------------------------------------------~ 

5. Does your college/university have a specialized program for training 
transition teachers? 
_a. yea ._b. no 

6. If you answer yes in ts, please respond to these question and attach a 
program description. 

6.1. 

6.2. 

6.3. 

Bow many faculty members teach transition related couraea in your 
college/university? 
At what levels do yo·u--o"llf~f~e-r--a-d"l'eq __ r_ee---o-r--a_r_e_a--o"llf!""-c-o-n-c-e-n'!"t-ra-t-i""o-n--ln----
tranaition teaching? 
_a. B.A./B.S. _b. M.A./M.S./M.A.1'. 
_c. apecialiat _d. Pb.J>/Ed.J>. 
J>oea your college/uniftraity haft a required practicum options 
providing experience in transition progranaing? 
_a. yea _b. no 

7. 11hat course do you offer in transition progranaing? 

8. 11hich of tbe following broad areas do you believe should be necessary 
components in preparing personnel for transition programs (Check all that 
apply)? 

_a. 
_b. 
_c. 
_d. 
_e. 
_f. 

a. 
_b. 
_i. __ _,,1. 
_k. 
_1. _m. 
_n. 
_o. 
--o1P• 

Residential independence 
Interagency cooperative planning 
Community integration 
Life akill curriculum 
IltP developnent proceaa 
Parental involv>ement 
On-tbe job training (C'onmtnity-baaed instruction) 
Study skill development 
Individual competence in comamnity 
Student living choice 
Shared resource approach 
Vocational rehabilitation counseling 
Integrated achoola with special/regular classes 
Job placement 
Postsecondary educational options 
Recreation/leisure activities 



_q. Other, Please list=-----------------------

9. For which of the following groups of students do you train teachers to 
provide transition services (Check all that are appropriate)? 

_a. 
_b. 
_c. 
_d. 
_e. 
_f. 

q. 
_h. 
_i. 
_j. 
_k. 
_1. 
__JIJ.. 
___Jl. 

Educable Mentally Handicapped (EMH/1:MR) 
Trainable Mentally Retarded C'l'MR) 
Severely Mentally Retarded CSMR) 
Profoundly Mentally Retarded (PKR) 
I.earning Disabled 
Emotionally/Behaviorally Disordered (ED/BD) 
Limited English Proficiency CLEP) 
Rearing Impaired/Deaf 
Visually Impaired/Blind 
Gifted 
Speech Impaired 
Hultihandicapped 
Academically Disadvantaged 
Bconomically Disadvantaged 

10. Read the list of competencies below. To what extent is each competency 
essential for teachers who will become transition personnel? Please 
rate the value of each competencies by circling a number from 1 to 5. 

not essential•1~2~3~4~5-very essential 

:r. •a:rz.OS01'B%CAl. I B%8'll'OUC&L CDRSmD.U'%CIIS DI 1'1W1S%T%QR 

* 1 2 3 4 5 a) Identify and describe the various disability classifications 
in traditional and functional terms. 

* 1 2 3 4 5 b) Describe the factors to be considered when working with 
individuals with disabilities from varied cultural and ethnic 
backgrounds. 

* 1 2 3 4 5 c) Describe models of transition service delivery and beat 
practices for providing transitional services. 

1 2 3 4 5 d) Identify the rationale for providing systematic planning, 
instruction and programd.ng in transition. 

1 2 3 4 5 •> Describe the social, legal, and political barriers to 
transition. 

* 1 2 3 4 5 f) Describe the relationship of specific disability populations to 
transitional services, employment needs and vocational training 
possibilities. 

1 2 3 4 5 g) Describe factors which contribute to high school drop-out, and 
identify programs and strategies for drop-out prevention. 

1 2 3 4 5 h) Describe a personal philosophy on meeting the needs of 
individuals with disabilities in our society. 

:r:r. DIOIILl:DCa or aGDCDS I SDRNS CBIRID 

1 2 3 4 5 a) Describe the differing philosophy and goals of service delivery 
in agencies (e.g. VR, VocEd, SpEd, MHKR, etc.) involved with 
the planning and provision of transition services. 

1 2 3 4 5 b) Differentiate and describe the type of direct transition 
services provided by human service programs such as vocational 
rehabilitation, vocational education, and special education. 
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not essential•l~2~3-----4~5-very essential 

* l 2 3 4 5 c) Identify the criteria and policies used to detez:mine 
eligibility for participating in activities or services 
conducted by human services programs (e.g. SpEd, VR, MHMR, 
etc.). 

* l 2 3 4 5 d) Describe the roles and. responsibilities of the 
interdisciplinary service providers in school to work 
transition. 

l 2 3 4 5 e) Identify community and state programs and organizations (public 
and private) which can be utilized in providing transition 
services. 

l 2 3 4 5 f) Identify and analyze problellia in the transition process related 
to organizational relationships between secondary education and 
adult service systems. 

* l 2 3 4 5 g) Collaborate with other organizations to facilitate problem 
solving in transition. · 

l 2 3 4 5 h) Develop strategies to overcome organizational and system 
barriers to change. 

l 2 3 4 5 i) Identify the political, social and individual efforts that may 
be effective in overcoming obstacles to transition service 
delivery. 

•12345 

*12345 

*12345 

1 2 3 4 5 

•12345 

•12345 

l 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

I%%. HOnSSICIDl.%811, aDVOCIC% I J.aGII, IISUSS D ftDSI'HCIR 

a) Participate in the professional field of transition through 
activities such as conference participation, presentation, 
planning, and ev~luation. 

b) Demonstrate professional ethics and attitude in interactions 
which relate to the role of transition specialist. 

c) Identify and implement strategies to facilitate acceptance and 
integration of young adults with disabilities in employment and 
community environments. 

d) Identify and utilize advocacy resources available at the local, 
state, regional and national levels for individuals with 
disabilities. 

e) Teach self-advocacy skills to families and clients with 
disabilities. 

f) Interpret the various federal educatiin and rehabilitation 
legislation for the provision and del very of transition 
services to youth and young adults with disabilities. 

g) Interpret federal labor and employment legislation and its 
implications for the provision and delivery of transition 
services to youth and young adults with disabilities. 

b) Explain the state and federal ~lations for the provision of 
POST-SCHOOL BASED services to dividuals with disabilities. 

i) Explain the state and federal reS!;llations for the provision 
of SCHOOL BASED services to indinduale with disabilities. 



* 1 2 3 4 5 

1 2 3 4 5 

* 1 2 3 4 5 

1 2 3 4 S 

1 2 3 4 S 

* 1 2 3 4 5 

* 1 2 3 4 5 

* 1 2 3 4 s 

not essential•1~2~~~4~S-very essential 

•> 

b) 

c) 

d) 

e) 

f) 

g) 

b) 

.ff. IIDltZDIG nn OHDS D m 'IURSff%OII HOCUS 

Utilize effective intezpersonal/communication skills when 
interacting with clients, families, community members, and 
other professionals. 

Clearly articulate to prospective employers accurate and 
realistic client infoxmation and expectations. 

Develop, implement, and evaluate a plan to provide consultation 
to professionals from other disciplines. 

Assess the group dynamics of the interdisciplinary team and 
identify a plan of action·to facilitate team functioning. 

Facilitate the involvement and inclusion of parents, related 
professionals, and clients in the interdisciplinary transition 
team planning process. 

Identify and gather additional infoxmation and support 
resources for clients and families. 

Develop and implement parent education programs to enhance 
parental understanding of their role in transition. 

Administer.and manage taaks of the transition planning 
process, such as: setting committee agendas; soliciting 
assistance from relevant parties; facilitating consensus on 
decisions and objectives; managing small group activities. 

1 2 3 4 S i) Aaaesa and utilize the family support syatem to facilitate 
the transition of youtha and young adults with disabilities. 

•12345 

•12345 

1 2 3 4 5 

•12345 

1 2 3 4 5 

1 2 3 4 5 

V. ~ I lmKAGDll:ln OF DD%V%Dmlo%UD •:r.aws 
a) Identify the service providers that may contribute to the 

development and implementation of an Individualized Transition 
Plan (ITP). 

b) Coordinate service providers and client/families in the 
proceaa ot developing ITP. 

c) Utilize development and academic assessment infoxmation to: 
develop appropriate long and abort term transition goals; write 
specific behavioral objectives;identify strategies to meet 
objectives; and, establish methods of evaluating objectives. 

d) Utilize functional and vocational assessment infoxmation to: 
develop appropriate long and abort term transition goals; write 
specific behavioral objectives; identify strategies to meet 
objectives; and, establish methods of evaluating objectives. 

e) Demonstrate akilla critical to successful transition caae 
management aucb aa: Interdisciplinary conferencing; managing 
neceaaary paperwork; coordinating, planning, scheduling, and 
following client progress. 

f) Establish a process of client infoxmation exchange between 
agencies involved with the provision of transition aervicea to 
that client. 
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not essential•1~2~3-----4~5-very essential 

• 1 2 3 4 S 9) Employ management and organization strategies to insure 
accurate and procedurally sound record keeping. 

ff. cmuacm.mc, DS~ION I LIIAIIHDIG mou (Gll:RDaL) 

* 1 2 3 4 S a) Effectively plan and implement an appropriate ACADEMIC SKILL 
instructional program. 

1 2 3 4 S b) Effectively plan and implement an appropriate FUNCTIONAL SKILL 

* l 2 3 4 S 

1 2 3 4 s 

l 2 3 4 s 

l 2 3 4 S 

l 2 3 4 S 

1 2 3 4 s 
* l 2 3 4 s 

1 2 3 4 S 

*12345 

C) 

d) 

e) 

f) 

g) 

b) 

i) 

j) 

k) 

instructional program. 

Identify strategies, equipnent, and assistive devices for 
adapting curricula to ... t individual learner needs. 

Evaluate and select appropriate published curricula to meet 
client's instructional needs. 

Apply current trends in curriculum development and 
instructional methods for youths and young adults vith 
disabilities. · 

Demonstrate proficiency in a variety of effective instructional 
methods, materials and techniques relevant to the instructional 
needs of the youth or young adu.lt vith a disability. 

Systematically apply behavioral principles and techniques for 
the puz:poses of instructing youths and young adults with 
disabilities. · 

Utilize data collection, recording, and graphing methods to 
establish instructional baseline and skill acquisition records. 
Conduct and utilize task analysis for assessment and 
instruction. 

Develop instructional procedures and training ·Strategies for 
maintenance and generalization of skills. 

Provide direct instruction of independent living skills 
necessary to successful community placement. 

ff%. ASS&SSHDff (Gll:RDaL) 

• 1 2 3 4 S a) Develop and maintain anecdotal records for diagnostic 
puz:poses and instructional planning. 

l 2 3 4 S b) Plan and implement assessment activities for the puz:pose of:· 
screening; instructional program planning; placement; program 
monitoring; program evaluation; and planning interventions. 

c) Select, utilize and interpret formal and informal assessment 
tools and procedures for the puz:poses of: 

• l 2 3 4 S (1) academic evaluation. 

1 2 3 4 S (2) social/behavioral evaluation. 

l 2 3 4 S (3) recreational/leisure skills and preference evaluations. 

l 2 3 4 S (4) functional life skills evaluation. 

1 2 3 4 S d) Utilize assessment report(s) in the development and planning of 
transitional services and related instructional programs. 
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not essential• 1-2-3-4-5-very essential 

* l 2 3 4 5 •> Utilize medical/physical client infozmation for the purposes of 
diagnosis and program planning. 

* l 2 3 4 5 f) Coanunicate the results of developmental and functional 
assesament data to clienta and families. 

* l 2 3 4 5 CJ) Coanunicate the results of developmental and functional 
assessment data to other professionals. 

l 2 3 4 5 a) Describe developmental issues and behaviors in non-disabled 
adolescents and young adults. 

l 2 3 4 5 b) Describe the theories of hmaan behavior and work adjustment in 
vocational and work settings. 

* l 2 3 4 5 C) Apply career education theories.and models to the career 
development of individuals with disabilities. 

l 2 3 4 5 d) Apply various career and guidance counseling approaches to 
facilitate the vocational, personal and community adjustment of 
individuals with disabilities. 

* l 2 3 4 5 e) Articulate the rationale for career development and vocational 
programming for individuals with disabilities. 

•12345 f) Describe the current theory and practices underlying supported 
employment. 

1 2 3 4 5 a) Utilize fozmal and infozmal methods to assess the career 
interests and job preferences of youths and young adults with 
disabilities. 

l 2 3 4 5 b) Design and conduct a variety of functional assessment 
techniques to ascertain job task and social skills. 

* 1 2 3 4 5 c) Conduct a fozmal vocational assessment utilizing commercial and 
locally development work samples, psychometric testing, 
situational assessment and behavioral observation. 

* l 2 3 4 5 d) Interpret the results of· vocational assessment to clients, 
families, prospective employers, and other professionals. 

* l 2 3 4 5 e) Utilize career and/or vocational assessment data provided by 
other individuals or agencies. 

l 2 3 4 5 f) Conduct a local employment community assessment to identify job 
areas which are available for training, placement or 
development and are appropriate to individual clients with 
disabilities. 

* 1 2 3 4 5 CJ) Conduct a comprehensive aaaesament of an integrated paying w.ork 
environment t~at specifies the job entry requirements, 
characteristics of the work environment and factors that may 
influence job retention. 

l 2 3 4 5 h) Identify enabling skills, entry level requirements and exit 
competencies for specific vocational training programs. 



not essential•1~2~3~4~5-very essential 

l 2 3 4 5 i) Utilize resource materials and infozmation sources to identify 
employment opportunities and outlook for individuals with 
disabilities. 

* 1 2 3 4 5 j) ~ask analyze a job in tez:ms of discrete responses required, 
stimuli which control these requirements and the criteria for 
acquisition. 

1 2 3 4 5 k) Analyze the aocial and related demands of a job and judge the 
impact of these demands upon job placement success. 

1 2 3 4 S l) Identify the IIIOdification within a work or vocational training 
environment needed to accomnodate the characteristics of a 
youth or young adult with disabilities. 

1 2 3 4 S •> Natch the skills and interests of the client with skills and 
demands required by the job or vocational placement. 

z. irOB ~ ARD sonon 
• 1 2 3 4 S a) Place a youth or young adult with disabilities in a job, and 

provide supervisory support to the individual to the extent it 
is needed. 

l 2 3 4 S b) Provide direct instruction in job~seeking and job-keeping 
skills. 

•12345 C) Develop and implement various supported employment 
alternatives: e.g. individual, cluster, mobil crew, 
enclave models, etc. 

* l 2 3 4 s d) Provide technical assistance to employers and work supervisors 
to enable youths and young adults with disabilities. 

* 1 2 3 4 5 e) Systematically apply behavioral principles, such as shaping of 
behavior, reinforcement, fading or cues, etc. to develop, 
increase and maintain an individual's work rate to acceptable 
levels of perfozmance in the work environment. 

1 2 3 4 s f) Develop behavioral objectives related to job skill 
generalization, and maintenance. 

instruction, 

1 2 3 4 s g) understand the goals, noz:ms an standards of business and 
industry(s). 

l 2 3 4 S b) Plan and implement job support services (such as supervision, 
retraining, job change planning) for the individual with a 
handicap to assure successful work adjustment and employment 
success. · 

1 2 3 4 S i) Provide tecbnicalassiatance to business and industry in 
integrating programs to employ youths and young adults with 
disabilities. 

1 2 3 4 S j) Develop or identify a work incentive program that can be used 
by public and private organizations to induce persona with 
inabilities on their employer roles. 

ZI. naRSffIOH ammasnens l'U!CrIOHS 

1 2 3 4 5 a) Develop written policies and procedures for transition programs 
and administration. 
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l 2 3 4 5 

*12345. 

not essential•1~2~3~4~5-very essential 

b) Develop personnel staffing strategies which address transition 
programming needa. · 

c) Assist agency personnel in transition program development, goal 
setting and implementation. 

* l 2 3 4 5 d) Exhibit administrative organization and lll&Dagement Skills (e.g. 
state reports, budgets, contracts, etc.) relative to 
administering programs p.roviding transition services to 
individuals with disabilities. 

1 2 3 4 5 e) Identify the available human and financial resources at the 
local, state and national level which can be utilized to 
maximize the quality of transition service delivery. 

1 2 3 4 5 f) Describe procedures for applying various funding fozmulas 
required by state and federal agencies to obtain program 
funding. 

* l 2 3 4 5 g) Identify resource alternatives that provide services which may 
enhance the success of the transition process for individuals 
with disabilities. 

1 2 3 4 5 h) Describe resource allocation strategies for transition and 
employment programs. 

* 1 2 3 4 5 i) Develop presentations addressing the benefits of employing 
youths and young adults with disabilities for various audiences 
(prospective employers, disabled youth, parents,etc.). 

* 1 2 3 4 5 j) Plan, develop and deliver effective in-service training in the 
area(s) of adolescent and young adults with disabilities, 
transition service delivery and programming, community baaed 
instruction, etc. 

1 2 3 4 5 k) Develop a process and mechaniam(s) for publicizing the 
transition program within the community, agency/school, state 
and nation. 

1 2 3 4 5 1) Identify state priorities/requirements for providing local 
staff development in transition related activities. 

1 2 3 4 5 111) Assist local staff members in identifying personal needa for 
additional training in traJlaition services. 

DI. •IU)GUN SV&I.UeION ARD DSIWICB 

1 2 3 4 5 a) Design, implement and utilize program evaluation procedures to 
assess the effectiveness of transition programs. 

l 2 3 4 5 b) Critically analyze the appropriateness and quality of 
transitional services being provided to individuals. 

* 1 2 3 4 5 c) Develop procedural etrategieato monitor individualized program 
development (e.g. IEP, ITP, IWRP, etc.) and implementation. 

1 2 3 4 5 d) .Analyze, interpret and evaluate research and professional 
literature emanating from social science research relative to 
transition.· 

1 2 3 4 5 e) Apply and utilize existing research for the purposes of 
curriculum improvement and program development in transition. 
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not •••ential•l~2~3~4~5-very esaential 

l 2 3 4 5 f) Demonatrate knowledge of appropriate ethical considerations in 
conducting research related to youths and young adults with 
disabilities. 

l 2 3 4 5 g) Identify future research issues in the field of transition. 

PLEASE IDENTIFY ANY COMPETENCIES YOU BELIEVE ARE ESSENTIAL FOR TRANSITION 
PERSONNEL WHICH RAVE BEEN OMITTED FROM THIS PRESENT LIST. 

COMMEHTS: 

* indicates deleted item from pilot test. 

THANIC YOO VERY MUCH FOR YOOR WILLINGNESS TO RESPOND TO THIS SURVEY. 
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TEACHER COMPETENCY QUESTIONNAIRE 
. FOR THE STUDY 
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ffACRZJt CONHn:NCI&S DI !'RAHSIUOH PROGIWC 

Please respond to each item, 
1. What ia your current faculty position? 

.......... instructor/lecturer at college level 

.......... assistant professor 
associate professor 
professor 

2. 

3. 

4. 

.......... other, pl•••• explain--------------------------------------~ 

Row aany yeara have you taught 
.......... leas than 5 years 
.......... 11-15 yeara 
_ more than 20 year• 

What J.a your gender? 

apecial education in Higher Education? 
5-10 years 
16-20 yeara 

.. 1e female 

What experience have you had•• a direct aervice provider in transition 
programs? 
- none .......... apecial education 
_ vocational rehabilitation - vocational education 
_ other, please liat=--------------------------------------------

5. Does your colle;e/univeraity bave a specialized program for training 
transition teachers? 
(If you answer yea, pleaae attach a program description.) 

_ yes no 

6. Which of the following broad areas do you believe ahould be necessary 
corrq:,onents in preparing personnel for transition programs? 
(Check all that apply.) 

Residential independence 
Interagency cooperative planning 
Community inte;ration 
Life skill curriculum 
IEP development process 
Parental involvement 
On-the job training (community-based instruction) 
Study skill development 
Individual conpetence in community 
Student living choice 
Shared resource approach 
Vocational rehabilitation counseling 
Integrated achools with special/regular classes 
Job placement 
Postsecondary educational options 
Jtecreation/leiaure activities 

7. For which of the following 9roups of atudents do you train teachers to 
provide transition aervices? 
(Check all that are appropriate.) 

Educable Mentally Handicapped (EMH/EMR) 
~rainable Mentally Retarded (TMR) 
Severely Mentally Retarded CS.MR) 
Profoundly Mentally Retarded (PMR) 
Learning Diaabled 

·1:motionally/Behavioral Disordered (Et>/BD) 
Limited Engliah Proficiency (l.EP) 
Hearin; Impaired/Deaf 
Visually Impaired/Blind 
Gifted 
Speech lrrq:,aired 
Nultihandicapped 
Academically ~isadvanta;ed 
Economically disadvantaged 



8. Read the list of competencies below. To what extent is each competency 
essential for teachers who will become transition personnel? Please rate 
the value of each competency by circling a number from l to S. 

not essential• 1~~-2~---3-----4-~S • essential 

%. •aILOSOPBICAL I 8IS'l'ORICAL COHSD>DA2'IOHS DI 'fRAHSIUOH 

Identify the rationale for providing aystematic planning, 
instruction and programming in transition. 

Describe the aocial, legal, and political barriers to 
transition. 

Describe factor• which contribute to bi9h acbool drop-out, 
and identify programs and strategies for drop-out prevention. 

Describe a personal philosophy on meeting the needs of 
individuals with disabilities in our aociety. 

n. DOWIZl>GE or AGDCllS ' SYSDMS CUHGZ 

Describe the differing philosophy and goals of service delivery 
in agencies (e.g. VR, VocEd, SpEd, MHMR, etc.) involved with 
the planning and provision of transition services. 

Differentiate and describe the type of direct transition 
services provided by human service programs such as vocational 
rehabilitation, vocational education, and special education. 

l 2 3 4 5 

l 2 3 4 S 

1 2 3 4 S 

l 2 3 4 S 

l 2 3 4 S 

l 2 3 4 S 

Identify community and state programs and organizations (public l 2 3 4 S 
and private) which can be utilized in providing transition services. 

Identify and analyze problems in the .. transition process 
related to organizational relationships between secondary 
education and adult aervice systems. 

Develop strategies to overcome organizational and system 
barriers to change. 

l 2 3 4 S 

l 2 3 4 S 

Identify the political, social and individual efforts that may l 2 3 4 S 
be effective in overcoming obstacles to transition service delivery. 

%II. •ROFZSSIOHALISH, ADVOCACY I UGAI. ISSOES DI !l'RAHSITION 

Identify and utilize advocacy resources available at the local, l 2 3 4 S 
state, regional and national levels for individuals with disabilities. 

Interpret federal~ and employment legislation and its 
implications for the provision and delivery Of transition 
aervices to youth and young adults with disabilities. 

Explain the state and federal regulations for the provision of 
POST-SCHOOL BASED aervices to individuals with disabilities. 

Explain the state and federal regulations for the provision 
of SCHOOL BASED aervices to individuals with disabilities. 

ff. WORltDIG nn MH&U Df TU 'fRAHSIUON •ROC:Ess 

Clearly articulate to prospective employers accurate and 
realistic client information and expectations. 

l 2 3 4 S 

l 2 3 4 S 

l 2 3 4 S 

l 2 3 4 S 
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not essential• 1~2---~3-----4~5 • very essential 

Asaeaa the group dynamics of the interdisciplinary ~•am and 
identify a plan of action to facilitate team functioning. 

Facilitate the involvement and inclusion of parents, related 
professionals, and client• in the interdieciplinary transition 
team planning process. 

As•••• and utilize the family aupport ayatem to facilitate 
the transition of youths and young adults with disabilities. 

V. l>SV&LOPKl:lft' 5 KIHAGDmft' or Dm?VD)UA%.%Zl:Z> •LARS 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

Utilize functional and vocational assessment infoanation to: 1 2 3 4 5 
develop appropriate long and short tetm transition 9oala; 
write epecific behavioral objectives; identify atrategiea to 
... t objectives; and, establish methods of evaluating objectives. 

Demonstrate akill• critical to aucceasful transition case 1 2 3 4 5 
mana;ement auch as: Interdisciplinary conferencing; 
managing necessary paperwork; coordinating, planning, 
acheduling, and following client progress. 

Establish a process of client information exchange between 1 2 3 4 5 
agencies involved with the provision of transition aervices 
to that client. 

VI . etnUllcm.tDC, DfHJU1CUOH I LURHDrC; !'DOU (GZNZRAl.) 

Effectively plan and implement an appropriate FtJNC1IONAL SKILL 1 2 3 4 S 
instructional program. 

Evaluate and select appropriate published curricula to meet 1 2 3 4 5 
client's instructional needs. 

Apply current trends in curriculum development and instructional 1 2 3 4 5 
methods for youths and young adults with disabilities. 

Demonstrate proficiency in a variety of effective instructional 1 2 3 4 5 
methods, zuterials and techniques relevant to the instructional 
needs of the youth or young adult with a disability. 

Systematically apply behavioral principles and techniques for 1 2 3 4 5 
the purposes of instructing youths and young adult• with 
disabilities. 

Utilize data collection, recording, and graphing methods to 1 2 3 4 5 
establish instructional baseline and akill acquisition records. 

Develop instructional procedures and training strategies for 1 2 3 4 5 
maintenance and generalization of akills. 

VII. UHSSKl:lft' (GENDAI.) 

Plan and implement assessment activities for the purpoae of: 
acreening; instructional pre>qram planning; placement; program 
monitoring; program evaluation; and planning interventions. 

Utilize assessment report(a) in the development and planning 
of transitional services and related instructional programs. 

1 2 3 4 5 

1 2 3 4 5 
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not essential• 1----2----3----4---s • very essential 

Select, utilize and interpret formal and informal assessment 
tools and procedures for the purposes of: 

aocial/behavioral evaluation. 

recreational/leiaure akilla and preference evaluations. 

functional life akills evaluation. 

Describe developmental issues and behaviors in non-disabled 
adolescents and youn; adults. 

Describe the theories of human behavior and work adjust.ment in 
vocational and work aettin;s. 

Apply various career and guidance counseling approaches to 
facilitate the vocational, personal and community adjustment 
individuals with disabilities. 

Utilize formal and informal methods to assess the career 
interests and job preferences of youths and young adults 
with disabilities. 

Design and conduct a variety of functional assessment 
techniques to ascertain job task and aocial akills. 

of 

Conduct a local employment community assessment to identify job 
areas which are available for training, placement or development 
and are appropriate to individual clients with disabilities. 

Identify enabling skills, entry level requirements and exit 
cozrpetencies for apecific vocational training progr~. 

Utilize resource materials and information aources to identify 
employment opportunities and outlook for individuals with 
disabilities. 

Analyze the social and related demands of a job and judge 
the impact of these demands upon job placement auccess. 

Identify the modification within a work or vocational training 
environment needed to accommodate the characteristics of a youth 
or young adult with disabilities. 

Match the skills and interests of the client with skills and 
demands required by the job or vocational placement. 

Z. JOB n.ADfIHc; AN%) ltJPPOJlT 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

l 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

l 2 3 4 5 

l 2 3 4 5 

1 2 3 4 5 

l 2 3 4 s 

l 2 3 4 S 

Provide direct instruction in job-seeking and job-keeping skills. l 2 3 4 5 

Develop behavioral objectives related to job skill instruction, 
generalization, and maintenance. 

Understand the 9oals, norms an standards of business and 
industry Ca). 

1 2 3 4 5 

l 2 3 4 S 
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not eaaential • 1-----2--~3-----4-----5 • very eaaential 

Plan and implement job aupport aervicea (auch as supervision, 
retraining, job change planning) for the individuals with a 
handicap to asaun auccessful work adjustment and employment 
auccess. 

Provide technical aasiatance to busineas .and industry in 
integrating programs to employ youth• and young adult• 
witb disabilities. 

DeYelop or identify a work incentiYe program tbat can be 
uaed by public and private organisations to induce peraona 
with inabilitiea on their employer roles. 

Ja. naHSIHOH ADKIHllnA!l'XVS rm=ZCIII 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

Develop written policies and procedures for transition programs 1 2 3 4 5 
and administration. · 

Develop personnel ataffing strategies which address transition 1 2 3 4 5 
programming needs. 

Identify the available human and financial resources at the 1 2 3 4 5 
local, atate and national level which can be utilised to 
maximize the quality of transition service delivery. 

Describe procedures for applying various funding formulas 1 2 3 4 5 
required by state and federal agencies to obtain program 
funding. 

Describe resource allocation strategies for transition and 1 2 3 4 5 
employment programs. 

Develop a process and mechanism(s) for publicising the 1 2 3 4 5 
transition program within the cozmnunity, agency/school, state 
and nation. 

Identify state priorities/requirements for. providing local 1 2 3 4 5 
staff development in transition related activities. 

Assist local staff members in identifying personal needs for 1 2 3 4 5 
additional training in transition services. 

Deaign, implement and utilise program evaluation procedures to 
aaaesa the effectiveneaa of transition programs. 

Critically analyze the appropriateness and quality of 
transitional service• being provided to individuals. 

Analyse, interpret and evaluate research and professional 
literature emanating from aocial science research relative to 
transition. 

Apply and utilise existing research for the purposes of 
curriculmn improvement and program development in tranaition. 

Demonstrate knowledge of appropriate ethical considerations in 
conducting research related to youths and young adults with 
disabilities. 

Identify future research issues in the field of transition. 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

l 2 3 4 5 
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PLEASE IDENTIFY ANY COMPETENCIES YOU BELIEVE ARE ESSENTIAL FOR TRANSITION 
PERSONNEL WHICH HAVE BEEN OMITTED FROM THIS PRESENT LIST. 

COHHEN'l'S: 

THANK YOU VERY HUCH FOR YOUR WILLINGNESS TO RESPOND TO THIS SURVEY. 
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[[]§[I] 
Oklahon2a State [_j;z irersitu 

APPLIED BEHAVIORAL STUDIES IN EDUCATIO'­
COLLECE OF EDUCATIO" 

I STILL\\'_,. TER. ()i;L ,.HO\IA ~.:r;·B-023-1 
\.ORTH ML.RR,.Y H.-\LL 

.:11:;. ~ ,1.i-t,(N .. 

February 18, 1993 

Dear Faculty Member in Special Education: 

In recent years, there has been considerable interest in 
independent living skills for youths and young adults with 
disabilities. Appropriate transition services from school to work 
is a current programmatic issue for special education. Adequate 
preparation of secondary school special education personnel 
ensures successful transition programs. 

The purpose of this letter is to invite your voluntary 
participation in a study designed to identify the necessary 
teacher competencies for transition programs. The result could be 
a contribution to the improvement on the transition programming 
from school to work for the disabled. 

The study will analyze your anonymous perceptions about the 
teacher competencies needed for transition programs. Your opinion 
is crucial to identify the teacher competencies for transition 
programs. As a faculty member of special education, you are 
teaching the students who will work in the field of special 
education. Your opinions count! 

The attached questionnaire will take about twenty minutes to 
complete. Please help by inve.sting your time and ideas. Return 
the questionnaire in the enclosed envelope by March 6, 1993. A 
copy of the results will be forwarded to you upon request as my 
thanks for your participation. If you are interested in 
receiving a copy of the results, please fill ou: the bottom of 
this page and return it to me with your questionnaire. Thank you 
again for your assistance. 

Very sincerely yours, 
-, ,., ... , --; . n 

.... -~tt,. ... t. -u· ~ez,, .... 
... Aeran Shin 

Graduate Student 
... J , ...... 

" • •._. t':( I:. .. ,.. ·' ' ,,,, ... ",k.. •. : ~-, ~ 
· J. Barbara ·wi'llcinson, Ph.D. 
Associate Professor 

Please send me a copy of your results. 

Name: -------------------------------
Address: ------------------------------
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[IJ§[I] 
Oklahoma State Unirersity 

APPLIED BEHAVIORAL STUOIES IN EDUCATION 
COLLECE OF EDUCATION 

I STILLWATER. OKL . .\HOMA 7407~:?54 
NORTH MURRAY MALL 

4'l .~7 ,U.60,IO 

March 15, 1993 

Dear Faculty Member in Special Education: 

In recent year•, there has bean considerable interest in 
independent living skills for youths and young adults with 
disabilities. Appropriate transition services from school to work 
is a current programmatic issue for special education. Adequate 
preparation of secondary school special education personnel 
ensures successful transition programs. 

The purpose of this letter is to invite your voluntary 
participation in a atudy designed to identify the necessary 
teacher competencies for transition programs. The result could be 
a contribution to the improvement on the transition programming 
from school to work for the disabled. 

The study will analyze your anonymous perceptions about the 
teacher competencies needed for transition programs. Your opinion 
is crucial to identify the teacher competencies for transition 
programs. As a faculty member of special education, you are 
teaching the students who will work in the field of special 
education. Your opinions count! 

The attached questionnaire will take about twenty minutes to 
complete. Please help by investing your time and ideas. Return 
the questionnaire in the enclosed envelope by April 24, 1993. A 
copy of the results will be forwarded to you upon request as my 
thanks for your participation. If you are interested in 
receiving a copy of the results, please fill out the bottom of 
this page and return it to me with your questionnaire. Thank you 
again for your assistance. 

Very sincerely yours, 

~ ?« ,f:Ja,,-
Aeran Shin 
Graduate Student . 
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X}.,¢ ~ ~ Iv. ;,,LI,,!., ,., ..u­
Barbara Wi1~inson, Ph.D. 

Associate Professor 

Please send me a copy of your results. 

Name:~~~~~~~~~~~~~~~~~~~~~~~~~~~~~~ 
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April 12, 1993 

Dear Faculty Member in Special Education, 

I sent the questionnaire about teacher competencies in transition program 
to you about two weeks ago. If you have not had time to respond to it, would 
you please take time now to fil) out the survey. Your input is crucial in 
determining teacher competencies for transition program in special educa­
tion. 

Thank you. 

Aeran Shin 
J. Barbara Wilkinson 
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