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



Chapter 1
Introduction
Problem Statement 
	Beginning in 1990, the Individuals with Disabilities in Education Act (IDEA) mandated Transition planning to occur within the student’s individualized education program (IEP) for secondary students with disabilities beginning at age 16 (IDEA, 1990; Turnbull et al., 2009). The transition mandate in IDEA has changed two times since 1990 with revisions in 1997 and 2004. IDEA (2004) mandates transition planning to begin by age 16 or before if deemed necessary by the IEP team. Many states require transition planning to begin before the age 16. Transition planning per IDEA (2004) includes three major components postsecondary goals, annual IEP goals related to transition needs, and transition services including a course of study. While transition planning has been included in the IEP for secondary age students for 30 years, the lack of teacher preparation in transition (Anderson et al., 2003; Morningstar et al., 2018) and teacher knowledge of transition planning (Plotner et al., 2016) limits teachers’ ability to write compliant and quality transition plans for students with disabilities. 
The large majority of special educators leave their preservice teacher preparation programs without adequate transition knowledge to develop transition plans for their students. In fact, only 35% of teacher preparation programs require a dedicated course in transition (Williams-Diehm et al., 2018), and many teachers leave their alma maters with little to no transition education embedded in other special education coursework (Anderson et al., 2003; Morningstar et al., 2018). In addition, many special educators note their lack of satisfaction with their transition competencies, which ultimately influences their levels of preparedness to write and implement transition plans and instruct transition skills (Morningstar & Benitez, 2013; Morningstar et al., 2018). 
Recent compliance reports indicate teachers are not creating compliant and quality transition plans for students with disabilities (Landmark & Zhang, 2012; Powers et al., 2005) These reports over the last two decades show the potential for numerous violations, including procedural requirements outlined in the Individuals with Disabilities Education Act (2004; Grigal et al., 1997; Landmark & Zhang, 2012). These violations could potentially result in due process hearings and court cases over denying students their right to a Free and Appropriate Public Education (FAPE; Prince et al., 2013). The most recent ruling over the meaning of appropriateness with FAPE per Endrew F. v. Douglas County School District (2017) provides serious implications for teachers to create appropriate transition plans, specifically postsecondary and transition goals (hereafter Endrew). The ruling over the Endrew case requires schools to show students are making reasonable and calculated progress toward goals (e.g., transition-related goals) in order to provide students with disabilities FAPE (Prince et al., 2018). Since preservice preparation programs are not adequately preparing teachers in transition competencies (Anderson et al., 2003; Morningstar et al., 2018), in-service professional development is a potential way to help teachers gain transition knowledge and help prevent potential interference with the FAPE provision by instructing teachers to create compliant and quality transition plans. 
Significance of Study
Special educators and other related educational professionals have been required to plan for the transition from school to post school for students with disabilities for 30 years with the first mandates beginning in 1990. However, in recent years (2004 and beyond) the standards-based education movement has required many teacher preparation programs to focus solely on academics (Morningstar et al., 2012), leaving little room for teachers to plan for and teach important functional skills. 
Despite the call in 2003 for comprehensive transition preparation from the Division on Career Development and Transition of the Council for Exceptional Children, many teachers leave their preservice teacher preparation programs with limited knowledge of transition planning and processes (Blalock et al., 2003). Sadly, teacher preparation in transition has changed little in the last two decades (Anderson et al., 2003; Morningstar et al., 2018). Anderson et al. (2003) reported less than half of special education teachers received less than one course or received little to no transition embedded in coursework. Unfortunately, recent studies reported similar findings (Morningstar et al., 2018; Plotner et al., 2016). In a syllabi review of higher education institutions with special education certification, Williams-Diehm et al. (2018) reported only 35% of programs require a transition course. These results indicate a lack of preservice personnel preparation of teachers in special education. This lack of preparedness in secondary special educators could be responsible for dismal postsecondary outcomes experienced by individuals with disabilities (Blancett, 2001; Knott & Asselin, 1999; Morningstar & Benitez, 2013; Wolfe et al., 1998).  
Overall, many teachers felt dissatisfied with their transition preparation (Benitez et al., 2013; Plotner et al., 2016). In fact, Plotner et al. (2016) reported 73% of teachers stated they did not gain knowledge from their university preparation program on transition. Teachers also report dissatisfaction with the amount and quality of professional development in transition (Anderson et al., 2003; Morningstar et al., 2018). In a more positive finding, educator’s preparedness is significantly impacted by coursework and professional development in transition (Morningstar & Benitez, 2013; Morningstar et al., 2018). According to Blalock et al. (2003) there are two options to prepare teachers to create and implement effective transition planning: (a) assigning transition-only coursework to preservice training teacher preparation programs, or (b) providing professional development to in-service and preservice teachers on transition topics. As indicated, preservice programs are not providing adequate training for teachers in transition, indicating a need for professional development to occur at the in-service level.
Current research pinpoints three studies on the impact of professional development in transition (Holzberg et al., 2018). Two studies researched the effects of professional development on teachers’ ability to write compliant and quality transition plan components (Doren et al., 2012; Flannery et al., 2015). These studies used a pretest/posttest design without a control group and coded several IEPs per participant before and after training. In the first study, Doren et al. (2012) targeted postsecondary goal writing and found significant improvements in that area. The second study broadened their target to several transition planning components, including postsecondary goals, annual transition goals, coordinated activities, course of study, and present levels of performance. Their results indicated teachers significantly increased compliance in all but one component, annual transition goals. Flannery et al. (2015) noted many teachers described using specific techniques to build the transition plan, but they did not include information in the student’s transition plan — indicating a gap in teacher knowledge and application of knowledge. Both studies lacked several key features, including a control group and a way to gauge teacher knowledge pre/post. In addition, while researchers discussed some of the features of the professional development that was provided, researchers did not use a specific framework to support either training, nor did they follow suggested best practices on providing professional development. 
The lack of research indicating the effectiveness of professional development in transition illuminates a gap in the current literature. In addition, current research does not indicate the level of teacher knowledge prior to and after professional development training in transition topics. Therefore, a need exists to determine the effects of professional development in transition on teacher knowledge of transition competencies, particularly in the areas of transition planning and assessment.
There is some guidance within the special education literature on how to best provide professional development in transition (Benitez et al., 2009; Dunst & Trivette, 2009; Holzberg et al., 2018). Hozlberg and colleagues’ (2018) review of effective professional development across special education content delivery indicated several core elements, including active participant engagement with coaching and follow up opportunities, content-specific focus, addresses issues facing educators at work, and satisfactory length, to be powerful. Other suggestions for best practices in adult learning and providing professional development include using the Participatory Adult Learning Strategy (PALS; Dunst & Trivette, 2009), which seeks to actively engage learners using a four-phase model: introduce materials prior to training, participant practice and evaluation of learning, informed understanding with time for reflection, and active learner involvement throughout the entire training. 
Transition scholars also reported several techniques to best provide professional development to in-service and preservice teachers. Benitez et al. (2009) suggested allowing teachers to evaluate transition plan components, specifically, their own; to practice writing transition plans, and to seek help from others in developing the plan. May et al. (2018) indicated the effective use of service-learning projects for students who participated in university preparation programs. These service-learning projects centered around providing transition services, administering transition assessments, and creating transition plans, which allowed students to gain a proficient or accomplished understanding of core transition competencies. In addition, this service-learning project enabled students to feel higher levels of confidence on pre/post self-assessments, particularly in the areas of developing plans and using assessments. This suggests pre-service teachers gained knowledge and skills in transition competencies through case studies and actual practice administering transition assessments and writing IEPs, which could be mimicked in in-service trainings. 
	Lastly, exploring the literature within special education leads to behavior analytic techniques for effective instruction, including using direct instruction, in particular, the “I do, we do, you do” method (Burnes & Yssledyke, 2009). The behavior analytic literature also suggests providing numerous opportunities to respond and using examples and nonexamples (Simonsen et al., 2008; Thompson et al., 2017). Considering the suggestions for best practice in providing professional development and effective instructional practices within applied behavior analysis, I created a professional development framework to teach educators how to create compliant and quality transition plans using transition assessment results. 
Research Questions
Research questions were:
(1) Do participants in the Stepping-Up intervention exhibit significantly greater gains from  pre- to post- transition planning assessment scores than those in a comparison group?
(2) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- multiple choice scores of the transition planning assessment than those in a comparison group?
(3) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- discrimination scores of the transition planning assessment than those in a comparison group?
(4) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- fill-in-the-blanks scores of the transition planning assessment than those in a comparison group?
Proposed Study
Current research illuminates a gap for a comprehensive and universal professional development framework to increase transition knowledge to guide teachers in writing quality, compliant transition plans through compliance reviews (Gaumer-Erickson et al., 2014; Grigal et al., 1997; Landmark & Zhang, 2012), case law decisions (Petcu et al., 2014; Prince et al., 2014), inferior postsecondary outcomes for students with disabilities (Newman et al., 2009), and lack of in-service/preservice training for secondary special educators (Anderson et al., 2003; Benítez et al., 2009; Morningstar et al., 2018). Therefore, I proposed a study on the effectiveness of professional development on teacher knowledge and skills in transition planning components using a comparison group. The comparison group received a professional development training in transition. 
	The Oklahoma State Department of Education contracted with the Zarrow Center for Learning Enrichment at the University of Oklahoma to provide 16 professional development trainings on transition topics for the 2019-2020 school year. These topics included (a) transition assessments for students with mild to moderate disabilities, (b) transition planning for students with significant support needs, (c) using EdPlan to create meaningful transition plans (Stepping up Transition), and (d) student involvement in the IEP. Trainings were provided in four different cities (Lawton, Oklahoma City, Owasso and Enid) to encourage teachers from across the state to attend without extensive travel requirements. Each training allowed for up to 150 participants to attend. My proposed study focused on gaining data from two of the four training types (eight trainings total): the transition assessments for students with mild to moderate disabilities and using EdPlan to create meaningful transition plans. 
	I used a comparison group research design. Due to the inability to randomly assign groups to control or intervention, this research design was quasi-experimental. There were two groups, intervention and comparison, both of which received professional development. Data were collected pre/post in both trainings using the same knowledge assessment. To ensure the assessment instrument used to assess teacher knowledge of transition planning in the designated training groups was appropriate, the assessment was (a) vetted by professionals in the field, (b) pilot tested with several groups of individuals, and (c) reviewed by the Oklahoma State Department of Oklahoma’s transition representative. I used specific data analysis techniques to determine the effectiveness of each professional development to compare the effectiveness between the two training conditions and to determine if any demographic information, including location, years of teaching experience, and primary teaching assignment, impacted the assessment results. 
	The assessment developed targeted knowledge and skills directly related to the creation of the transition plan. The assessment had three parts: (a) seven multiple-choice questions over best practice requirements of transition plans, (b) four discrimination of compliant (yes/no) postsecondary goals and annual transition goals, and (c) five fill-in-the-blank questions for a postsecondary goal, two annual transition goals, and a coordinated activity. 
I hypothesized, based upon existing research on the effectiveness of professional development to improve and increase quality and compliance of transition plans (Doren et al., 2012; Flannery et al., 2015) and increased preparedness (Benitez et al., 2009; Morningstar & Benitez, 2013), that the intervention training would significantly increase teacher knowledge of transition planning components. In particular, I hypothesized the training “using Edplan to create meaningful transition plans,” using my universal framework for writing quality and compliant transition plans titled Stepping-Up Transition, would be effective at increasing teacher knowledge and skills in identifying best practice, identifying compliant transition planning components, and writing compliant transition planning components. 




Chapter 2
Review of Literature
Special Education Overview
The Individuals with Disabilities Education Act (IDEA; 2004) promises children with disabilities a free appropriate public education (FAPE) through federal legislation. The initial law allocating educational rights to children with disabilities, the Education of the Handicapped Act, was enacted in 1970. The concept of FAPE was introduced in 1975, with an amendment to the initial law which also changed the name to The Education for all Handicapped Children Act (EAHCA; Yell et al., 2017). The intent of EAHCA was to provide students with disabilities an education similar to their counterparts without disabilities, spurred in part by the civil rights movement (Gerber, 2017; Yell et al., 2017). EAHCA was the precursor to IDEA in 1990 and has been revised and amended several times since its first enactment, with the most recent revision in 2004 (Turnbull et al., 2009). Despite this almost 45 year old call for the rightful treatment and education of children with disabilities, dismal in-school (Wagner et al., 2006) and post-school outcomes (Blackorby & Wagner, 1996; Newman et al., 2009) still exist—calling into question teaching practices perpetuated by school districts, administrators, and teachers. While there have been increases in positive postsecondary outcomes of individuals with disabilities, these rates remain significantly lower than those of their peers without disabilities (Newman et al., 2009). 
Transition Overview
Dismal post-school outcomes of individuals with disabilities prompted scholars and educational professionals to call for comprehensive planning to support the transition from high school to post-school outcomes (Newman et al., 2009). Preparing students with disabilities for the transition to adulthood is supported through transition planning mandated by federal legislation. First introduced in IDEA 1990, transition planning is currently mandated within the Individuals with Disabilities Act (IDEA; 2004) to begin by the age of 16—however, many states have adopted stricter regulations to begin transition planning as young as 13 (Suk et al., 2019). A call for comprehensive transition planning began decades before it was first mentioned in federal educational laws (i.e., P.L. 94-142, IDEA 1997, IDEA 2004).
Madeline Will and the Office of Special Education Programs issued a school-to-work bridge model in 1984 in an attempt to increase employment rates of individuals with disabilities after high school. At that time, unemployment rates for individuals with disabilities were very high, sometimes hovering around 88% (Wehmen et al., 1985). The bridge model (Will, 1984) supported employment outcomes for students with disabilities in high school through three special service plans: no services, time-limited services, and on-going services. Will’s (1984) model was later improved upon by Halpern (1985) who extended supports from employment-only to residential living and social and interpersonal networks. In addition, Halpern (1985) recognized all students received generic supports from high school to the transition to employment; therefore, the term “no services” was changed to “generic services”. Lastly, Halpern (1985) noted the services provided in high school to students with disabilities contributed to their overall community adjustment. 
A few years later, federal laws adopted transition planning as a mandated practice for individuals with disabilities in PL 94-142, sometimes referred to as IDEA 1990. IDEA (1990) embraced the outcome-oriented process of Will’s (1984) and Halpern’s (1985) models and identified supports for the movement of students with disabilities toward postsecondary activities in education/training, employment, independent living, and community participation. Currently, IDEA (1990) has been reauthorized with revisions to the law occurring in 1997 and 2004. IDEA (2004) made a few changes to the transition planning definition, most notably in the change from an outcome-oriented to a results-oriented process to improve both academic and functional performance of students with disabilities in the same identified transition areas (Turnbull et al., 2009). 
Transition Defined
	Most recently, Rowe et al. (2014) used a Delphi study to operationalize and define evidence-based predictors of postsecondary success. Rowe and her colleagues have provided the most comprehensive definition of secondary transition. “A transition program prepares students to move from secondary settings to adult life, utilizing comprehensive transition planning and education that creates individualized opportunities, services, and supports to help students achieve their post-school goals in education/training, employment, and independent living” (Rowe et al., 2014, p. 11). Hence, transition education encompasses planning for a student’s life after high school through meaningful planning, experiences, and instruction provided by educational stakeholders during secondary school. 
In addition to the transition definition, explanation of transition services, and mandated transition components within IDEA (2004), transition is an integral part of the overall purpose of special education. IDEA (2004) states the first purpose of special education is “to ensure that all children with disabilities have available to them a free appropriate public education (FAPE) that emphasizes special education and related services designed to meet their unique needs to prepare them for further education, employment, and independent living” (20 U.S.C. 1400,(1a)). 
Postsecondary outcomes of further education, employment, and independent living are the cornerstone of this purpose—emphasizing the importance of transition within IDEA. This also indicates FAPE is provided to help students prepare for their postsecondary lives. Before diving into litigation over FAPE in regard to transition planning, it is important to discuss the implications of FAPE and the evolution of the FAPE definition. 
Legal Implications
Free Appropriate Public Education (FAPE)
	A free appropriate public education (FAPE) must be provided to all children with disabilities. “Free” refers to the education being provided at no cost to the child or family (Turnbull et al., 2009). This also includes the zero-reject mandate—allowing all children with disabilities regardless of severity to receive an education through public schools (IDEA, 2004). Appropriate is slightly more difficult to define and has been at the heart of numerous court cases (Aron, 2005;  Petcu et al., 2014; Prince et al., 2014; Yell & Drasgow, 2000). The first Supreme Court ruling over FAPE occurred with Board of Education v. Rowley, 1982 (hereafter Rowley, 1982). Rowley (1982) required the U.S. Supreme Court to decide how “appropriate” should be defined within confounds of IDEA (Rowley, 1982; Prince et al., 2009; Turnbull et al., 2009). The two-part description of “appropriate” within Rowley (1982) includes (a) outlined procedures within IDEA and (b) a benefit standard. Outlined procedures include the child’s right to a non-discriminatory evaluation, development of an individualized education program (IEP), least restrictive environment (LRE) placement, parental rights, and parental safeguards (Rowley, 1982; Turnbull et al., 2009). Thus, “appropriate” should be individually described in the child’s IEP to include special education services, supports, and accommodations as well as present levels of academic and functional performance, LRE, goals and objectives, and related services (Turnbull et al., 2009). 
The benefit standard refers to the progression of skills, meaning students need to be making progress in the skills targeted by evaluations and on-going assessments as outlined in the child’s IEP (Rowley, 1982; Aron, 2005). The term “benefit” is highly contested across the special education field with several courts’ decisions resulting in varying definitions (Aron, 2005; Prince et al., 2018). Following Rowley (1982), several district courts determined the level of “benefit” ranges from meaningful to adequate to some (Aron, 2005; Prince et al., 2018), leaving many school districts and states left to interpret and provide FAPE differently (Aron, 2005). Basically, what constitutes FAPE for one student differs from another (Prince et al., 2018). 
In 2017, the U.S. Supreme Court ruled again on FAPE in Endrew F. v. Douglas County School District (hereafter Endrew, 2017). The Endrew (2017) ruling determined a child with a disability “must make progress appropriate in light of the child’s circumstances.” In other words, students must make progress in skills they need rather than just providing trivial benefits (Endrew (2017); Prince et al., 2018). The Endrew (2017) decision overruled Rowley (1982) and increased the benefit standard from minimal or just above no progress to “reasonably calculated progress” (Endrew (2017); Prince et al., 2018). The Endrew (2017) ruling prompts school districts to plan for further advancement in both academic and functional performance (Prince et al., 2018). 
The definition of FAPE has evolved over the last 45 years, setting a higher quality precedent for educating children with disabilities (Prince et al., 2018; Zirkel, 2017). Therefore, students should be benefitting from the instruction and services provided by schools as demonstrated through progress monitoring. This benefit occurs beginning with IEP development and implementation of research-based practices known to increase student academic and functional performance (Prince et al., 2018). 
The Endrew (2017) decision reinforced the need to develop effective and appropriate IEPs including transition plans (Prince et al., 2018). Prince et al. (2018) reviewed case law decisions revolving around transition planning and FAPE to determine several recommendations for transition plans and IEPs. In particular, Prince et al. (2018) recommended IEP teams should adhere to specific IEP requirements, including (a) using assessments to make educational decisions; (b) creating meaningful, appropriate annual goals for academics and functional skills; (c) addressing student’s targeted needs through related and special education services; and (d) conducting progress monitoring to report progress to the IEP team and parents. 
Since the meaning of FAPE within IDEA has evolved over the last several decades, it is difficult to determine the extent to which FAPE has been provided to students with disabilities in regard to the benefit standard (Zirkel, 2017). While procedural requirements including the creation and implementation of the IEP are easier identified and ruled on in court cases, numerous disputes have occurred over the benefit standard within FAPE. Procedural requirements within IEPs are typically reviewed with guidance from several indicators within IDEA. IDEA (2004) mandates 20 indicators for state performance (20 U.S.C. 1421(a)(15)(A)(iii)). Most of these indicators revolve around academic requirements and procedural safeguards, but several have implications for functional performance of students. 
Four of the 20 indicators within IDEA (2004) directly address transition: Indicators 1, 2, 13, and 14. Indicators 1 and 2 require districts to report graduation and dropout rates of students with disabilities on IEPs, respectively. Indicator 13 focuses on the use of age-appropriate transition assessments and postsecondary goals (Leconte & Neubert, 2013). Other important aspects of Indicator 13 include annual transition goals, transition services, and student involvement in the IEP (National Technical Assistance Center on Transition, 2012). In addition to Indicator 13, which addresses compliance of the IEP transition plans, Indicator 14 requires schools to report student outcomes in post-school education/training and employment one year after students graduate from high school (Gaumer-Erickson et al., 2014). Thus, the connection between compliant transition plans and postsecondary outcomes is solidified in federal law—providing FAPE to students with disabilities begins with compliant IEPs with special attention to transition plans to further postsecondary outcomes of students with disabilities. Transition mandates and the changing definition of FAPE ultimately resulted in numerous court cases in regard to transition planning.
Transition and the Courts
There are several court cases resulting from a violation of FAPE in regard to transition planning. Several court cases between 2004 and 2013 ruled school districts denied FAPE to students based on transition planning and service requirements (Prince et al., 2013). Below, I describe seven cases in more detail to explain the reasoning FAPE was denied to students based upon transition services and planning. 
· The district court ruled the Black River Fall School District (2004) denied a student FAPE in regard to the benefit standard as the school did not monitor progress in transition skills which would provide the student with skills needed for postsecondary education and employment (Etscheidt, 2006; Prince et al., 2014). 
· The School district of Philadelphia v. Deborah A. (2011) ruling found the school district did not provide appropriate goals and transition services including independent living and employment. The school district was ordered to provide compensatory education for the student for two years as the student was denied FAPE. 
· The court ruling of District of Columbia Pub. School, 111 LRP 26012 (2011) determined the school district did not use appropriate transition assessments to measure student abilities and level of functioning, thus postsecondary goals were not appropriate (as cited in Prince et al., 2013). As a result, the student was denied FAPE. 
· The Carrie I. v. Department of Education, State of Hawaii (2012) ruling found Carrie’s son’s transition goals were vague and impersonal. Additionally, age-appropriate transition assessments were not administered or used to create individualized transition goals. Transition services were also inappropriate. The court ruled the student was denied FAPE. 
· In Gibson v. Forest Hills School District Board of Education (2013), the court ruled the school district did not provide the student with FAPE as a result of failing to adequately address the student’s postsecondary future—the student’s interests and preferences were not accounted for in transition planning. 
· In Jefferson County Board of Education v. Lolita S. (2013), the student was denied FAPE due to inappropriate postsecondary goals and transition services. The school district did not use appropriate transition assessments and the assessments that were used produced inappropriate, vague results. Also, there was no evidence transition goals were updated annually. 
These cases outline the serious nature of inadequate transition planning leading to possible FAPE violations. If age-appropriate transition assessments are not used and progress is not monitored to ensure students are making reasonable progress toward goals, school districts could be held liable for the denial of FAPE (Prince et al., 2013; Prince et al., 2014). In addition, if transition plans, particularly postsecondary goals, are not created with student interests and preferences, this could result in a FAPE violation. 
In a review of due process hearings and court cases between 2005 and 2013, Petcu et al. (2014) found violations occurred in the following components (a) lack of student involvement in the IEP, (b) lack of transition assessments used to develop the plan gauging students strengths and interests, (c) delay in developing the transition plan, (d) lack of parent involvement in transition plan creation, (e) poor postsecondary goals, (f) inappropriate transition services identified or provided, and (g) lack of age-appropriate transition assessments used to develop the transition plan. Similarly, Prince et al. (2014) discovered transition plans which included the use of multiple age-appropriate transition assessments, individualized plans created upon student strengths and interests with corresponding postsecondary goals, evidence of student participation in the IEP meeting, and progress monitoring toward goal progress prevailed in court cases. These two reviews (Petcu et al., 2014; Prince et al., 2014) outlined the necessary components transition plans must have to provide transition age youth with FAPE.
Noncompliance of transition components mandated by IDEA (2004) resulted in a violation of FAPE by not adequately addressing student needs through special education and related services and not planning for future functional performance (Petcu et al., 2014; Prince et al., 2014; Prince et al., 2018). The number of court cases cannot account for all violations of FAPE within transition planning. Therefore, to potentially account for other violations of FAPE, further exploration of compliance and quality of transition plans is warranted. 
Compliance of Transition Plans
Ideally, well-written, quality, compliant transition components in the IEP will lead to better instruction in transition skills and, hopefully, greater postsecondary outcomes. The more compliant transition components are in the IEP, the more likely students will receive appropriate transition instruction (Landmark & Zhang, 2012). Students who receive adequate and appropriate transition services attain more positive postschool outcomes (Landmark & Zhang, 2012; Mazzotti et al., 2013; Test et al. 2009). Furthermore, students who receive satisfactory transition services are more likely to be employed, to go college, and to live independent lives (Mazzotti et al., 2013; Test et al., 2009). Appropriate transition planning is also a positive predictor of postsecondary education enrollment (Erickson et al., 2014). Thus, the correlation between quality, compliant transition plans and better outcomes is established (Gaumer-Erickson et al., 2014; Grigal et al., 1997; Landmark & Zhang, 2012; Test et al., 2009). 
In recent years, several researchers have explored the quality and compliance of transition planning in secondary settings (Gaumer-Erickson et al., 2014; Grigal et al., 1997; Landmark & Zhang, 2012; Powers et al. 2005). The compliance and quality of transition plans varied across studies depending on the geographic location, date, and measures used to determine quality; however, each study highlighted the need for greater teacher understanding of transition planning and federal mandates. 
Compliance rates for the transition components of the IEP have increased over the last several years (Gaumer-Erickson et al., 2014; Grigal et al., 1997; Landmark & Zhang 2013); however, the results of compliance reviews revealed transition plans have not been appropriately developed to help students make meaningful progress in functional transition skills (Gaumer-Erickson et al., 2014; Landmark & Zhang, 2012). Specifically, many plans violated the IDEA mandate to use age-appropriate transition assessments (Prince et al., 2014). This ultimately affected FAPE because plans were not created based on assessment results, goals were not individualized to student needs, appropriate services were not provided to meet their needs, and progress monitoring on skills did not show proof of the benefit standard set forth by Endrew (2017) and seen in other case law decisions. Although compliance does not guarantee students will attain postsecondary goals, it does set a minimum standard for school districts (Landmark & Zhang, 2013). The following sections will provide a look at transition compliance beginning in 1997 to show the progression of transition planning throughout the last two decades. 
The first compliance reviews indicated most transition plans were compliant but lacked quality and evidence of best practice (Grigal et al., 1997; Powers et al., 2005). Grigal et al. (1997) and Powers et al. (2005) discovered while a majority postsecondary goals met requirements for compliance, they lacked details and quality. In addition, transition plans lacked evidence of being updated annually. Between those two compliance reviews, the inclusion of postsecondary goals increased, but the quality of goals did not improve. Everson and colleagues (2001) found many transition plans included post-school outcomes, but many plans did not include timelines or action steps. In fact, fewer than 10% of transition plans were either detailed or adequate. While Powers et al. (2005) indicated an increase in quality, fewer than 40% of transition plans were detailed or adequate. Similarly, the poor quality of postsecondary goals had resulted in FAPE litigation (e.g., Carrie I.v. Department of Education, State of Hawaii, 2012; Jefferson County Board of Education v. Lolita S., 2013). 
In another review of compliance and quality several years later, Landmark and Zhang (2012) found low percentages of full compliance amongst transition components including postsecondary goals, annual goals, and transition services. They noted about three-fourths of the transition plans were not linked to a student’s postsecondary aspirations or aligned with individual student strengths, needs, preferences, and interests as mandated in IDEA (2004). In addition, only 41.5% of the IEPs analyzed were fully compliant; many lacked the inclusion of transition goals and services aligned with the student’s chosen postsecondary goals. A lack of assessments to appropriately gauge student interests and preferences is a violation of FAPE, as established in Carrie I. v. Department of Education, State of Hawaii (2012). In addition, not tailoring postsecondary goals and annual transition goals to the youth’s specific transition needs and interests also violates FAPE (e.g., Black River Fall School District 40, Carrie I. v. Department of Education, 2012). 
Prince et al. (2014) concluded that a noncompliant or poor quality transition component may not be a direct violation of FAPE if other portions of the IEP promoted student growth in transition skills—however, having quality transition plans can help “avoid procedural and service-delivery violations that result in a denial of FAPE” (as cited in Prince et al., 2014, p. 46; Prince et al., 2013). The compliance and quality reviews over the last two decades show that while many plans met compliance mandates, a larger percentage of plans lacked quality and did not address student interests, preferences, strengths, and limitations through transition assessment (Gaumer-Erickson et al., 2014; Grigal et al., 1997; Landmark & Zhang, 2012; Prince et al., 2013; Prince et al., 2014). 
Barriers to Appropriate Transition Planning
The lack of preservice and in-service training account for the largest barrier to implementing appropriate transition planning and practices (Benitez et al., 2009; Lubbers et al., 2008; Mazzotti & Plotner, 2016). Training helps prepare teachers to use effective transition planning strategies; however, teacher preparation in transition has changed little over the last two decades (Anderson et al., 2003; Morningstar et al., 2018). Special educators, as well as other educational stakeholders, rely on their teacher preparation programs to gain knowledge and skills related to transition; however, preservice training may not be adequately preparing teachers to effectively implement transition practices (Lubbers et al., 2008; Mazzotti & Plotner, 2016). Mazzotti and Plotner (2016) found most special educators did not gain knowledge about secondary transition in their educator preparation program. 
Since teacher preparation programs may fail to prepare teachers in the area of transition, professional development is needed to fill in gaps of knowledge in transition (Benitez et al., 2019; Morningstar et al., 2018). However, numerous studies show teachers are dissatisfied with their level of in-service training in transition competencies (Benitez et al., 2009; Morningstar et al., 2018; Plotner et al., 2016). When it comes to implementing transition planning and practices, Morningstar and Benitez (2013) determined training matters. Special educators receive much of their training on the job through professional development or from colleagues, especially in transition practices (Pham, 2012; Plotner et al., 2016). However, little to no evidence exists on the effects of professional development on teacher knowledge in transition. Through the review of current and past research on transition preparation and professional development in transition over the last two decades, highlighted by the need for additional training through compliance reviews and case law decisions, I will illuminate the need for a comprehensive professional development framework for writing compliant and quality transition service plans. 
Teacher Preparation in Transition
Many educators have reported completing their preservice teacher preparation programs without a class devoted to transition planning (Williams-Diehm et al., 2018). In addition, a majority of educators reported a lack of satisfaction in their preservice training in transition (Mazotti & Plotner, 2016). Therefore, educators could potentially be contributing to poor transition outcomes of students due to their lack of knowledge in transition planning. Numerous case law decisions have indicated poor transition planning violated the IDEA (2004) provision for a free appropriate public education (FAPE). Lastly, several compliance reviews pointed to an overwhelming number of transition plans that did not meet compliance measures set forth in IDEA with Indicator 13. Additionally, an even smaller number of transition plan components met appropriate quality standards. 
Preservice Transition Preparation
The level of preparedness of preservice teachers impacts the implementation of transition practices (Benitez et al., 2009; Knott & Asselin, 1999; Lubbers et al., 2008; Morningstar et al., 2018). Over the last three decades, research determined educators view transition competencies as important (Anderson et al., 2003; Knott &Asselin, 1999; Morningstar et al., 2018); however, the amount of time spent implementing these transition practices did not match the level of importance given by teachers (Benitez et al., 2009; Morningstar & Benitez, 2013; Morningstar et al., 2018). Thus, if teachers are not prepared in transition competencies, they are less likely to teach transition knowledge and skills to their students. 
 Overall, teachers felt dissatisfied with their transition preparation (Benitez et al., 2013; Plotner et al., 2016). Plotner et al. (2016) found that 73% of teachers reported they did not gain knowledge from their university preparation program on transition. The level of preparedness was significantly impacted by coursework and professional development in transition (Morningstar & Benitez, 2013; Morningstar et al., 2018). Despite their lack of preparedness in transition competencies in general (Plotner et al., 2018), teachers felt more prepared in the area of transition planning than other transition competencies. Morningstar et al. (2018) explored the perceptions university and college faculty members had related to their graduating students’ preparedness. They felt their students’ preparedness in planning and strategies for transition was higher than in the area of transition assessment. The topic of transition assessment is covered in university and college preparation programs (Williams-Diehm et al., 2108); although, fewer than half covered transition assessment through a class project or activity. Similarly, IEP transition development was covered by most programs (83%); however, the coverage was split between lecture (54%) and activities (58%). Lectures or readings were the most common method of transition content delivery (Morningstar et al., 2018; Williams-Diehm et al., 2018). The lack of hands-on practice with transition assessment and IEP development could fuel a disconnect between teacher preparedness and implementation of best practices for transition. 
The type of university preparation in transition matters as well. Teachers who received at least one course solely devoted to transition were more likely to feel prepared than others who had transition content covered within one or more courses (Benitez et al., 2013; Knott & Asselin, 1999; Morningstar et al., 2013). Sadly, most teachers do not receive one or more courses devoted to transition alone (Anderson et al., 2003; Morningstar et al., 2018), and only about 35% of universities have a devoted course in transition (Williams-Diehm et al., 2018). Similarly, Pham (2012) results, indicated only about 14% of special educators received information about transition through college coursework. This indicated a large number of special educators are leaving their alma-maters without a course in transition. Ultimately, teachers are not provided with enough knowledge and skills to implement transition practices (Anderson et al., 2003; Morningstar et al., 2018). 
While years of  teaching did not yield differences in perceived transition preparedness, having differing teaching responsibilities did (Knott & Asselin, 1999; Morningstar & Benitez, 2013; Pham, 2012). Teachers whose sole responsibility was providing transition services ranked their knowledge of transition higher than did other special educators. In addition, having a transition specialist certification showed marked increases in transition knowledge (Morningstar & Benitez, 2013). Teachers who taught students with intellectual disabilities ranked their knowledge of transition competencies as higher than teachers who taught other disability categories (Benitez et al., 2009; Morningstar & Benitez, 2013). Teachers who were direct transition service providers were more likely to use evidence-based practices in transition than were other special educators (Plotner et al., 2016). Along the same lines, faculty rated their students’ transition knowledge as higher if the program had a faculty member specializing in transition; they also rated transition as having greater importance in these programs (Morningstar et al., 2018). 
Special educators, as well as other educational stakeholders, rely on their teacher preparation programs to gain knowledge and skills related to transition; however, preservice training may not be adequately preparing teachers to effectively implement transition practices (Lubbers et al., 2008). Teachers who receive formal training in transition practices are more likely to implement interventions and services; thus, teachers who are unprepared and have no training may be contributing to poor outcomes experienced by students with disabilities post high school. The more prepared teachers are in transition, the more likely they are to implement the practices in transition (Benitez et al., 2008; Knott & Asselin, 1999; Lubbers et al., 2008; Morningstar & Benitez, 2013). “Transition supports and services will not be implemented unless teachers know and understand them” (Lubbers et al., 2008, p. 290). 
University preparation programs are not the only ways teachers gain knowledge about transition (Pham, 2012). Pham (2012) found a small percentage of teachers also learned about transition through professional development and even fewer through professional conferences. Most secondary special educators claimed they never or seldomly were provided with training in transition evidence-based practices—the same group of respondents noted they were also dissatisfied with the training they did receive (Plotner et al., 2016). Most general educators do not receive training in transition either (Wolfe et al., 1998), leaving the majority of transition responsibilities resting on the shoulders of special educators. However, Li et al. (2009) suggested transition is a team effort and special educators should not be solely responsible for transition planning and services. 
In-Service Transition Preparation
The call for comprehensive effective professional development is highlighted by the lack of transition coursework in teacher preparation programs. If teachers are not adequately prepared in preservice programs, teachers need to receive professional development to fill in the gaps. A research to practice gap is evident in transition best practices, especially with transition planning practices. However, the most effective way to provide professional development in transition is relatively unknown (Lubbers et al., 2008; Morningstar & Benitez, 2013; Plotner et al., 2018). “Regrettably, transition professional development is often illustrated by a lack of clear policies as well as limited system for planning, delivering, and evaluating its impact” (Morningstar & Benitez, 2013, p. 61). 
Only two studies exist on the evaluation of the effectiveness of professional development in transition (Doren et al., 2012; Flannery et al., 2015). Both studies found positive effects of professional development on teacher creation of transition planning components. The two studies varied in the targeted components, length of professional development, grading procedures, and data analysis processes. 
Doren et al. (2012) implemented professional development in transition to examine the effects on quality of postsecondary goals. Prior to training and after training, researchers collected IEP documents and graded the quality of postsecondary goals on an 8-point Likert scale. Doren et al. (2012) provided secondary special educators several trainings spread over an academic school year, resulting in about six meetings (four half-day trainings, two 90-minute trainings) totaling about 19 hours of training. Using hierarchical linear modeling, Doren et al. (2012) determined the professional development increased teacher creation of quality goals in postsecondary education/training and employment goals; however, the postsecondary goals were not consistently rated at the highest levels of the grading scale. Doren et al. (2012) determined IEP documents may not actually reflect the practices teachers used to create postsecondary goals. Also, the quality of postsecondary education goals was better than the postsecondary employment goals. 
Flannery et al. (2015) explored the effects of professional development on the creation of several transition components, including postsecondary goals, course of study, present levels of performance, and annual goals. The researchers implemented a two-day professional development training and collected five sample IEPs from teachers pre/post training. They graded the transition components on a researcher-created coding scheme and used t-tests to analyze the results. Flannery et al. (2015) determined that professional development improved the inclusion and quality of transition components in postsecondary goals, course of study, and present levels. Results were not statistically significant for improvements in annual transition goals, and Flannery et al. (2015) noted teachers still struggled making goals measurable, behavior specific, and providing criterion for performance. 
Professional development increased the compliance and quality of several transition components, including postsecondary goals, course of study, and present levels of performance (Doren et al., 2012; Flannery et al., 2015). Despite differences in the amount of time for the trainings provided, teachers showed application of their increased knowledge to create quality and compliant postsecondary goals in education/training and employment. Flannery et al. (2015) targeted postsecondary goals and three other areas of the transition planning components (i.e. course of study, annual transition goals, and present levels of performance). Unfortunately, the professional development did not improve the quality of annual transition goals. 
The results of both the Doren et al. (2012) and the Flannery et al. (2015) studies on the effectiveness of professional development on creation of quality and compliant transition components are promising; however, some limitations of the studies exist. In particular, both studies lacked control groups to show experimental control. The results infer teacher knowledge of creating quality and compliant components increased through the improved quality and compliance in IEP documents; however, there is not a clear measure to separate the knowledge and application of the information learned through professional development. In other words, teachers could have “known” some of the information prior to trainings, but not incorporated the knowledge into the IEP documents as teachers did after trainings. 
Summary of Preparation in Transition
The lack of preservice instruction and in-service training in transition as noted within the literature highlights a critical need for both. Specifically, the training in these areas should incorporate methods to ensure their effectiveness. There is an obvious lack of in-service professional development designed to increase teacher creation of quality and compliant transition components. In addition, the literature on preservice teacher knowledge and in-service teacher knowledge of transition components indicate the need for effective professional development to be occurring at both levels. 
Gaps in Literature
Despite an almost three decades old call for transition planning for students with disabilities (IDEA, 1990), educators lack the knowledge and training to create appropriate, compliant, and quality transition services plans within the individualized education program (IEP). The literature reviewed and synthesized in the sections above indicate that a lack of teacher knowledge in transition planning leads to noncompliant and poor quality transition plans, which potentially interferes with providing FAPE to students with disabilities (Prince et al., 2014). Preservice teacher preparation programs do not provide teachers with knowledge and skills in transition competencies, and many educators leave their teacher preparation programs underprepared to create and implement quality transition plans (Anderson et al., 2001; Morningstar et al., 2018). 
Teacher deficits in transition planning knowledge need to be addressed (a) in teacher preparation programs and (b) through in-service professional development training. To help current special educators and case managers, we must address the lack of knowledge in transition planning through in-service professional development. With only two studies (i.e., Doren et al., 2012; Flannery et al., 2015) conducted showing the effectiveness of professional development in transition, the best way to provide and instruct educators on writing compliant and quality transition plans is largely unknown. However, some information can be gained from the two studies and other best practices in professional development for educators on other topics.
A framework should be designed around current literature supporting best practices in adult learning (Dunst & Trivette, 2009) and effective professional development in transition (Doren et al., 2015; Flannery et al., 2012; Holzberg et al., 2018) to increase teacher knowledge of transition planning components. In addition, the framework should focus on key elements of transition planning using best practices and guidance from literature (Benítez et al., 2009; deFur, 2003; Morningstar & Benítez, 2013; Morningstar et al., 2018). The framework should address commonly found noncompliant elements of transition planning components per case law decisions (Pectu et al., 2014; Prince et al., 2014). Lastly, instructional effectiveness can be increased through implementing practices supported by behavior analysis (Burnes & Ysseldyke, 2009; Cooper et al., 2009; Simonsen et al., 2008). 
Stepping-Up Intervention
	I designed Stepping-Up intervention to teach educators how to systematically use transition assessments to guide the creation of compliant and quality mandated transition planning components. Currently, there is not a universal framework to instruct preservice or in-service teachers how to build the transition plan. Since transition assessments must guide the creation of mandated transition components per IDEA (Martin & McConnell, 2018; Martin & Pulos, 2018), a framework is needed to guide educators in using the assessment results appropriately to create compliant postsecondary goals, annual transition goals, coordinated activities, course of study, and present levels of performance. The Stepping-Up intervention framework was originally developed in 2016 and has gone through several revisions after being used to instruct preservice and in-service teachers in 2017-2018 on how to use transition assessment results to guide the creation of the transition plan. In the last few months (September 2019-October 2019), the Stepping-Up intervention has been vetted by professionals in the field and used in professional development trainings. The Stepping-Up intervention (see Figure 1) was designed based upon six elements residing in education and special education literature: best practices in delivering professional development, behavior analytic techniques, case law recommendations, best practices in writing transition plan components, IDEA (2004) mandates, and Indicator 13. In the next sections, I explain each of these elements in detail. 
Figure 1
Stepping-Up Intervention Development Graphic
[image: ]
Best Practice in Delivering Professional Development
To develop the Stepping-Up Transition intervention framework, I consulted an evidence-based approach for adult learning using Participatory Adult Learning Strategy (PALS; Dunst & Trivette, 2009). Dunst and Trivette (2009) suggested professional development should include a 4-phase model to actively engage adult learners: (a) introduction to materials prior to professional development, (b) participant practice and evaluation of learned information, (c) informed understanding with reflection, and (d) active learner involvement throughout the entire process. Accordingly, my participants were provided an article to read prior to the training and access to the presentation. During the training, participants were provided with numerous opportunities to practice the strategies taught and to evaluate transition components. Participants had personal white boards so the researcher could employ choral responding strategies. The researcher provided critical thinking questions throughout the presentation that allowed for participant reflection. Active learner involvement was encouraged throughout the entire presentation with numerous opportunities to respond and practice during each step of the framework. 
 	In addition, I considered numerous suggestions from scholars in the transition professional development field when designing the Stepping-Up intervention (Benítez et al., 2009; deFur, 2003; Morningstar & Benítez, 2013; Morningstar et al., 2018). For example, Stepping-Up Transition aligns with guidance from Benitez et al. (2009) on provisions of professional development in transition to instruct teachers how to evaluate their own transition plans and to provide teachers with opportunities to practice writing transition plan components. Teachers were also encouraged to seek help developing plan components from other professionals when needed until mastery was reached. 
Behavior Analytic Techniques
 	The development of the Stepping-Up intervention followed instructional guidelines of applied behavior analysis, including provision of numerous opportunities to respond, behavior specific and nonspecific praise, examples and nonexamples, goal writing strategies, error correction procedures, and stimulus prompting (Cooper et al., 2007; Simonsen et al., 2008). While adult education literature does not explicitly state these instructional methods as evidence-based practices, I assume if these techniques are effective at increasing engagement and appropriate behaviors for school-age students, they will do the same with adults in that they are related to effective instruction.
In addition, the delivery of the framework follows an explicit teaching strategy supported by applied behavior analysis—unofficially referred to as the I Do, We Do, You Do method. This method is highlighted in direct instruction practices (Burnes & Yessledyke, 2009). Direct instruction involves instructor-directed learning with sequentially structured materials with high levels of participant responding (Burns & Ysseldyke, 2009). This method allowed the researcher to model the correct strategy and to provide opportunities for group and individual practice—increasing opportunities to respond. Providing numerous opportunities to respond during instruction is an evidence-based practice (Simonsen et al., 2008). 
During the Stepping-Up intervention, the researcher provided examples and nonexamples of transition plan components to help participants discriminate between noncompliant, compliant, and quality/compliant components. This strategy of providing examples and non-examples is an effective practice used to refine skills in adults (Thompson et al., 2017). In behavior analysis, there is an emphasis on the need to create goals which have a condition, behavior, and criterion for performance (Cooper et al., 2007), thus, when creating annual transition goals, participants learned how to apply this goal-writing technique. Goals identify a specific target behavior, provide the situation in which they will be accomplished, and set target mastery levels (Cohrs et al., 2016). The researcher used behavior analytic strategies for error correction. The participants were given numerous opportunities to respond, and the potential for making errors was present. The researcher followed guidance on error correction procedures within applied behavior analysis. Error correction is an evidence-based classroom management procedure (Simonsen et al., 2008). This procedure “involves the correction of student errors by repeating a learning trial, having the student practice correct performance, or giving the student additional work” (Cooper et al., 2007, p. 298). To teach new skills, I implemented the use of stimulus prompting as another behavior analytic strategy (Cooper et al., 2007)—this included use of visual supports (Wong et al., 2014). The materials were presented in a sequential format following a stair-step process. At each step of the process, the visual prompt accompanied the instruction (see Figure 2 below). 
Figure 2
Stepping-Up Framework Graphic
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The Stepping-Up intervention illustrates several best practice recommendations in transition. Best practices for transition planning include (a) basing the transition plan on age-appropriate transition assessments (Martin & Pulos, 2018; Mazzotti et al., 2009; Morningstar & Clevenna-Deane, 2018; Neubert & LeConte, 2013), (b) using Indicator 13 from IDEA (2004) and the Indicator 13 checklist (NSSTAC, 2012) to guide the development and evaluation of the transition plan (Doren et al., 2012; Mazzotti et al., 2009), (c) aligning transition components (Mazzotti et al., 2009), and (d) using triangulated transition goals (Peterson et al., 2013). LeConte and Neubert (2013) noted that IDEA (2004) does not explicitly state what age-appropriate transition assessment means, but it is implied the transition assessment should take into account the chronological and developmental age of the youth when giving the assessment and using its results to plan. Next, based upon current literature, scholars recommend using Indicator 13 and the Indicator 13 Checklist (NSSTAC, 2012) as guidance for planning and to be used as a method for evaluating transition plans (Doren et al., 2012; Mazzotti et al., 2009). Mazzotti et al. (2009) recommended focusing on the alignment of postsecondary goals with transition services and annual transition goals. 
Lastly, Peterson et al. (2013) suggested triangulating IEP transition goals. Triangulating transition goals requires the use of transition assessments to identify postsecondary goals, then identifying gaps in student skills and knowledge. Next, the gap in knowledge should be linked to state academic standards. Peterson et al. (2013) stated the “triangulated annual goal should, at a minimum, include an observable behavior (action), a condition, and a criteria (measurement)” (p. 51). This is also referred to in the literature as SMART goals (specific, measurable, actions, realistic and relevant, and time-limited). This format echoes the behavior analytic goal writing format. 
Individuals with Disabilities Education Act (IDEA; 2004)
 	The Stepping-Up intervention supports federal mandates found in IDEA (2004). Federal requirements within IDEA (2004) mandate the use of transition assessments to determine measurable postsecondary goals related to education/training, employment, and independent living (Neubert & LeConte, 2013). In addition, transition services including a course of study are required to assist students in accomplishing their postsecondary goals. Indicator 13 of IDEA (2004) requires numerous components in the transition plan to be based upon age-appropriate transition assessments, including course of study, postsecondary goals, transition services, annual transition goals, and the identification of student interests, strengths, needs, preferences, and present levels of academic and functional performance (Morningstar & Clevenna-Deane, 2018; Neubert & LeConte, 2013). The Stepping-Up intervention encourages the use of age-appropriate transition assessments and instructs how to use the results to guide the creation of the mandated transition components. 
Case Law Recommendations
 	Stepping-Up Transition was designed to help participants avoid commonly found transition planning compliance errors illustrated in case law decisions. In a review of case law decisions related to transition from 2012-2013, Prince et al. (2014) provided several recommendations for transition planning. These recommendations center around transition assessments, the creation of transition goals, and student involvement in transition planning and the IEP process. 
First, Prince et al. (2014) recommended the use of multiple transition assessments, including at least one measure having reliability and validity evidence. Second, information gained from the transition assessments and information about the student’s skills and interests should be incorporated into the plan and used to make practical transition goals. In addition, planning should detail how the student will accomplish their transition goals. Other considerations residing in case law are the commonly found compliance violations of transition planning from Petcu et al. (2014): (a) student involvement, (b) use of transition assessments to guide plan development, (c) onset of transition planning, (d) parental involvement, (e) postsecondary goals, (f) transition services, and (g) age-appropriateness of transition assessments. 
Indicator 13
 Lastly, the Stepping-Up framework follows guidance from the Indicator 13 checklist (NSSTAC, 2012) to guide the creation of writing compliant transition services pages of the IEP. Using the checklist as a guide, teachers will engage in evaluating transition plans by referencing the Indicator 13 Checklist (NSSTAC, 2012). Specifically, teachers will evaluate goals based upon the evidence identified in the transition assessment results noted in the transition plan. Additionally, the intervention instructs teachers on how to use transition assessment results to create goals and services that guide the overall creation of compliant and quality transition services plans. 
Conclusion
	The introduction of a new framework based on best practices in professional development and using literature to guide the creation of materials and instruction, Stepping-Up Transition should increase teacher knowledge in transition planning components. To determine the overall effectiveness of the Stepping-Up framework, I will compare educator knowledge with pre/post testing to a more traditional professional development training in transition as a control. For the past two years, the Zarrow Center for Learning Enrichment has provided training to teachers across the state using an informational model of professional development. This model focused on providing an extensive amount of information on a variety of available transition assessments to teachers with minimal practice creating transition components from transition assessment results. Thus, this will serve as the comparison group. 



Chapter 3
Methodology
	The purpose of this study is to examine the effectiveness of professional development on teacher knowledge of multiple transition planning components. More specifically, I explored if differences in the knowledge acquired occurred as a result of different types of professional development. Data were collected at eight professional development trainings held across the state of Oklahoma that focused on transition-related topics. Four sessions for each type of training were conducted: (a) transition assessments for students with mild to moderate disabilities, and (b) using EdPlan to create meaningful transition plans. The second training for the remainder of the manuscript is referred to as “Stepping-Up” intervention. Stepping-Up served as the intervention training, and the transition assessment training serves as the comparison training. 
Research Questions
Research questions were
(1) Do participants in the Stepping-Up intervention exhibit significantly greater gains from  pre- to post- transition planning assessment scores than those in a comparison group?
(2) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- multiple choice scores of the transition planning assessment than those in a comparison group?
(3) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- discrimination scores of the transition planning assessment than those in a comparison group?
(4) Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- fill-in-the-blanks scores of the transition planning assessment than those in a comparison group?
Method
The following sections outline the methods for my research study: (a) research design, (b) participants, (c) intervention and comparison conditions, (d) dependent measures, and (e) data analysis techniques. 
Research Design
	I used convenience sampling to conduct an intervention/comparison group training with pre/post design to explore the effects of the professional development trainings. Current research exploring the effects of professional development on transition components within the IEP have used pretest-posttest designs without comparison groups (Doren et al., 2018; Flannery et al., 2015). To examine the effectiveness of the professional development models, the first training served as a comparison training to account for threats to internal validity (Campbell & Stanley, 1963; see Appendix A for more information on threats to validity). The rationale for providing  the “comparison ” group with a training was primarily because evidence exists in professional development literature that regardless of the professional development provided practices may improve (Fishman et al., 2013; Powers et al., 2000). Therefore, to account for the presence of any intervention improving practice, the comparison training also received an intervention instead of typical practices in school (i.e., no training). 
Participants 
Participants were (a) IEP case managers for transition age youth, and/or (b) educators who wrote transition service plans for those students within the state of Oklahoma. Participants were recruited from eight trainings conducted in partnership with the Zarrow Center for Learning Enrichment and the Oklahoma State Department of Oklahoma. Data were collected at eight trainings: (a) four trainings on transition assessments (e.g., comparison group) and (b) four trainings using the professional development framework “Stepping-Up Transition” (e.g., intervention group). Since the availability of participants was limited to those who attended the trainings, convenience sampling techniques were used. 
Accounting for the possibility that some of the same participants attended both trainings, and some attendees might not agree to participate, the number of participants for each training is estimated at 20. Therefore, with eight trainings and about 18 participants attending and participating in the study, a total of 140 participant responses were collected. According to Onwuegbuzie et al. (2004), intervention designs in social sciences should have at least 21 participants per group. Current research exploring the effects of professional development on quality and compliance of transition planning used pre/posttest designs without comparison groups (Doren et al., 2018; Flannery et al., 2015). Flannery et al. (2015) had 18 participants, while Doren et al. (2018) had 27 teachers, making the range of participants was 18-27. Thus, the 140 participants collected in my study meets social science standards for intervention designs and exceeds numbers of participants in existing literature.
The total number of responses gained from the assessment during the professional development trainings was 140; however, there were three duplicates (n = 6) identified which meant a participant attended both trainings and filled out the corresponding assessment and were thus removed from analysis. Of the total number of responses (n = 134), 58.20% (n = 78) took part in the comparison group and 41.80% (n = 56) in the intervention group. This left the final number of responders at 134. All eight trainings were held in a southern state. There were four different training locations; locations one (n = 56, 41.80%) and two (n = 38, 28.40%) made up the majority of the responses and were held in large cities. Trainings three (n = 23, 17.0%) and four (n = 17, 12.70%) were in much smaller cities; thus, the number in attendance and who provided responses varied among the four locations.
Identifier 
The anonymity of the participants was important to the Oklahoma State Department of Education, and they requested participants not provide their names or emails; therefore, an identifier was needed to create a way to track data pre/post and between trainings. With guidance from the Institutional Review Board at The University of Oklahoma, the following identifier algorithm was used. 
1. What shoe size do you wear? (ex: size 9 = 09; size 12 = 12) 
1. First two letters of your favorite color? (ex: Blue = bl)
1. How many brothers do you have? (ex: 2 brothers = 02) 
1. How many sisters do you have? (ex: 1 sister = 01) 
1. First letter of the city where you were born? (ex: Boston = B)
Participant Demographics 
Demographics of participants were gathered as a part of the dependent measure knowledge assessment pre-test. These demographics included primary teaching assignments, race, ethnicity, years taught, geographic area, age range taught, gender, and number of professional development trainings in transition provided by the Zarrow Center for Learning Enrichment. 
The first portion of the assessment sought participant demographic information with eight questions: primary teaching assignment, age of students served, years of teaching experience, gender, race, ethnicity, highest level of education completed, and number of past Zarrow Center trainings attended. The majority of participants were female (n = 125, 93.30%), white (n = 107, 79.90%), and non-Hispanic (n = 128, 95.50%). Years of experience was widely distributed, but the largest percentage of respondents had taught 15 years or more (n = 51, 38.10%). Most of the participants taught middle school (n = 42, 31.10%) or high school (n = 73, 54.50%). Respondents most likely taught in resource settings (n = 35, 26.10%) or self-contained classroom settings (n = 29, 21.60%). The highest level of education completed was evenly distributed between bachelor’s degrees (n = 69, 51.50%) and master’s degrees (n = 63, 47.00%). Many of the participants had never attended a training from the Zarrow Center (n = 41, 30.60%) or had only attended one training in the past (n = 43, 32.10%). Lastly, most participants served students in rural environments (n = 63, 47%). For participant demographic information, see Table 1 below. 
Table 1
Participant Demographics
	Question
	
	n
	%

	Primary Teaching Assignment
	
	

	
	Paraprofessional
	1
	0.70

	
	Case Manager Only
	7
	5.20

	
	Co-Teaching
	21
	15.70

	
	Lab
	19
	14.20

	
	Resource
	35
	26.10

	
	Self-Contained
	29
	21.60

	
	Administrator
	17
	12.70

	
	General Educator
	5
	3.70

	Age of Population Served
	
	

	
	Administrator Only
	5
	3.70

	
	Elementary
	12
	9.00

	
	Middle School
	42
	31.30

	
	High School
	73
	54.50

	
	Transition Program
	2
	1.50

	Years of Experience
	
	

	
	0-3 Years
	28
	20.90

	
	4-7 Years
	25
	18.70

	
	8-11 Years
	16
	11.90

	
	12-15 Years
	14
	10.40

	
	15 Years Plus
	51
	38.10

	Gender
	
	

	
	Male
	7
	5.20

	
	Female
	125
	93.30

	
	Non-Binary
	2
	1.50

	Race
	
	

	
	White
	107
	79.90

	
	Black
	6
	4.50

	
	American Indian or Alaska Native
	8
	6.00

	
	Asian
	1
	0.70

	
	Two or More Races
	12
	9.00

	Ethnicity 
	
	

	
	Hispanic/Latino
	6
	4.50

	
	Non-Hispanic/Latino
	128
	95.50

	Highest Level of Education
	
	

	
	Bachelors
	69
	51.10

	
	Masters
	63
	47.00

	
	Professional Degree
	2
	1.50

	
	Doctoral Degree
	0
	0.00

	Past Zarrow Center Trainings Attended
	
	

	
	Zero
	41
	30.60

	
	One
	43
	32.10

	
	Two
	12
	9.00

	
	Three
	14
	10.40

	
	Four
	8
	6.00

	
	Five or More
	16
	11.90

	Area Population Served

	
	Urban
	39
	29.10

	
	Suburban
	32
	23.90

	
	Rural
	47
	47.00



Incentives 
Participant incentives included three $10 gift cards for Amazon, Dollar General, Sprouts, or Starbucks for three randomly chosen individuals who completed both pre/post assessments. After participants completed the pre-assessment and post-assessment, they used a QR code to put their first and last name into a Qualtrics survey. This system relied on the “honor” system, where participants were only to put their names in if they completed both assessments. At the end of the training, using a random number generator, the participant’s name which corresponded with the generated number were called to come pick out a gift card. 
Professional Development Trainings
History of Zarrow Center Professional Development Trainings
The Zarrow Center has provided training to teachers across Oklahoma for the last three years; however, concerns over the effectiveness of the trainings has recently been questioned. With some anecdotal investigation by looking through the participant assessment accounts, we determined the trainings might not be influencing teacher behaviors. Also, participant feedback in evaluation surveys showed the trainings provided too much information in one sitting. The previous trainings covered  information on numerous transition topics within one seven-hour training, without great detail on any one topic. These trainings were not developed using best practice suggestions for adult learning or professional development (Desimone, 2009). They provided limited opportunities for participants to respond to questions posed by the presenters. Usually, participant engagement was facilitated by offering time for attendees to ask questions. There were a few opportunities provided to practice skills learned in trainings, reflect on information, and receive feedback from presenters; however, these were not meaningfully planned. In addition, information or materials were not provided prior to trainings. 
	These past trainings failed to comply with current best practice recommendations for professional development—however, they mimicked many other outdated professional development frameworks. Historically, professional development trainings were designed to disseminate information to attendees with little to no context of the population of students (Lang & Fox, 2004; Sexton et al., 1996). In addition, many of the professional development trainings contained disconnected topics and were perceived as “thrown-together” (Lang & Fox, 2004; Sexton et al., 1996). According to Moffett (2000), the lack of continuity and direct links to educators’ daily teaching of typical professional developments were reasons many attendees did not adopt or change their practices. These ineffective trainings usually focused on what practices they should do rather than how to do it (Houchins et al., 2011; Odom, 2009).  
Based upon feedback and information regarding best practice in providing professional development, the past professional development training model provided by the Zarrow Center needed to change. Therefore, while I can say the changes made to these trainings might increase teacher knowledge, data from the last three years were not available to compare with the trainings held this year (i.e. Stepping-Up intervention, and comparison). However, I compared two similar professional developments in transition topics in regard to quality, duration, and general information. 
My participants attended training under two possible conditions: Stepping-Up intervention and/or comparison professional development. For a clear representation of the similarities and differences between the trainings see Table 2 below. These will be discussed at length in the following sections. 
Table 2
Similarities and Differences Between the Trainings
	Information Covered
	Comparison
	Intervention

	Prior Materials Sent
	X
	X

	IDEA Purpose
	X
	X

	IDEA Transition Regulations
	X
	X

	State Transition Regulations
	X
	X

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

	Transition Plan Compliance Statistics
	
	X

	Ice Breaker
	X
	X

	Importance of Transition Assessments
	X
	X

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

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

	Formal vs. Informal Assessments
	X
	X

	Indicator 13 Checklist 
	
	X

	Fluff Scale
	X
	X

	Present Levels of Performance 
	
	X

	Course of Study
	
	X

	Postsecondary Education Options
	X
	X

	Coordinated Set of Activities Handout
	X
	X

	Postsecondary Education Assessments
	X
	

	Employment Options
	X
	X

	Interest Inventories
	X
	X

	Skills Assessments
	X
	X

	Employment Assessments
	X
	

	Independent Living Options
	X
	X

	Independent Living Assessments
	X
	

	Creating a Transition Battery Building
	X
	X

	Transition Battery Practice
	X
	

	Stepping-Up Transition Framework
	
	X

	Postsecondary Goals Instruction
	
	X

	Annual Goal Instruction 
	
	X

	Coordinated Activity Instruction 
	
	X

	Case Studies 
	
	X

	Screen Shots of Assessments and Results
	X
	X

	Presentation Highlight Handout
	X
	X

	Fast Finishers Handout
	
	X

	White Board/Marker/Eraser 
	X
	X

	Number of Presenters
	2
	1



Stepping-Up Intervention Training
Participants in the intervention training received a one-day training with data collection over an average of 3.5 hour period in each training for the intervention. The first 30-45 minutes centered around special education laws and mandates. The next portion, during hours two to three and a half, participants were introduced to the Stepping-Up Transition framework and how to use the framework, followed by explicit examples and numerous opportunities to practice using the framework with provided transition results. For a copy of the PowerPoint presentation slides for the Stepping-Up Intervention see Appendix A. Once the content slides were vetted and edited by the Zarrow Center Staff, they were not changed throughout the entirety of the study. 
Stepping-Up Intervention was developed based upon best practice in delivering professional development (Benítez et al., 2009; deFur, 2003; Dunst & Trivette, 2009; Morningstar & Benítez, 2013; Morningstar et al., 2018 ), behavior analytic instructional techniques (Cooper et al., 2007), current literature on writing transition plans (Martin & Pulos, 2018; Mazzotti et al., 2009; Morningstar & Clevanna-Deane, 2018; Neubert & Leconte, 2013; Peterson et al., 2013), IDEA (2004) mandates, recommendations from case law (Petcu et al. 2014; Prince et al., 2014) and the Indicator 13 checklist (NSTTAC, 2012). For additional specific information on the development of the Stepping-Up intervention framework, refer to Chapter Two. 
Stepping-Up Intervention uses a PowerPoint presentation to display information. The framework centers around a visual representation of a staircase used to show the development of writing transition plans using transition assessment results (see Stepping-Up Intervention Framework in Figure 3 below). The organization of the staircase guides special educators through the transition assessment process and shows them how to utilize the assessment results to write postsecondary goals, annual transition goals, and coordinated activities. The stairs also highlight the importance of alignment between the transition components (goals and activities), showing the foundation as the postsecondary goals, which lead to the development of specific annual goals and coordinated activities to support attaining the postsecondary goals. 
Figure 3
Stepping Up Intervention Framework
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The training followed instructional guidelines of direct instruction (Burns & Ysseldyke, 2009) and used the “I do, We do, You do” method, or explicit instructional techniques. I instructed and provided background knowledge in transition planning components, showed explicit models for using the strategy, provided opportunities to use the strategy together as a group, and finally, provided the opportunity for participants to practice using the strategy individually. High quality training materials were created using Edplan (Oklahoma’s IEP writing software program) and screen shots of completed transition assessment results. The training provided examples and non-examples of quality and compliant transition components. The training provided numerous opportunities for participants to respond as a group and individually. Learners were actively involved throughout the training with numerous opportunities to respond and the use of choral responding through personal white boards. 
Comparison Training
Participants who attended the comparison training received professional development on using appropriate transition assessments and creating a transition assessment battery. This training was provided by two presenters, me and one other transition expert at the Zarrow Center. The comparison was also a one-day training, and data were collected during a 3.5 hour time period. The transition assessment training was designed to be an informative training. The first 30-45 minutes of the training provided participants with relevant information on special education law and transition planning best practices. The rest of the training, during hours two to three and a half, participants were provided examples and information on the variety of transition assessments and how to choose appropriate assessments to create a transition assessment battery. For a copy of the PowerPoint presentation slides for the comparison training, see Appendix B. Once the content slides were vetted and edited by the Zarrow Center Staff, they were not changed throughout the entirety of the study.
The comparison training provided examples of several transition assessments in education/training, employment, and independent living areas. The coverage included (but was not limited to) assessments like Landmark College Guide to College Readiness, TAGG, Employability Life Skills Inventory, Transition Planning Inventory-2, Brigance Transition Inventory, Career Clusters, O*Net My Next Move, Picture Interest Inventory, Career One-Stop, OK College Start, OK Career Guide, Life Skills Inventory, and Casey Life Skills. 
The presenters used a PowerPoint presentation to provide participants with visual representations of the information, including graphics, screenshots, and pictures of blank and scored transition assessments. The presenters facilitated discussions by asking questions to engage learners in the training and to provide opportunities to respond and ask questions. The training also focused on recommendations for best practices in transition planning from Prince et al. (2014), which included (a) using more than one assessment, (b) updating transition assessments annually, and (c) using at least one formal assessment. Therefore, during the description of each transition assessment presenters noted age appropriateness, discussed briefly the validity and reliability evidence, and provided how the information gained was useful for the transition process. 
The comparison training followed the same evidence-based approach for adult learning using PALS (Dunst & Trivette, 2009) as the intervention training. Presenters tasked participants with creating a transition battery for case study students and asked them to reflect on examples and nonexamples of the best ways to use transition assessments to create a transition assessment battery. Learners were actively involved throughout the training with numerous opportunities to respond and the use of choral responding through personal white boards. 
Similarities 
The comparison and intervention trainings were similar in several ways. The trainings were designed to be equal in quality. For instance, the trainings both followed guidelines of the Participatory Adult Learning Strategy (PALS; Dunst & Trivette, 2009). The PALS strategy includes a 4-phase model to actively engage adult learners, including (a) introduction to materials prior to professional development, (b) participant practice and evaluation of learned information, (c) informed understanding with reflection, and (d) active learner involvement throughout the entire process. 
Prior Materials and Information. Participants were provided reading materials and information prior to the trainings via email. Participants in the comparison training received three resources, including an informal/formal transition assessment chart, a research article explaining the constructs of one of the main transition assessments discussed (McConnell et al., 2012), and the Indicator 13 checklist (NSTTAC, 2012). Participants in the intervention training received identical materials with the informal/formal transition assessment chart and the Indicator 13 checklist. 
Opportunities to Practice and Evaluate Performance. Both trainings provided participants with numerous opportunities to practice strategies learned in the training and to evaluate their knowledge. In the comparison training, participants were provided with an activity in the closing of the presentation which allowed them to create a transition battery for students using a case study examples for four different students. In the intervention training, participants practiced creating transition components (i.e., postsecondary goals, annual transition goals, coordinated activities) using transition assessment results. 
Relevant Information. In each training, the presenter provided relevant information backed by research. In addition, for each opportunity to respond, participants were given a nod or thumbs up for correct answers, and they were redirected if answers were incorrect. 
Opportunities to Respond. In both conditions, participants were given numerous opportunities to respond through choral and individual responses when prompted by the presenter. Participants in both trainings were given a white board, a marker, and an eraser to answer questions and provide responses. In addition, the presenter provided participants in both trainings with materials, resources, and a copy of the presentation PowerPoint on a USB drive. 
Presentation of Materials. The presentation of materials for both presentations was similar. Both trainings used PowerPoint presentations with screen shots of assessments and results, along with research-based information. The comparison training presentation was 105 slides, and the intervention training contained 145 slides; however, the duration of the trainings was equivalent. Materials provided during the training were also alike in format. Both trainings included a transition highlights handout with important slides included and a USB with additional resources, including the full copy of the presentation. 
The presenter(s) provided similar information in both trainings including IDEA purpose; IDEA transition mandates; state transition mandates; the postsecondary “fluff” scale; coordinated activity booklet;  postsecondary education, employment, and independent living options; best practice recommendations (i.e., annual administration of transition assessments, use of two or more transition assessments in a transition battery, and using at least one formal assessment); informal and formal transition assessment comparison; building transition battery graphic; and the difference between skills assessments and interest inventories. The trainings also utilized similar tools, including a) an ice breaker activity, (b) importance of transition assessments statements, (c) screen shots of transition assessments and their results, and (d) research statements about the importance of transition planning. 
Differences
There were a few notable differences between the trainings. First, the content provided at the training was different. The comparison training focused on transition assessments, while the intervention training focused on transition planning components using transition assessment results. While information was provided on transition assessments in both trainings, the information was presented differently. The main difference arises with the specific intervention used in the intervention training called “Stepping-Up.” The Stepping-Up intervention provides explicit instruction and practice in creating postsecondary goals, annual transition goals, and coordinated activities. Also, information on how to create a course of study and present level of performance was provided only in the intervention training. The Indicator 13 checklist was provided to participants prior to both trainings but was only discussed and used during the intervention training. 
	While both trainings allowed participants to practice skills learned in the training using case studies, they were practicing different skills. The comparison training practiced creating a transition battery based upon a case study. The intervention training practiced writing transition components using a case study with directed transition assessment results provided. Both skills were modeled using explicit instruction (i.e., “I do, We do, You do” method)—however, the intervention training used this method throughout the whole training, and the comparison training used this method once during the closing practice activity. Participants in the comparison training reflected on each covered transition assessment by rating the assessment on a 1-5 scale. The presenter encouraged participants to explain their ratings as well. In the intervention training, the presenter encouraged participants to share information from their own practice and experience and to connect information learned to their current placements. Lastly, the comparison training had two presenters providing information while the intervention group only had one. I was the main presenter and led all trainings. 
Dependent Measures
The dependent measure consisted of a researcher-created assessment of transition planning. The following sections explain the assessment instrument in detail, including a description of the validity and/or reliability of the instrument. 
Transition Planning Assessment
Using a researcher-created instrument, participants’ knowledge and skills of the transition planning process were assessed. The transition planning assessment was created in the online survey program Qualtrics and consisted of (a) one consent question, (b) one question to establish an identifier, (c) eight demographic questions, (d) seven multiple-choice questions on transition planning best practices, (e) four transition plan components in which participants indicated if an item was compliant or noncompliant, and (f) four fill-in-the-blank questions to write transition planning components.  
Content Validity
According to the American Educational Research Association, American Psychological Association, and the National Council on Measurement in Education (2014) the positive correlation between the content of an assessment and the construct the assessment is meant to measure supports the validity of an instrument. The seven multiple-choice questions were created based upon consultation of current literature (i.e., Pectu et al., 2014; Prince et al., 2014) to facilitate content validity (Drost, 2011). Four of the questions relate to the findings of Pectu et al. (2014) that potentially troublesome transition components for quality and compliance include (1) use of transition assessment, (2) postsecondary goals, (3) transition services, and (4) age appropriateness transition assessments. The next three questions were developed based upon findings of Prince et al. (2014) to indicate best practice for transition plans, including annually updated transition assessments, administering more than one transition assessment yearly, and using a formalized assessment. 
The discrimination of compliant component questions was based upon transition literature on best practices for writing transition planning components (Mazzotti et al., 2014; Neubert & LeConte, 2014; Peterson et al., 2014). These best practice recommendations include (a) alignment of goals and services, (b) transition goals as SMART goals, and (c) identification of student needs, strengths, interest, and preferences. This section of questions required participants to indicate if an annual transition goal or postsecondary goal was compliant or non-compliant.
The last section of the assessment contained fill-in-the-blank questions. This prompted participants to write one compliant postsecondary goal, two compliant annual transition goals, and one compliant coordinated activity. All questions were graded as correct or incorrect. The fill-in-the-blank questions did not have an exact right or wrong answer, so they were graded using a checklist. If all checklist requirements were met, the questions were marked as correct. The requirements for postsecondary goals were (a) must occur after high school, and (b) must answer where the student will learn or work after high school. The requirement for annual transition goals included a condition, a specific behavior, and a criterion. In addition, one fill-in-the-blank question provided a scenario for the participant to create an annual goal—in this case another requirement was added to include a behavior focused on disability awareness. A compliant coordinated activity was identified as a specific activity and something the student “does”. The full assessment is provided in Appendix C, and the checklist requirement for correct answers for the fill-in-the-blank questions is in Figure 4 below.
Figure 4 
Checklist for Fill-in-the-Blank Questions
	Check for “Yes”
	Requirement

	Postsecondary Goal

	
	Occurs after high school

	
	Must identify where the student will learn or work

	 
	If all yes, one point is earned. 

	Annual Transition Goal (for Daisy)

	
	Condition (when, how, under what circumstances)

	
	Specific Behavior (not vague like “socially appropriate”)

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

	
	Must be disability awareness related

	 
	If all yes, one point is earned. 

	Annual Transition Goal (for any student)

	
	Condition (when, how, under what circumstances)

	
	Specific Behavior (not vague like “socially appropriate”)

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

	 
	If all yes, one point is earned. 

	Coordinated Activity for Independent Living

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

	
	Related to Independent living 

	
	If all yes, one point is earned.


*If all requirements are met for each transition component, respondents earn 1 point with a total of 4 points. 
Face Validity
Several iterations of the assessment were made. The first version of the survey was sent to a transition scholar and associate professor at the University of Oklahoma. Once gaining their feedback and revisions, changes were made and another round of revisions was conducted as a group. Next, the third iteration of the assessment was sent to the Oklahoma State Department of Education’s special education program specialist for review, and changes were made based upon her feedback. Lastly, the survey was piloted with a group of practitioners. They provided feedback on the questions, and the pilot led to the removal of one question. 
Data Analysis 
Four scores were computed—one score for each section (multiple-choice, compliance/noncompliance, and fill-in-the-blank), and a total score that combined all three areas together. Scores were reported as scales. The multiple choice questions were scored as correct or incorrect and provided one point per question. The fill-in-the-blanks were graded as correct or incorrect. All questions were weighted equally. A total score of 15 points was possible with 7 points for multiple choice, 4 points for compliance, and 4 points for fill-in-the-blank portions.
To answer the research questions, SPSS (a statistical analysis software) was used to conduct a repeated measures multivariate analysis of variance (MANOVA; Tabachnick & Fidell, 2013). Using the repeated measures MANOVA, I determined if the posttest total scores were significantly higher than the pretest scores for both the comparison and intervention groups. Next, a correlational analysis was conducted to determine the relation amongst the three sets of scores (multiple-choice, compliance, and fill-in-the-blank). Descriptive statistics were obtained to determine the mean and standard deviation of the demographic information and total number of participants per group. 
Reporting for Repeated Measures MANOVA 
	After running the repeated Measures MANOVA, Box’s Test of Equality of Covariance Matrices and Wilk’s Lambda were reported.  Box’s Test indicates if the assumption of equality of covariance matrices was met.  Wilk’s Lambda is used to indicate the effect of time and group membership.  
Attrition
 Participating in the assessment was on a voluntary basis, and respondents were allowed to stop participating at any moment. In the comparison training, 23 participants took part in the pre-assessment and not the post- for an attrition rate of 28.82%. For the intervention training 13 respondents took part in the pre-assessment, but not the post-, making the attrition rate 18.06%.  These rates are in line with the suggestions provided by Gersten et al. (2005), since they did not exceed 30%.
Missing Data
Missing data only occurred in the fill-in-the-blank section of the assessment—respondents were required to enter a response or it was counted as incomplete. This also impacted the total score; if respondents failed to complete any portion of the assessment, their total scores were reflected as incomplete/missing. To determine if missing data was “missing completely at random,” Little’s Test of Missing Data (MCAR; Tabachnick & Fidell, 2013) was conducted for pre/post fill-in-the-blank portions of the assessment results. The pre-assessment fill-in-the-blank missing data was 2.90% and missing post data was 7.0%. These results were not statistically significant (p = .11); therefore, the missing data was missing completely at random (Tabachnick & Fidell, 2013). The combined percentages of pre- and post-assessment missing data were 4.95%. Tabachnick and Fidell (2013) stated missing data of less than five percent was not a serious issue, and “almost any procedure for handling missing values yields a similar result” (p. 63). 
Interrater reliability
	To grade the fill-in-the-blank questions, which asked participants to write specific transition components, trial-by-trial interobserver agreement was employed for intercoder reliability (Cooper et al., 2007). This method divides the number of trials (items) in agreement by the total number of trials (items). According to Cooper et al. (2007), this is a more conservative and meaningful method of interobserver agreement. Agreements above 80% are acceptable (Cooper et al., 2007). Cooper et al. (2007) recommended having at least 25% of responses graded by another scorer. Scorers should be blind to examinees to prevent bias in reviews (Gersten et al., 2005). 
A fellow colleague, also an expert in transition, scored the fill-in-the-blank responses for pre- and post-assessments for both the comparison and intervention groups. For the comparison groups’ fill-in-the-blank responses, she scored 52.00% (n = 528) of the total fill-in-the-blank responses with an agreement rate of 91.40%. For the intervention groups’ fill-in-the-blank responses, the outside coder scored 76.20% (n = 436) of the total number of scores with an agreement rate of 92.20%. The percentage of responses coded and the agreement rate reached both exceeded recommendations by Cooper et al. (2007). After the initial agreement rates were calculated, I met with the outside coder to discuss disagreements and reach 100% agreement on each participant’s response. 







Chapter 4
Results
	The effects of professional development on teacher knowledge and skills in transition planning have yet to be explored using a comparison group training. This study sought to fill the gap of literature by providing evidence professional development positively impacts teacher knowledge and skills in transition planning. Specifically, this study aimed to explore the effects of a professional development framework, Stepping-Up, to increase knowledge and skills in identifying best practice of transition planning, identifying compliant transition planning components, and writing compliant transition plan components. Thus, this study explored the effects of professional development using a comparison and intervention group. 
Training Characteristics 
	Each training, intervention and comparison, ranged from 3.25-3.75 hours in all four locations. The comparison training had an average of 43 (range 37 to 50) opportunities to respond with a mean of 27 choral responses and 16 individual responses. The intervention training had an average of 89 (range 36 to 113) opportunities to respond with a mean of 40 choral responses and 73 individual responses. 
Correlation Among Transition Planning Assessment Sub-Scores
	The total scores based upon the type of training were statistically significant; however, a correlational analysis amongst the three score types was needed to determine the relationship among the sub-scores for the combining of the scores into a total overall score (Field, 2009). I ran a correlational analysis to compare the three score types to each other (multiple choice, compliance, and fill-in-the-blank). Pearson’s Correlation showed only a small positive relation amongst the pre- and post-measures in the three subset scores. The relation between pre- and post-assessment within the same score type were correlated as a medium positive relationship, but this was most likely attributed to the scores being measured on the same type of task. For more details on the Pearson’s Correlation, see Table 4. The results of the Pearson’s Correlation analysis indicated the need to run separate repeated measures ANOVA analyses for each score type. 
Table 4
Pearson’s Correlation Amongst Score Types
	
	Pre
Multiple Choice
	Pre Compliance

	Pre Fill-in-the-blank
	Post Multiple Choice
	Post Discrimination
	Post Fill-in-the-blank

	Pre Multiple Choice
	1.00
	.14
	.21
	.382
	-.07
	.06

	Pre Compliance
	.13
	1.00
	.20
	.14
	.40
	.26

	Pre Fill-in-the-blank
	.21
	.20
	1.00
	.04
	.18
	.38

	Post Multiple Choice
	.38
	.14
	.04
	1.00
	-.02
	.03

	Post Discrimination
	-.07
	.40
	.17
	-.02
	1.00
	.43

	Post Fill-in-the-blank
	.06
	.26
	.38
	.03
	.43
	1.00


Note. Pearson correlations are provided by each score type. Values of  +/-.1 small, +/- .3 is medium, and +/- .5 is large (Field, 2009).  
Results Summary
	The means and standard deviations of pre- and post-assessments for the four scores (i.e., total, multiple choice, compliance, and fill-in-the-blank) are shown for the comparison, intervention, and total combined groups in Table 3 below. 
Table 3
Mean and Standard Deviation for Total, Multiple Choice, Compliance, and Fill-in-the-Blank Scores for Pre- and Post-Assessments by Type of Training and Combined 
	                              Type of Training
	Mean
	Standard Deviation

	Pre Total Score
	Comparison
	9.40
	2.17

	
	Intervention
	9.51
	2.08

	
	Total
	9.44
	2.13

	Post Total Score
	Comparison
	10.59
	1.83

	
	Intervention
	12.26**
	2.01

	
	Total
	11.32
	2.08

	Pre Multiple Choice Score
	Comparison
	5.59
	1.18

	
	Intervention
	5.52
	1.22

	
	Total
	5.56
	1.19

	Post Multiple Choice Score
	Comparison
	6.36
	0.64

	
	Intervention
	6.07
	.81

	
	Total
	6.24
	.73

	Pre Discrimination Score
	Comparison
	2.72
	.95

	
	Intervention
	2.91
	.79

	
	Total
	2.80
	.89

	Post Discrimination Score
	Comparison
	2.92
	.91

	
	Intervention
	3.62**
	.62

	
	Total
	3.22
	.87

	Pre Fill-in-the-blank Score
	Comparison
	1.12
	1.05

	
	Intervention
	1.07
	1.02

	
	Total
	1.10
	1.03

	Post Fill-in-the-blank Score
	Comparison
	1.30
	1.18

	
	Intervention
	2.56**
	1.28

	
	Total
	1.85
	1.37


Note. ** denotes statistically significant mean scores at the p value threshold of .001.
Research Question One
To answer the first overarching research question, “Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- transition planning assessment scores than those in a comparison group?” a repeated measures MANOVA was used to determine if differences in overall achievement scores were the result of time and type of training. 
Total Score Results
	A one-within (time) and one-between (intervention group) repeated measures MANOVA was performed to test whether scores on the transition planning assessment changed over time and whether change might be moderated by intervention group. Box’s test was nonsignificant (p = .660), indicating the assumption of equality of covariance matrices was met.  The main effect of time was statistically significant [Wilk’s Lambda=.53, F (1, 121) = 107.23, p < .001]. Using Cohen’s (1988) benchmarks for judging effect size [η²=.01 (small), η²=.06 (medium), η²=.14 (large), the effect size for time was large (η²=.47). The effect of time is qualified by a significant effect of time and type of training [Wilk’s Lambda=.87, F (1, 121) = 17.79, p < .001]. The effect size for the interaction was large (η²=.13). 
Pre-assessment scores did not differ between the comparison and intervention trainings (p = .77; intervention M = 9.51, SD = 2.08; comparison M = 9.40, SD = 2.17), but results demonstrated a significant difference (p < .001) in the post-assessment scores (intervention M = 12.26, SD = 2.01; Comparison M = 10.59, SD = 1.84). Therefore, participants in the Stepping-Up intervention exhibited significantly greater gains on the transition planning assessment than those in the comparison group did. Figure 5 below shows scores from the pre- and post-assessment on a graph for the comparison (blue) and intervention (red). The dots indicate the means, and the bars represent the lower and upper bounds of 95% confidence intervals. 
Figure 5
Profile Plot of Mean Total Scores for Comparison and Intervention Trainings between Time 1 and 2
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Research Question Two
A repeated measures MANOVA was also used to answer research question two, “Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- multiple-choice scores of the transition planning assessment than those in a comparison group?”

Multiple Choice Results
A one-within (time) and one-between (intervention group) repeated measures MANOVA was performed to test whether scores on the transition planning assessment changed over time and whether change might be moderated by intervention group. Box’s test was nonsignificant (p = .135), indicating the assumption of equality of covariance matrices was met. The main effect of time was significant with [Wilk’s Lambda = .75, F (1, 132) = 44.37, p < .001]. The effect size was large with η²= .252 (Cohen, 1988). The effect size related to the type of training was not significant [Wilk’s Lambda= .009, F (1, 132) = 1.18, p = .28]. This means while both groups significantly increased their multiple choice scores over time (pre-/post-assessment), it did not matter which type of training they received. Pre-assessment multiple choice scores did not significantly differ (p = .78) between the intervention (M = 5.52, SD = 1.22) and comparison groups (M = 5.59, SD = 1.18). Post-assessment multiple choice scores also did not differ significantly (p = .732) between the intervention (M = 6.07, SD= .81) and comparison (M = 6.36, SD = .64) groups. Thus, participants in the Stepping-Up intervention did not exhibit significantly greater gains on the multiple choice portion of the transition planning assessment than those in the comparison. Figure 6 below shows scores from the pre- and post-assessment on a graph for the comparison (blue) and intervention (red). The dots indicate the means, and the bars represent the lower and upper bounds of 95% confidence interval. 
Figure 6
Profile Plot of Multiple Choice Scores of Comparison and Intervention Training Means 
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Research Question Three
A repeated measures MANOVA was used to answer research question three, “Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- discrimination scores of the transition planning assessment than those in a comparison group?”
Discrimination Results
A one-within (time) and one-between (intervention group) repeated measures MANOVA was performed to test whether scores on the transition planning assessment changed over time and whether change might be moderated by intervention group. Box’s test was nonsignificant (p = .018), indicating the assumption of equality of covariance matrices was met. The main effect of time was significant [Wilk’s Lambda = .81, F (1, 132) = 31.32, p < .001] with a large effect size (η²= .192). This effect is qualified by a significant time and type of training [Wilk’s Lambda = .932, F (1, 132) = 9.60, p = .002] with a moderate effect size of η²= .068. Pre-discrimination  scores (intervention M = 2.91 SD = .79; comparison M = 2.72, SD = .95) were not statistically different by type of training (p = .22), but post-discrimination scores (intervention M = 3.63, SD .62; comparison M = 2.92, SD = .91) were statistically significant with type of training (p < .001). Therefore, participants in the Stepping-Up intervention exhibited significantly greater gains in discrimination scores on the transition planning assessment than those in the comparison group. Figure 7 below shows scores from the pre- and post-assessment on a graph for the comparison (blue) and intervention (red). The dots indicate the means, and the bars represent the lower and upper bounds of 95% confidence interval. 
Figure 7
Profile Plot for Mean Discrimination Scores Intervention and Comparison Scores 
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Research Question Four
A repeated measures ANOVA was used to answer research question four, “Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- fill-in-the-blanks scores of the transition planning assessment than those in a comparison group?”
Fill-in-the-Blank Results
A one-within (time) and one-between (intervention group) repeated measures MANOVA was performed to test whether scores on the transition planning assessment changed over time and whether change might be moderated by intervention group. Box’s test was nonsignificant (p = .97), indicating the assumption of equality of covariance matrices was met. The main effect of time was significant [Wilk’s Lambda= .65, F (1, 121) = 64.65, p < .001] with a large effect size (η²=.39). This effect is qualified by a significant time and type of training [Wilk’s Lambda= .76, F (1, 121) = 38.44, p < .001] with a large effect size (η²= .24). Pre-assessment fill-in-the-blank scores (intervention M = 1.06, SD = 1.03; comparison M =1.10, SD = 1.04) were not statistically different by type of training (p = .834), but post-assessment fill-in-the-blank scores (intervention M = 2.60, SD = 1.25; comparison M =1.30, SD = 1.18) were statistically significant with type of training (p < .001). Therefore, participants in the Stepping-Up intervention exhibited significantly greater gains in fill-in-the-blank scores of the transition planning assessment than those in the comparison group did. Figure 7 below shows scores from the pre- and post-assessment on a graph for the comparison (blue) and intervention (red). The dots indicate the means, and the bars represent the lower and upper bounds of 95% confidence intervals. 
Figure 7
Profile Plot of Fill-in-the-blank Mean Scores for Comparison and Intervention 
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Summary of Results
	Participants in the Stepping-Up intervention had significantly greater gains from pre- to post-transition planning assessment scores than the comparison group.  In alignment with the research questions, the three other scores (multiple choice, discrimination, and fill-in-the-blank) were analyzed separately. Participants in the Stepping-Up intervention had significantly greater gains on the discrimination and fill-in-the-blank scores of the transition planning assessment than the comparison group. However, there was no significant effect between the Stepping-Up intervention and the comparison training on the multiple choice portion of the assessment. 


Chapter 5
Discussion
Limited research exists on the effectiveness of professional development in special education, in particular, research on professional development surrounding transition planning. Special educators and other education professionals write IEPs for students with disabilities under the guidance of IDEA (2004) and follow mandates set forth in the law and its indicators. Indicator 13 (NSTTAC, 2012) provides specific guidance on compliance standards for transition plans. Recent reviews of transition plans across the US indicated many transition plans do not meet IDEA’s specific compliance criteria of Indicator 13 and further, lack even basic quality features (Gaumer-Erickson et al., 2014; Landmark & Zhang, 2012). Many educators have not received instruction or training on creating compliant and quality transition plans during their teacher preparation programs (Anderson et al., 2001; Morningstar et al., 2018; Williams-Diehm et al., 2018), leaving individual school districts and state departments of education to provide in-service professional development training on transition. However, many educators have noted their lack of satisfaction with their professional development in transition (Benitez et al., 2009; Morningstar et al., 2018; Plotner et al., 2016).
Little research exists on the effects of professional development on transition (Doren et al., 2012; Flannery et al., 2015). Doren et al. (2012) explored the effectiveness of professional development on postsecondary goals within the transition plan of the IEP. They determined that professional development training yielded improvements in compliance and quality of postsecondary goals. Transition plans have more than just postsecondary goals; they include numerous components which are also outlined in IDEA (2004) and Indicator 13. Several years later, Flannery et al. (2015) elevated their exploration of the effects of professional development on building compliant and quality transition plans by including analysis on transition plan components, including annual transition goals, course of study, and present levels of performance. Flannery et al. (2015) found professional development improved postsecondary goals, courses of study, and present levels of performance, but not annual transition goals within the transition plan. These findings are important to the field of special education and more specifically transition. However, they represent a starting point for exploring the effectiveness of professional development in transition planning for one main reason—neither of the studies (i.e., Doren et al., 2012; Flannery et al., 2015) utilized comparison groups to control for confounding variables. 
A need existed to determine the effectiveness of professional development training on teacher creation of transition plan components using a comparison group. In the sections below, I explain the results of my study exploring the effectiveness of professional development on transition plan components using a comparison group. I explain the limitations of my study which, in turn, helped inform the last section of this chapter discussing implications for future research and future practice. 
Research Question One
Do participants in the Stepping-Up intervention exhibit significantly greater gains from  pre- to post- transition planning assessment scores than those in a comparison group?
	Participants in the Stepping-Up intervention exhibited significantly greater gains from the pre- and post- transition planning assessment scores than those in the comparison group did. However, the intervention and comparison groups both increased their scores to a statistically significant level. The effect size was much larger for the intervention group, and post-assessment mean scores were statistically different (intervention was higher than comparison), but the total score may not have been the most appropriate measure of knowledge and skills. The inappropriateness of the total score was due mostly to the three different question types (i.e., multiple choice, compliance, and fill-in-the-blank) not showing a notable positive correlation to each other. The lack of strong positive correlation indicates the performance on one section did not predict scores on another. For example, a participant could score the highest score (7.0) on the multiple choice questions, which would indicate they had knowledge of best practices of transition planning, but when asked to apply knowledge of best practice, they often could not discriminate between compliant and noncompliant annual/postsecondary goals and/or create compliant transition components for the fill-in-the-blank questions. This may be the result of participants being asked to use different depths of knowledge to answer the three different types of questions (i.e., multiple choice, compliance, and fill-in-the-blank). 
The depth of knowledge theory highlights the difference between shallow and deep understanding as well as the difference between knowledge acquisition and action (Bennet & Bennet, 2008). This mimics Bloom’s Taxonomy’s (Krathwohl, 2002) of levels of cognitive complexity, starting with remembering and moving through to the higher levels of understanding, applying, analyzing, evaluating, and creating. Figure 9 below provides a graphic representation of Bloom’s Taxonomy and includes labels to show the depth of knowledge of each type of question asked in the transition planning assessment from my study. 






Figure 9
Representation of Level and Depth of Knowledge in Regard to the Transition Planning Assessment Question Types
Increasing in Cognitive Complexity and Depth of Knowledge

Fill-in-the-blank 
Questions
Discrimination Questions 
Multiple Choice Questions


Note. *Adapted from Krathwohl (2002).
The multiple choice questions required participants to recall information. Bennet and Bennet (2008) stated explicit knowledge “is the process of calling up information (patterns) and processes (patterns in time) from memory that can be described accurately in words and/or visuals…” (p. 407). In Bloom’s Taxonomy (Krathwohl, 2002) this is equivalent to remembering and understanding. Therefore, answering the multiple choice questions is an easier task or a skill of lower complexity (Krathwohl, 2002; Bennet & Bennet, 2008). 
Next, the discrimination questions asked participants to use their knowledge and discriminate between provided characteristics of annual transition goals and postsecondary goals. This skill, according to Bennet and Bennet (2008), represents a “process and action part of knowledge” (p. 407), thus, creating a deeper level of knowledge and understanding (Bennet & Bennet, 2008). Within Bloom’s Taxonomy (Krathwohl, 2002) this would include applying and analyzing—indicating the discrimination questions required an increased depth of knowledge and was a more complex skill than the multiple choice section did. 
The final section of fill-in-the-blank questions required participants to apply their knowledge and create two annual transition goals, a postsecondary goal, and a coordinated activity with little information to prompt responses. The ability to create responses for the fill-in-the-blank questions required participants to have learned the information through knowledge and action (Bennet & Bennet, 2008). Creating responses for fill-in-the-blank questions required responders to participate in the highest levels of Bloom’s Taxonomy of evaluating and creating (Krathwohl, 2002). Therefore, the fill-in-the-blank questions were the most complex and required the deepest level of understanding to answer correctly in comparison to the multiple choice and discrimination questions. Since the three portions required a different level of knowledge and were different in complexity, the following three research questions refer to participant achievement on each of the sub-scores, which indicate the level of understanding, application of knowledge, and learning information in different ways. 
Over the last 20 years, scholars have criticized ineffective professional development practices (Houchins et al., 2011; Moffett, 2000), noting the piece-meal approach to providing only information to teachers to increase their knowledge of what to do, but not how to do it. Past trainings held by the Zarrow Center fell victim to this same structure. However, improvements made to both the comparison and intervention trainings highlighted in this study show participants not only learned the information (i.e., multiple choice questions), but also increased their skills in applying the knowledge of how to implement (i.e., discrimination and fill-in-the-blank), and even more so in the Stepping-Up intervention group. This study shows the implications of restructuring the historical framework of professional development and elevating it to follow best practice recommendations will increase participant knowledge and skills, which is the ultimate goal of professional development. 
Summary. Comparing the results of my study to those of current research (i.e., Doren et al., 2012; Flannery et al., 2015) is potentially inappropriate because the dependent measures slightly differ. Doren et al. (2012) and Flannery et al. (2015) graded different components of a transition plan of the IEP. Doren et al. (2012) only analyzed postsecondary goal quality and compliance. Flannery et al. (2015) analyzed postsecondary goals, annual goals, course of study, and present levels of performance for quality and compliance. The analysis of postsecondary goals and annual transition goals best relate to the fill-in-the-blank portion of my results; therefore, those results are compared in the discussion for research question four. 
Research Question Two
Do participants in the Stepping-Up intervention exhibit significantly greater gains from the pre- to post- multiple choice scores of the transition planning assessment than those in a comparison group?
	Participants in the Stepping-Up intervention did not exhibit significantly greater gains from pre- to post- multiple choice scores of the transition planning assessment than those in the comparison group. This section required participants to choose correct answers based upon their knowledge of best practice in transition planning. Both groups of training participants significantly improved their scores from Time 1 to Time 2 on the multiple choice portion. In fact, the comparison group’s effect size (η² =.21) was much larger than the intervention (η² = .09). This could indicate a need to meaningfully incorporate parts of the comparison training on best practices in transition into the intervention training. The comparison training was designed to be informative and provide information on transition best practices. However, the post-assessment multiple choice means were not significantly different between the intervention and comparison groups. Thus, while the comparison group increased slightly in their pre-/post- scores, post-scores were not statistically significantly different between the comparison and intervention groups. The highest score participants could receive on the multiple choice section was 7.0 points and both means were above 6.0 points—meaning most responders missed one question on the post-assessment. 
Upon further examination, there were two questions missed most often for both trainings pre- and post-assessment. The first question was
Donna is an 8th grade student with a specific learning disability in math. She wants to attend a postsecondary education environment, but she is unsure where she wants to attend. Her strengths include reading comprehension, self-awareness, and written expression skills. When asked, what do you want to be when you grow up, Donna says she wants to be a lawyer. The best postsecondary goal for postsecondary education/training goal for Donna would be…” 
 (a) Donna will complete all necessary credits towards graduation and receive a B in her algebra I class,
 (b) After graduating from high school, Donna will attend a four year university, 
(c) Upon exiting high school, Donna will work as an office manager of a finance or business company, 
(d) After graduating from high school, Donna will attend the university of Texas and pursue a degree in business/finance. 
Answer choice “b” was correct, and many respondents chose “c” or “d”. The reason answer choice “b” is correct relates to the instruction of the “fluff scale” which was covered in both the intervention and comparison training. Donna is only an 8th grader, indicating the need for a broad postsecondary goal. She expressed interest in college, and to be a lawyer she would need to attend a four year college. Donna has the academic abilities so far to attend college. Choice “c” was incorrect because Donna is an individual who should probably attend some-type of college or postsecondary education environment. In the question, Donna also indicated her interest in attending a postsecondary education program. Lastly, answer choice “d” was incorrect because it is too specific and does not relate to Donna’s expressed interest. Choice “a” was incorrect because it is an annual transition goal.
The second commonly missed question was “Transition assessments inform which part of the transition plan…Check all that apply”. There were eight different choices: Needs, Preferences, Strengths, Interests, Course of Study, Postsecondary Goals, Annual Transition Goals, and Coordinated Activities. In order to answer the question correctly, respondents had to check all eight provided options. Many participants only chose a few of the choices provided. This question seemed to be more difficult than the other multiple choice questions as it actually relied on participants to remember all the components rather than just recognize correct information. Participants would have ideally gained this information in either training. Gathering this anecdotal information on the most missed questions could indicate that those two questions were inappropriate. In the future, these questions should be vetted and changed to improve the quality of the assessment. 
	How does knowledge of best practice relate to application of best practice? Prince et al. (2014) and Pectu et al. (2014) found several common violations in transition plans and the transition planning process through case law and compliance reviews. Many transition plans were found to be in violation due to the lack or inappropriate use of transition assessments (Prince et al., 2014). Based upon results of this training, teachers in both the comparison and intervention groups grew in their knowledge of best practice recommendations in regard to transition assessment use. As indicated earlier, however, the acquisition of knowledge does not guarantee the application of knowledge (i.e., Bloom’s Taxonomy; Krathwohl, 2002). Therefore, while teacher knowledge of best practice increased, it may not directly result in the creation of compliant transition plans or transition planning components. Doren et al. (2012) determined transition plans within the IEP may not actually reflect practices teachers used to create quality and compliant postsecondary goals. Through follow-up interviews after their initial intervention, Doren et al. (2012) concluded many of their participants used best practice recommendations on the use of transition assessments to create postsecondary goals in the post-assessment, but these practices were not explicitly seen in the actual transition plan. Results could be similar with my study as I will not have a way to determine the effects of participants’ knowledge on their actual practice. For instance, my study found very small correlations between the post-multiple choice scores and post-fill-in-the-blank scores with Pearson’s correlation being small at .03, indicating participants may have the knowledge of best practice, but lack the ability to apply it. 
Research Question Three
Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- discrimination scores of the transition planning assessment than those in a comparison group?
	Participants in the Stepping-Up intervention exhibited significantly greater gains from pre to post- discrimination scores of the transition planning assessment than those in a comparison group. The main reason the compliant/ noncompliant section was included in the assessment was to determine if teachers recognized many of the commonly found noncompliant postsecondary and annual transition goals within transition plans. IDEA (2004) states postsecondary goals should occur after high school. Per the Indicator 13 checklist (NSTTAC, 2012), the postsecondary goal section asks, “does the postsecondary goal occur after high school?”  Two of the four questions asked in the discrimination section were on postsecondary goals, where participants discriminated between a postsecondary goal that occurred after high school and one that occurred during high school. This assessed the participants understanding of IDEA (2004) in regard to postsecondary goals. Questions three and four contained annual transition goals, one compliant and one noncompliant. In order to discriminate between the compliant and noncompliant annual transition goal, participants needed to apply their knowledge of annual transition goals needing to have three items: behavior, condition, and criterion. 
Flannery et al. (2015) graded postsecondary goals with their first criteria as occurring after high school (i.e., school services), and found that professional development increased the “after services” quality of postsecondary goals. Similar to  those (Flannery et al., 2015) results, the Stepping-Up intervention increased participants ability to discriminate between compliant and noncompliant postsecondary goals. However, Flannery et al. (2015) did not find significant growth in their participants’ abilities to write compliant annual goals. In my study, participants in the Stepping-Up intervention scored a post-assessment mean score of 3.62, meaning most of the participants were able to discriminate between compliant postsecondary goals and annual transition goals. 
Serious implications of creating noncompliant postsecondary goals exist—District of Columbia Pub. School, 111 LRP 26012 (2001) ruled in favor of the student and parents, stating the student was denied FAPE due to inappropriate postsecondary goals (Prince et al., 2012). Several other court cases outlined in Prince et al. (2012) also cited the lack of appropriate postsecondary goals and annual transition goals (e.g. Jefferson County Board of Education v. Lolita S., 2013) which ruled in favor of the families and required schools to provide compensatory education to students. In addition, Landmark and Zhang (2012) found approximately three-fourths of transition plans in their review did not have adequate postsecondary and annual transition goals. The first step in the ability to write compliant postsecondary goals and annual transition goals begins with discriminating between examples and nonexamples, which indicates participants in the Stepping-Up intervention group potentially acquired the knowledge and skills to avoid writing noncompliant postsecondary and annual transition goals within transition plans for the students they serve. 
Research Question Four

Do participants in the Stepping-Up intervention exhibit significantly greater gains from pre- to post- fill-in-the-blanks scores of the transition planning assessment than those in a comparison group?
	Participants in the Stepping-Up intervention exhibited significantly greater gains from pre- to post- fill-in-the-blank scores of the transition planning assessment than those in a comparison group. In this section participants were asked to write one annual transition goal with a prompt, one annual transition goal for employment without a prompt, one education or employment postsecondary goal without a prompt, and one coordinated activity for independent living without a prompt. This mimics the skill of writing transition plan components within the IEP on postsecondary goals, annual transition goals, and coordinated activities. On this section, respondents could score up to 4.0 points. The comparison and intervention pre-assessment revealed that on average respondents answered one question correctly (Comparison M = 1.12; Intervention M = 1.07). The post- scores means were significantly different (Comparison M = 1.30; Intervention M = 2.57) with the Stepping-Up intervention group answering about two and half questions correctly on average. Further analysis is needed to determine which component (postsecondary goal, annual transition goal, or coordinated activity) was answered correctly. However, the increase in scores for the fill-in-the-blank portion is similar to the results found in Doren et al. (2012) and Flannery et al. (2015)—the participants’ ability to write compliant transition plan components increased. The fill-in-the-blank scores represent the highest depth of knowledge in evaluating and creating transition plan components (i.e., Bloom’s Taxonomy; Krathwohl, 2002). Therefore, the differences in fill-in-the-blank scores between the Stepping-Up intervention and comparison trainings show the largest impact. This area also represents the lowest scores in the pre- and post-assessments of both trainings. 
Many compliance issues revolve around the creation of compliant postsecondary goals (Powers et al., 2005). Poor quality of postsecondary goals has even resulted in litigation (e.g., Carrie I. v. Department of Education, State of Hawaii, 2012; Jefferson County Board of Education v. Lolita S., 2013). Landmark and Zhang (2012) found transition plans lacked the inclusion of annual transition goals and coordinated activities. This could be due to a lack of educators’ understanding of what the components are and/or how to create them. The results of this study showed improvements in the ability to create transition plan components; however, one of the biggest questions that still persists is whether the results of the study lend themselves to writing quality and compliant transition plan components within the IEP for their students. In addition, further research within this data set could highlight (1) which plan components increased from the training and which did not, and (2) which components exceeded compliance standards to become quality. 
Summary

Overall, participants in the Stepping-Up intervention exhibited significantly greater gains from pre- to post- transition planning assessment scores than the comparison training did. There were no differences on pre-assessment scores for any sub-test. The Stepping-Up intervention yielded statistically significant gains in the total, compliance, and fill-in-the-blank scores. These results were also statistically different from the post-assessment scores of the comparison group. As far as the multiple choice scores, both the intervention and comparison training significantly improved scores on the multiple choice section, but the scores were not statistically different at post-assessment for each group. These results are promising in showing the effects of professional development on transition knowledge and skills and help to fill in the gap in existing literature. Interestingly, there was a weak positive correlation between the discrimination scores and fill-in-the-blank scores. This means while educators may be able to discriminate between compliant and noncompliant postsecondary and annual transition goals, this knowledge is not translating to creating compliant goals. There were only four questions in both sections; in future research, the number of questions should be increased to further explore the dynamic between discrimination and creation of compliant goals. In addition, exploring the connection to actual transition plans within IEPs, similar to the two existing studies on professional development in transition (i.e., Doren et al., 2012; Flannery et al., 2015) would strengthen the findings of this study.
 The results of my study show improvements in knowledge and skills in as little as three and a half hours. According to Desimone (2009), a specific duration of professional development has not been established in the education field; however, more pertinent than length are the content and opportunities for participants to practice and respond during the trainings. Many educators note time-constraints and the inability to take time off to attend as a consistent barrier to professional development (Boulden et al., 2019; Lind, 2007). This could potentially be the issue with special educators as well. In planning the topics for professional development trainings in transition with the state department of education for this study, there was not an option to hold more than a one-day training because teachers would be unable to take off more than one day for professional development per quarter (personal communication, April 2019, L. Chesnut). This indicates the need for professional development practices to be condensed and time-effective, while also being elevated to meet best practice recommendations for quality training. 
 I believe the impact of professional development on transition plans is important. One could argue, given the results of the total score analysis, that only the intervention training is needed for participants to gain information and knowledge they need to appropriately construct transition plans. One could also argue that either training could be used since both increased their scores significantly. However, the trainings provided different information. While some of the information provided was similar, the way it was presented was different. This brings into question, was whether I was comparing “apples” to “oranges” with the trainings. I would argue if the comparison group received no training or no intervention, as in many other research studies, this could translate to inadequate transition plan development for their students and would therefore be unethical. Current research has established that regardless of the topic of professional development, practices improve (Fishman et al., 2013; Powers et al., 2000). The comparison group in my study helps to highlight this improvement of practice regardless of the professional development offered—making it more difficult to show a statistical difference in post-assessment scores than if the comparison group received no training. Even though there are current studies showing the impacts of professional development on transition planning, my study is novel and marks a beginning point for research involving professional development and comparison groups within special education, and more specifically within the area of transition. 
Limitations
	There are several limitations to this study, including threats to internal and external validity; however, I attempted to address many of the threats to internal and external validity through the design and implementation of the trainings. First, I created both trainings to be equal in duration and quality. In addition, the comparison and intervention trainings were provided in the same location in each city. Fidelity of the trainings was ensured by using the same materials and presentation for the respective training. The same protocols were used for each training. For example, there were two presenters for the comparison group, and each presenter covered the same materials and presentation slides each training. Also, on the presentation slides there were written prompts to use “I do, we do, you do.” That way the presenter was asking participants to respond at the same time frames training and to respond in the same manner (i.e., choral or individual). The same time frames were provided between pre- and post- assessments for the intervention and comparison training. While the intent was to provide equal numbers of opportunities to respond, the intervention training had almost double the opportunities to respond. The introduction of a comparison group helped control for many extraneous variables not accounted for in previous research on the effects of professional development (Flannery et al., 2015). 
In addition to the intervention/comparison design, participants were able to choose which trainings they wanted to attend and whether or not would participate in the assessment, which lowered the threat of resentful demoralization and selection bias. Also, to counteract interaction effects, responses from participants who attended both the comparison training and then the intervention training and chose to participate in the assessment during both trainings were removed before final data analysis. To minimize testing threats, the transition planning assessment did not change (pre-/post) throughout the data collection process.  Despite these efforts, some limitations still existed, including internal threats such as sampling, assessment, selection, and attrition, and external threats such as selection bias, preassessment sensitization, researcher bias, and multiple treatment interference. 
Sampling and Selection
	The contract with the state department of education to hold the trainings did not allow me to randomly select participants for the comparison and intervention trainings. Instead, I used convenience sampling. Convenience sampling is used frequently in special education research due in part to small populations compared to the overall general population (Emerson, 2015). I also did not have permission to use random assignment in this study because the trainings were provided in partnership with the State Department of Education. Therefore, there was not a system in place to account for the history of trainees’ past experiences, as participation in the trainings was voluntary and there was not a way to screen participants to ensure equal groups. To account for these threats, statistical methods were used to determine group equality, including Levene’s Test of Equal Variances and ANOVAs to determine if pre-assessment means were not statistically different. These methods showed equality between groups despite the inability to randomly assign participants to groups. Demographic information was also collected to ensure a representative sample or to allow results to be restricted to the sample assessed (Martella et al., 2013).  
Testing
	The trainings and subsequent assessments pre-/post took place within a one-day training. Participants took the pre- and post-assessment within a 3.5-5 hour period, which could have led to a testing threat. Within the confounds of the one-day professional development training, I could not determine any other way to ensure participants were taking the assessment at the same time pre-/post without introducing numerous other validity threats to results (e.g., maturation). The time constraints also introduced pre-assessment sensitization. Pre- and post-assessments had the same questions, but questions were reordered to help address this threat. In the future, questions could be worded differently with the same intent behind the question in pre- and post- versions, and the researchers might try providing a pre-assessment within a few days of the training and post- assessment right after the training to lengthen the time between pre- and post-assessments.
Attrition
	There was a higher rate of attrition for the comparison group than the Stepping-Up intervention group. This was most likely due to the comparison group trainings having a larger number of attendees on average. Attrition rates for both groups were below the suggestions of 30% (Gersten et al., 2005) with the intervention at 18.08% and comparison at 28.82%, but there was a difference of 10% between the groups. The differences between intervention and comparison attrition rates in combination with the overall rate of attrition may be potentially troublesome (What Works Clearinghouse, 2014); therefore, caution should be used when interpreting the overall results in regard to the attrition rates. Participant incentives to complete pre- and post- assessments were advertised and provided at each training; perhaps these incentives need to be increased in the future to help with attrition. 
Researcher Bias
	The main presenter of both trainings was the head researcher and was not blind to the condition or hypothesis of the study—therefore, a threat of potential researcher bias exists as a limitation. To counteract this threat, a second presenter was added to provide the comparison group trainings as an intentional strategy to help minimize the main researcher’s bias in providing that training. In addition, providing professional development trainings for Oklahoma educators was the majority of the main presenter’s daily job through a contract with the state department of education. In other words, the main presenter/researcher’s future job security depended on the quality of the presentation and information provided in all trainings. In future trainings, evaluation data from participants should be collected to show equivalence of quality in the trainings. 
Multiple Treatment Interference
	The presenters gave numerous opportunities to respond in both trainings; however, despite best efforts to ensure both trainings received relatively the same amount, the intervention group received more opportunities to respond and practice skills learned. This may have been due to the nature of the intervention itself, but it is important to note this could have impacted the post-assessment scores. Research currently supports that providing more opportunities to respond increases performance (Simonsen et al., 2008); thus, the effects of multiple treatments must be illuminated as a possible threat to the external validity of the study. 
Implications 
Implications for Future Research
While I employed numerous strategies to ensure fidelity of the trainings (4 comparison, 4 intervention), there could have been more rigorous methods used. With the limitations noted above and more experience holding numerous large group trainings, I have several suggestions to note for future research. First, a pre-assessment should probably occur a few days prior to the training. This offers time for the researcher or instructor to gear instruction toward needs identified in the assessment. Next, condensing the transition planning assessment to only focus on discrimination and fill-in-the-blank postsecondary goals, annual transition goals, and coordinated activities would be best to determine skills acquired during the professional development. The discrimination and fill-in-the-blank sections should be increased to include at least 8 questions for each section. On the fill-in-the-blank questions, there should be an option added for “I don’t know, or I am unsure” to address the amount of missing data in that area. In the current form of the online assessment, respondents must enter a character for each blank to count as a completed response, and it would not be possible to know if the respondent did not want to finish the survey or did not know the answer. I believe many of the respondents would exit the survey instead of entering a character resulting in an “incomplete survey.” 
	Results from this study are promising to show teacher knowledge and skills in transition planning can increase from professional development, in particular from using an explicit framework like the Stepping-Up intervention. In addition, results from this study will be used to inform future versions of the transition planning assessment and guide the framework/instruction of the trainings to focus more on creating and evaluating to meet deeper levels of knowledge, as outlined in Bloom’s Taxonomy. There are a few large differences between the results of my study and the two others exploring the effects of professional development on transition planning (i.e., Doren et al., 2012; Flannery et al., 2015). Doren et al. (2012) and Flannery et al. (2015) did not include a comparison group to control for extraneous variables. However, those studies did show the impact of professional development on actual transition plans within the IEP. Perhaps in future research, intervention effects can be accounted for using actual transition plans with a comparison group. 
Even though my study did not review participants’ transition plans, the information gained from this study is useful to guide future professional development and research on the effectiveness of the professional development in transition. First, professional development trainings designed to provide information on a topic with limited participant practice (i.e., comparison training) may help attendees gain knowledge about the topic but may not help them actually apply the knowledge learned. Trainings designed to increase participant practice and provide numerous examples did not take longer than the traditional method used with the comparison group and yielded greater achievement scores in knowledge and skills. 
Implications for Practice
In some ways, the findings of my study indicate the researcher’s (i.e., my) ability to provide an effective training. This offers a starting point of the effectiveness of the Stepping-Up intervention. However, what would be more meaningful to the transition field as a whole would be the intervention’s transferability. Allowing another researcher to provide the Stepping-Up intervention training and collect data would strengthen the findings from this study. If results were replicated with another presenter, this would suggest transferability and generalization of effects of the Stepping-Up intervention and its corresponding framework (Martella et al., 2013 and could potentially be used across the field of special education for in-service training. In addition, using the improved transition planning assessment as indicated in the paragraph above with pre-service teachers would also strengthen the generalizability of the Stepping-Up intervention. The Stepping-Up framework could be used in pre-service teacher preparation programs, even those that do not have a course dedicated to transition as it can be embedded in other special education coursework. 
The Stepping-Up intervention could also be used in “train the trainer” professional development models to determine if the results can be replicated and then serve as a model for districts training their own teachers. 
Despite the decades-old call to improve professional development practices to instruct educators how to implement better practices, many trainings do not excel past providing a wide array of surface-level information. While best practice recommends trainings become more interactive and provide time for practice and reflection (Desimone, 2009; Dunst & Trivitte, 2009), the only way we will actually know these practices lead to changes and improvements in the participant’s classroom practices is through experimental research. This study shows the Stepping-Up intervention is effective at increasing educator knowledge and skills in transition planning. The Stepping-Up intervention is a framework designed to explicitly instruct how to improve transition plans for students rather than just provide information to teachers about how it should be done. The framework guides the presenter to elevate their presentation of materials through prompts to provide opportunities to respond. 
The results of this study imply that after participating in the Stepping-Up intervention, educators have the knowledge and skills to build compliant transition plans; however, who is holding educators accountable for creating compliant transition plans? As noted previously, many special educators do not have extensive knowledge in transition planning, meaning special education administrations may lack the knowledge to ensure transition plans in their district are compliant. In addition, school administrators who serve as the local education agency designee, who are also required to uphold IDEA (2004) mandates, may also lack the knowledge and skills to ensure compliant transition plans are created by their employees. Thus, administrators may also need the Stepping-Up intervention or a modified version of the intervention to facilitate change in their schools’ and districts’ transition plans for students with disabilities. 
Future Directions 
	To understand the fill-in-the-blank answers, a more robust analysis of the responses is needed. Using the grading rubric, I could code each response to indicate what part of the statement was correct and what part was incorrect. The new coding would highlight patterns of unlearned information to use to improve future trainings. In addition, this could help align the findings of this study to research relating to writing quality and compliant postsecondary and annual transition goals. To echo established research by Doren et al. (2012), further analysis using a hierarchical linear model might provide another aspect of the findings. Further, data analysis could look at demographic information collected to determine if specific demographics impacted assessment scores. 
Conclusion
	In conclusion, 	the Stepping-Up intervention increased teacher’s knowledge of transition best practices, their ability to discriminate between compliant and noncompliant transition components, and their ability to create compliant transition plan components. The increased knowledge and skills in transition planning will help educators in creating compliant transition plans for their students by avoiding common compliance violations outlined in case law (Pectu et al., 2015; Prince et al., 2014). In addition, these educators will have the knowledge and skills to write compliant transition plan components, which could ultimately help them avoid interfering with the provision of FAPE for their students. Therefore, as I say at most of the professional development trainings I provide, “Good plans equal good services equal good postsecondary outcomes” (personal communication, April 2020, M. Deardorff). 
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*Note Stepping-Up Intervention stopped after first slide of this page. 
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The purpose of Special Education is...

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

|IDEA 2004 Defines Transition as...
- ) ) . SECONDARY

« Transition services means a coordinated set of activities for a TRA ON

child with a disability that—
fomedim be within a multvor;nh%ud process, that is

on improving the academic functional The Individuals with Disabilities Education Act

:ﬁ?g.:mrg "c‘: “ﬂ;! chﬂds:ﬂlh 3 ’glsah(hlv to facilitate the Okizh (IDEA) of 2004 requires transition services to be
including postsecondary education, vocational education, ahoma Scidrussed snd I affect mot ster then the
integrated employment (including supported employment), Transition Age beginning of the student's ninth grade year or
continuing and adult education, adult services, independent Requirements upen furning 16 vears of age, whichever comes
living, or community participation; first, or younger, if determined appropriate by the

1EP team, and updated annually.
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TECHNIC

OKLAKOMA STATE DEPARTM

ISTANCE

. SPECIAL EOUCATION SERVICES

Welcome to the OSDE-SES Technical Assistance page. This page
provides access to handbooks, manuals, and guides related to
special education services, self assessment tools, and a link to the Seif-Assessment
special education staffing page Directory

Policies, Handbook, & Process Guide

Hore / Specin Eascatin Nows Usdates

Special Education News/Updates

L
NEWS & MEMOS
‘eaucanion semees " -

Special Education Services is committed to providing guidance and support in
order to promote excellence in education from infancy to adulthood for children
with disabilities as outlined in the Individuals with Disabilities Education
Improvement Act (IDEA)

Memos

Chronic Absentpeism
= Grtfication Polcy.for Special Educalion Teachers.and Teachers in Allernalive Schools, Altemative
Treaiment Facilties - (January 2017)

= Shortened Days  (December 2016)

Pt )
= OK EqPian Memorandum =

IEP Service Agreement in OK EdPian )~

OK EdPian 4 Day School Week /-

B
Bulying Proverion &
= Bullying Prevention Tip Sheet =
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+ Students who receive adequate and appropriate transition services

attain more positive postschool OULCOMES (e stat. 205 anamark & Zans,
2032 M, ows, Cameto, Tes, & Morningsar, 2013,

« Furthermore, students who receive satisfactory transition services are

more likely to be employed, go to college, and live independent lives
(Mazzotti et al, 2013; Test et 1, 2009).

+ Appropriate transition planning s also a positive predictor of
postsecondary education enrollment snetal, 2010

« This establishes the connection hetween quality, compliant transition
plans and hetter OUTCOMES (s umesercisonai, 2616 s, Tes, B, & s, 57 ansmark
znane 203 Tt 1, 05,

Importance of
Transition
Assessments

* Many plans violate the IDEA
mandate to use age appropriate
transition assessments (prince etal, 2014).

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

Recommendations for Best practice

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

Administer transition
assessments every year
(annually)

Use a variety of assessments
(2+)

Use FORMAL Assessments (at
least 1)

ﬂ Education/Training

Employment

Transition
Assessment
Areas

Independent Living

[

U

But First...

https://tinyurl.com/yedIin6eq

Building a Transition Assessment Battery

*Annually *Assess transition areas
* At least one formal *Postsecondary
“Mote thar i education/training

assessment *Employment
*Independent living
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Assessment Types

* Interest Inventories

Formal vs. Informal .

w
* Formal = ample validity and reliability evidence .lh

Formal

*Formal .
* Exploration Tools ¢ Informal = no formal evidence ®
) ¢ Informal
» Skills Assessments
Informal
Postsecondary Goal
Fluff Scale
Match Not as Important (FIuff OK) 1. Hate 2. Dislike

£

5 Rating Scale

2 for 3. Neutral 4. Like

< Firm Match

Assessments
Middle School Freshman Sophomore Junior Senior
Year in School 5 Love
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Transition Assessments for
Postsecondary Education and Training

Postsecondary
Education
Options

* 2-year community
college or university

* On the Job
* 4-year college or Training
university * Apprenticeship
* Technical College « Adult Education
* Trade School Classes

* Postsecondary * Project Search (if
Education after HS)
Environments for
Students with
Disabilities (Think
College,

Sooner Works!)

For Parents of i ith Learning Disabilities or AD/HD

G Informal

LaEE

wlandmarkodu

Landmark Guide
for Assessing
College
Readiness

http://tiny.cc/tap3fz
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Nonacademic
Behaviors

Skills
Assessment

DIRECTIONS

wilfind e quest

a check (V)

“Yea” markthe “yes”

Pumber in the box marked “otal”

Academic Skils
1. Can youread up to 200 pages ina week?

2. Doyou have asystem for taking notes?

3 10 more orgarized

yes'

YES

4. Doyou have a systom for preparing fortests and exams?

B

Seit-Understanding (Metacogition)
1

2. Havo you read your peychooducatonal ostng?
3. Doyou know your academic srenghs?

Seft-Advocacy

more sourcos?

Total from this section

YES

Total from this section

YES

1. Doyou know your

2. Whenyou run into dificuly,do you ask fo help?
3

4. Doyou have access 0 yous psychoeducationa festing?
5

Example Results for Preslie

Landmark College Guide to Assessing College Readiness
Academic Skills
. Can you read up to 200 pages in a week?
Do you have a system for taking notes?
Can you write a paper of 10 or more organized pages that refers to two or more sources?

Do you have a system for preparing for tests and exams?

o> 0N+

Can you clearly a college-level reading assi ?

Self-Understanding (Metacognition)

. Can you define and describe your diagnosis of a leaming disability?
. Have you read your psychoeducational testing?

. Do you know your academic strengths?

. Do you know which academic tasks give you the most difficuity?

ERF IR~ AECRE

. Can you identiy the academic supports you need to be successful?

Employability/Life Skills Assessment

Ages 1421 yours e,
STUENT INFORMATION A S B
RATIONAE
oENERAL DIRECTIONS.

T ——

e St hesd v e g o e s 3 oy 3+ s, 12 st

FET R

https://tinyu rI.com/zu2h28>:

© Free!

Informal

IV. QUANTITY OF WORK

A Completes work on time by~

poree ELSA
— completing work on time without
it

— working at an acceptable speed for
agiven task.

* Education/Training

B. Exhibits stamina by: * Employment

— fnishing age-appropriate tasks without .
abreak

Independent living too!

speed without ting.

‘completing new tasks without « Skills Assessment
diminishing the level of performance

of former tasks.

* Parent and Teacher Forms
workioad by:

- teacher promps.

‘demonstrating frustration.

- teacher prompts.
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Og3 per lp
set

A Formal

Transition Assessment and Goal Genorats

https://tagg.ou.edu/tagg/

And Goal (TAGG)

Assessment For Tyrus Thompson

"Student: Ghad Baley. AGE:30 EX: M: ‘Grade:

1D: chadtest1 Okiahoma

The ce) " an
the sight areas.

those areas.

Disabilty Awareness

Q Q

Self-Determination
Assessments
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Definitions

« Skillset

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

awareness, and involvement in the IEP.

* Mindset

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

AIR Self-Determination Scale”

STUDENT FORM
Student’s Name Date,
School Name. Your Grade.
Your Date of Birth,

Vo T3 Var
HOW TO FILL OUT THIS FORM

This may.

ot e R
il ot ey

Formal

https://tinyurl.com/AIRSDZC

AIR Self-Determination
Scale
« Parent, Student, and Educator Versions

* Available in Spanish

« Ages: Kindergarten to 99
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AlIR Self-Determination Scale e

* Capacity
* Opportunity

* Percentage Level of
Self-Determination

Formal

Directions:

Chick the answer that 28: Goal setting and task performance

Sl |

Directions:

The next three questions ask about your plans for the future.
wrong answers. For sach question
for I ' and, i 50, what

ARC Details .

[ [ v ot o oty

il [ 1 wantto e
| .4 different SeCtionS List four things you should do to meet this goal

Where do you want fo Iive after you graduate?

#2. [ ] usuall do what my frends want. or

S

P g 3 2)
[ * Targets specific self-determination i—
skills 40, Wnere o you wan o workafer you graduate?

5[] oria whn ey v my o ] nave ot planned o tht o,

[ a0t ocpewhon ey v ‘ * Different formats [ wanttowork

2

List four things you should do to meet this goal
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call us if you|need help! = x e \

: i it out!
2 : ; i Lets go Ly
z il 3 FEEEE &
B e T T Self-

===| syuninnn on 0 Determination
= e — | Inventory

= i : ! I

e e i_, https://tinyurl.com/SDISRKU

TER SRR ey e How to use the information

* https://sdiprdwb.ku.edu/SDI_Student Report_Guide.pdf

Volitional Action

Agentic Action

Making ntentional, conscious choices based on one's preferences and interests Self-directing and managing actions toward goals

ki

- soal for self i
SELF-OETERMINATION NVENTORY = i s voltional acton t d self- I ic action to develop.
:::::::m il "-:‘:"" ‘:’""‘:» i Definition: Teaching strategies:
oretossncas, ismatsand: | asplheaatnis i Directing the actions « Allow students to make and
abilties without undue develop interests and. that you take toward learn from mistakes.
outside influence preferences your goals and
responding to challenges | * '“‘:" '““g““g‘ "':" can be
? Autonomy « Provide frequent and opportunities. used to advocate for
Example: opportunities to make personal rights and
H You identiy and chose choices. i
‘what clubs to be a part of Example: aspirations.
atschool based onwhat | » promote participation in You want to be a captain | « Provide opportunities for
you are most interested in | group decision-makin (IEP on your football team, leadership roles.
andwhatvil upportyou | meetngs, person-ceniered you work hard, and
in achieving your goalsin fanning, tc. it
e Plarnlog aic) accept the position
— when itis offered to you.
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Employment Options

Employment Assessments

Competitive Employment

S

Supported Employment

Individual Supported Employment Group Supported Employment

S

At Home or Community-Based Entrepreneurial Jobs
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Interest Profiler

Click to change your Job Zone:

Job Zone One
little or no job preparation

i ~ B e <
Careers that fit your interests and preparation level:

% FEishers & Related Fishing Workers
Helpers--Painters, Paperhangers, Plasterers, & Stucco Masons
Hunters & Trappers

Meat, Poultry, & Fish Cutters & Trimmers

Painting, Coating, & Decorating Workers

L A A

Plasterers & Stucco Masons
* Roustabouts, Qil & Gas

Click on a career to learn what they do.

EDUCATION

€ €

The educational level can help the
student plan postsecondary goals for
education—in this case the student
would need a high school diploma/GED
and in some cases a diploma or GED is
not needed.

high school diploma/GED
or

no high school
diploma/GED
usually needed

Get started on your career:

print | Sha

Packers & Packagers, Hand

Also called: Bagger, Inspector Packer, Packer, Selector Packer

Watch Career Video

What they do:
Pack or package by hand a wide variety of
products and materials.

©On the job, you would:
- Load materials and products into package processing equipment.
« Clean containers, materials, supplies, or work areas, using cleaning solutions and hand

tools.
« Record product, packaging, and order information on specified forms and records.

|

KNOWLEDGE SKILLS

Arts and Humanities
« English language

ABILITIES

Hand and Finger Use
- hold or move items with your hands

Basic Skills
« keeping track of how well people
and/or groups are doing in order to

Business make improvements. Endurance
+ customer service i + exercise for a long time without
Social getting out of breath

« changing what is done based on
other people's actions

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

You might use software like this on the job:

« Microsoft Excel ¥

¢ | The extra information
- I helps create a course
e of study!

« Microsoft Office %

Holland Code
Career Test

o/ /www.truity.com/test/holland-code-career-test rormal
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TRUITY

Personality Tests  Personality Types  ForBusiness  Forum  Blog.

PERONLTY TYE CARRER

BOAVE STRENGTHS BEHAVOR & MO

HOLLAND CODE CAREER

TEST

+ABOUTTHIS TEST

FRICK PRI QUESTIONS: #7 TIMRTO TAKR: 2 MITES

ey

pry——

vty et of molces.

o enitc xprimencs

e precion mchins to bt st s

Your Career Interests

creating [N

Organizing o

Your Career Type

Exploring Careers

Sales Manager

AVERAGE EARNINGS: 5131

PROJECTED GROWTH: 7%

Lawyer
AVERAGE EARNINGS: 511,250
PROJECTED GROWTH. 1%
Judge or Hearing Officer
AvERAGE EARNINGS: 3115520

PROJECTED GROWTH: $%.

Nurse Anesthetist, Nurse
Midwife, or Nurse

110 secton, el show you a few o the tp careers that match yaur interes pfie,

Solet managersdirect sfes s f organizaions Thay et sies ol anelye data and

eveiop triningprograms fo he sles representatives of th organiztion

Liwyors dviss and vepresent il usingssss, ind government agsncieson ega sl

opposing parties and ssue fega decions.

et nurse duives, and nurss raCHnar. a1 refered t a3 eanced

PROJECTED GROWTH: 313

e

Spociltyhelthcare. The scope of prasica vares (o

[ —p——————
ABOUTTHS TEST

i, e o g e e

hitg

uitvcom/iesi/ohy
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[ ] P-CAET

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

Joshua M. Pulos
University of Oklahoma
'S Nal
64
sHH T
zafe

(R

Teacher-Made Transition Assessment

Directions :ii:

& Deﬁf_nding on students’ suy %ort needs, they may work through this

toolkit on their own or with help from a test administrator.

Step 1

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

Step 2

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

*Note: A complete . 4
description of the LRy |

RIASEC can be found /. E | |t Y'Y
onpagen s Xample Item Zye.:
complete description of \ T

the 16 career clusters o
Nonfarm Anim:l/ 1, -Job:Name
Caretakers
— — 2. APicture
¢ / Tllustrating the
\ Job

can be found on pages
13-14.
This is an example item
from the Realistic section
of the toolkit

3. Q¥Ief Code, By clicking on this link,
the test administrator and test taker can
gain more information about the job via
the Occupational Information Network
(O*Net, U.S. Department of Labor,
2018). This affords both awareness
and exploration of the career.

4. areer Clugter; There are 16 career

clusters representing groups of jobs i L S
the same field, which correspond to \garii'cﬁ

the RIASEC. These fields require Video: Click Here
similar skills for success ru
5. ideg: By clicking on this link, the test
administrator and test taker can watch a video clip
describing the daily duties ofthe job. This affords
both awareness and exploration of the career.

Realigtic (R)

Brickmasons and
Blockmasons

Painting, Coating, and

Landscape Gardner Decorating Workers

' ,ﬂém

O*Net: 37.3 O*Net: 319123 O*Net: 47202

Career Cluster: MAN Career Cluster: A/C
Video: Click Here Video: Click Here

Career Cluster: AGR
Video: ClickHere
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Security Guards

O*Net: 33-9032.00
Career Cluster: LAW
Video: Click Here

Ushers, Lobby Attendants,
and Ticket Takers

Library Assistants, Clerical

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

O*Net: 39-3031.00
Career Cluster: HOS
Video: Click Here

ICAP and Transition
Planning
Use what you've got!

https://www.okcolI&_ge_start.org {

oK START.ORG

>
G SELECT LANGUAGE ¥

3 MALARIE DEARDORE | SGHQUT | T

et EITH e Smm gamee oo
CAREER PLANNING TN,
4 LEARI
7 » INIEREST PROFLER
ki, andworkval :
aptons thatare right oy » cumssnges
 smrmon
£ARN ABOUT YOURSELE
e 'YOUR PORTFOLIO
iw s
G5 5H  wonconnnummasen
ot :ﬁm &
ST, suwLsorTrou0
=

Voices @
Your peerstalk abous thei experinces and ask questons. You can ask ool
VoiEs

Figure out what

optons
Duration:

1020 minutes puration: (§ 515 minutes
X HECKLI
Find out what careers require your basic skl
puration: () 30 minutes
Transferable Skils Cheskist

5 1
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~ e e "
[ Sompeia e Adkiakacine 23 CAREERS MATCH YOUR BASIC SKILLS
e vy 74
o o
ot s & o
= Results - [mp———— Thse 23 e e 10 s s ey v
Medum: Resding a m oy e
s ks e[ LSS R S o
anage descrting 8 new ofice policy Postsecondar
oA et | dexmenen ® vy Sous
O s Ideas
[ Maakiy - 9 Agricultural Progucts High school preferred, 26,220 icuture, Food  Compare
YOUR BASIC SKILLS feiey fclury Contionss P enie: o™ o
e Tow ranng e
ooy et ol PR Cloaniog fouioment Worket  Wgh scheo! preferred. 327,210 Manufacturing  Comure.
oo ok e oy P snort . onne owsis | justTHe FACTS
BASIC SKRLS Rt el i <High: Arguing a complicatod legal case kit
Ters s e Gt ‘GRADERS AND SORTERS, AGRICULTURAL PRODUCTS CAREER VIDED
raveisience [NER Coin andVending Machine  High school preferred,  $32130 Manufacturing  Comeare —
o s mosersce o on- YourShls
‘Reading comprehension - Jsiancs hefob traning.
1 e b
b <Modiurn: Calculetng e sze of s house ‘quaty. Dryweal Taper No standard requirement Aschitecture and  Compare
i sy ’ Mo Portoming rodc s ke Comructen YourSl !
e J e st S
Wrtng. ~High Developing a mathematical model to " Fabric Mender High school preferred, Manufacturing  Compare.
Mathematcs pciriing e L plus short term, on-the- Yourskils
saence
Coviathnking Seitical hinking - [rrv—
JRN— ey ey
Vorsarng seog e
Copanmes
= ey B ———)
- ‘decding how 1o respond «Medium: Determining the way new menu
e et S s
s o o e, youcan.~ BEVIEW MATCHING CAREERS e A gy e mpcatonsof e
e aasoany o 850 o 2 p _
Take an Assessment )
Review Your Interests Results
Explore Careers Brooklyn Lee, thi your you
There are hunceds of careers waitng for -
T kuder s patrways) that are the closest match for your interests.
o ind, save, and compare some of the uder ...
reers that Top Career Pathways
p Gomnactyour tep et wi s custors, Y00k on el of n sty
Start » Choose what activity you like to do the most, the next mos ong o
\ frgiiodny ¥ the end of each bar, P
e matched wih careers thatyou may enioy. belongs to. If you click on that icon, pat s
occupations.
> i ted by. Resuilts
. 5K dsncs
) - o kuder 5
‘What do you believe you're good at doing?
> Explore Careers by 16 National career clusters & Pathways %
y 2ol
_ and pathways. Lear abou the clusters and the
£l [ ocoupations that are sorted under them here. Start with the
ey Super’s Work Values Imn’tgg
Skills Assessments and Interest inventories
§ A Loar what's mostimportant t you.
> Title Search 7 san» Rt how important work.rlted vlues re t you. Whan
You can search for careers by entering a job title or a keyword, ike *computer”. You , el you're finished, your values wil be matched with Careers that

You may enjoy.

options for the future.
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o o SR Sapervisor Evalaation
2
ChoiceMaker
Informal =
Evaluation Form
https://tinyurl.com/ChoiceMZC
This is an example of a situational assessment
Work, Social, and Personal Skills Supervisor Evaluation Lo e . e Job Chatacieritics I Like Workshost
ulet workplace et workplace T Name. Dae ____ She
Student Name _SPOTEE Bob Date site T e FEes] w
supervisor's Name M. Crabs By ] w preene  ENES
T =)
R Spngion N [ o,
sichever best 2 quetworkpiace
describes the student’s ‘Write any additional information or Py workplace. »
‘performance. comments that explain your evaluation. 3 S
Skills Supervisor Thinks Comments J 9 b B
1. Follows company rules " - -

Comes to work on time or very goo ;
calls f late or absent

needs improvement

Sponge Bob often forgets to turn off equipment, he does B
not follow basic work safety rules. W
3| He does not follow 2-3 step directions for job duties

3. Works safely Yery good
jeeds improvement
Very good

3
2
3

4. Follows directions

. : Preferences

(Geeds improvement

needs improv

6. Right pace for job (not ve 3 M
100 fast/not too skow oK
needs impr

7. Works accurately. Nery 900d 3

5. Listens and uses feedback
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Independent Living Assessments

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

Independent Living Options

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

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

* At the Dorms
+ With or without roommates

* Alone in apartment or house
* In the military barracks

Informal

Life Skills

Inventory
https://tinyurl.com/LifeSKin

Rates as basic,
intermediate, ad
and exceptional
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Basic - Must know 3 of 5 to xdnncu o the nextlevel of accomplishment:

Knows values of coins and currency.
Can maka a transaction at a local store and count change.
Has an understanding of the difference between “luxuries" and “necessities” in food, transportation, clothing, housing.
Understands th difisronce between -sale price" and *regular price".
-5 _Can identiy one way to save money on purchases.
- 4 0f 6 to advance to the next
4~ Can open a checking or savings account.
g Can write checks/make withdrawals and make deposits.
i=d

Can record banking transactions (either checking or savings).
Can budget allowance to last for a week. (Shows some understanding of the concept of saving).
O  Understands the difference between gross wage and take home pay.
O Can use a calculator to add, subtract, divide and multiply.

e —= Y
SRR = T, LR e

Basic - Must know 2 of 2:

Has reasonable idea of the types of jobs available to him/her.
Knows what the minimum wage is.

Intermediate - Must know 4 of 5:

[ Canfill out a standard job application form.

[ Can read the want ads and find appropriate leads.

O can complete a mock interview giving appropriate answers to potential questions.
(see next page)

1 the behaviorisil has not bean observed bocr
th Stadanthas oyt Goveoped s pehevionshi ox
505 ot to dispisy the behaviorsKil, the aiog

anouid be.

'DOES NOT DISPLAY THE BEHAVIORISKILL.

T — e
S b et et e Fart wher
den e raing shou be

[z

1S DEVELGPING THE BEMAVIORISKILL.

fthe studrt has developed the behavier/siil but doss
o display he bahavior kil on 3 regular Basi, the ra-
g sheid be.

"DISPLAYS THE BEHAVIOR/SKILL INCONSISTENTLY.

Hthe student successtully displays the baavioriskil
mmmyﬂn-mnm\un-mm
rating shoud
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Dlsplays appropriate behavior (e.g., walklng. sit-
ting, speaking, controlling temper, etc.) for the im-
mediate environment (e.g., home, school, movie,
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SOCIAL/COMMUNITY EXPECTATIONS
Is responsible for appropriate care of personal
property
Responds appropriately to environmental cues
(e.g,, bells, signs, etc.)

Stays in an assigned area for the specified
time period (e.g., classroom, building, school
grounds, etc.)

Follows the rules of the classroom
Demonstrates appropriate behavior in non-

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

SUMMARY OF SCORES
Standard
‘Score SEM
Work Related
tnterporsonal Relations

‘Social/ Community
ciations

Sum of
Subscale S

[ as.

D 47.
]:‘ 8.

[ e

[ so.
[ s

[ s2.

Demonstrates appropriate behavior in an aca-
demic group setting

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

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

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

Comes to an activity at the specified time

Is in attendance unless legitimate reason is
given

Waits appropriately for assistance from a
supervisor

Informal

Casey Life
Skills
Assessment

https://tinyurl.com/CaseylifeSkills

Which assessment aro you taking loday?

H

Parenting infants

Parenting Young Children

Youth Assesament I: Elementary Ages

Youth Assessment I Middle School Ages

Homeless Youth

American Indian

Education: Upper Elementary School

Education: Middle or Junior High School |

Education: High School

Education: PostSecondary or Training

Educational

Gay, Lesbian, Bisexual, Transgender, and Questioning
o S R

Iagree to the terms and conditions.

st assrnen |

More than
just the
“origina

|H

23
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Inow wnere 10 go 10 get on the intemet.

1 can find what | nesd on the Intemst.

1 know how o use my emai account.

1 can create, save, pint and send compter
.

1know the risks of mesting somecne i person
that { met onine.

1 wouid not post pictures or messages f | thought
It would hurt someone's fesings.

f someone sent me messages online that mace:
me fee bad or scared, | would know what 10 60
orwho o el

1 know at east e &k, iher han my worker,
‘aka my cal nthe mdde of the night
il had an emergency:

An acult | trust, other than my worker, checks 1
with me regury.

When | shop for food, | take 2 istand |
compare prices.

1 can make mesis with or without using a recie.

Lite Skt

N oftoms.

1know where 0,90 1 get on the Inernet

1 can fnd what 1 need on the infemet.

1know how to use my email sccount.

1k about what | et and how it impacis my health.

1 understand how to read food productfabeis o sea how much fat, sugar, sat, and calories the food has.
1 can create, save, print and send computar documens

1kwop my Iving space cle

1 know e products fo use when cleaning the batfvoom and kichan.

1 know the rsks of meeting someone i person that | met oniine

An adut | rust, e than my worker, checks in with me reguiary.

Sost pctures or mossages | (ought  would hurt someona's foeiings.

fsomeone sent me messages onine that made me foel bad or scared, | would know what t o of who (o el

know at least one acuit, ofher than my worker, the gt
When | shop for food, | take a st and | compare prces.

1 can make meais with or wihout using a recpe.

1know how to use a fre extinguisher

©$283 o

Formal

Informal

Transition Planning Inventory-2

(TPI-2)

https://www.proedinc.com/Products/14165/tpi
Tnventorysecond-edition aspx

Informal
Assessment
Booklet

HAMAZING

24
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Education/Training
2. Knows how to do routine household tasks.
————— Employment
0 O O partiy weekly, monthiy | oo
Transition Assessments Combination Suggestions
TAGG* TAGG*
OK Career Guide
Education Landmark College Guide to Life Skills Inventory 1. Need at least
College Readiness aneformal
assessment*
AIR* or SDI-SR* AIR* 2. Need an
My Next Move* Education and
- Casey Life Skills Employment
My Next Move (O*NET)* Assessment a S e u i eS
3. Independent C St
i -
< Assessment as
OK Career Guide
] Landmark College meeded
- Career Clusters*

Employability Life Skills
Assessment (ELSA)

Living

‘ Casey Life Skills

Life Skills Inventory

|

SDI-SR*
My Next Move*
Casey Life Skills

Building a Transition Battery

25
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7 R
 SpecilcLearing Dbty n Reading
+SLD- reading process issues, affects her « General educatian for Math, Science, and
DISABILITY | accest to tandard curteulum, progress n DISABILITY by
dlasses when net given accommodations, * Lab classes far Reading and Sacial Studies
. _/
Cynthia, Joseph,
« Does not presert any behavior issues + Has some trouble with authority figures
14 years old N 18 years old,
'’ BEHAVIOR Works very hard in all of her classes BEHAVIOR + Social butterfly
* Has positive relationships with her + Plays baseball
9t grade, oahers and peets 12th grade,
SLD S SLD /
Y
e
etz ke ot st < Reading gade el 52
E Mg w110
ASSESSMENTS. | wath 10 .- averae s sore for 07 F R VL AT S e —
skipped questions with a lot of reading. R e
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DISABILITY
o - + D igh functioning: borderline 10, Kindergarten reading and math
Disability Behavior Assessments +In all gen.ed classes, received pull-out support forall of his dlasses, work is ahways modified and
« Other Health « Difficulty with « Reading-8th grade Sccomnadaic;
Impairment, sustaining attention, level [BEHAV'OR
ADD/ADHD, general trouble with peer » Math-10th grade * Very quiet in class — doesrTt bother, doesnt volurteer, doesn’t do workin-class.
education full time interactions level + When with SPED teacher, works hard and does assigned work.
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College [ASSESSMENTS
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Kelsey el Franklin,
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13 years old Ong 17 yrs old, 12 grade,
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Identifier Question

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

What shoe size do
you wear? (ex: Size
9=09, size 12=12)

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

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

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

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

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

What is your Primary Teaching Assignment?

Case Manager (writes IEP's only)

Co-Teaching

Resource

Self-Contained Classroom

Administrator (no teaching duties)

General Educator

Paraprofessional/Teacher's Assistant

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

0-3 years.

4-7 years

8-11 years

12-15 years

15+ years
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Gender

Male

Female

Non-Binary

Race (based upon the US Census Bureau Categories)

White

Black or African American

American Indian or Alaska Native

Asian

Native Hawailan or Pacific Islander

Two or more Races

Ethnicity

Hispanic/Latino

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

5+

Highest level of Education Completed

High School Diploma

Some College

Bachelors

Masters

Professional Degree

Doctoral Degree

Which best represents your school's population?

Urban

Suburban

Rural
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Multiple Choice Questions

How often should you administer transition assessments?

Annually

Every other year

Once when the student tums transition age (16 or before entering 9th grade)

One time during the high school years

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

True

False

Not Sure

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

True

False

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

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

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

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

What is the difference between informal and formal transition assessments?

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

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

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

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

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

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

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

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

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

Needs

Preferences.

Strengths

Interests

Course of Study

Postsecondary goals

Annual Transition Goals

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

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

Compliant

Noncompliant

Rate the following Annual Transition Goal as compliant/noncompliant

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

Compliant

Noncompliant
Rate the following Annual Transition Goal as compliant/noncompliant

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

Compliant

Noncompliant

Rate the following Postsecondary Goal as compliant/noncompliant
Upon graduating from high school, Joey will receive all credits necessary to graduate.

Compliant

Noncompliant
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Fill-in-the-Blank Questions

Daisy took the transition assessment and goal generator assessment (TAGG). The results
showed her strengths were in support system, employment, and interacting with others.
Her greatest area of need was in disability awareness. Write an annual transition goal for
education/training for Daisy.

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

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

Write a coordinated activity (transition service) for independent living.
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Using Edplan to Development
Meaningful Transition Plans

Please grab from front table:

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

Malarie Deardorff

Belkis Choiseul-Praslin

QR Code Training

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

Android Users—You will have to download an app

A

The BEST QR Code Readers

- Y
5 hurd
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What is the purpose of special
education as defined by IDEA
20047
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The purpose of Special Education is...

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

SECONDARY
TRANSITION

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

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

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

H#HFACTS

Compliant and Quality Transition Plans

Appropriate Transition Services

Better Post-School Outcomes

Gaumer-Erickson et al., 2014; Grigal, Test, Battie, & Wood, 1997; Landmark & Zhang,
2012; Mazzotti, Rowe, Cameto, Test, & Morningstar, 2013; Test et al. 2009.
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Only 35% of teacher preparation
programs require a dedicated course in
transition wiliams tichm, Rowe, Johnson, & Guilmues,

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

embedded in other special education

coursework (Anderson et al., 2003; Morningstar, Hirano,
Roberts-Dahm, Teo, & Kleinhammer-Tramill, 2018).

+ Many transition plans do not meet quality and
compliance standards across the United States.

The Curreﬂt + Plans were more likely to include
postsecondary goals in employment than
State Of other areas.
T+ * Many plans lacked annual IEP goals related
Tran5|tlon to transition.
P | ans * Many plans lacked the inclusion of transition
services.

‘Only 41.5% of IEPs had fully compliant.
transition plans

% of plans did not link to students’
postsecondary aspirations

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

Postsecondary Goal
Fluff Scale

Match Not as Important (Fluff OK)

Amount of Fluff

Firm Match

Middle School Freshman Sophomore Junior Senior

Year in School
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But first....

« https://tinyurl.com/BuzzFeedM
ash

A poor transition plan
could be a direct violation

of FAPE.

Recommendations for Best Practice

Implications for
Best Practice

Best Practice
Recommendations
for Transition
Assessments

Prince etal., 2014
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Formal and
Informal
Assessments

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

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

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

Formal vs. Informal Transition Assessment Chart

Employm

ment:

ndependent

4/10/20

Combination Suggestions

TAGG*

OK Career Guide
Life Skills Inventory 1. Need atleast
one formal
assessment®
AR . Need both

Education and
Employment
Assessments.
. Independent
Living
s

My Next Move*
Casey Life Skills

Landmark College

Career Clusters*
ELSA

SDI-SR*
My Next Move*
Casey Life Skills

Not is. .1ew transitio. ssments
annually
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Present Level of Functional Performance
Narrative

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

Transition Services Plan Baker Maytield
© senn

( Comont Assessments T

Linof e, rfrencn vt oot a0 G oSy Sasc o resnt Levels o Pcrnancs 4 Ags Apropi Transion Assamats.
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Transition Assessment Results for SpongeBob

* Casey Life Skills:
« Needs - Money management skills and Relationships/Communication
« Strengths - Daily Living

* Career Clusters:

* Human Services or Tourism

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

+ SpongeBoh is an
wants to graduate
and would someday Ji
struggles, includi

ttom Middle School. He
s to go jelly fish hunting
e. He has many academic
ading comprehension.

Example

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

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

SpongeBob has a specific learning disability in reading which could interfere

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

texts.

« Strengths: SpongeBob's strengths are Daily Living Skills (from Casey Life Skills) and
!<_E[_H'nuwmg Ts strengths and limitations (from TAGG).

« Needs: SpongeBob's needs are in money management , relationships/communication
[TaseyTife Skills) and student involvement in the IEP (TAGG).

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

« Preferences: Work with a few close colleagues ina fun energetic environment, working
oy oF Mgt (not morning) shifts, and using checklists.

Course of Study

« LIST out classes for current year and next
* For students with more significant disabilities,
« this s the time o provide a timeline for how long difficult dasses might take
« plan out graduation timeline
« electives
« plan time for general education
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Indicator 13 requirement for Present Levels

1. Are there appropriate measurable postsecondary goals in the areas of training, education,
pl , and, where i il living skills?

*  Find the postsecondary goals for this student

o If there are appropriate measurable postsecondary goals that address Training afer high
school, Education after high school, and Employment afier high school, and (where
appropriate) independent living Skills after high school and if the identified postsecondary
goals for Training, Education, and Emple and (where i Inde dent Living
Skills appear to be appropriate for the student, based on the other information regarding

f Academic and Functional Performance and / or the student”
andIESHERE circle Y
3. Is there evidence that the measurable postsecondary goals were based on age appropriate
transition assessment(s)?

Find where information relates to assessment(s) and the transition component on the [EP
(either in the IEP o the student’s file)
« For each postsecondary goal, if there is evidence that at least one age appropriate transition
was used to provide i ion on the student's needs, strengths, preferences, and
interests regarding the postsecondary goals circle Y

Course of Study

Transition Services Plan

Babor Mayriold
Py

L Qo ettt e

. G s ¥

et N, Prternce, S, s 20 Covrs oSy B anPresent Lo ofParcrmance 4 A g Trnaton Ausesmars.

i vt i, et i e, o i e S ]

B L S A e e o et o

Indicator 13 Course of Study Requirement

5. Do the \nnsiti(m services includé courses of study that will reasonably
enable the student to meet his or her postsecondary goals?

Do the transition services include| at align with the

. If yes, then circle Y OR if no, then circle N

Course of Study Example

World History (Lab), Biology (general). Electives:

English Il English IV Life Skills Class (Lab) and Ag Power and
- Technology (General), These electives will help

Alzebia |l HathiMpdeling: ShonEeBob interactwith concentsihe will need 1o
TAT— cp— know in order to to be in the tourism industry.

His core classes will help him earn credits toward
Biology Marine Ecology graduation.

SeniorYear Fngfish 1V (lab), Math Modeling
Life Skills FACS

AgPowerand Technology ~ Hospitality

(general), Geography (general), Marine Ecology
(general). Electives: FACS (general) and
Hospitality (generat). Core classes will earn credit
toward graduation. The FACS class will provide
SpongeBob with necessary self-care skills to live

independently after high school. The Hospitality
course aligns with SpongeBob’s career interests

after high school.
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Non Example

SpongeBob will ta ate and electives of

his choice.

SpongeBob will atte social studies and
general education cla for math and scieR@e. He will take electives
that match his career interests.

Stepping-Up Transition

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

Start at the bottom

Transition Interest Inventories and Explorationi

10
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Career Interest Inventories Exploration tools

» Career Clusters * O*Net
® OK Career Guide * OK College Start

* PICS e College View
* My Next Move » Skills to Pay the Bills
These provide students with an idea of
how their interests and preferences align
with jobs and guide education
postsecondary goals.

O*NET Interest Profiler [7)

Click to change your Job Zone:
] | IENERIEIND) Ity
o ~ Bl ¢ ¢ little or no job preparation
Careers that fit your interests and preparation level:

% Fishers & Related Fishing Workers

% Helpers--Painte Plasterers, & Stucco Masons Within the Realistic

% © Hunters & Trappers area, the student is

% Meat, Poultry, & Fish Cutters & Trimmers most interested in StUdent Reports
% Painting, Coating, & Decorating Workers these areas with WRITE it in the PRESENT LEVELS

%  Plasterers & Stucco Masons little to no job

% Roustabouts. Oil & Gas preparation

Click on a career to learn what they do.

11
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Exploration Tools and Interest Inventories Lead
to Developing Postsecondary Goals

‘ Coordinated Activities

I Annual Transition Goals
l Transition Skills Assessments
’ Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration ||

Using the interest inventories and other exploration
tools, students can create their postsecondary goals.

Where do | want

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

Answer these
questions:

to work after
high school?

Where do | want
to learn after
high school?

They may change

OK!
Postsecondary Must be updated Annually
Goals

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

Postsecondary Education Options

« 2 year community college or + On the Job Training
university

5 ’ * Apprenticeship
* 4 year college or university

. * Adult Education Classes
+ Technical College

« Trade School * Project Search (if after HS)

* Postsecondary Education

Environments for Students with Educational level on Interest

Disabilities (Think College, Sooner Inventory orwhat is needed

Works) 10 accomplish employment
goals

Think back to the

After graduating from high school, | will [learn]
(How/where)?

12
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Part-Time
Competitive il
Employment. [l Independent Living Options
With or without support from VR
« At home with parents « With support in community
+ At home with parents as housing
independently as possible

* In an assisted living facility
* At a group home

* With regular home visits

+ Full-time/part-time supports

Individual Supported Employment * With roommates
Group Supported Employment * With roommates in the dorm

+ With roommates at a house or
apartment

* At the Dorms
+ With or without roommates (=] os b
-

* Alone in apartment or house
Volunteer &
At-Home Businesses * In the military barracks

Postsecondary Goals
) Non Examples

Desired Post-Secondary/Outcome Completion Goals.

iy pariepaton mGepanEuns Lhin s oPLone o Y s ot oS AP o RAbates ALt Aesoman
Eavcatotain: * SpongeBob will
I @ necessary to g

school.

b will receive a B in his
uage Arts class.

Employmant;
Upon gradustion from high school, 1 il

e ——
[ER———— ob will take a career

* SpongeBob wi sition assessment to
Communy aicpston g applications to arrow down his top
e - high school

iancna Avarmats Asoaament g -

il

13
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Examples

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

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

Broad not vague

Indicator 13 Requirements {Q 1, 2, 3)

1. Are there 1 b 'y goals in the areas of
training, education, employment, and, where appropriate, independent living Y N
skills?

‘Can the goals be counted?

Will the goals occur affer the student graduates from school?

Based on the information available about this student, do the postsecondary goals seem appropriate for this student?
o Ifyestoall three guiding questions. then cirele Y OR ifa goal is nor stated, circle N

2. Are the postsecondary goals updated annually? Y N

updated in conj; ion with the develop: of the current TEP?

rele N

Were the y goals
o Ifyes, then cirele Y OR if the postsecondary goals were nor updated with the current [EP,

3. Is there evidence that the measurable postsecondary goals were based on
age appropriate transition assessment(s)? Y N

Is the use of transition assessment(s) for the postsecondary goals mentioned in the IEP or evident in the student’s file?
® Ifyes, then circle Y OR if no, then circle N

Practice Creating Postsecondary
Goals

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

Taking the Next Step

I Coordinated Activities

Annual Transition Goals

I Transition Skills Assessments |

] Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration
|
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Transition Assessments: Skills and
Abilities

Transition skill assessments identify strengths, needs, and abilities.

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

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

4/10/20

ESTR-S or ESTR-III

Formal vs. Informal

Formal Informal

* Adaptive Behavior Evaluation « ESTR-S, 1Il, J
Scale * Casey Life Skills

* Vineland

« Life Skills Inventory

* Self-Directed Search * Personal Preference Indicators

* Supports Intensity Scale
* Transition Behavior Scale

Annual Transition Goals

‘i Annual Gouls o High Sehost

rorse s e
e g e s e e

oty st prrens
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Annual Transition Goals

I Coordinated Activities

| Student-Selected Postsecondary Goals

‘Transition Interest Inventories and Exploration

Annual Transition Goals

+ Use the results from the skills assessments
to build annual transition goals.

* The transition skill assessments provide
information to determine student NEEDS.

+ Use the NEEDS identified to make annual
transition goals.

+ One annual transition goal for every
postsecondary goal (AT LEAST 1).

‘Must Follow SMART
| 8u delines

Processes rather than
one-shot activities

Write an Annual Transition Goal for
Education/Training

(Student) will
Condition Behavior Criterion

* A measurable goal includes the behavior or skill that can be measured at
periodic intervals against some criterion of success.
* When, How, With what? (Condition)
+ Specific Behavior (Behavior)
+ To what degree? (Criterion)

16
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Postsecondary Goals vs. Annual Transition Goals

* Post means AFTER high school
* Need to be measurable only (LEARN, WORK, LIVE)
« After graduating from high school, SpongeBob will attend a 2-year college to
obtain an associate's degree in tourism.

* Annual transition goals are the same as annual IEP goals
* NEED to be SMART goals
+ After a disability awareness unit, SpongeBob will create a one-page document
explaining his strengths and limitations with 100% accuracy as noted in
content and grammar.

Work, Social, and Personal Skills Supervisor Evaluation
Sponge Bob

Student'Name

Date Site

Mr. Crabs

Supervisor's Name

Skills.

Circle3,2.001—
Whichever bast
deseribes the student’s
performance,

Supervisor Thinks

Wite any additional information or
comments that explain your evaiuation.

Comments

1. Follows company rules g: !;;!3
pany. 3

2. Comes to work on time or
callsflate or absent

3. Works safely

very good

ceds improvement

ponge Bob often forgets to turn off e does
not follow basic work safety rules.

4. Follows directions

5. Listens and uses feedback

Ve good.

feeds improvement

He does not follow 2-3 step directions for job duties and
tasks without assistan

0K

. Right pace forjob (not
to0 fast/not tao slow)

‘g:oxj
needs imp!

7. Works accurately

:
2
1

3. Works safely very good Sponge Bob often forgets to turn off equipment, he does

3
2
'| not follow basic work safety rules.
4. Follows directions (ﬁ"l’a"bé He does not follow 2-3 step directions for job duties
feeds i :
T

and tasks without

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

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

(Student) will
Condition Behavior Criterion

3. Works safely vey9ogd 3| Sponge Bob often forgets to turn off equipment, he doe
not follow basic work safety rules.
4. Follows directions wev992d 3| He does not follow 2-3 step directions for job duties
GEeeds improvement 1| and tasks without assi
= . =
(Student) will
Condition Behavior Criterion

__ ,SpongeBob will follow __ without assistance

wD
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Example or Non-Example?

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

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

C. While cooking a meal, SpongeBob will follow the 2-3 step directions
without assistance with 100% accur.

D. Without assistance, SpongeBob wi
accuracy.

job applications with 100%

/Add Mare Custom Objectives:

Indicator 13 Requirements (Question 6)

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

services needs? Y N

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

Coordinated Activities

I Coordinated Activities

I Student-Selected Postsecondary Goals

‘Transition Interest Inventories and Exploration

18
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Coordinated

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

Services

Coordinated
Set of Needed

Activities/Strategies
Examples

Instruction
Community Experiences
Employment
Related Services
Post School and Adult Living Skills
Acquisition of Daily Living Skills
Functional Vocational Assessment

Participate in a

community-based Career

Exploration Program:

* Meet with an adultin the
career field of packaging.

Any others stand out from that
list that would help Sponge Bob

meet his annual transition goals
and postsecondary goals

Coordinated Set of Activities

{
BBEE

e

Example vs. Non-Example
A. SpongeBob will fill out 3 job applicati

B. SpongeBob will follow 2-3 step direct

community with 100% accuracy.

C. SpongeBob will attend a job fair.

D. SpongeBob will follo

e, school, and in the

in the kitchen.
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Coordinated Activity Practice
* Employment

* Education/Training

Indicator 13 Requirements (Q 4 and 5)

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

Do the transition services Tisted i the student’s IEP that the student necds o reach (he postsceondary goals include, as niceded,
instruction, related service(s), 1y exp 3 of employment and other post-school adul living objectives, and if
appropriate, acquisition of daily living skills and provision of a functional vocational evaluation

®  Ifyes, then circle Y OR if o, then circle N

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

Do the transition services include courses of study that align with the student’s postsecondary goals?
@ Ifyes, then circle Y OR if no, then circle N

Alignment
Between the
Transition
Components

| Coordinated Activities

Indicator 13 Requirements (Q 4 and 6)

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

student to meet his or her postsecondary goals? Y N
Do the transition services listed in the student’s IEP that the student needs (o reach the postsecondary goals include, as needed,
instruction, related service(s), i of and other post-school adult living objectives, and if

1y exp ) S
appropriate, acquisition of daily living skills and provision of a functional vocational evaluation
. If yes, then circle Y OR if no, then circle N

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

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

20
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Is there alignment?

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

e classroom kitchen, SpongeBob will use a checklist to
! turning off the equipment, putting away utensils, and properly
disposing of waste with 100% accuracy 9 out of 10 shifts,

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

Is there alignment?

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

/hen gi ep directions, SpongeBob will complete the task with 100%}|
accuracy as noted in “work” journal,

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

Is there alignment?

Ryan will be a classroom and assembly room greeter.

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

21
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Taylor Swift Case Study

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

5 minute quick review

4/10/20

O*Net Interest Profiler

Landmark College Guide to
College Readiness

Transition Planning
Inventory*

crengths: Executive Funceioning, (Landmark] functional
communication, leisure sctiities, nterpersonal relationships, and
health (TP-2). Taloris actively involved in her school community. Her
academic strengehs are in word reading and reading comprehension

Needs: Self-advocacy, self-understanding, and functional academics for
college (Landmark). From the TPI2, employment knowledge and sills,
self-determination, and meney management, Taylor has iever had &
paying or nor-paid job experience, Taylors academic weakness s in
written expression (as noted from teachers, TP12, and Landmark)

nterests: Taylor reports she is interested in dance and music, going to
college, and maybe  carcer in teaching or music, O*NET indicates her
career nterests are in the artistc or social areas, particularly the music
industry or teaching fiela,

Preferences: Taylor indicated she would ke to work i the music or
teaching field. She prefers working with others and in a way she can be
creative,

22
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Building Course of

Study
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State of Oklahoma Graduation Requirements

* https:
curriculum-graduation-reguirements%20%281%29.p

sde.ok.gov/sites/default/files/2023-college-prep-work-ready-

« https://sde.ok.gov/achieving-classroom-excellence-resources

Curriculum Participation

‘Studentsartring the 4 grade e automatically envoled i the College PreparatoryWork Ready Curriculu. To participat n the Core Curiulum th parent o egel guardian mus complte a0
oot orm previced b th schost T i e stcen ot har cumiive foder

‘Setct Curcutum:

Cologe PreparatoryWorkFeady  Coro Curukum.

O*Net Results

Technology
You might use software fie this on the job

Music or sound editing software

Knowledge
Arts and Humanities

« music, dance, visual arts, drama, or sculpture
+ English langusge
Engineering and Technology
+ computers and electronics
Business
+ customer service
+ sales and marketing
Communications
+ multimedia

Technology
‘You might use software like this on the job:

Spreadsheet software
« Microsoft Excel

Electronic mail software
+ Email software

Computer based training software
+ Children's educational software

Knowledge
Education and Training
+ teaching and course design

Arts and Humanities
« English language

Safety and Government
= public safety and security
Business
« customer service

Start at the bottom

I Coordinated Activities

§| Transition Interest Inventories and Exploration
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Music Therapists
e s G o T, i, s hrso

Preschool Teachers

'
“ Music Composers & Arrangers

O*NET Interest Profiler: Score Report

Your interest results:

Reaiistic o
Investigative 16
Artistic 35
Social 35
Enterprising 19
nnnnnnnnnn r

R 1 A s E C

Exploration tools and Interest Inventories lead
to developing Postsecondary Goals

— | Student-Selected Postsecondary Goals

Transition Interest Inventories and Exploration‘

Wants to go to college

Wants to be in the music
industry or be a teacher

Where does she want to live after
high school?

AN

Answer these

questions:
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Postsecondary Goals

‘Desired Post SecondaryOutcome Completion Gosis

Learn «

Education/Training:

« After graduating high school, Taylor will...

WD

Work
Employment:

« After graduating high school, Taylor will

Or after
graduation from
college?

Right after high
school

Live
Independent Living:

« After graduating from high school, Taylor will

25
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Taking the Next Step

I Coordinated Activities

4/10/20

Landmark College

Transition Planning

Inventory

Annual Transition Goals

I Coordinated Activities

|

(Student) will

Condition

Behavior Criterion
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Annual Transition Goals

Deaired Annusi Gout o High Schoot

Landmark College Results

Areas of Need?

abity o ADHD?

Do
- * Academic Skills, Self-Understanding
ey
=3
i g +  Self-Advocacy
R eSO
e e N
v
o P
y
105 "
Self-Advocacy ves
Education/Training ~ » Lo

2. When you run into diffic

3. Doyou schedule y

. own appointments wih c =
4. Doyou have acc
5. It school or colege rofused 1o prov ‘ate accommodation, would you contest the decision?

Total from this section

Academic Skills ves

, sl 1200 pages n a woek? %

2

a anzad pages that refrs o two or oo scuroes?

5. Can you car summarizea ollgeeve oacing sssigment? 4
Total from this section | 2

Self-Understanding (Metacognition)
1. Can you def

our diagrosis of a

2. Havo you read your psychoeducational te

3. Do you know your acaders

—_—
4. Do you know which academ

you the most dficulty?
5. Can you dentilythe academic supports you need to be successful?

Total from this section

\

Example

Solt-Advocacy Yes
1. Do you know your lagal rights as a student with a learing disabilty or AD/HD?

2. When you run into difficly,do you ask or help? v
3. Do you sched your ovn appolnments i

Do you havo acce

to accommodation, would you contest the decision?

Total from this section \

After a disability awareness unit, Taylor will verbally describe her
ADA rights as a student with a learning disability, including access to
accommodations, to three of her general education teachers.

27




image33.jpg
4/10/20

Academic Skills

Can you read up to 200 pages in a week?

Do you have a system for taking notes?

Do you have a system for preparing for tests and exams?

as v

Can you clearly summarize a college-level reading assignment?

Self-Understanding (etacognition)

ofa

Can you write a paper of 10 or more organized pages that refers to two or more sources?

YES

Total from this section L

1. Can dagn

Do you know your acaderric strength

Do you know which academic

w?

Have you readl your peychocducational testing?

Gan you identiy the academic supports you need 1o be suc

ks give you the most dficulty?

Total from this section

TPI-2 Areas of Need

What are they?

*  Employment Knowledge and Skills

* Employment Planning Skills

As a classroom assignment, Taylor will (behavior) with
(criterion)
WD (split)
Teacher ;:ﬂmw Strongly Planning Areas Appropriate 2 3 4 Know
agree -
Planning Areas Appropriate 0 12 3 A';“ Kmu: WORKING:
WORKING: 1. Names occupations he/she prefers overalothers, when asked. NA (3 ¢ L
5. Has genen o xpectd by employes o keepa o s
AL M oo 2 @ s 2. Knows job requirements and demandsof i he prefemed " 13 4 [
6. Has work atttudes expected by employersto keep ajob. A 0 T 3 s occupalons,
’_“1*‘”1”«“*‘” an entry-leveljob. A 0 (@ 3 5 oK 3. Chooses preferred occupations based on his/her interess, NA 2 @ 4 0K
that helshe has an interestin She dOES not preferences, and strengths.
A o () 2 s s 4* NA j E DK
ity work- ot job-raining A 0 N o2 3 5 K knOW hOW to
changejobs or She does not know how to get job.

WORKING: EMPLOYMENT KNOWLEDGE AND SKILLs  Student

. Thave the general job il need 10 keep  job. M 0 1
6. I have the work attitudes | need t keep  job. A 0 1
7. Ihave the specic knowledge and ki needed for an enty-Jevel NA 0 1

obthat | have aninterestn.

by work-orjob-waining program, A
ifneeded, forajob | want.

eo -

get training
for a job.

Planning Areas

Appropriate

Know

WORKING: CAREER CHOICE AND PLANNING
1. Ican name occupations | think | would like the most.
2. Iknow about jobs | am interested in and what they require.

3. I choose obs thatfit my interests, preferences, and trengths

- Digagicigeragon

NA

NA
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Which annual transition goal is compliant and
most appropriate for Taylor?

A.
B.

(¢}

After a lesson in job hunting, Taylor will fill out a job application.
After a job-seeking unit, Taylor will verbally state three ways she can
find a job to her IEP team.

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

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

Independent s womsmm P
T 3¢ | R < =, e " o 2 s
Livi ng G Y

35. Knows how to budget and manage his/her money.

LIVING: PERSONAL MONEY MANAGEMENT

32, 1buy everydaytems thatneed orwant N 0 L O

33, 1know how to pay bils, NA 0 2 @ 4 s L

7l _mmm orather NA @ 13 4 5 X
Uype ot accoun

35.. 1 know how to budget and manage my money. NA 0 1 2 O 4 5 oK

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

Independent Living Goal

(Condition) Taylor will

with

(Student) will

Condition

Behavior Criterion

You Do

Coordinated Activities

I Student-Selected Postsecondary Goals

‘Transition Interest Inventories and Exploration
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Stepping-Up Transition

Intervention

Best Practices in
Delivering Professional
Development

Best Practices in
Writing Transition
Components

Behavior Analytic
Instructional techniques

IDEA (2004) Mandates

Case Law
Recommendations

Indicator 13 Checklist
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Coordinated Activities (Transition Services)
« What things will help Taylor get a joh?

- What things will help her live on her own?

The Grinch Case Study

The Grinch is a 15 year old sophomore at Whooville High. He qualifies
for special education under the category of autism spectrum disorder.
The Grinch is on grade level in mathematics (10.3 grade level} and
written expression (10.1 grade level}. He is above grade level in word
reading and reading comprehension (12.1 grade level}. The Grinch
produces on-level work and completes grade-level tasks without
prompting. He is not involved in the school or community at this time—
and often does not interact with peers or adults. The Grinch has
expressed an interest in college and would like to work in a math-related
field. He prefers to live alone after he graduates.

Present
Levels
(identified
from
Transition
Assessments)

‘SALBIELG Actdemic tests ndicats the Grinch has strngths n resding
SSmAraha sian, ward rea fing, mathematis, and writtan stprecean. T nsiian
assessments dentfied strengths in executive functioning (Landmark), functionsl
academics, hame Iving, sammunity use, health and safety, and wark (AGES}, and
<amplating work tasks, traveling ndepend enly, and exhiSRing staming at wark
(ELsay

L7he ABES identified areas of need in social lesure, selfcare, and
‘communication.

“The ELSA identified sefthelp skils, and relations wich peers/supervisors as
weeknesses. The Landmerk idenitified needs in motivation and corfiderce,
self-aovoracy; and self-underscanding.

Interests: Working in as a treasurer o controller OR tax
Tevenue agent.

Going to college and living independently after high school.

Breferences: working alone, quiet space, secluded area,
‘math-related fields, and dislikes Christmas and the whole
Christmas season.
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Start at the bottom

Coordinated Activities

I Student-Selected Postsecondary Goals

‘Transition Interest Inventories and Exploration

Exploration tools and Interest Inventories lead
to developing Postsecondary Goals

Transition Interest Inventories and Explorationi

Tax Examiners & Collectors, & Revenue Agents
- Also called; Revenue Agent, Revenue Officer, Tax Examiner

D Watch Career Video
What they do:
Determine tax liability or collect taxes from individuals or business firms according to prescribed laws and regulations.

n the job, you would:
« Collect taxes from individuals or businesses according to prescribed laws and regulations.
Maintain knowledge of tax code changes, and of accounting procedures and theory to properly evaluate financial information.

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

Treasurers & Controllers

‘Also callad; Chief School Finance Oficer, Controlie, Finance Director, Treasurer

© Watch Careor Video
What they do:
Divect i
On the job, you would:
+ Supervise emy

organization,
nd credit management, and accounting

pertr
- Coordinate a the f
Deveiop internal control policies.

O*NET Identified Top Two Choices

Wants to go to College

Would like to work in math-

The Grinch related field

Wants to move out and live
alone

Reports....
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[ Where do lwant
to live after high
school?

Postsecondary Goals

P ——
e e Sl S A e TP et

=
—
(e s _
Answers these Where do | want ~
) ‘to igl enpioment:
questions: o .,
em—
e g i ok
” \ e i
Where do | want o e s
to lea te g:h o racution o o b il I
i
Learn « Work
Education/Training: Employment:

« After graduating high school, Grinch will

Broad not specific at

his age

WD

« After graduating high school, Grinch will
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Live Taking the Next Step

Independent Living:
I Coordinated Activities

« After graduating from high school, Grinch will o
l Annual Transition Goals I

| Transition Skills Assessments l

‘ Student-Selected Postsecondary Goals

1
i Transition Interest Inventories and Exploration

Annual Transition Goals

Landmark College

I Coordinated Activities

L 3 AnnualTransition Goals |

| Transition Skills Assessments l

Skills
Assessments

Transition Planning

Inventory

‘ Student-Selected Postsecondary Goals

1
i Transition Interest Inventories and Exploration
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Annual Transition Goals

[ —
e ;
v (Student) will
Condition Behavior Criterion
—
=3
[R———
s ke e
(oomy T L D E,
Y
Comen et
-
m
Self-Understanding (Metacognition) YES Self-Understanding (Metacognition) YES
ok i 1. Gan you define and describe your diagnosis of a leaming disability?
v 2. Have you read your psychoeducational testing?
4. Do you know which academic tasks give you the most diffculty? 3. Do you know your academic strengths? v
6. Can you dentity the academic supports you need to be successful? 4. Do you know which academic tasks give you the most difficulty?
Motivation and Confidence YES 5. Can you identify the academic supports you need to be successful?
1. Do you have an academic subject that you find interesting? Vv Total from this section |

2. Do you know what you want to get out of your frst year of collage?
3. Do you know that you can succeed?
4. When you think about what you have to do in college are you excited?

5. Can you imagine your ffe in 10 years?

Total from this section

Self-Advocacy

Do you know your legal rights as a student wi

learming disabilty or AD/HD?

2. When you run into diffculty, do you as for help?

Do you schedule you pointments with doctors, ackisors and counselors?

Do you have access to your psychy jonal testing?

fa school or college refused to provide you with an a youcx

v
v
=

Total from this section

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

B. Usingthe internet, the Grinch will research his disability and make a one-page
document to provide information on his disability.

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

D. During the next IEP meeting, the Grinch will verbally define and provide three

facts about his disability with 100% accuracy as noted on a teacher-made
checklist.
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el e | N - Works cooperatively with peers by:
) ] 8 5 5
;E: S HE H e R 1 HE 1 4] i I ‘E.i g working well with others.
| 2f8® g% i N
T T T = .
S i [ seeking help from co-workers.
: : st LN
s - : i I " T < .
Z HE directing co-workers without being
. : overbearing.
H 71\ 7 | z 15 1. Condition
€ ya ‘\‘ N NN / / \‘[ Ll B 2. Behavior
§ ; = ~ t % 5 3. Condition
Employment
WD
D. Communicates effectively by: E m p | Oy ment continue d

— demonstrating effective listening skills, \ [ & Dresses sppropriate by 1. SELF HELP SKILLS AGE

including eye contact.

2 N A hygiene and
— choosing and wearing clothes that are ‘ grooming by: 14151617 [ 18 [ 19 |20 |21

appropriate for the weather/activity/
— meeting teacher expectation for

— exprcfsmg self, answering and asking J D Boclal custam, \ cleaniiness. [BA
questions. 3 — identifying when clothes should not be _ %
| worn (dirty, il fitting, etc.). I | ;ﬁ.ﬂe‘ﬁiﬁ:ﬁﬂﬁﬁ :::ﬁ::dm‘ [*a1}
— demonstrating expected conversational — wearing'clothes thet are Ingood m)" i — I
skills (turn taking, choice of appropriate = . ;ﬂ‘:ﬁ"é:;:?;ﬁ ‘pressed with de!::l .I‘; — meetng e inuﬁ:ﬁﬁw&i ]
topic, etc.). TL i hygiene and grooming. M BE
1. Condition
ge ponelel Employment
o YD D
Criterion
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SusscALES A. In a variety of settings (school, community, work), the Grinch will
follow rules, regulations, and expectations 9 out of 10 opportunities.

Hoalth

Solf- | Functional | Home | Community.

Scores | _cation irection| Academics [Living| ~ Use | Safety
—\ - = - -
19

Work
3 1] R I e e e
ol - B s ] L B. When being bumped or brushed against, the Grinch will respond
Independent I o |- . 3 5 . = 1= ; - . 5
Living (ABES) Bl : | R B appropriately to typical physical exchanges with 100% accuracy.
T | = Sl
i T A B . . . . .
i (el s e B C. In community settings, the Grinch will be socially accepted by others
! . T R o I s 100% of the time.
H t . o R N R R |
1 - . - . . o | .
40. i ial e
m cues (e.g., when it is app'erriate 1o Inteact, wheii 1. Condition
it is not appropriate to interact, etc.) 2. Behavior 2 L.
3. Criterion Coordinated Activities
I_T_l 41. Interacts appropriately with one other person (e.g.,
in a tutoring situation, in a team situation, at lunch,
at work, etc.)

42. Sh ith oth
[1] 2 s ot _______ J coordinated Activites

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

LT_I 44. Displays appropriate behavior in group games
(e.g., follows existing rules, shows good sports-
manship, etc.)

Annual Transition Goals I

I Transition Skills Assessments

VAL AT S LA o8] BSrHie GHGER. ] Student-Selected Postsecondary Goals

[Transition Interest Inventories and Exploration
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Going to college?

Employment (e Eikir

Living Living Independently?

Using Indicator 13 to Grade a
Transition Plan

Joey Deardorff

List of Needs, Preferences, Strengths, Intere:

Present Levels and Course of Study

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

goals?

ind Course of Study Based on Present Levels of Performance and Age Appropriate Transition As-

sessments.

| Needs, Preferences, Strengths, Interests, and
Course of Study:

Joseph Is a 10th grade student at Zarrow High School. He plays piano and is on the student council
Joesph would like to attend college after high school. He reads and writes on Sth grade level. He is
interested in business and finance career areas, and prefers quiet working spaces with small groups
of peers or cowarkers. He currently holds a job at the local movie theater as an usher. His greatest
needs in transition areas are goal setting and attainment, disabilty awareness, persistence, self-care
and money management. His course of study includes meeting the necessary graduation require-

| ments to receive a diploma on the college preparatory Work ready curriculum.

Postsecondary Goals

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

* Question 2: Are the postsecondary goals updated annually?

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

Desired Post-Secondary/Outcome Completion Goals

Educatior ining: Upon graduation from Teceive a B or higher in my English Language Arts Class, and pass all olher courses pertaining 1o my
high school, I will | diploma requirements.

| Employment: Upon graduation from high ‘Work as an office manager in the field of finance or business.
school, | will

Independent Living (if Upon
graduation from high school, I will
Community Participation (if appropriate): Upon
graduation from high school, | will
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Transition Assessments

QU Zarrow Center 2018

Malarie

Kendra

Introductions

Heather

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

QR Code Training

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

Andriod Users—You will have to download an app

‘EL:I_]

40 & 906 o
L as * * * * O 40 O
3330 800 s e 3 s,
The BEST QR Code Readers p FORR QMR FIN 400 SR SPIIIN o 4
G O 90 00 600 ¢ & * 900
e < V00000 ¢ 00 ¢ O o0
1] b oad L 2R 2 & * * &
6 60 * S o 4 90
r: 000 4000 66 o ST ¢
> LR R < 2 22 2 2 TR R 2 30 and
* & ¢ * L aad
49000 6 6 o 0 4 *

* 9
¢ ¢ *6 00
, misise H.4m
Let’s Practice 3.8 398 o
0000 06 00 000 &
TREBNRRRERS
L d 400 o
z Center Websit 3 0000%020333230 300 30 $%00832
* Zarrow Lenter vwebsite A0 00 &4 ) 4
3006 90 & 6 000000 06 & o o0
04 10 6 &F 0 ¢ ¢ o0 b adtnd
00600 ¢ 006 6 & & * *
* < < P o oI TS od
< P00 & 66 00 & 00 b ad
® O 06 o0 *9 ® 000 6 00 o
9006 & * e o0 ® 00 000 o
* L & 4 0 06 o
9900 4000 ® 90000 600 0 ¢

00 & & 90 & 900 ® & & 9000
e Lo R 4





image44.jpg
4/10/20

How to Contact us

Sooa'ler Works
ZARROW
F ()_&‘I
Sooner Works is a college program on the University of Oklahoma
campus for individuals with a mild intellectual or developmental
disability to aid in gaining the skills needed for full community
integrations and meaningful employment.

Contact Information:

Email: soonerworks@ou.edu
Phone: (405) 325-4543
Website: http://www.ou.cdu, ion/centers-and-f ips/zarrow/ k

Q

# Soonerworks

sooner _WOrks

ZARROW C
FORL

Upcoming

i online ional meetings will be
held the following dates & times:

Sunday 11/10/19 6:00-7:30 pm
Sunday 12/8/19 6:00-7:30 pm
Friday 111020 6:00-7:30 pm
Informational meetings are offered online only.

Please sign up to attend using the following
link: https://ousur It _73DJ

L
Applications for the 2020-2021 Academic Year will be posted soon!
Please email soonerworks@ou.edu if you would like to be added to our
Sooner Works email list so you can receive updated information about our

program. You can also follow us on our Facebook page, Sooner Works at the
Zarrow Center for Learning Enrichment!

Applications are released
December 1, 2019

Due February 1, 2020

sition ABA Scholars

Special Education
Graduate Funding

Masters
Transition/ABA and
Zarrow Transition

Doctoral

Razorback-Sooner
Scholars

(ABA)

10 scholars for Cohort five in 2020

Financial Support

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

* Travel funds to attend a national transition

conference

o M.Ed. with emphasis in Secondary Transition

Razorback-Sooner Scholars
Ph.D. with an emphasis in Special Education

Transition

10 scholars (5 at OU, § University of Arkansas)

Financial Support

« Annual fellowship stipend for up to 4 years

» Full tuition and fees
* Annual travel support

M.Ed. Transition and Applied Behavior Analysis

Zarrow Transition Scholars

MSW with emphasis in Secondary Transition

Four cohorts of 10 transition and social work

scholars admitted annually (2020.2021.2022.2023)

Financial Support

« Financial support will be provided to cover
costs associated with both degrees

« Travel funds to attend a national transition
conference





