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BEST PRACTICES IN TRANSITION

What Are “Best Practices”?
wish to develop and

One of the most interesting challenges facing educators who
implement transition programs that will improve the postschool outcomes of
their students is trying to determine what constitutes “best practice.” Fortunately,
researchers in the field of transition have been trying to provide this answer since
the introduction of Will’s (1984) model of three bridges to transition.
Promising transition practices were first identified in some of the early transi-
tion outcome studies (Hasazi, Gordon, & Roe, 1985; Kortering & Edgar, 1988,
Mithaug, Horiuchi, & Fanning, 1985; Sitlington & Frank, 1990, Wehman, Kregel,
& Seyfarth, 1985). Among these original studies, which documented poor
| programs, were a set of

postschool outcomes for students exiting high schoo
studies that also investigated the relationship between improved postschool out-

comes @d the components of these students’ high school program.
Hasazi and colleagues (1985) conducted a study of 462 ouths from nine Ver-
Their re-

mont school districts who exited high school between 1979 and 1983.
these were full time. Of

sults indicated that 55% were in paid jobs but only 67% of
$5.00/hour, while of

those who graduated from high school, 72% earned less than
those who dropped out, more than 84% earned less than $5.00/hour. One impor-

tant finding was that students who received work experiences while in high

school had better postschool employment outcomes than students who did not.
en taking vocational

Overall, these studies found a positive relationship betwe
education classes, participating in paid job experiences, and receiving transition
programming and better student postschool employment outcomes. These early
findings are still being supported by research (see Baer et al., 2003).

lities Education Act (IDEA) revi-

Following the 1990 Individuals with Disabi
sions mandating transition services, the compilation of lists of best practices ac-

P,
celerated. These lists, summarized in Table 2.1, were developed based on a

variety of analyses including the following:
&

¢ Exemplary transition programs (Kohler, DeStetano, Wermuth, Grayson,

McGinty, 1994).
¢ School-to-work components (Benz, Yovanoff, & Doren, 1997).

¢ Three exemplary states (Furney, Hasaz, & DeStefano, 1997).
¢ Five model and four representative local school systems (Hasazi, Furney, &

DeStefano, 1999).
¢ The research literature (Hughes, Eisenman, et al., 1997; Karge, Patton, & de
la Garza, 1992).
dation from transition teachers (Hughes, Kim, et al., 1997).

¢ Empirical vali
¢ Follow-up study data (Johnson & Rusch, 1993).
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¢ Transition researchers (Hughes, Hwang, et al., 1997). |
¢ The 1997 Policy Forum on Transition (DeStefano, Heck, Hasazi, & Fy. |

ney, 1999).
Taxonomy for Transition Prugramming
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many are grounged I‘ESE:rchtS ;f transition best practices are available and |
is the {J;nl}’nl;vsze?hme dTﬂxunumY for Transition Pro §
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Figure 2.1 N _
The Taxonomy for Transition Programming.
on Programming: Linking Research and Practice by P. D.

Note. From A Taxonomy for Transiti ‘ L ‘
Kohler, 1996, Champaign: University of lllinois, Transition Research Institute.

ansition services (Grigal, Test, Beattie, & Wood, 1997; Halpern, Yovanoff, Doren,
& Benz, 1995; Sale, Metzler, Everson, & Moon, 1991; Zhang & Stecker, 2001). Two
of the most critical competencies for transition educators are knowledge of
[DEA's transition planning requirements (P.L. 105-17 and amendments), and the
skills to involve students in the IEP process. For example, transition personnel
must know the definition of transition (P.L. 105-17, Section 300.29), the content of
the IEP relative to transition planning (P.L. 105-17, Section 300.347), and the IEP
ﬁuggments for students beginning at ages 14 and 16 (PL. 105-17, Section
Co ](ﬁ))- Educators also need to know proven best practices in transition
th gal et al,, 1997), such as student involvement in the transition process. Al-
Pugh IDEA (2004) no lon ires i e -
Was originally BEr requires involvement by age 14, this best practice
y recommended in P.L. 94-142, the Education for All Handicapped

Chjld['En A’Ct 0
f - ¥
an aelf-determii?u;yartm & Marshall, 1995), promoting shared responsibility

Althoy
~0ugh rege o d;
Uansitio, plann;;:k;mdlcat'?s that to date not all students are involved in their

focess (deFur, Getzel, & Kregel, 1994; Everson, Zhang, &
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ini ‘ d su ing individual
. Jopment. Determining, evallfqtlng, an . |
::::nmn :t.: academic, life, EmPI"}’ﬂhlllt}f; ar;d Thiur:::f::: ;:ilrz needed
gor successtul transibons prl‘n’idt'ﬁ the foundation TDI' ke s . opment
category of the Taxonomy for Transition ngrammu?g. 'tu en evelopment ac-
puities help students acquire and apply self-determination skills as well as aca-
<kills: career awareness; and work-related

demuc, living, social, and occupational |
behaviors in both school-based and work-based settings as set forth by the School

to Work Uppnriunitit'ﬁ Act of 1994.
Student development includes teaching students a variety of skills including

dailv living skills, functional academics, independent living and personal living
skills, and self-determination and self-advocacy skills. These skills can be taught
using locally developed functional curricula or by using commercially available

materials such as Life Centered Career Education (Brolin, 1997). Chapters 7 through !

10 provide 1 | '
Next Jﬁ:lﬁ:dmff 3” m} how to teach these critical skills.

) : . evelop em lo ment 1 i
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Lﬁﬁ th educators and other service providers. For this to be accomplished, educa-
wi Lt learn to communicate effectively with families to create a sy : Ortiv
e n‘ln;“m“ for their participation in transition planning, since their Fi:.r‘:n..rr'. 3
fﬂ“"“? the fransition process is mandated by IDEA (1. 105-17- ‘ilwtirm 200 ;:;‘
ment 10 ents (Morningstar, Turnbull, & Turnbull, ]uﬁ;ﬁ;, o hﬂ*-‘,.'.[}pe-::';

- gosired bY stud i
i dti‘l o be key 1o successful postschool transition (« rreene, 1996, McNair &

Rii:ifh,ilifﬁ should be encouraged to participate in the range of transition activi-
hlﬂ:m Lssessment and planning to implementation and evaluation. For many
& s will require training (by educators or other parents) in such issues as
s’ rransition-related roles (Wehman, 1996), their participation in the IEP
b (Miner & Bates, 1997), the variety of adult services and supports available
rOCess ~ommunity, and strategies families can use to promote student self-
in ;‘:;}I;aﬁﬂn (Abery, 1994; Curtis & Dezelsky, 1986; Field, Martin, Miller, Ward,
fWehmE}’Ef* 1998) h : _
At the same time, educators must be taught not to impose their own values
3 cultural biases on families by learning strategies for understanding and
an ing with culturally and linguistically diverse families (e.g., Gersten, Baker, &
wnrg‘% 999; Greenan, Powers, & Lopez-Vasquez, 2001; Harry, Kalyanpur, & Day,
?{;9. };\al}ranplﬂ' & Harry, 1999; Lynch & Han*s_.cn, 1?98).
' nnel should be trained in strategies to help empower

Finally, transition perso
families (deFur, Todd-Allen, & Getzel, 2001). Chapter 4 provides strategies for in-
creasing family involvement in the transition process.

ties |
renits th

Interagency Collaboration. Interagency collaboration refers to key people,
and agencies joining together in their efforts to promote students’

gzlsgl?ufﬁsjsuccessful outcomes during the transition process. Educators can learn
io foster collaborative service delivery by using interagency agreements that
clearly articulate roles, responsibilities, communication strategies, and other co-
operative actions that enhance curriculum and program development and service
delivery.

Another major vehicle for collaborating with potential partners is the planning
meeting. Therefore, transition personnel must know about the IDEA require-
ments ft?r agency notification and participation (Section 300.344) and agency re-
:Ef:‘i;b”iﬁes_(sl?f_:ﬁﬂn 3'0{].348)', as.well as specific information on various adult
ofiores ﬂ%ﬁli'l;les, including thezfr'ehgmﬂll:y requiriements and the types of services
i H;:lated fneans that transition personnel will need to have knowledge and
e (a) the multiple levels of transition planning teams, (b) possible
ul P and responsibilities of interagency teams, and (c) how to success-

Y Implement collaborative service deliver

mpirica.lly—suppﬂrted int A :
ASSEL transition mod I eragency collaboration processes, such as the
the multileyel . n:n el (Aspel, Bettis, Quinn, Test, & Wood, 1999) exemplify
Vi 1 ts ;jmia‘:h by ﬂd‘t’ﬂﬂﬂt_h}g community-level, school-level, and
as well as specific processes for facilitating team accom-

t
Pter 5 provides more detail on this important area.
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s and Attributes. Program structures are features that relate
g et and offective delivery of transition-focused education and services, In-
o Eﬂuﬂ" hilosophy: planning, policy, evaluation, and resource development.
duding -“";u; and attributes represent many of the systems change targets that
These '-‘-trftu u-ath be cquipped and motivated to address in order to implement all
aducators ™ -iifl‘ﬁ featured in Kohler’s (1996) Taxonomy.
g perﬁnﬂm?l nust develop knowledge and skills to address systemic
Transiti th coordination among schools, adult services agencies, and employ-
pn:*‘lﬂ'ms “-:inn the information generated to evaluate a school system’s transi-
ers. In ad‘?h ) hlas direct implications for continuous program improvement, as
ractice that students are achieving their goals. Chapter 11 provides

tion P
to develop a thorough transition program evaluation plan.

well as for ensuring
more detail on how

—<cUES AND TRENDS

TURE 1SS

ATURE ISSUES 2

the field of transition from school to adulthood so exciting and at the_

came time SO exasperating, 18 the fact that requirements and best practices are
constantly evolving. This section introduces the reader to a few of the issues and

rends that currently impact how transition services are implemented.

Adolescent Milestones

The first issue is the fact that while transition personnel are attemphng to provide
quality transition services within an ever-shifting educational environment, the
students who are receiving these services are undergoing their own internal rite
of passage called adolescence. For example, between the ages of 13 and 20, stu-
dents undergo many fundamental changes including the onset of puberty, devel-
oping an identity separate from their parents, developing advanced reasorung
:ibulme-a, fmd r?ac'r}ing the age of majority (Steinberg, 1999). The adolescent transi-
&Z"O;ﬂf;mtlith it many new rights, privileges, and responsibilities, including
Ehldenpts o ;-‘;&5:1; ;:liirtlive, mardry and vote. As a Izesult, as transition programs for
et i s o nE: :lre eveloped and refined, we must Cﬂﬂ?ﬂldﬂr the fact
We promote self-determ ways want to du_ as we say. It is imperative, then, that
ermination skills and abilities for all of our students.

Gender Differences

Uﬂfﬂrtun
_runately, reg

pﬁ?ﬁe Do DE?EE;}E\:E ﬁ;::r:ented that young women with disabilities ex-
2%, Ben ompared to men with disabilities (Baer et al.,

al., 1997; Fulto
’ n & Saborni : : :
. These outcomes appec:;me; 1994; Hasazi, Johnson, Hasazi, Gordon,

often do not haues o to be related to the fact that young women

chool, Roy el cess to the full array of transition services
» Numerous studies have documented that
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{igm <hift that involves both teaching and encouraging, citizens with disabil-

P“rﬂ"m colf-determine and teaching citizens without disabilities to honor their
jties :

Hoices and decisions. |
™ A W of the changes written into the 1997 IDEA amendments encouraged a
Manv ¢

moting self-determination skills. For example, (a) delivering a set of
activities hased on student needs, preferences, and interests and
t to notify students as to the rights, if any, that will transfer to
age of majority both focus on a need to promote self-
. ation skills and knowledge for students with disabilities. As a result, the
dl"‘fﬂ.ﬁnm “{_*_s.;m;:r Development and Transition published a position statement
Division ki .,;f,duterminatim"l for persons with disabilities (Field et al., 1998).
FWWm]}ﬁ = tatement Emphasized the importance of self-determination to ca-
This position = t and transition for all students. In addition, it suggested “exem-
i deve 0PI2- tivities that encourage student self-determination” (p. 119)

. ational ac gl .
P]a;}d:j;cstude nt involvement in assessment and IEP transition planning and
inciu

m#ﬁ:;l:s;;tf self-determination was defined by consensus by Field and col-

Jeagues (1998) as
ation of skills, knowledge, and beliefs that enable a person to engage in
_directed, self-regulated, autonomous behavior. An understanding of one’s

strengths and limitations together with a belief in oneself as capable and effective are
essential to self-determination. When acting on the basis of these skills and attitudes,

individuals have greater ability to take control of their lives and assume the role of
successful adults. (p- 2)

focus on prY
nmniin.m'd

iremen
th[‘ n\“."“ i :
% saching the

a combin

To aid teachers in promoting self-determination in their classrooms, the
concept of self-determination has been divided into a number of teachable com-
ponents. The components most commonly identified in the literature (e.g., Field
& Hoffman, 1994; Mithaug, Campeau, & Wolman, 1992; Ward, 1988; Wehmeyer,
1996) are choice/decision making, goal setting/attainment, problem solving, selt-
evaluation/management, self-advocacy, person-centered IEP planning, relation-
ships with others, and self-awareness.
d;;ﬂhérl support for the importance of promoting self-determination for stu-
’ pﬂsiml :hlsal?llme.s can be seen in the results of several studies that have found
il bettef ;S:Ef;“{];f }i’;’;‘ﬁ}ﬁﬂhﬁﬂple ;:llih hhll;gher levels of self-determination

| ehmeyer a :
199;'; Wehmeyer & Schwartz, 1998]3)? er, 2003; Wehmeyer & Schwartz,
ﬂﬂﬂth&[‘ Emdy, Aloozzi
gozzine, Browder, Karvonen, Test, and Wood (2001) re-

Viewed the it : i
been sty qiie d: :E:t“er;ﬂ mvisﬁhggte' what self-determination interventions have
dﬂerm_inatiun, andg Ps of individuals with disabilities have been taught self-

w
Mination ingan, nat levels of outcomes have been achieved using self-
than 45, entions. While Al i '

gozzine and his colleagues located more

. nly 51 were i '

PP on, only 5 actually studies designed to

Tmhaﬁusr:lfﬂhgn or teachm.g strategy specifically designed to
- Pased on their findings, they concluded that:

articles o :
Valuate th cffect ;Elf-determmatiﬂn,

"2 2 self-dete
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In conclusion, it appears that self-determination is an important and teachable
skill. Since the concept of self-determination is not new, why do we include itasa
future issue? Unfortunately, while recent research has indicated that special edu-
;atlen teachers view self-determination skills as important (Agran, Snow, &
d‘;ﬂ“ﬂf 1999; ME?SUH,_ Field, & Sawilowsky, 2004), teachers do not write self-

ermination skills into student IEPs (Wehmeyer, Agran, & Hughes -
Wehmeyer & Schwartz, 1998a). As a result, th i HBNES, S
ods to incorporate strategies that prom % e need stﬂ.l exists for transition meth-
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sccess to full participation in postsecondary education, employment, and inde-
ndent iVIng nppﬂrtumtim.

This balance can be achieved if the content-based standards and increased ex-
pectation® for skill learning are both embedded in the transition process. Kohler
(1996) has argued that this 18 l_‘l[]Hf-ﬁ’lJ‘I{.‘.' if education will adopt a “transition per-
pective.” For example, the puﬂ-}ugh school (or future) outcomes focus of the IEP
}mnsitiun planning process requires students to select a course of study appropri-
ate to their L‘dUCﬂﬁU“ﬂl gnﬂlﬁ. .T|:r.u5, all coursework taken by a student would be
d etermined appmpriate only if it moved the student closer to his or her desired

hool outcomes:

PmNext highﬁstakes agsessments can be infused into the transition process if they
are U to obtain a snapshot of how students are doing relative to accessing COmM-

tent standards and other educational opportunities (Blalock et al., 2003). These as-
be accnmplished by use of alternative measures. As part of the IEP
process, students, teachers, and families can advocate for the
of accnmmudaﬁons that will promote the use of alternative assessments de-

% ed to measure mastery of skills 1 real-life environments.
sign look for state standards that overlap career and academic

ills. For oxample, Williams (2002) .dentified 17 states that have already developed
dards for all students in the areas of career readiness, career prepa-

ration, and workplace competencies. Still other states (-8 New ]e_:rﬁey, Massachu-

Another current 1ssue involves the lack of consistent graduation requirements
(e.g., credits, exams) and exit options (e.g. standard diploma, IEP diploma, grad-
uation certificate) across states and sometimes within states. Pankaskie and Webb
(1999) found that the number of states requiring an oxit exam for graduation in-
creased from 15 in 1984 to 17 in 1996 and to 22 in 1998. At the same time, the aver-
age number of Carnegie Units required for graduatiﬂn has increased by 2.5 points
since 1996. To compound this issue, Guy, Shin, Lee, and Thurlow (2000) found
iﬁi ﬂ: 1:taeﬁt ﬂn%;hird of the states were considering making changes 10 their cur-
maj.uryc ms. The confusion surrounding exit criteria and documents raises 2
oncern that students can become frustrated by repeated failure on state

graduation te : - :
ERP sts and their related requirements and simply drop out of school to
Aporo ;unfuslmn (Johnson et al., 2002).
proximately 80% i - :

a certificate or alfemaﬁﬂf th.E states provide an alternative exit document, usually
but does not dDCUmen:Eh diploma that verifies the student’s attendance in school
Phtinp of a specified ¢ ; e student’s level of skill attainment or require the com-
queé:lfmable Wikt Cﬂ;issetsff SEUdy. The real worth of these exit documents 18
i ay a little more than 109% {‘;} :l;e education and career opportunities.

e states allow students with disabilities to 0b-

standard h;
als an chool diploma by demonstrating the completion of 1EP

d objectiv
€8 or .
an alternative course of study. Without the ﬂptiﬂnﬁ of
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to provide what are being called “18-to-21-vear-old '

es, 4-year colleges and “““’“THUWH. or other community sites (Grigal, "\iei:bért
& Moon, 2002), but lht‘}j are l']E‘Hlp,:I‘I{‘li and staffed by public school personnel. Thi;
goal of such programs is to pnwu:IE Htlldi‘ﬂ'tﬁ. aged 18 to 21 with age-appropriate
cettings in which to ntw:t-w-:' their final transition services, Specific goals and serv-
o8 are t;-pim"}' designed through a Ell?'r'ﬂl‘.ll"l-['{"ﬁl’i'ﬂ?d planning strategy. Grigal
and colleagues suggested tha't fituc%untul. goals can focus on obtaining full-time or

rt-time employment, participating in college classes, increasing community
mobility, accessing thfr support of adult ﬂf:rviccs:, improving social and communi-
cation skills, promoting scflf-detf:rmlnatmn skills, developing friendships, and
jearning leisure and recreation skills. |

Placing these programs on college campuses or in the com munity provides stu-
dents with disabilities ready access to classes, resources, a'nd supports that are
available to other young adulics. For example, students receiving “18 to 21” serv-
. ces at a community college might be al:fle to tafke or audit classes and use the cafe-
teria, fitness center, computer lab, and library just like other students their age.

——°5 FOR ADDRESSING COMMON CHALLENGES

STRATEGI

How Do I Develop an Off-Campus Program for 18- to 21-Year-Olds?

Grigal (2002) developed a fact sheet designed to provide a step-by-step procedure
for school personnel interested in developing off-campus programs for 18- to ?1-
year-old students with disabilities. What follows is a summary of the information
provided in the fact sheet. For more detail visit: http://www.education.umd

.edu/oco/resources/factsheet.html.

Step 1: Visit other programs. By visiting and talking to personnel who are al-
ready providing these services you can get ideas for resources, curriculum, and
strategies that have already worked. Visiting existing programs will also help you
get a feel for the logistics and see what you like and do not like. If you are plan-
Ming to provide services at a community or 4-year college, invite a representative
0 ;E‘:“mpa“}’ you so that person, too, can see first hand how the pieces fit.

Encf’; iffﬂﬂfiﬂf 4 population of students. Identify the age, emplnymentlexperi-
Pfﬂéram_ nétructional support needed for students to be successful in your

Step 3: identi .
i :]: L;nl;: i‘?”:l:)ghﬁfﬂ}:mmg partners. Partners should include high-level administra-
make financia) a]g school and community location who have the authority to

adult gery, nd personnel decisions. In addition, consider including local

ice providerg . =
ities perﬂﬂnn‘efiepa”m ent of vocational rehabilitation and developmen-

ar
uring ONgoiNng comm. parents, and employers. Be sure to create a process for
Munication among all partners.
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Step 8: Create a daily schedule of activities. Most programs combine classroom

and community-based instruction in functional and life skills, Pﬂid and unpaid

work experiences, participation in college courses, use of campus facilities, and

participation in campus and/or community clubs. Posting individual weekly

schedules will help encourage student independence.

arESLegt i}mﬂir;lt ieﬁﬁcs:;ag;d; relationships f.ﬂkﬂ' time. Since “18 to 21" programs

] ¢ time for all parties to understand how the program
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viduals, and remember t
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