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' transition assessment { included in t I
A CHl L LHon of transition s« til th \
1 1 th Disabilitic Education Impr ‘
wnd) However, IDEA 2004 now states that transition asse wenit
vordinated set of activities y ithin a result rnented pr
¢ weeds and '.‘II\I'!'I‘.‘_ nto account student strength 3%'.‘-.-
2 erests and that a student’s 1EP must include “appropriate measura
~nctsecondany ' based upon age-appropi ite transition assessments related
to training, education employment and where appropriate, independent living

PL. 108-446, Section 614). IDEA 2004 also states that the coordinated set of

sivities incluaes instruction, related services, community experiences, the de

»f employment

an..i other Pﬂ\ih\‘ht‘l‘l Ul"[t‘\ tives, and, when approprm-
skills and functional vocational evaluation. Since
have not yet defined w hat is meant by transi-
areer Development and Transition

slopment ¢

aisition of daily living

ate, acq
te IDEA 2004 rules and regulations
Hon assessment we W ill use the Division on G
MCDT) of the Council for }_-\.'pl'\tm[‘ml Children definition, which defined transi-

tion assessment as:

the ongoing process of collecting data on the individual’s needs, preferences, and in-
the demands of current and future w orking, educational, liv-

terests as they relate to
Assessment data serve as the common

ing, and personal and social environments.
and form the basis for defining goals and services to

thread in the transition process
(Sitlington, Neubert, &

be included in the individualized education program

Leconte, 1997, pp- 70-71)

assessment as an umbrella term that

DCDT'’s definition considers transition
development for all life

covers career assessment (which relates to lifelong career
roles), vocational assessment (which relates to work and employment), and eco-
logical or functional assessment (which involves assessing students in the envi-
ronment where a skill typically occurs). Greene and Kochhar-Bryant (2003)
further differentiated transition assessment from traditional assessment, stating

that transition assessment is ongoing, future focused, and person centered h
whereas traditional assessment is typically an annual process, focuses on current t
strengths and weakness, and is skill centered.

GOALS OF TRANSITION ASSESSMENT

—

: hllp transition assessment encompasses a wide range of assessment possibili-
1es, it focuses on three interrelated goals or purposes.
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Goal 3: Helping Students Understand Skills Needed
for Postschool Environments

The final goal of transition assessment is to ensure that students and other team
members have a thorough understanding of skills related to postschool adult-
living domains that will lead to more appropriate choices when setting transition
goals and selecting a course of study that will help achieve desired postschool
UT\U_;E‘E& (National Information Center for Children and Youth with Disabilities
l;mmglészzz:ﬁ;l:ls r\?nal n%oall draws attention to the all-inclusive nature of
dents make plans and cfl;i(;esy l:::ttr 'atnslmm g CHto b heipiog 0

, but it also plays a crucial role in assessing stu-
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~t transition assessment 1s .'luhl-iu-nl-nwi.|:\-| welf et
f ..“:’\“.\""\‘].‘\‘-‘f‘Wulfl“[ wants to attend a 4-vq s etermined. For exarne
AT i S year university byt |
o attend a local community college, then his tean il }\ .‘. v b
. b s11 i d-vear 1 " . L should help him A i
to enroll in a 4-year univi rsity. It is important to rerr €lp him develop
3 | } 1 3 ’ . = i r .
<tudent’s lite that i1s hl-]ng kh‘w'll‘“’-l‘lt, not the teacher’s pee “W mber that it s the
} s + € pare g % 3 ¥
educator s iob to h{!lp students become SCH_l\\--‘“_, for € li:,srv . |} i
1 ] £ Rl -~ & < . . s - ’ ) SClI-aW areme<s —
knowledge Of rights and responsibilities lead to self-advocs . 'T‘ g
i y g = £ d (lTest, Fowler
Wood, Brewer, & Eddy, 2005). €y Ulest, Fowle
Transition Assessment Is Continuous
o3 transiti AGSOSS . L, : :
Second, transition asse ssment 1s an ONgoing process. It typlcaﬂy begins with gath-

ne information to help develop the transition component of the individualized
education program (IEP; see Chapter 4) and continues throughout a student’s
high school career. A good transition assessment will help students and others
both plan an appropriate course of study and evaluate performance based on in-
struction designed to help them achieve their desired postschool outcomes.

Transition Assessment Occurs in Many Places

Third, the ongoing process of transition assessment requires that assessment take
place in a variety of natural environments focusing on future postschool out-
comes. As students move toward making choices and learning the skills required
to achieve each choice, there will be a need to evaluate their performance in em-
nt situations, as well as in the other community settings (e.g., in restau-
rants, on buses, in theaters). In addition, exposing students to a variety of options
in employment (Chapter 8), postsecondary education (Chapter 6), community
housing (Chapter 9), and community participation (Chapter 10) will help them
make informed choices and refine their desired postschoul outcomes.

ployme

Transition Assessment Must Involve Other People

e and interdisciplinary. Get-
uires collecting information
to name just a few (Sitling-
ironments also

Fourth, transition assessment must be collaborativ
ting an accurate picture of students’ strengths req
from parents, friends, employers, and case managers,
ton & Clark, 2001). Collectiné ongoing information in natural env
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Transition Assessment Must Be Sensitive t0 Cultural Diversity
ccessment process must be sensitive to cultural diversity
snSIHoN aSSeSSIIAIt ¥ ~- :
h ’ understand their own cultural and ethnic

nterpretation of each

3 eachers and others must (a) ow
<2 e (b) identify their own values that underlie their 1
 iore's assessment data; (c) determine the “fit” between their cultural values

d those of the student and his family; (d) attempt to explain

and assumphons ar
anv differences between *mainstream” societal values and the values of the

student’s family; and (e) work collaboratively to reconcile differences to help
achieve desired postschool outcomes (Owens & Blanchett, 2004). In addition,
Satington and Clark (2001) have suggested some “commonsense guidelines” to
Delp ensure [aImesst

L. Be ready to respond to any iences with discrimi
¥ to respond to any past experiences with discrimination in assessments.

2. Consider usine seleci i
T using selected members 7's e
- bew-n of a family’s cultural community if misun-

tor understands spend time beforeha-nd makin _
the purpose and context of any assessmeng sure the transla
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What lifestyle do you prefer? Jof
s Career

How will you support your lifestyle?

What kind of work interests you’?

What kind of work are you good at?

What jobs do you enjoy?

What is your career goal and how can you get there?

How much money do you need and want 1o earn?

What kind of setting do you want to work in?

What kind of people do you want to work with?
» Recrealion

What kind of leisure would you like to be involved in?

What and how can you make friends you enjoy?
* Personal Growth

What kinds of knowledge do you wish and need to learn o realize your goals?
* Health

How can you maintain a healthy lifestyle?
* Education

How can you continue to develop skills you want or need?

Figure 3.2
Key Questions for Transition

Note. From Where Did the Time Go? Transition to Adult Life (p. 5) by D. Dileo, 2002, St Augustine,
FL: Training Resource Network, Inc. Reprinted with permission.

6. Assessment methods must be varied and include a sequence of activities that
sample an individual’s behavior and skills over time.

Assessment data must be verified by more than one method and by more than

l}n(_‘ PErS{Jn-
ed to individuals with dis-

ﬁn‘i_sesament data must be synthesized and interpret
abilities, their families, and transition team members.

IASSESsment data and the results of the assessment process mu
In a format that can be used to facilitate transition planning (p

st be documented
75).
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(c) the Performance Assessment Battery is another reading-free, criterion-
referenced instrument consisting of a combination of open-ended questions, r
ying, card sorts, and hands-on activities.
fransition Planning Inventory [TPI] (Clark & Patton, 1998.) This inventory is de-
signed 10 provide educators with a comprehensive method for determining per-
ceived transition needs in the following domains: employment, future education,
daily living, leisure activities, community participation, health, self-determination,
communication, and interpersonal relationships. The TP! includes three levels of
assessment: (a) a general needs assessment of each domain; (b) a comprehen-
sive informal inventory of more than 600 items; and (c) select informal assess-

ment instruments corresponding 1o the nine domains.
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Self-Determination Assessments

1.

AIR Self-Determination Scale and User Guide (Wolman, Campeau, DuBois, i
Mithaug, & Stolarski, 1994). The main purpose of the AIR Seli-Determination 51
Scale and User Guide is to “provide an easy-to-use tool o assess and develop
sirategies for improving 2 student’s level of self-determination” (p. 9). The scale
was designed 1o be used with all school-age students, grades K through 12+. 1t
can be used to (a) assess and develop a profile of a student's level of self- L
determination, (b) determine strengths and areas for improvement to increase
seli-determination, (c) identify goals and objectives, and (d) develop strategies 1o
increase a student’s capacities and opportunities. The scale measures capacity
(i.e., ability, knowledge, and perceptions) and opportunity (at school and at
home) related to three components of self-determination: thinking, doing, and
adjusting. A five-point Likert-type scale (1 = never, 5 = always) is used to rate
students and environments on self-determination components. There are three
forms of the scale. The educator form is intended for use by teachers. The

Figure 3.3 (continued)

Transition Assessments
|
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| For further information on The Arc’s Self-Delermlqatlon Scalg. contact The
Arc of the United States, 500 East Border Street, Suite 300, Arlington, TX
76010. Telephone: 817.261.6003. This scale may also be ordered from The
Council for Exceptional Children, 1920 Association Drive, Beston, VA 20191-
1589. Telephone; 888.232.7323.

. ChoiceMaker Self-Determination Assessment (Martin & Marshall, 1996).
The ChoiceMaker Self-Determination Assessment is a curriculum-based as-
sessment and planning tool intended for use with middle to high school stu-
dents with emotional or behavior disabilities and mild to moderate learning
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13! The Self—Dethlﬂlniﬂlﬂ-ll KI"IEJWI(:[J:_‘_;(; -r'.l‘,a'l|",' Hr,rm', A and B H
Field, & Sawilowsky, 1996) is a multiple-choice and true/ffalee 1',:'{”')‘ Kiape
ment chSIgﬂed to assess students’ cognitive knuwkﬂ.gqu of sol-cats (rr» 5try-

I L “I-usigrmination

skills @s taught in the Steps to Self-Determination (Field & Hoffman, 196¢

stfman

curriculum. d ‘ ‘
{b) The Self-Determination Observation Checklist is a 38-item behavioral

checklist designed to be used t?y classroom teachers, Students are observed
over a class period, and behaviors that have been found to be correlated
self-determination are checked.

{c) The Self-Determination Student Scale is a 92-item self-report instru-
ment completed by the student that measures both affective and cognitive as-

of self-determination. The items contain a brief stimulus to which the
sudent marks “That's me” or “That's not me.”

{d) and (e) The Teacher Perception Scale and the Parent Perception Scale
are 30-item questionnaires on which teachers or parents rate their student or
child on a five-point Likert-type scale on a variety of behaviors, abilities, and
skills associated with self-determination. The instruments in the battery canbe |
used separately or together to assess student variables associated with self-
determination.

Further information about the Self-Determination Knowledge Scale can be
obtained from Pro-Ed, 8700 Shoal Creek Boulevard, Austin, TX 78757-6897.
Telephone: 512.451,3246. It is also available from the Council for Exceptional
Children. Telephone: 888.232.7733. Information about the Self-Determination
Assessment Battery is available from the Self-Determination and Transition
Projects Office, 469 Education Building, College of Education, Wayne State
University, Detroit, M| 48202, Telephone: 313.577.1638.

Tﬂ_e Sell-Determination Frofile: An Assessment Package. (Curtis, 1996).
This package is one of the New Hats curriculum sets designed to help youths
410 adults determine their preferences, activities, relationships, and routines
ﬂiiluaua{e now as well as into the future. Students use card decks composed
i Iu?tlons to show what their life is now like and what they would like to do
. 8. Various summary sheets are provided for student use, along with
or instructions,
aa?::fr;netermination Profile; An Assessment Package Is avallaf)le from
435'259'9403. P.O. Box 57567, Salt Lake City, UT 84157, Telephone:
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Figure 3.5
Continued

Note. From North Dakota Transition Project (1995). Bridging the Gap: Charting a Successful Tran-
sition from School to Living and Working Independently Within the Community: North Dakota Trar-
sifion Guide. Minot, ND: Minot State University, Reprinted with permissions.

the student perform the necessary functions of the job (e.g., job restructuring

modifying equipment, acquiri )
- » acquiring an adaptive device i g
Space, hiring a personal assistant; Criffin &PShe”S;;'lCL. reorganizing the wor

Cur‘riculum-Based Assessments
typ].c.?lly designed by educa .
ance in a specific curricy]
15 fo de‘velnp instruction
-::Ietermm'mg specific ins
work_ Sample analysgis
fact, in the area of lrar;

o i g;:;‘:‘i:f]:m-basm assessments (CBA) %
um (McLoughlin & ETPaFIDn about a student’s perfor™
al plans for 3 gnacigi 1 2005). The purpose of a CBA
tructional noedfccmc tudent. To gather data for use ¥
portfolio assessm, o educator might use a task analys®
troduced i sition {g adulth, ent, and /o criterion-ref d tegt;',, In
once 0od, ag early as 198g Alb:’ e}:::ncs; Cobb i

: ight an

COuragL. the ﬁ(.‘id [Pt of curricu]
assessment (CBVA) to €

. as .
pruC(EdUreﬁl L v if \'()Cﬂt[(]nal @ ed vocah‘““ﬁl

ation to haod
truction ang a Cllntin:(;rffn t0 use informal assessme"
| 24 SPecial sopyjce, - PTOCESS designed “to ansWe
Needg of ind i #
Specifj > Ob individual students
€ Vocationa] education progra

Process should pe based *






mecreation and Leisure . he/she is involved in (check all that apply

-] ¥ m SD ris)
~regtional activites (club, team SPO
Yoanized recreationial oLt

r of interest
-n hobbies. and explore ai eas of inte

ional activ ities

= - M

-~ - = r et

During free time, my son or daughter enjoys:
Du

hier's strength(s) in this area are:
free time my son or daughter will have after graduation, | am

1)

o be active and enjoy leisure time, my son or daughter needs to develop skills in:

Transportation:

When my son/daughter graduates. he/she will (check all that apply):
__ Hawve a driver’s license and a car.

— Walk, or ride a bike.

—— Use transportation independently (bus, taxi. train).

— Use supported transportation (family, servi i
by Y, iCé groups, car pool, special pro-

— Dther:
My son's/daughter's Strength(s) in this area are:
When | think of my son/daughte [

To access transportation my so

Review items in the :
fﬁiwng three :
daughter needs iﬂfmmatiomsupmnareas' Please identify areas in which your son or

Socialinterpersonay

—— Making friends

n/daughter needs to develop skills in:

b FS:"'_"Q sy i Communicating needs/wants
~— Famlytigjongp, —— Relationships with the opposite sex
s Hanq-mg i "esponsibilitigs Counseling

ing —— Other-

-_\\_\——'—\*

s al 1 . i) el

A i s & A 'n

"™

B e e el

N



v gsessing for Iransition
81

personal Management

Hyvaient

N'Llpl:(- m -
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~araty 4

Tmealime management
KA transporial \ F
Vobility/transportalior Parsonal cara

Domestic skiils Other

Py Health
Ongoing care for a serious Information on drug/chermical
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medical condition abuse

Sex education Other:

AIDS awareness

Note. From The Colorado Transition Manual by S. J. McAlonan, 1883, Denver; Colorade De
nartment of Education Reprinted with permission. L™ St
parts

student needs and be integrated into ongoing instruction. They viewed CBVA as
= a novel application of the “assess—teach—assess—teach” feedback loop, much like
) the APIE model used in this text.

Who Can Be Involved in Assessing for Planning and Instruction? A wide vari-
ety of people can be involved in this process. Figure 3.1 provides a starting point
for determining which people to gather data from as well as people who can
i gather data for you. Sitlington and colleagues’ (1997) nine guidelines for selecting
! 2ssessment methods, described earlier, can help you decide who to involve in this
! step of the transition assessment process. For example, Guideline 4 requires as-
' sessing in actual environments. If this is going to happen, who is the best person
to get to help collect data? If it is at a worksite, you might want to use a coworker,
the supervisor, or the job coach. If it involves postsecondary education, it might
nvolve high school guidance counselors or college-level disability services per-
sonor | sonnel. If it involves community housing, you might want to involve the family
| and a realtor.
 Guideline 7 requires that data be verified by more than one person. For example,
family members might be able to verify whether or not a student likes a specific job
g or housing option, while a friend might be able to verify a student’s interest in visit-
ing local art galleries and museums during monthly “gallery crawls.”
wh[i'::h‘lf}li;ciurfiun, rememt.)er that the _AP}E n.wde'l is designed to be ongoing,
iy :c:):;h other individuals to be_ invited into the as-:-'.essment process at any
e = e student and team Jdu.enufy a.need for a particular person. For exam-
ating r'mw(;“t }Vho has been planning to live at home for a few years after g@du-
A ecides that he would like to explore community housing alternatives.

8a . . L
pub]'resu“’ information must be gathered from a representative from the local
ic Out-iing authority,

al pro-
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Step 3: Instruct

Once the second step of the APIE model is completed and the transition compo-
nent of the IEP, the IEP goals and objectives, and the course of stuc?y Ihave bgen
determined, the next step is to provide instruction to the student. This instruction
will be designed to help the student attain the skills needed to achieve the
postschool outcomes stated in the IEP. Possible areas for instruction could include
self-determination, social skills, health and fitness, community housing, commu-
nity participation, and employment. For more information on how to teach and

assess student performance in these areas, as well as who should be involved, see
Chapters 6 through 10.

Step 4: Evaluate
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nd at the end of the month (or week), these analyses would be «
family to see e sent home for the
How Can Data Be Collected to Evaluate?

All of -
L 3 . e strategies de .
Step 1 can aiso be used in -L"Il'|.‘ 4, Il(ﬂ-\'l"v.'t_‘l', mstead of j 2 et

begin planning and instruction, the educator collects data to guide ongoing pl
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It should l‘f' v\}w.‘-[}ui that, as a .Hltutlmﬂ has opportunities to try out and
learn more about different jobs, community housing options, and postsecondary
educational opportunities, his or her plans may change entirely (e.g., from gt-ttin;
a job to attending college) or become more precise (e.g., from wanting a job to
wanting a job working with computers).

An additional set of data that needs to be collected once students get involved
in their transition programs is consumer satisfaction data. It is important to col-
lect these data from students and families to ensure that everyone is satisfied
with the instruction, services, and supports being provided. In addition, this in-
formation can be used to make changes to the transition program to ensure that
ransition services are being provided at the highest possible level of quality. For

more detail on what consumer satisfaction data to collect and how to collect i,
see Chapter 11.

SIRATEGIES FOR ADDRESSING COMMON CHALLENGES

What to Do If a Student Has Been Referred
to Vocational Rehabilitation for an Evaluation

{3‘ some point in high school, students with disabilities will probably be involved
in wh‘ai is often called a traditional vocational evaluation. While the traditional
vocational evaluation process typically includes four steps—clinical assessment,
1.'“”!‘ evaluation, work adjustment, and job site evaluation—students may not be
':_‘i?""‘ffi in all four steps. The first thing to do is to find out exactly which steps
ca]tu;u { involved in each student’s vocational evaluation. Once this is known, edu-
,l,h!:‘f?n Ihclp prepare thF students by describinglthe process ’%n advance.
_.,%smmf“’ :f step in traditional vocational evaluation process is called ‘c!uucai as-
tionat a dhmcai asses‘sment usually involves collechng medical, social, edu_ca-
i”fnrr;m? Ffﬁ)’Chqluglcal information. Social, edgcatlonal, e.md psych.ologhcal
demje a::; 1s typically gathered using standardized adaptive behavior, aca-
Sluder;t’s o inl"’"’ﬁ@f‘ce tests, All clinical asscssmer'\t data shuu!d focus on a
hities, The r;*;'ggth’* and hnw these abilities relate to different vocational (?pport‘l..h
hapter 1. gpat 2 Rehabilitation Act Amendments (P.L. 102-569), mentioned in
Aisting a;% i that vocational rehabilitation (VR) cqunselors are allowt_ed to use
that g, d ssment data if the report was completed in the past year. This means

e @ : '
ucator should find out what clinical assessment information the VR
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4 interest and aptitude tests include the Strong Interest Inverto: o =
r 1004) Digital Pictorial Inventory of Careers {Talent_.%bbebbrf_ieﬂt, Inc., _.-.x.:_",- :
and The Wide Range Interest and Occupation Test ( Clutting & Wilkinson, 2003).
The other two types of work evaluation involve having students perform
either simulated or real work tasks. Work samples involve having a student per-
form 2 real or simulated task (e.g., sorting mail, collating, fixing a drain), while
cituational assessments involve observing individuals doing enfire jobs. Both
work samples and situational assessments typically include collecting task-
analytic data on specific job tasks as well as data on general work skills (e.g., fol-
g:unhm;gl:htrﬁcti(;r:, g?ttmg along with coworkers, attitude). Educators can share
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To summarnze, armed with an understanding of what i
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What to Do When Students and Families Disagree

Educators should try to be aware of, and prepared for, any potential areas of dis-
student and family re-
ping Forms (see Figure 3.4 for
examples) is an excellent way to be alerted early to possible dj“iﬂgl‘i‘l"lﬂ.['nh. What

agreement between students and families. Comparing
sponses to Student Dream Sheets and Parent Map

follows are ideas for dealing with some common areas of disagreement. In addi-
tion, see Chapter 5 for strategies to help resolve conflicts.

Disagreements About Postschoel Goals. This situation might occur if a student
wants to move out and the family wants him or her to stay at home. One sugges-
tion is to develop a long-range plan for how the student can be “free” while the
parents still feel that he or she is safe.

Disagreement also occurs around the type of job the student wants and/or the
job hours. Both students and families can have preconceived notions about what
jobs are acceptable (e.g., sometimes a white-collar family will have issues with a
blue-collar job). Another reason why a family may not want their son or daughter
to get a job is loss of income and healthcare benefits if the student can no longer
receive supplemental security income (SSI). In this case the family and student
will need to be educated about new Ticket-to-Work requirements and social secu-
rity work incentives such as the Plan for Achieving Self-Support (PASS) and
impairment-related work expenses (IRWE). A good starting point is to have a
local social security expert work with the family. For more detail, see Chapters 5
and 8. The suggestion here is to create a long-term plan for employment that in-
cludes as many opportunities as possible for a student to try out a variety of jobs.

Fear of Risk Taking. Typically this involves families who feel that their child is
not ready for a specific job or community participation experience. Overcoming
this fear requires providing students with as many experiences as possible while
they are still in school to prove to families that their sons and daughters will be
Successful in different situations. If possible, the family should be involved in
Planning for each experience and should be educated about the safeguards in
Place for each community-based training experience.

Differences in Expectations. 'This is another issue that will require long-range
but it also has to be overcome early or it will get in the way of the stu-
ving any community-based experiences. Many things can be done to
Parents that their sons and daughters are capable of doing more than
nts believe they can. The more students are involved in leadership roles
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