"JOURNAL

For Vocational Special Needs Education
FALL 2006 Volume 29 Number 1




"JOURNAL

For Vocational Special Needs Education

FALL 2006

VoLume 29 Numser 1

Table of Contents

School Psychologist Involvement in Transition Planning:
A Comparison of Attitudes and Perceptions of School
Psychologists and Transition Coordinators

David J. Lillenstein, Edward M Levinson,

Christina A. Sylvester, and Erin E. Brady ..........cccoovviiiiennns 4

lowa’s High School Super Senior School-to-Work Transition
Program

John Nietupski, Judy Warth, Amy Winslow,

Russ Johnson, Beverly Douglas, Maggie Johnson,

and Judy CileK ... 17

Co-Editors
John Gugerty
Kelli Crane

Editing Assistants
Amanda Frank

Managing Editor
John Hodge

Capitol Capsule
Carol A. Kochhar-Bryant

Federal Focus
Alan Fjellheim

News You Can Use
John Gugerty

Cover Design
Amanda Frank

Past Journal Editors
Jay Rojewski
1994 - 1997

Gary D. Meers
1991 - 1994

Patrick J. Schloss
1989 - 1991

Jerry L. WircensKi
1983 - 1989

Shiela Feichtner
1978 - 1983

JVSNE on the Web

WWW.SPECIALPOPULATIONS.ORG

JVSNE CaLL FOR MANUSCRIPTS: WWW.CEW.WISC.EDU/JVSNE/



Author Guidelines for
JVSNE

Purpose

The purpose of the Journal for Vo-
cational Special Needs Education
(JVSNE) is to advance the profes-
sional development of personnel
in the field who are engaged in
educating students from wide
variety of special populations with
an emphasis on educators, ser-
vice providers, staff, and admin-
istrators who provide education
or training for students prepar-
ing for the workforce and
postsecondary education. Consis-
tent with our purpose, we seek to
publish articles that assist person-
nel who provide education or ser-
vices to special population students
from a diverse array of education
or training settings. Articles
should be centered on one of the
following objectives: a) illustrate
practical information; b) provide
resources for the classroom or
training setting; c) provide tools
for the classroom or training set-
ting; and d) report research.

JVSNE has an open submis-
sions policy and seeks manu-
scripts from the field on a wide
variety of practical issues con-
fronting special needs personnel
and the individuals they serve.
We encourage submissions that
include multiple authors repre-
senting the diversity of profes-
sional roles within the field.

We seek to publish original
work that describes action re-
search, research with an applied
focus, specific instructional and
management interventions. We
also seek articles that help us un-
derstand underrepresented points
of view, (i.e. foster care issues,
Native American education is-
sues, incarcerated youth issues)
issues concerning service deliv-
ery, curriculum, and roles; strate-
gies for fostering professional de-
velopment; information pertaining
to state and federal legislation that
impact services from a variety of
entities servicing special popula-

tions (i.e. vocational rehabilita-
tion legislation, the McKinney
Homeless Act, Juvenile Justice
Act); and issues related to the ef-
fectiveness of workforce educa-
tion and training for special popu-
lations. Manuscripts on these, as
well as additional topics, will be
accepted at any time.
Guidelines
STYLE
Focus must be on the practical
application of knowledge for spe-
cial populations and those pro-
fessionals who work with indi-
viduals from this category in
any capacity related to
workforce education and train-
ing, postsecondary education, or
workforce education and train-
ing issues. We encourage au-
thors to avoid jargon that may
only be understood by one pro-
fessional field working with
those populations and to be
mindful that the journal audi-
ence is diverse in its training
and background because the
personnel from the field of spe-
cial populations are diverse.
We seek manuscripts that
have a central message, that
are pertinent to the profession-
als within the field, that are re-
search based (either from
hardscience research, or quali-
tative action research in the
classroom or training setting)
but that are written in a way
that will allow individuals
within this field, whether nov-
ice or advanced in their knowl-
edge, to utilize the information
in their professional capacity
with special populations. When
research from other individuals
is included in the manuscript,
it must be properly cited in ac-
cordance with the American
Psychological Association
Manual (5th edition).
FormaT
Manuscripts should be well
organized, follow a central
theme, and be written in a direct,
clear style. All materials must be
typed, double-spaced,including

quotations and references, in 12
point font with one inch margins.
Table and figures should be
clearly labeled and, if they are
from other research, should be
cited appropriately.

LENGTH

Manuscripts should not exceed
50 double spaced typed pages.
This includes the cover page,
abstract, figures, and references.
SUBMISSION

Manuscripts will be accepted for
review when the author(s)
provide: a) a cover letter
indicating that the manuscript
has not been published, or is not
being considered for publication
anywhere else, in whole or in
substantial part; b) the original
manuscript and three copies; c)
an address, both mailing and
email, where the recipient can
be reached for clarification of any
material submitted, for
notification of acceptance of
publication, or for notification of
nonacceptance of publication.
FIrsT-TiME AUTHORS

Practitioners are encouraged to
submit manuscripts or outlines of
possible articles for review. Writing
assistance is available if needed.
SuBMISSION INFORMATION

Any inquiries concerning
publication or rejection of
material submitted may be
directed to the journal editors:
JOHN GUGERTY, Co-Editor,
JVSNE, Center on Education
and Work, University of
Wisconsin, 964 Educational
Sciences Building, 1025 W.
Johnson Street, Madison, WI
53706; phone: 608-263-2724;
fax: 608-262-3050; Email:
jgugerty@education.wisc.edu;

KELLI CRANE, Co-editor,
JVSNE, TransCen, Inc., 451
Hungerford Drive, Suite 700,
Rockville, MD 20850; phone: 301-
424-2002; fax: 301-251-3762;
Email: kcrane@transcen.org.



JVSNE Managing Editor

John Hodge, Ky Tech-Harrison Co
ATC, 327 Webster Avenue,
Cynthiana, KY 41301 (859) 234-5286

JVSNE Editorial Board

Stephen Bigaj (2008), Keene State Col-
lege, Keene, NH

Rhonda Black (2008), University of
Hawaii at Manoa, Honolulu, HI

Betsy Bounds (2008), Tucson Unified
School District, Tucson, AZ

Arden Boyer-Stephens (2008), Colum-
bia Area Career Center, Columbia, MO

Melanie Fagert (2008), Indiana State
University, Terre Haute, IN

Brigid Flannery (2008), University of
Oregon, Eugene, OR

Elizabeth Getzel (2007), RR&T Cen-
ter, Virginia Commonwealth Uni-
versity, Richmond, VA

James Greenan (2007), Purdue Uni-
versity, West Lafayette, IN

George Haber (2008), Kent State Uni-
versity, Kent, OH

Michael Harvey (2008), Ball State
University, Muncie, IN

Pamela Leconte (2008), George Wash-
ington University, Washington, DC

Carolyn Maddy-Bernstein (2008),
University of Arizona, Tucson, AZ

Marianne Mooney (2008), TransCen,
Inc., Rockville, MD

Debra Neubert (2007), University of
Maryland, College Park, MD

Virginia Posey (2007), CASAS Com-
prehensive Adult Student Assess-
ment System, San Diego, CA

Jeanne Repetto (2007), University of
Florida, Gainesville, FL

Jay Rojewski (2008) University of
Georgia, Athens, GA

Michelle Sarkees-Wircenski (2007) Uni-
versity of North Texas, Denton, TX

Pat Sitlington (2007) University of
Northern lowa, Cedar Falls, 1A

Garnett Smith (2007) UAP, Univer-
sity of Hawaii, Honolulu, HI

Karin Tomervik (2006), Transition
Plus, St. Paul, MN

Charlotte Tulloch (2008), University
of Kentucky, Lexington, KY

Carol Wagner Williams (2008), Wright
State University, Dayton, OH

Pamela Wolfe (2008), The Pennsyl-
vania State University, University
Park, PA



4

Volume 29, Number 1, Fall 2006

School Psychologist Involvement in Transition Planning: A Comparison of

Attitudes and Perceptions of School Psychologists and Transition Coordinators
By David J. Lillenstein, Derry Township School District, PA, and Edward M. Levinson, Ed.D., Christina A.
Sylvester, and Erin E. Brady, Indiana University of Pennsylvania

Abstract

The purpose of this study was to
explore the perceptions of school
psychologists and transition coor-
dinators toward current involve-
ment and importance of involve-
ment of school psychologists in
transition planning. An adapta-
tion of a survey designed by Staab
(1996) was used to assess the
attitudes of school psychologists
(N=125) and transition coordina-
tors (N= 66) in Pennsylvania and
included transition-related tasks
within the National Association of
School Psychologists (NASP) cat-
egories of Consultation, Assess-
ment, Direct Services, and Pro-
gram Planning/Evaluation (NASP,
1992). Results indicate that school
psychologists and transition coor-
dinators report similar ratings of
involvement and importance. Most
significantly, both school psy-
chologists and transition coordina-
tors reported greater ratings for im-
portance than for involvement in-
dicating that both groups believe
that school psychologists should
be more involved in transition
planning than they are currently.
Implications of these findings and
suggestions for future research
are discussed.

Historically, individuals with
disabilities have been over-rep-
resented in this country’'s un-
employment, underemployment
rates, (Levinson, 1993) and
school dropout rates (U.S. De-
partment of Education, 2001).
The U.S. Department of Educa-
tion (2002) reported that during
the 1999-2000 school year,
29.4% of students with disabili-
ties dropped out of school, while
only 56.2% of students with dis-
abilities were able to graduate.
The National Organization on
Disability (2004) reported that
while 78% of people without dis-
abilities are employed either
part time or full time, only 35%
of people with disabilities are
employed. As a result, people
with disabilities are three
times as likely to experience
poverty, and twice as likely to
drop out of school, when com-
pared to people without disabili-
ties (National Organization on
Disability, 2004).

In response to this, a con-
siderable amount of legislation
has been introduced and passed
over the last 20 to 25 years de-
signed to provide people with
disabilities employment coun-
seling, vocational assessment,
transition planning, and place-
ment services. Although tran-
sition planning is required in
The Individuals with Disabili-
ties Education Improvement Act
(IDEIA) (HR 1350), it is not speci-
fied who is responsible for orga-
nizing and providing these ser-
vices. Frequently, school dis-
tricts are using special educa-
tion teachers, who may or may
not have additional training in
transition, to develop and imple-
ment transition programs
(Repetto, White, & Snauwaert,
1990). In most states there is

no requirement for certification
or specialized training in tran-
sition coordination/employ-
ment counseling. However, a
number of “transition special-
ist” or “vocation specialist”
training programs exist.

Roles of Transition

Coordinators
Transition coordinators may go
by several job titles and may be
responsible for many tasks in-
cluding employment counsel-
ing. Asselin, Todd-Allen, and
deFur (1998) found 21 different
job titles for transition coordina-
tors. Titles included transition
supervisor, special education
transition specialist, transition
council coordinator, instruc-
tional specialist, work study co-
ordinator, transition planner,
vocational planner, school-to-
work coordinator, employment
placement coordinator, and
employment specialist. Asselin
et al. (1998) identified and de-
fined nine roles of transition
coordinators: intraschool link-
age, interagency/business
linkages, assessment and ca-
reer counseling, transition
planning, educational and com-
munity training, family support
and resource, public relations,
program development, and pro-
gram evaluation.

deFur and Taymans (1995)
defined seven competency do-
mains as the central roles for
transition coordinators: knowl-
edge of agencies and systems
changes, development and man-
agement of ITPs, working with
others in the transition process,
vocational assessment and job
development, professionalism,
advocacy and legal issues, job
training and support, and as-
sessment. The highest rated
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direct service competencies by
transition coordinators were job
assessment, placement, and
support services (deFur &
Taymans, 1995). Competencies
that are related to communica-
tion, collaboration, and consul-
tation skills earned the highest
rankings by transition coordina-
tors (deFur & Taymans).

Although many of the activi-
ties associated with transition
planning are often considered to
be the responsibility of the des-
ignated “transition coordinator,”
several experts have noted that
transition planning should not
be the sole responsibility of one
person (Everson, 1990; Neubert,
Danehey, & Gradel, 1992). Effec-
tive provision of career develop-
ment services for individuals
with disabilities requires a
team approach in almost every
setting (Hohenshil, 1984). De-
veloping a transition team that
includes some or all of the skills
represented by the various pro-
fessions within a school setting
creates a spirit of cooperation
and creative problem-solving
(deFur, 1999).

School psychologists are one
group of professionals who can
contribute significantly to
transition planning.

It has been suggested that
the transition planning process
should begin with the formation
of a team representing various
professional disciplines
(Wehman, Moon, Everson,
Marchant, & Walker, 1987), in-
cluding educators, language cli-
nicians, occupational and physi-
cal therapists, school psycholo-
gists, adult services providers,
funding agencies, parents
(Brinckerhoff, 1996; Clark,
1998; deFur & Patton, 1999), and
students (deFur & Patton, 1999;
Kohler & Chapman, 1999;
Wehman, 1992). However, re-
search suggests that the par-
ticipation of professionals in

areas such as occupational
therapy, physical therapy,
speech therapy, and school psy-
chology sharply declines as stu-
dents enter secondary educa-
tion (United States Department
of Education (USDOE), 1995).
This is unfortunate because a
transition team that taps some
or all of these resources in-
creases the chances for suc-
cessful vocational training or
community-based experiences
for students (deFur, 1999).
School psychologists are one
group of professionals who can
contribute significantly to tran-
sition planning. However, ac-
tual involvement of school psy-
chologists in transition plan-
ning continues to be limited.
The lack of involvement of
school psychologists in transi-
tion planning is not necessar-
ily due to a lack of interest on
the part of school psychologists.
A national study conducted by
Staab (1996) sought to deter-
mine the perceptions of school
psychologists regarding their
current involvement in transi-
tion planning, the importance of
school psychologist involvement
in transition planning, and bar-
riers that hinder school psy-
chologists’ participation in tran-
sition activities. Approximately
50% of the respondents indi-
cated that their skills were
“underutilized” with regard to
transition planning. Staab
(1996) reported that she be-
lieved the results from the sur-
vey suggested a significant dif-
ference between current in-
volvement and the “importance”
ratings for involvement in tran-
sition-related functions, with
“importance” ratings being
higher than actual perfor-
mance. In other words, although
school psychologists were not
highly involved in many transi-
tion activities, they indicated
that they believe itis important
for school psychologists to be
involved in these activities.

Roles of School Psychologists
That school psychologists are
not involved in transition plan-
ning to the extent that they can
be is unfortunate. The barriers
which hinder school psycholo-
gist involvement in transition
planning will be discussed later.
School psychologists possess many
of the skills taught in “transition
specialist” training programs, and
can contribute these skills to the
transition planning process
(Levinson & Murphy, 1999).

However, actual involvement
of school psychologists in tran-
sition planning continues to
be limited.

In the area of assessment,
school psychologists can con-
tribute their understanding of
test data from assessments of
intelligence, academic achieve-
ment, personality, and adaptive
behavior/social skills to the
transition planning process.
School psychologists routinely
gather such data as part of a
comprehensive assessment for
special education eligibility
evaluations and reevaluations.
These tests, along with adaptive
behavior and social skills data
allow school psychologist to
make predictions about success
in a given vocational setting,
and identify areas that need to
be targeted for intervention prior
to job or residential placement.

In the role of consultant,
school psychologists can share
their knowledge of learning and
behavior theory and adolescent
psychology by conducting in-service
workshops on these topics. They
can also use their knowledge of
consultation theory and practice,
in combination with their under-
standing of group dynamics, to
serve as effective group facilitators
by increasing cooperation and co-
ordination among team members
and by overcoming resistance to in-
tervention implementation
(Levinson & Murphy, 1999).
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Within the area of direct
service, school psychologists
can assist in transition plan-
ning by developing and imple-
menting social skills training
programs or behavior manage-
ment programs. Because many
school psychologists are famil-
iar with family dynamics and
often facilitate family-school
collaboration, they can be par-
ticularly effective in providing
parent training or short-term
family counseling aimed at en-
listing parental support for in-
volvement in the implementa-
tion of transition plans. This is
crucial as family involvement
in transition planning has been
identified as a key characteris-
tic of an effective transition pro-
gram (Levinson & Murphy,
1999; deFur, 1999).

In the area of program plan-
ning and evaluation, school psy-
chologists can use their under-
standing of research and pro-
gram evaluation to evaluate a
transition-planning program'’s
effectiveness in facilitating the
acquisition of skills necessary
for successful transition from
school to career or life (Levinson
& McKee, 1990). The involve-
ment of the school psychologist
in the establishment and
implementation of assessment
programs can reduce the risk of
inappropriate selection, use,
and interpretation of assess-
ment instruments, and can in-
crease the validity of the over-
all transition assessment pro-
cess (Levinson & Murphy, 1999).

However, to what extent do
transition coordinators and
school psychologists agree re-
garding current involvement
and importance of involvement
of school psychologists in tran-
sition planning? The current
study sought to examine and
compare the responses of school
psychologists and transition co-
ordinators regarding current
involvement and perceived im-
portance of involvement of

school psychologists in transi-
tion-related tasks. This study
also investigated whether tran-
sition coordinators and school
psychologists identify similar
barriers to the involvement of
the school psychologist in tran-
sition planning.

To what extent do transition co-
ordinators and school psycholo-
gists agree regarding current in-
volvement and importance of in-
volvement of school psycholo-
gists in transition planning?

Method

Participants

To compare the responses of
school psychologists and transi-
tion coordinators regarding the
levels of current involvement
and perceived importance of
school psychologist involvement
in transition related tasks, a
questionnaire similar to that
used by Staab (1996) was sent
to 450 school psychologists and
225 transition coordinators
throughout Pennsylvania. The
school psychologists and transi-
tion coordinators were randomly
and evenly selected from the 3
geographical regions of the
Commonwealth of Pennsylva-
nia as defined and divided by the
Pennsylvania Training and
Technical Assistance Network
(PaTTAN). One hundred and fifty
school psychologists (SP) and 75
transition coordinators (TC)
were randomly selected from
each of the three regions.

Instruments

Each school psychologist and
transition coordinator was sent
a questionnaire similar to one
sent out nationally to school psy-
chologists by Staab (1996). The
questionnaire included demo-
graphic questions and ques-
tions related to the school psy-
chologists’ current involvement
and perceived importance of
school psychologist involvement

in services related to transition
planning, training related to
transition, and perceived barri-
ers to involvement in transition
activities. No identifying infor-
mation was included on the
questionnaire in order to en-
sure confidentiality.

The transition related ac-
tivities included on the ques-
tionnaire were divided into four
major areas, “Consultation, As-
sessment, Direct Services, and
Program Planning/Evaluation,”
as outlined in the National As-
sociation of School Psychologists
(NASP) Standards for the Provi-
sion of School Psychological Ser-
vices (NASP, 1992). Content va-
lidity of the questionnaire was
ensured as each question in
the survey was linked to litera-
ture on best practices in tran-
sition planning and school psy-
chology and organized around
NASP standards for practice.
Table 1 presents these catego-
ries and items. For each item,
school psychologists and transi-
tion coordinators were asked
“How often does a school psy-
chologists currently...” and
were asked to respond using the
following Likert scale: 1=Never,
2=0ccasionally, 3=Frequently,
4=Regularly/Routinely. Simi-
larly, for each item, school psy-
chologists and transition coor-
dinators were asked “How im-
portant is it for a school psy-
chologist to...” and were asked to
respond using the following Likert
scale: 1=Definitely should not,
2=Probably should not, 3=Probably
should, 4=Definitely should.

Procedures

Packets were mailed via the
U.S. Postal Service and included
a cover letter, the question-
naire, and a stamped, self-ad-
dressed return envelope. A fol-
low-up post card was mailed to
each participant 14 days after
the mailing of the questionnaire
packet. The post card thanked
respondents who had completed
and returned the questionnaire
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Table 1
Summary of Categories and ltems

Task

Consultation

Al.
A2.
A3.
A4.
A5.
A6.
A7.
A8.
A9.
A10.

Provide in-service on use of assessment for transition planning
Provide in-service on transition issues

Develop behavior plans to assist students on job sites

Consult to develop self-advocacy/self-determination

Provide parent workshops on roles/legal rights

Coordinate referrals between school and post-school agencies
Coordinate assessments to avoid duplication

Participate in local Transition Council

Provide training to parents to act as advocates for their children
Serve as resources to families on transition issues

Al11.* Provide workshops on human learning, development, or behavior
Al12.* Provide workshops on optimizing learning and performance
Al13.* Serve as group facilitator to improve team cooperation

Psychological & Psycho-Educational Assessment

B1.

B2.
B3.
B4.
BS.
B6.
B7.
B8.
BO.
B10.

Coordinate comprehensive transition evaluation for secondary
students

Provide recommendations for post-school needs

Review student records to assist in transition planning
Interview students to assist in transition planning

Explain test results to students to understand strengths/needs
Complete reevaluations to meet transition planning needs
Conduct functional behavior assessments

Conduct personality assessments

Conduct ability assessments

Conduct social skills assessments

Direct Services

C1.
c2.
C3.
C4.
C5.
C6.
C7.
c8.*

Co.*

Provide information to students regarding their roles/legal rights
Attend secondary IEPs where transition is discussed

Provide student training on self-determination/self-advocacy
Provide student training on interpersonal/social skills

Provide student training on career decision making

Identify “at-risk” students and initiate transition planning
Provide input for placement and support for curricular areas
Provide short-term counseling to families to enlist/support
involvement

Conduct workshops on the use of assessment data in transition
planning

Program Planning & Evaluation

D1.
D2.
D3.

DA4.
D5.
D6.
D7.
D8.
D9.

Evaluate curricular models for transition planning

Develop transition manual checklist for students and parents
Participate on curriculum devlopment committee for transition
needs

Develop social skills training programs for students

Develop timeline for completion of transition activities
Determine effectiveness of transition programs

Develop orientation program for secondary curricular options
Monitor compliance with regulation regarding transition
Conduct formal needs assessment in transition area

D10.* Conduct longitudinal studies to determine long-term effect of

transition plans

*Items not included in Staab (1996)

and served as a reminder to
those who had not. A second fol-
low-up mailing of the materials
was conducted 30 days after the
mailing of the initial packet to
those participants who had not
yet responded. Table 1 summa-
rizes the various categories and
items included on the survey.

Results

Surveys were sent to 50% (N =
450) of Pennsylvania’s total num-
ber of school psychologists and
39% (N= 225) of Pennsylvania’s
total number of transition coor-
dinators. One hundred and
ninety-one surveys (28.3%) were
returned and included in data
analysis. This included 66 sur-
veys from transition coordinators
(29.3%) and 125 surveys from
school psychologists (27.8%).

Of the school psychologists
who returned useable surveys,
38.4% were male and 61.6%
were female. The mean age of
the school psychologists was
44.6 years, and the mean num-
ber of years of experience was
16.8. These characteristics are
similar to those found in the
total population of school psy-
chologists in Pennsylvania
where 62% are female, 38% are
male, and the average years of
experience is 15.6 (Pennsylva-
nia Department of Education
(PDE), 1999). The school district
setting of the sample of school
psychologists was as follows:
8.1% urban, 48.8% suburban,
and 43.1% rural. A total of 35.8%
were from Western Pennsylva-
nia, 39% were from Central
Pennsylvania, and 25.2% were
from Eastern Pennsylvania.

Of the transition coordina-
tors who returned useable sur-
veys, 47% were male and 53%
were female. The mean age of
the transition coordinators was
45.3% years and the average
years of experience was 20. The
school district setting of the
sample of transition coordina-
tors was as follows: 7.7% urban,
41.5% suburban, and 50.8% rural.
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A total of 29.2% were from West-
ern Pennsylvania, 38.5% were from
Central Pennsylvania, and 32.3%
were from Eastern Pennsylvania.

School Psychologist

Preparation
Each respondent in the sample
of school psychologists was
asked to rate their perceived
level of preparation for complet-
ing transition activities. The
majority of school psychologists
(54.4%) reported that they knew
some information about transi-
tion planning, but “needed more”
in order to complete transition
activities. Also, while 10.4% of
school psychologists in Pennsyl-
vania reported being “well pre-
pared,” 25.6% reported being “ad-
equately prepared,” and 9.6% re-
ported that they were “not pre-
pared” to participate in transition.
With regard to training,
school psychologists reported
receiving their transition train-
ing in a variety of areas. Over
half (53.6%) of school psycholo-
gists in Pennsylvania reported
that they received transition
training through in-service
workshops at the local Inter-
mediate Unit (a regional special
education cooperative serving sev-
eral school districts), while only .8
% received their training through
agraduate program in “transition.”

Transition Coordinator

Preparation
Each respondent in the sample
of transition coordinators was
asked to rate their perceived
level of preparation for complet-
ing transition activities. The
majority of transition coordina-
tors (45.3%) reported that they
were “adequately prepared” and
35.9% reported they were “well
prepared” to participate in tran-
sition planning. No transition
coordinators reported that they
did not have any preparation,
and 18.8% reported that they
needed more information.
Most of the transition coor-
dinators (78.5%) reported that

they obtained their training “on-
the-job;” however, 75.4% of tran-
sition coordinators received
training in transition through
in-service workshops at their
local intermediate unit. Few
transition coordinators (6.3%)
reported that they received their
training through a graduate pro-
gram in “transition.” However,
26.7% received information re-
lated to transition in their
graduate courses.

Ratings of School Psycholo-
gists’ Involvement in Transi-
tion Activities

Transition coordinators’ and
school psychologists’ mean rat-
ings for school psychologist per-
formance of individual functions
within the NASP categories of
Consultation, Psychological and
Psycho-Educational Assessment,
Direct Services, and Program
Planning and Evaluation were
computed for each item in each
category. No functions under any
categories were listed as being per-
formed “regularly/routinely.”

Consultation

ScHooL PsycHoLocIsT RATINGS.

In the consultation category,
38% of the tasks were rated as
“never” being performed, and
62% of the tasks were rated as
“occasionally” being performed
by school psychologists.

TrANSITION COORDINATOR RATINGS.

In the consultation category,
31% of the tasks were rated as
“never” being performed, and
69% of the tasks were rated as
being performed “occasionally”
by school psychologists.

Psychological & Psycho-
Educational Assessment

ScHooL PsycHoLoGIST RATINGS.

In the Psychological and
Psycho-Educational Assessment
category, 70% of the tasks were
rated as being performed “occa-
sionally” and 30% of the tasks
were rated as being performed
“frequently” by school psycholo-

gists. Tasks reported as being
performed “frequently” include:
(a) reviewing student records to
assist in transition planning, (b)
completing reevaluations to
meet transition planning
needs, and (c) conducting func-
tional behavior assessment.

TRANSITION COORDINATOR RATINGS.
Similarly, transition coordina-
tors also reported that school
psychologists should “fre-
quently” (a) complete reevalua-
tions to meet transition needs
and (b) conduct functional be-
havior assessments. In the Psy-
chological and Psycho-Educa-
tional Assessment category,
80% of the tasks were rated as
being performed “occasionally,”
and 20% of the tasks were rated
as being performed “frequently”
by school psychologists.

Direct Services

ScHooL PsycHoLOGIST RATINGS.

In the “Direct Services” cat-
egory, 44% of the tasks were
rated by school psychologists as
“never” being performed, 44% of
the tasks were rated as “occasion-
ally” being performed, and one
task (11%) was reported as being
performed “frequently.” The task,
provide input for placement and
support for curricular areas, was
rated as being performed “fre-
quently” by school psychologists.

TrANSITION COORDINATOR RATINGS.
Transition coordinators agreed
with the school psychologist rat-
ings in this category. In the “Di-
rect Services” category, 44% of
the tasks were rated as “never”
being performed, 44% of the
tasks were rated as “occasion-
ally” being performed, and one
task (11%) was reported as be-
ing performed “frequently” by
school psychologists. Like
school psychologists, transition
coordinators rated the task, pro-
vide input for placement and
support for curricular areas, as
being performed “frequently” by
school psychologists.
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Program Planning and School Psychologists’ and TRANSITION COORDINATOR RATINGS.
Evaluation Transition Coordinators’ In the Psychological and

ScHooL PsycHoLoGIsT RATINGS.

In the Program Planning and
Evaluation category, 70% of the
tasks were rated as “never” be-
ing performed, and 30% of the
tasks were reported as being
performed “occasionally” by
school psychologists.

TrANSITION COORDINATOR RATINGS.

In the Program Planning and
Evaluation category, 80% of the
tasks were rated as “never” being
performed, while 20% of the tasks
were rated as “occasionally” being
performed by school psychologists.

Differences Between School
Psychologists’ Ratings and
Transition Coordinators’ Ratings
of School Psychologist Involve-

mentin Transition Tasks

Independent sample t-tests
were used to compare the re-
sponses of school psychologists
with the responses of transition
coordinators with regard to
their currentinvolvementin all
transition related tasks. Table
2 presents means, standard de-
viations, and the results of
these t-tests. In order to main-
tain a family-wise error rate of
.05 when conducting multiple
comparisons, the Bonferroni
procedure (Rosenthal & Rosnow,
1991, p. 329) was used to adjust
the original alpha level (p <.05)
for each item comparison within
NASP categories as follows: Con-
sultation, p = .004; Psychologi-
cal & Psycho-Educational As-
sessment, p = .005; Direct Ser-
vices, p = .006; and Program
Planning & Evaluation, p =.005.
No significant differences were
noted on tasks within any of the
categories. Hence, school psy-
chologists and transition coor-
dinators agree as to actual in-
volvement of school psycholo-
gists on all transition related
tasks. Table 2 compares involve-
ment ratings of school psycholo-
gists with transition coordinators.

Ratings of Importance of

School Psychologist Involve-
ment in Transition Tasks

Transition coordinators’ and
school psychologists’ mean rat-
ings of importance of school psy-
chologist involvement in indi-
vidual functions within the
NASP categories of Consulta-
tion, Psychological and Psycho-
Educational Assessment, Direct
Services, and Program Planning
and Evaluation were computed
for each item in each category.

Consultation

ScHooL PsycHoLoGIsT RATINGS.

In the Consultation category,
school psychologists reported
that they “probably should” be
involved in 92% of the tasks.
The one task (8%) that school
psychologists reported that they
“probably should not” perform
was coordinate referral between
school and post-school agencies.

TRANSITION COORDINATOR RATINGS.
Similarly, transition coordina-
tors, in the Consultation cat-
egory, reported that school psy-
chologists “probably should” be
involved in 92% of the tasks.
Like school psychologists, the
one task (8%) that transition
coordinators reported that
school psychologists “probably
should not” perform was coordi-
nate referral between school
and post-school agencies.

Psychological & Psycho-
Educational Assessment

ScHooL PsycHoLoGIsT RATINGS.

In the Psychological & Psycho-
Educational Assessment cat-
egory, school psychologists re-
ported that they “probably
should” be involved in 90% of
the tasks. The one task (10%)
that school psychologists re-
ported they “definitely should”
perform was conduct functional
behavior assessments.

Psycho-Educational Assessment
category, transition coordina-
tors reported that school psy-
chologists “probably should” be
involved in all of the tasks.

Direct Services

ScHooL PsycHoLOGIST RATINGS.

In the Direct Services category,
school psychologists reported
that they “probably should” be
involved in 89% of the tasks.
The one task (11%) that school
psychologists reported they
“probably should not perform”
was provide student training on
career decision making.

TRrRANSITION COORDINATOR RATINGS.

In the Direct Services category,
transition coordinators reported
that school psychologists “prob-
ably should” be involved in all of
the tasks.

Program Planning and
Evaluation

ScHooL PsycHoLOGIST RATINGS.

In the Program Planning &
Evaluation category, school psy-
chologists reported that they
“probably should” be involved in
40% of the tasks, and “probably
should not” be involved in 60%
of the tasks. Tasks in which
school psychologists “probably
should” be involved include: (a)
curriculum development com-
mittees, (b) developing social
skills training programs, (c) de-
termining effectiveness of tran-
sition programs, and (d) con-
ducting formal needs assess-
ments in transition areas.

TrANSITION COORDINATOR RATINGS.

Similarly, transition coordina-
tors, in the “Program Planning
& Evaluation” category, reported
that school psychologists “prob-
ably should” be involved in (a)
curriculum development com-
mittees, (b) developing social
skills training programs, and (c)
conducting formal needs as-
sessments in transition areas.
In this category, transition co-
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Table 2
t-Test Comparisions of Involvement - Transition Coordinators vs. School Psychologists
Trangtion Coordinators School Psychologists
Task n mean SD n mean  SD Df t P
Consultation
Al 65 1.58 0.86 122 1.50 074 185 0.70 484
A2 65 1.45 0.83 122 1.36 0.66 185 0.77 441
A3 65 1.86 0.95 122 1.73 0.84 185 0.98 331
A4 65 1.89 0.87 122 1.75 0.75 185 112 .263
A5 65 1.35 0.65 122 1.23 0.51 185 1.44 151
A6 65 1.78 0.94 122 1.66 0.86 185 0.94 347
A7 65 2.18 1.03 122 1.89 0.95 185 1.94 .054
A8 65 1.49 0.94 122 1.40 0.76 185 0.72 474
A9 65 1.48 0.79 121 1.36 0.62 184 1.16 249
A10 65 194 0.88 122 1.87 0.86 185 0.52 .602
All 65 1.69 0.75 122 1.75 0.83 185 -43 .664
Al12 65 1.69 0.73 122 1.68 0.81 185 0.10 920
Al13 64 1.86 0.83 122 1.80 0.91 185 041 .683
Psychologicd & Psycho-Educational
Assessment
Bl 65 2.15 1.05 122 2.17 1.04 185 -0.11 .909
B2 65 2.22 1.01 122 2.44 1.00 185 -1.47 143
B3 65 2.31 1.09 122 2.67 1.08 185 -2.19 .030
B4 65 1.94 0.98 122 2.36 1.04 185 -2.70 .008
B5 65 2.45 1.12 122 2.43 1.03 185 0.07 943
B6 64 2.61 1.19 120 3.03 1.04 182 -2.50 .013
B7 64 2.61 1.09 120 2.73 1.01 182 -0.77 442
B8 64 1.64 0.82 120 1.79 0.97 182 -1.06 291
B9 64 181 1.05 120 2.10 1.05 182 -1.77 .078
B10 64 1.95 0.88 120 2.23 1.00 182 -1.83 .069
Direct Services
Cl 64 1.70 0.99 120 1.66 0.87 182 0.32 752
C2 64 2.50 1.18 120 2.39 1.08 182 0.63 531
C3 64 1.25 0.59 120 1.28 0.61 182 -.36 127
C4 64 1.33 0.56 120 1.42 0.72 182 -.86 .393
C5 64 1.22 0.45 120 1.28 0.62 182 -.64 524
C6 64 1.97 1.02 120 1.84 1.02 182 0.80 423
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Table 2, continued

t-Test Comparisions of Involvement - Transition Coordinators vs. School Psychologists

Trangtion Coordinators School Psychologists
Tak n mean SD n mean  SD Df t P
Direct Services, continued
C7 64 2.63 1.13 120 2.73 1.12 182 -0.62 535
Cc8 64 1.53 0.69 120 1.53 0.72 182 0.06 .955
C9 64 1.28 0.55 120 141 0.73 182 -1.22 223
Program Planning and Evaudtion
D1 64 1.31 0.56 119 1.33 0.67 181 -0.16 .867
D2 64 1.25 0.59 119 1.23 0.54 181 0.27 791
D3 64 1.42 0.75 119 1.36 0.72 181 0.53 595
D4 64 1.44 0.59 119 1.66 0.79 181 -1.94 .054
D5 64 1.27 0.57 119 1.46 0.88 181 -1.61 109
D6 64 1.36 0.60 119 1.42 0.70 181 -0.58 .560
D7 64 1.13 0.37 119 1.15 0.40 181 -0.43 .669
D8 64 1.64 1.03 119 1.81 1.12 181 -0.98 327
D9 64 1.64 0.78 119 154 0.80 181 0.83 405
D10 64 117 0.46 119 1.13 0.45 181 0.53 594

ordinators reported that school
psychologists “probably should”
be involved in 30% of the tasks,
and “probably should not” be in-
volved in 70% of the tasks.

Differences Between School
Psychologists’ Ratings and
Transition Coordinators’
Ratings of Importance of
School Psychologist Involve-

ment in Transition Tasks

T-tests were conducted to com-
pare the responses of school psy-
chologists and transition coor-
dinators with regard to perceived
importance of school psycholo-
gist involvement in transition
activities. Table 3 presents
means, standard deviations,
and the results of these t-tests.
In order to maintain a family-
wise error rate of .05 when con-
ducting multiple comparisons,
the Bonferroni procedure

(Rosenthal & Rosnow, 1991, p.
329) was used to adjust the origi-
nal alpha level (p < .05) for each
item comparison within NASP
categories as follows: Consulta-
tion, p = .004; Psychological &
Psycho-Educational Assess-
ment, p =.005; Direct Services,
p = .006; and Program Planning
& Evaluation, p = .005. Using
these criteria, no significant
differences were noted on tasks
within any of the categories.
Hence, school psychologists and
transition coordinators agree as
to the importance of school psy-
chologist involvement in each
transition task. Table 3 com-
pares ratings of school psycholo-
gists and transition coordina-
tors on the importance of vari-
ous transition tasks.

School Psychologists’ and

Transition Coordinators’ Current
Involvement vs. Perceived

Importance of Involvement

Means of school psychologists’
and transition coordinators’ rat-
ings of current involvement
were compared to their ratings
of perceived importance. The
differences between means
were analyzed through the use
of a t-test. The school psycholo-
gists’ ratings of perceived im-
portance were significantly
greater than their ratings of
current involvement in all
tasks in all of the categories (p<
.0001). Similarly, the transition
coordinators’ ratings of per-
ceived importance of involve-
ment in all tasks in all catego-
ries were significantly greater
than their ratings of current
involvement for all tasks (p<.0001).
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ScHooL PsycHOLOGISTS.

School psychologists rated im-
portance as greater than in-
volvement on all of the tasks.
The greatest difference between
school psychologists’ ratings of
current involvement and per-
ceived importance of involve-
ment was with regard to con-
ducting personality assess-
ments. In other words, the
school psychologists reported
that, although they “occasion-
ally” perform personality assess-
ments, they “probably should”
conduct such assessments and
would like to conduct more.

TrRANSITION COORDINATORS.

Transition coordinators rated
importance as greater than in-
volvement on all tasks. The
transition coordinators indi-
cated that the greatest differ-
ence between their perceived
involvement rating and per-
ceived importance rating for
school psychologists is with re-
gard to conducting workshops on
the use of assessment data in
transition planning. In other
words, Pennsylvania’s transi-
tion coordinators reported that

school psychologists “never” con-
duct workshops on the use of
assessment data in transition
planning but “probably should”
and would like school psycholo-
gists to conduct more workshops
on this topic.

Barriers to School

Psychologist Involvement

A z-test was used to compare the
responses of transition coordi-
nators with the responses of
school psychologists regarding
the perceived barriers to school
psychologist involvement in
transition activities. For each
group, the percentage of respon-
dents listing a particular barrier
was computed and percentages
compared between groups.
There were no significant dif-
ferences between school psy-
chologists and transition coor-
dinators on the ratings of 91.7%
of the barriers identified. These
barriers included: “transition is
not part of job description;” “lack
of interest in transition activi-
ties;” “lack of training in tran-
sition;” “referral backlog;” “little
secondary work;” “not invited to
participate;” “lack of aware-

”

ness;” “role restrictions;” and
“number of buildings served.”
A significant difference was
noted between samples relative
to the frequency with which the
barrier, “high caseload,” was
mentioned. While 40.6% of
transition coordinators reported
“high caseload” as a significant
barrier to school psychologist
involvement, 58.4% of school
psychologist reported this as a
barrier. This difference was de-
termined to be statistically sig-
nificant, (z =-2.32, p<.05), and
suggests that transition coordi-
nators underestimate the ex-
tent to which this barrier inhib-
its school psychologist involve-
ment in transition tasks.

Discussion

Overall, the results of this study
indicate that school psycholo-
gists and transition coordina-
tors in Pennsylvania maintain
similar attitudes and percep-
tions regarding the level of in-
volvement that school psycholo-
gists have in transition-related
tasks, and of the importance of
school psychologist involvement

Table 3

t-Test Comparisons of Importance Ratings - Transition Coordinators vs. School Psychologists

Trangtion Coordinators School Psychologists

Task n mean SD n mean SD Df t P
Consultation

Al 64 3.09 0.66 123 3.03 0.72 185 0.56 572
A2 63 2.70 0.89 123 2.75 0.92 184 -.35 726
A3 63 3.13 0.75 123 3.23 0.72 184 -.89 376
A4 63 3.05 0.79 123 3.15 0.79 184 -.81 420
A5 63 2.62 0.89 123 2.63 0.94 184 -.05 961
A6 63 2.49 0.90 123 2.43 0.91 184 0.44 .662
A7 63 3.08 0.90 123 3.08 0.91 184 -.01 .989
A8 63 2.60 0.87 123 2.61 0.83 183 -.03 979
A9 62 2.65 0.83 123 2.65 0.87 183 -.04 .969
A10 63 2.84 0.77 123 2.96 0.80 184 -.96 337
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Table 3, continued
t-Test Comparisions of Importance Ratings - Transition Coordinators vs. School Psychologists

Trangtion Coordinators School Psychologists
Task n mean SD n mean SD Df t P
Consultation, continued
All 63 3.17 0.68 123 3.12 0.77 184 -0.62 .649
Al12 63 3.24 0.53 123 3.13 0.81 184 0.06 339
A13 62 2.94 0.81 123 2.96 0.84 183 -1.22 854
Psychologicd & Psycho-Educetiona
Assessment
Bl 63 311 0.88 123 3.10 0.93 184 0.10 921
B2 63 3.27 0.81 123 3.40 0.70 184 -1.13 .262
B3 63 3.29 0.79 123 341 0.76 184 -1.08 .280
B4 63 2.78 0.88 123 3.12 0.88 184 -2.44 .015
B5 63 3.40 0.83 123 3.50 0.67 184 -0.95 .343
B6 62 3.37 0.77 122 3.50 0.72 182 -1.12 .263
B7 62 3.50 0.62 122 3.59 0.64 182 -0.91 .362
B8 62 2.85 0.84 122 2.84 0.88 182 0.14 .890
B9 62 2.85 0.87 122 3.10 0.83 182 -1.86 .065
B10 62 3.06 0.74 122 3.26 0.70 182 -1.77 .078
Direct Services
Cl 62 2.63 0.91 121 2.66 0.94 181 -0.22 825
C2 62 3.18 0.84 122 3.20 0.76 182 -0.16  .875
C3 62 2.81 0.83 122 2.62 0.85 182 1.40 162
C4 62 2.84 0.73 122 2.74 0.86 182 0.80 426
C5 62 2.53 0.82 122 2.43 0.86 182 -0.80 425
C6 62 2.94 0.87 122 2.96 0.89 182 -0.17 .865
C7 62 3.29 0.73 122 3.46 0.67 182 -1.56 120
C8 62 2.79 0.72 122 2.64 0.84 182 1.20 232
C9 62 2.95 0.78 122 2.83 0.88 182 0.94 350
Program Planning & Evauation
D1 62 244 0.93 120 2.43 0.87 180 0.08 .940
D2 62 2.27 0.94 119 2.16 0.97 179 0.76 449
D3 62 2.68 0.81 120 2.58 0.90 180 0.76 450
D4 62 2.94 0.72 119 2.92 0.86 179 0.15 879
D5 62 2.35 1.01 120 2.30 0.99 180 0.35 726

D6 62 244 0.88 120 2.61 0.91 180 -1.23 221
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Table 3, continued

t-Test Comparisions of Importance Ratings - Transition Coordinators vs. School Psychologists

Tak n mean SD n mean SD Df t P
Program Planning & Evaduation, continued

D7 62 1.94 0.97 121 1.94 0.85 181 0.07 .946
D8 62 2.27 1.12 121 2.36 1.13 181 -0.46 .645
D9 62 2.61 1.01 121 2.56 0.94 181 0.39 .695
D10 62 231 1.02 121 2.33 1.04 181 -0.15 .881

in these tasks. Both school psy-
chologists and transition coor-
dinators believe that school psy-
chologists should be involved in
all tasks to a greater degree than
they are currently involved. The
finding that school psychologists
are not involved to the extent that
they believe they should be is con-
sistent with existing literature
(Levinson, 1990; Reschly & Wilson,
1995; Staab, 1996).

The results also indicate
that school psychologists and
transition coordinators agree
that school psychologists fre-
quently perform some transi-
tion-related tasks including: (a)
completing reevaluations to
meet transition needs, (b) con-
ducting functional behavior as-
sessments, and (c) providing
input for placement and support.
School psychologists and tran-
sition coordinators also agree
that school psychologists should
be involved in many transition
related tasks. These tasks in-
clude all tasks in the Consulta-
tion category except for coordi-
nating referral between school
and post-school agencies, all
tasks in the Psychological and
Psycho-Educational Assessment
category, all tasks in the Direct
Services category except for pro-
viding student training on ca-
reer decision making, and the
tasks (a) participate on transi-
tion development committees,
(b) develop social skills training
programs, and (c) conduct func-

tional behavior assessments
from the Program Planning and
Evaluation category.

The results of this study indi-
cate that school psychologists
and transition coordinators in
Pennsylvania maintain simi-
lar attitudes and perceptions
regarding the level of involve-
ment that school psycholo-
gists have in transition-re-
lated tasks, and of the impor-
tance of school psychologist in-
volvement in these tasks.

The results also indicate
that school psychologists be-
lieve that conducting personal-
ity assessments is an important
transition planning task and
one that they should be perform-
ing more frequently. Personal-
ity assessments can be a valu-
able tool in determining the ex-
tent to which an individual pos-
sesses the personality charac-
teristics necessary for success
in a given occupation. There-
fore, transition planning might
be more effective if school psy-
chologists were more frequently
involved in this task. In con-
trast, school psychologists do not
believe they should be involved
in providing student training in
career decision making while
transition coordinators do believe
they should provide this training.

In terms of the barriers that
limit school psychologist in-

volvement in transition, for the
most part, school psychologists
and transition coordinators
agree as to the extent to which
specific barriers are present.
The only barrier for which school
psychologists and transition co-
ordinators did not provide equal
ratings was high caseload. A sig-
nificantly larger percentage of
school psychologists than tran-
sition coordinators perceived
“high caseload” as impacting the
involvement of school psycholo-
gists in transition planning.
This finding indicates that
transition coordinators may not
be aware of the extent to which
this barrier affects school psy-
chologists’ involvement in tran-
sition. Much has been written
about this in the school psychol-
ogy literature and some have
suggested that special educa-
tion reform may reduce the
amount of testing required of
school psychologists (Levinson
& Murphy, 1999). This, in turn,
may provide school psychologists
with more time to devote to
transition related tasks other
than assessment.

This study has several limi-
tations that must be consid-
ered. One limitation of the study
is the relatively low response
rate obtained. Though charac-
teristics of the school psycholo-
gist sample were similar to
characteristics of the population
of Pennsylvania school psy-
chologists at the time the study
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was conducted, the presence of
a response bias still exists. The
Pennsylvania Department of
Education does not have infor-
mation available on the demo-
graphics of transition coordina-
tors so it is unclear how the
characteristics of the sample of
transition coordinators compare
to the population. Regardless, it
is possible that respondents’
perceptions may not be repre-
sentative of the perceptions of all
school psychologists and transition
coordinators in Pennsylvania.

Future research should be de-
signed to replicate this study
with nationally representa-
tive samples or samples in
other states.

Another limitation of this
study is that it was conducted
in the state of Pennsylvania
rather than nationally. Hence,
the results apply to transition
coordinators and school psy-
chologists within the Common-
wealth of Pennsylvania and can-
not be generalized to individu-
als in other states or countries.
Future research should be de-
signed to replicate this study
with nationally representative
samples or samples in other
states to investigate the extent
to which our results may be
generalized beyond Pennsylva-
nia. Additionally, since the titles
of those professionals who serve
as transition coordinators may
vary from state to state, re-
search should also be designed
to determine whether roles and
perceptions vary by title. This
research is important because
the results of such research
could provide a more accurate
representation of the profes-
sionals involved in the transition
planning process in each state
and their roles in this process.

The structure of the survey
may also have affected the re-
sults. The survey selected in
this study was a replication of

one that had been mailed na-
tionally to school psychologists
by Staab (1996). The Likert rat-
ings format on Part Il of the sur-
vey included four choices for
each question. The use of a
four-point scale has been criti-
cized (Fink, 1995) because
there is less of a difference be-
tween options than on a scale
with five or seven points. Re-
sponses may have been differ-
ent had a five or seven point
scale been used.

However, in spite of these
limitations, this study has im-
plications for school psycholo-
gists and other educational pro-
fessionals involved in transition
in terms of transition training.
Consistent with existing litera-
ture (Shepard, 1982; Staab,
1996), the results of the study
indicate that most school psy-
chologists felt that they were not
adequately prepared in the area
of transition planning. This find-
ing is particularly concerning
considering Ulmer’s (2004) find-
ing that school psychologists
who feel that they lack adequate
training in the area of transi-
tion services, are less likely to
participate in such activities.

This study has implications
for school psychologists and
other educational profession-
als involved in transition in
terms of transition training.

In addition, the results of
the study indicate that few tran-
sition coordinators received
training through a graduate pro-
gram, but that many transition
coordinators received training
through in-service workshops.
In order to ensure that school
psychologists are better pre-
pared to participate in transition
planning, transition coordina-
tors should involve school psy-
chologists in in-service work-
shops designed to inform edu-
cational professionals about
transition planning. These re-

sults also clearly indicate a
need for graduate training pro-
grams in transition to include
information regarding the con-
tributions that school psycholo-
gists can make to the transition
planning process. This training
could provide transition coordi-
nators with the knowledge
needed to fully utilize the transi-
tion-related skills of school psy-
chologists, and therefore, make
transition planning more effective.
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lowa’s High School Super Senior School-to-Work Transition Program
by John Nietupski, Ph.D., Judy Warth, Amy Winslow, Russ Johnson, Beverly Douglas, Maggie Johnson,

and Judy Cilek
Abstract

This article describes an innova-
tive school-to-work transition pro-
gram incorporating identified best
practices. lowa’s Super Senior
program serves students in the
“middle range” of the disability
severity spectrum during the
student’s senior and 5", or “Su-
per Senior” year. The article de-
scribes the program elements, pre-
sents outcome data, describes the
funding mechanism used to sus-
tain the program after the initial
federal grant and offers recom-
mendations for transition practice.
lowa’s High School Super Senior
program has three central elements:
* Person-Centered Career
Planning—where family mem-
bers, friends and professionals
come together to help a student
identify their skills, interests, sup-
port needs, ideal job match action
plan to reach their career goals
* Multiple, short-term voca-
tional experiences to help
students develop/refine their
goals; and
* Extended Internships and
Ongoing Support—during
the student’s “Super” senior
year to develop work skills and
employer/co-worker connec-
tions that will result satisfying
employment that can be main-
tained into adulthood.

153 students entered Super
Seniors 2001 through 2004-05.
Of those, 85% participated in the
program for at least two years. Of
the 153 students served and 125
who completed two program
years, 116 exited school with paid
employment, with 68 (59%) ob-
taining full-time jobs and 50% re-
ceiving employer benefits. The
116 employed students repre-
sented 76% of all participants and
84% of those who completed two
or more program years as in-
tended under the model.

The employment outcomes for
students who completed at least
two years in the program were far
superior to those who only partici-
pated in one year. Specifically,
84% of those who exited after two
or more years were employed and
only 39% of the students who
chose not to complete two years in
the program exited school with jobs.

In comparison to program en-
try, students who were employed
at program exit increased their
hours worked an average of 394%
(6.4 hrs. to 31.4 hrs./ week), in-
creased hourly wages by 240%
($2.33 to $7.93/hour) and
monthly wages by 612% ($159 to
$1,133/month).

Introduction

National, state and local follow-

up studies over the past 15

years have consistently docu-

mented that transition from
school into competitive employ-
ment is an unrealized goal for
many students with disabilities

(Blackorby & Wagner, 1996;

Frank & Sitlington, 1993, 2000;

Horvath-Rose, Stapleton & O’Day,

2004). Documented unemploy-

ment has ranged from 27% to 66%.

It has been argued that dis-
couraging employment out-
comes are the result of failure
by the educational and adult
service systems to provide the
array and/or intensity of ser-
vices needed to ensure voca-
tional success (National Coun-
cil on Disability, 2000). These
practices include:

* Individualized career plan-
ning assistance, where stu-
dents actively plan their fu-
tures (lzzo & Lamb, 2003;
Miner & Bates, 1997; Siegel
et al., 2003).

* Extensive community based
work experiences, providing

real-world settings for making
meaningful career choices
and learning functional skills
(Benz, Lindstrom & Yovanoff,
2000; Phelps & Hanley-Maxwell,
1996; Wagner, Blackorby,
Cameto & Newman, 1993).

* Support services sufficient
to enable students to identify,
find, learn and keep a job
(Gugerty et al., 1996; National
Council on Disability, 2000).

* Linkage with community
resources to support students
upon exiting the educational
system (Certo et al, 2003;
Luecking & Certo, 2003).

The purpose of this article
is to describe a school-to-work
transition program that ad-
dresses the employment chal-
lenges students with disabili-
ties face, incorporates best tran-
sition practices and creates job
opportunities for students. The
pages that follow contain a de-
scription of: a) the local context;

b) how the transition program

works; c) outcomes to date; and

d) implications for educational

programs serving this population.

Context

Grant Wood Area Education
Agency (GWAEA) is an “Interme-
diate Educational Agency”, that
provides special education and
support services to 33 districts
in east-central lowa. In 2000,
GWAEA initiated the process of
assessing post-school employ-
ment outcomes and adequacy of
school-to-work transition ser-
vices. As an initial step, GWAEA
polled school staff, parents, and
adult service professionals as to
their perceptions of the efficacy
of special education in
transitioning students across
the disability severity spectrum
into adulthood. One of the inter-
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esting themes that emerged
was the perception that students
at the most mild and most se-
vere ends of the continuum
transitioned more successfully
into adulthood than those in the
middle. Specifically, stakehold-
ers perceived that students with
higher academic capabilities
(e.g., those served in “Resource”
programs) had access to supports
for post-secondary education
success. Likewise it was noted
that students with the most se-
vere handicaps, who typically
were served in “Self Contained”
programs, had access to long-
term funding for supported em-
ployment. However, students in
the middle, those served in
“Self-Contained with Integra-
tion” (SCI) programs, typically
graduated at age 18 and either
were unemployed or held a suc-
cession of part-time, low-wage
dead-end jobs. It was noted that
these students often did not have
sufficient vocational preparation
in high school and did not qualify
for Vocational Rehabilitation ser-
vices after graduation.

In order to substantiate this
perception, GWAEA conducted a
follow-up investigation into the
employment status of 20 “SCI”
students who had graduated
over a two year period. The find-
ings, presented in Table 1, con-
firmed that school-to-work tran-
sition is a significant local prob-
lem for this population and that
transition services were in
need of improvement. Based on
these findings, and after a thor-
ough review of the research lit-
erature on effective transition,
GWAEA, several school districts

and Goodwill Industries of SE
lowa, an adult rehabilitation
agency, designed the Super Se-
nior school-to-work transition
program to improve employment
outcomes for SCI students.
lowa’s High School Super Senior
transition program began in
2001, when GWAEA and its dis-
trict and Goodwill partners ob-
tained a grant from the US Of-
fice of Special Education Pro-
grams, and continues beyond
the grant with district funding.

The program was titled “Super

Senior” because it served stu-

dents in their senior year of

high school and a fifth, or “su-
per” senior year. Under state
and federal law, students with

IEPs are entitled to public edu-

cation through age 21. While

most SCI students graduate at
age 18, continued services be-
yond that age are permissible if

IEP teams document unmet

needs. Given the lack of voca-

tional experience by most SCI
students and past difficulties in
obtaining employment, Super

Seniors was designed as a two-

year program intended to help

each student make an informed

career choice and obtain 20-40

hour/week jobs in the field of their

choosing prior to graduation.

The three key features of
the High School Super Senior
transition program are:

* Person-Centered Career
Planning Assistance. Staff
works with the student, par-
ents and teachers to help stu-
dents develop an informed
career choice and plan for
achieving that goal.

* Extensive work experi-
ences. Students explore pos-
sible careers through job
shadows, short-term job try-
outs and extended paid in-
ternships/apprenticeships
in the community.

* Training and support, in-
cluding coaching, travel
training, social skill develop-
ment, interviewing, linkages
to community services, help-
ing students find, learn and
keep desired job.

What makes the Super Senior
program unique are: 1) the em-
ployment outcomes achieved; 2)
the collaboration with adult ser-
vice agencies; 3) the use of a
fifth year for intensive career
preparation; and 4) the develop-
ment of a funding mechanism
to sustain the program in the
years ahead.

Program Features

Staffing

GWAEA houses the Super Se-
nior director and provides over-
all fiscal and program manage-
ment. Transition services, how-
ever, are delivered primarily by
Goodwill employment special-
ists and job coaches from that
agency or the community. A
decision was made to contract
with Goodwill because commu-
nity agencies offer the advan-
tages of year-around service,
employer relationships, adult
service funder connections and
cost effectiveness (Certo et al.,
2003; Luecking & Certo, 2003).
Goodwill employment special-
ists have at least a bachelor’s
degree in human services/edu-

Table 1

Employment Status of 20 “SCI” Students

Employment Status

1999 Grads (17 mo post-HS)

2000 Grads (5 mo post-HS)

Unemployed
Employed Part-Time
Employed Full-Time

43%
14%
43%

31%
23%
46%
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cation/rehabilitation and expe-
rience in employment prepara-
tion/support for individuals with
special needs. Job coaches from
Goodwill typically have job coach
certification through the local
community college. Occasion-
ally, the program contracts with
community members (e.g., re-
tirees, current employees in a
particular industry/business,
parents, special educators) to
provide job coaching. Typically,
community coaches are se-
lected because of their familiar-
ity with either the occupation
or the student being served.

A key element in establish-
ing an effective transition pro-
gram is staff selection. Beyond
skills/experience in person-
centered planning, job develop-
ment and job training, Super
Seniors sought staff committed
to putting the student in the cen-
ter of the transition process.
Employment specialists were
sought who would be comfort-
able with facilitating achieve-
ment of student-identified, not
staff-identified, goals. In addi-
tion, staff with a flexible style
and a willingness to do whatever
it took to make services work
for students was deemed criti-
cal to program success.

Who Does lowa’s Super

Senior Program Serve?

lowa school districts offer an
array of special education pro-
gram models. Typically, stu-
dents with less intense support
needs and stronger academic
skills are served primarily in
general education, with in-class
or resource program support.
Many of these students pursue
postsecondary education at two
or four year institutions. At the
other end of the spectrum are
students with significant cogni-
tive, behavioral and/or motor chal-
lenges whose curriculum focuses
on basic/practical life skills. These
students are served primarily in
special classes and have life-long,
intensive support needs.

Students in the middle of
these two extremes have aca-
demic capabilities beyond those
of students in self contained
classes and below those of typi-
cal resource students. Con-
versely, they may have more
extensive life-skill instruc-
tional needs than students in
resource programs but less than
those in self contained classes.
This middle range group spends
much of the day in what lowa
terms a “Special Class with In-
tegration” (SCI) model, where
the curriculum parallels the
general academic focus. De-
pending upon the program and
IEP goals, SCI students may or
may not have had vocational
training during high school.

lowa’s High School Super Se-
nior Program was developed to
serve these “middle range”/SCI
program participants. The ratio-
nale behind this decision was
threefold:

* The historical practice of
graduation at 18, while com-
mon with this population, was
not required by law and ex-
tending the graduation date
could be justified by docu-
menting unmet vocational
transition goals.

* Belief that an extra year of vo-
cational training could help
students achieve vocational
goals, become productive
employees and avoid the em-
ployment difficulties docu-
mented above.

* Recognition that cutbacks in
adult service funding and
tightened eligibility rules
meant limited adult service
availability for many students
in the middle range.

Figure 1 describes the refer-
ral guidelines teachers consider
prior to recommending a stu-
dent to the program. Teachers
are encouraged to refer students
toward the end of the junior year
in high school, though students
typically decide to participate
early in their senior year.

The Super Seniors north
and south programs have served
205 students since 2001-02.
Over 59% had primary diag-
noses of learning disabilities/
ADD/ADHD, 14% mental retar-
dation, 11% had behavioral dis-
order/emotional disturbance
diagnoses, 8% had autism spec-
trum disorders, 3% head injury
labels, 3% had “other” diagnoses
and 2% did not divulge their dis-
ability label. Approximately 43 %
of the students had parent(s)
who refused to meet with pro-
gram staff to discuss their
son’s/daughter’s vocational vi-
sion/needs, did not participate
in the IEP or person-centered
planning process and/or stated
that they did not wish to be in-
volved in helping create their
child’s vocational future. Thirty-
eight percent of the students
were from low income house-
holds and 29% lived on their own
and/or met the state definition
of having transient living situ-
ations. Almost 28% of the stu-
dents had parents or siblings
with disabilities and nine per-
cent had children of their own.

Super Senior program par-
ticipants seemed to fall into
three subgroups. One subgroup
is comprised of students who in
a past era would likely have
been served in an SCI or self-
contained class program but
whose parents successfully ad-
vocated for “full inclusion”.
These students spent most of
their school time in general
education, often developing tre-
mendous social skills, some
academic competencies and,
unfortunately, very little in the
way of vocational skills. Further,
few connections were made
with adult services as parents
focused on the academic pro-
gram students were to experi-
ence. As these pupils ap-
proached graduation, parents
began to realize that their stu-
dents had little likelihood of
meeting the academic demands



20

Volume 29, Number 1, Fall 2006

if he or she:

Figure 1

Super Senior Program Referral Considerations
The High School Super Senior Program is designed to transition students with disabilities who
need time-limited job skills training into community employment. A student may be a candidate

1. has an Individualized Education Plan (IEP).

2. has transition goals in the IEP specifying a desire for competitive employment after high school

3. is likely to need assistance in achieving a specific vocational goal.

4. is likely to need short-term (e.g., anticipated maximum of 6-12 months), community based, on-
the-job training beyond high school to achieve his or her career goal.

The table below provides guidelines to assist IEP Teams in referring students to the program.

Consider Students for Super Senior if:

Consider Alternatives to Super Senior if:

Anticipated Adult
Services

*Referral to lowa Vocational Rehabilitation
Services for time limited assistance is
being considered/has been recom-
mended by the IEP team.

*Referral to County/DHS long-term sup-

port is being considered/has been rec-
ommended by the IEP team.

Postsecondary
Education Plans/
Needs

*The student does not plan to pursue
postsecondary education at this time.
*The student plans to pursue specific, job-

related postsecondary courses and re-
quires assistance beyond that which the
VITAL Program offers.

*The student plans to pursue
postsecondary education program on
their own or with assistance from the
postsecondary school’s disability ser-
vices office.

*The student meets criteria for the VITAL
Program.

How Student
Learns Best

*The student learns best through hands-
on, functional experiences.

*The student learns through modeling/
demonstration and verbal directions.

*The student learns best through discus-
sion or academic investigation.

*The student learns best through exten-
sive physical guidance.

General/Special

*The student is enrolled in special educa-

*The student is enrolled in adapted or non-

Ed. Program tion courses and/or modified general adapted general education courses.
education classes.

Intensit)_/ of *The student performs multi-step tasks ®The student requires ongoing assistance
Instruction without assistance following short-term to perform multi-step tasks despite
training. lengthy training.

*The student does not require extended 1:1  *The student requires extended 1:1 coaching.
coaching.
Length of *The student is likely to require 6-12 °The student is likely to succee in the job
Anticipated months of community based on-the-job market without the additional 6-12
Training/ training beyond high school to succeed months of training.
Support

in the job market.

*The student is likely to require more than
one year of training and/or support be-
yond high school in order to succeed in
the job market.

Student Interest,
Commitment, &
Follow-Through

*The student expresses an interest in pro-

gram participation and community em-
ployment as evidenced by:

*6-12 months of any type of work

experience prior to graduation
and/or

*follows through on commitments
to meet/work with SS staff

*The student is opposed to program partici-
pation and/or community employment.
*The student has declined work experiences.
*The student has not followed through on

commitments to meet/work with SS
staff.
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of postsecondary education or
receiving the kinds of supports
in college that they had been
accustomed to in high school.
They recognized that their chil-
dren had no clear-cut vocational
goals and no guarantee of adult
service funding to address this
need. Faced with these uncer-
tainties, parents saw Super Se-
niors as a way to transition
their adolescents from school to
the real world of work.

The second subgroup is com-
prised of those who struggled
with academic tasks, performed
better in courses that focus on
practical life-skills, learned best
through hands-on experiences
and had IEP goals to work in the
community upon graduation.
These students often had diag-
noses of mental retardation,
autism-spectrum disabilities or
more significant learning dis-
abilities, had special education
work experiences and may have
developed an occupational goal.

The third group has been
labeled as having behavior dis-
orders or ADHD/ADD. These
students tended to be quite in-
tellectually capable in compari-
son to the two subgroups de-
scribed above but were either
noncompliant, verbally/physi-
cally aggressive and/or made
impulsive behavioral choices
without regard to their conse-
quences. These students tended
to mistrust adults and resist
attempts to control their behav-
ior. As a result, they often re-
fused to work with people or pro-
grams they perceived as overly
prescriptive or “in their face.”

How Does Super Seniors
Work?

The Super Senior program con-
sists of six primary elements,
each of which addresses particu-
lar questions. These are listed in
Table 2 and described in greater
detail thereafter.

ELEMENT 1: ESTABLISHING A RELATION-
SsHIP/GETTING TO KNOw THE STUDENT.
Siegel et al. (2003) have empha-
sized the importance of transi-
tion personnel developing a
“Benefactor Relationship” with
the students they serve. These
authors contend that trusting,
long-term adult relationships
are critical if students are to
navigate the uncertainties of
the transition period and not
flounder in their attempts to
obtain/maintain satisfying
employment. According to
Siegel, benefactors never dis-
qualify youth from services, but
rather are a dependable source
of counsel and support during the
transition from school to work.
Siegel’s perspective on the
importance of benefactors has
shaped lowa’s High School Su-
per Senior program operation.
Trusting relationships with stu-
dents, particularly with those
who have had minimal adult
guidance in their home life, do
not happen overnight. Nor does
it occur when staff contact is
episodic. Rather, trust comes
when adults invest time to get
to know students, listen to their
hopes, dreams and fears and let
students know that they are in
the driver’s seat when it comes
to preparing for their future.
On the basis of this philoso-
phy, SS staff invests consider-
able time and effort to getting
to know the student and build-
ing rapport. This takes three
forms. First, staff “hangsout” with
students in the school, commu-
nity and home to see what and
how they do, learn their likes/
dislikes and get a sense of their
skills. Second, staff review
records and meet with teach-
ers, students and parents to
gain insight into what makes
students tick and vocational
paths they may wish to follow.
Third, students work through
career interest inventories
with staff so both gain insight
into occupations that might be

explored. While several inven-
tories are available {e.g., The
Holland Self-Directed Search
(Holland, 1994); Choicemaker
(Martin & Marshall, 1995)} and
have occasionally been used, the
primary tool has been the Your
Employment Selection (YES) ca-
reer interest/exploration sys-
tem (Morgan, 2003; TRI-SPED,
2000). This reading-free, CD-
ROM-based inventory was de-
signed, to help students identify
possible career paths that
match student-preferred char-
acteristics (e.g., work alone/
with others, sit down/standing
work, heavy/light work, aca-
demic/physical labor, indoor/
outdoor work etc.). YES shows
short, narrated video clips of
over 120 jobs, with students se-
lecting those of greatest inter-
est. By observing what students
select and probing reasons for
their choices, staff begins to form
a picture of who the student is
and what motivates them.

ELEMENT 2: PERSON-CENTERED
CAREER P LANNING.
Once rapport has been estab-
lished and staff gets to know the
student, together they arrange
a person-centered career plan-
ning (PCCP) session. This meet-
ing is hosted by the student, fa-
cilitated by the staff member
and attended by the people the
student feels can help plan for
a satisfying career after high
school. Generally, the meeting
is attended by the student’s
teacher, other IEP team mem-
bers, family and friends.
Flipcharts are used to display
the key points raised in the
PCCP meeting. For students
uncomfortable with this more
formal approach, however, staff
may summarize the proceed-
ings on a notepad. The first
PCCP meeting generally lasts
from 1-1.5 hours and follows a
prescribed process:
* ldentifying Ground Rules. The
facilitator starts with ground
rules that will ensure that
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Table 2
Primary Elements of the Super Senior Program

Super Senior Program Element

Question Addressed by Element

Establishing a Relationship with & Getting to
Know the Student:

*Record Review

eTeacher, Parent, Student Interviews

School-Community Observations

*Vocational Interest Inventory

*What are the student’s career dreams, general skill
levels, and areas in need of training/support?

Person-Centered Career Planning Sessions:
*Team of student’s choosing

*Review of work history, skills, interests

¢|dentify ideal job elements & ocupations to investigate
e|dentify barriers to an ideal job

*Next steps & action planning

*What career options should be explored?

*What are the “must-have” and “must-avoid” ele-
ments of student’s “ideal” job?

*What is our plan for helping students obtain their
“ideal job”?

*Who can help implement the plan?

Sr Yr Community Work Expectations:
*Job Shadows

*Short-term work experiences/try-outs
*Six-eight week work experiences

*What career area(s) is (are) of greatest interest to
student?
*What are student’s support/training needs?

Fifth/Super Senior Yr Internships:
*4-12 week paid internships

*Coaching/co-worker support development

eInternship meets student career goals?

¢|s student qualified for such employment or is an-
other internship warranted?

*Will employer hire or provide a referral?

Additional Skill Training/Support
*Community College coursework
*Resume/application/interview skill training
*Transportation training

*Behavioral/social skill teaching/support
eCommunity service linkage

*What related skills/services does the student need
for employment success?

Paid Employment and Program Exit

*Convert internship into paid employment or develop
job that matches career goal

*Provide training/support until student employed for
60 days

Should the student:
*exit special education and the SS program?

econtinue to receive SS support on this job?
*exit to adult system long-term supports?

the student drives the career-
planning process. These
rules include: 1) The student
speaks first; 2) Everyone con-
tributes; 3) All must use plain
words; 4) No blocking state-
ments are allowed; and 5) All
must promise only what
they can deliver and deliver
on all promises.

Reviewing Student Work His-
tory. Starting the meeting
here gives participants some-
thing concrete to discuss and
allows all to see what the

individual's work prefer-
ences and dislikes might be.
The facilitator asks the stu-
dent to describe their formal
/informal work experiences
and team members may
comment on what the stu-
dent liked/disliked about
each experience.

Identifying Student Strengths/
Talents. PCCP is intended to
be a positive, empowering ex-
perience. Discussing student
strengths underscores this
approach by painting a pic-

ture of the gifts the student
brings to the table. These
gifts can range from specific
work skills (“he’s great at fix-
ing things”) to the so-called
“soft skills” such as friendly,
outgoing, hard working etc.

Identifying an “ldeal Job
Match” or Areas to Explore Fur-
ther. Super Senior students
generally have fallen into two
groups: 1) those who have
relatively well defined career
goals; or 2) those who do not
have defined career goals. In
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the case of the former, the
PCCP team tries to help the
student articulate his/her
career vision into an ideal job
match description. This de-
scription will often include
both “must-have” features of
a job and work elements that
should be avoided. Box 1 illus-
trates a recently-developed job
match statement.

Box 1. Jason’s perfect job is
one that allows him to work
primarily outside and will
keep him pysically active.
Working with nature/animals
is astrong interest, with week-
days and 1st shift hours pre-
ferred. An ideal job will sur-
round Jason with co-workers
but will not require working
with customers or dealing with
money. He would like to work
40 hours per week and make
at least $8.50 per hour.

In many cases, students
have such limited work experi-
ence that they are unable to
make informed career choices.
In those instances, the PCCP
team helps them craft a state-
ment similar to the one in Box
2 about the two or three areas that
might be explored in order to iden-
tify elements of an ideal job.
¢ ldentify Challenges and Strat-

egies for Addressing Them.
This, in a sense, is the “real-
ity” step in the PCCP process.
Here the team identifies the
obstacles that might prevent
the student from an ideal job.
Most students with disabili-

ties face challenges. To ig-
nore them is to paint an un-
realistic picture of what lies
ahead. The key is to identify
potential barriers and then to
use the collective wisdom of
the team to identify steps that
might be taken to overcome
them. Common challenges
include transportation, deal-
ing with social situations,
limited employment opportu-
nities in the student’s desired
field or community, commu-
nication/behavioral/physical
disabilities that may require
accomodations, and job seek-
ing. For each step, a list of
possible solutions is gener-
ated. The student is then
asked to rank the solutions
from most to least preferred -
again underscoring the
team’s commitment to put
the student in the driver’s
seat. Box 3illustrates a recent
challenge and solution list.

Developing an Action Plan. One
of the strengths of the PCCP
process is that the people who
form the team can contribute
significantly to making the
ideal job situation a reality.
The important contributions
they can make range from
identifying and opening doors
to businesses that might
match student interests, pro-
viding job shadows/short-
term job tryout opportunities,
linking students to commu-
nity resources such as Voca-
tional Rehabilitation or So-
cial Security, providing trans-
portation assistance/train-

ing and/or solving the trans-
portation or other identified
obstacles. The facilitator and
team set deadlines for the ac-
tion steps, with individuals as-
suming responsibilities respon-
sible for reporting the results to
the facilitator and the team.

Box 2. Mallory’s perfect job is
one that will allow her the ex-
tra hands on training she will
need to fully understand her
duties. The job will be clearly
laid out and will be highly
structured. Her co-workers will
be understanding and friendly.
One person will be Mallory’s
go-to person when she be-
comes frustrated on the job.
Her ideal job must be interest-
ing (a doctor’s office, small
shop, or library are options),
part time, and must pay at
least $7.00+/hour.

* Follow-up. Project staff and
students follow-up on the
PCCP meeting in several
ways. A “Career Planning
Workbook” is created for each
student from notes of the
meeting. Staff refer to this
workbook as the action plan
unfolds and update it as the
student begins to refine his/
her career plan. Students and
staff also devlop a resume
from the information gath-
ered at the PCCP meeting.
Follow-up PCCP team meet-
ings may be held periodically
to review progress, identify
solutions to challenges that
have arisen and/or to note

Box 3. Challenge: The student lives in the city but wishes to work on a farm. He does not drive

and there is no public transportation to outlying farming areas.

Potential Solutions Generated:

e L earn to drive

 Family member or co-worker transports student
e Take bus to edge of town, ride bike from there to farm
* Explore farm-related jobs in the city (e.g., feed dealer, tractor supply store)

* Move to farming community
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any changes in the student’s
career direction based on
their community-based expe-
riences. Finally, the PCCP
information is used to develop
the student’s IEP, with staff as-
sisting teachers in this process.

ELEMENT 3: ExPLORING CAREERS
THROUGH SENIOR YEAR COMMUNITY -
Basep CAREER EXPLORATION.

Senior year students can de-
velop or refine their career goals
through two types of work expe-
riences. Job Shadows are 1-3
hour sessions where students
have the opportunity to observe
an employee, ask questions
about the work, and typically
perform elements of the job.
Short-term Job Tryouts are
similar to Job Shadows except that
they might occur over seeral days
or weeks and afford the student
more hands-on experience.

After each shadow or try-
out, students are debriefed to
determine what they liked/dis-
liked and whether the situatin
matched what their interest
inventory and PCCP meeting
identified as important ele-
ments of an ideal job. Students
share the lessons learned with
staff and their PCCP team and
refine their career goals based
on their own reactions and the
input of team members. It is
hoped that students narrow
their career choices down to
one or two options by the end of
senior year, though in about
15% of the cases, this extends
into the 5th year. Once they have
a defined goal, students proceed to
the next step in the process.

ELEMENT 4: DEVELOPING VOCATIONAL
SKILLS AND EXPERIENCE THROUGH 5TH
YEAR INTERNSHIPS.

Paid internships are 4-to-12
week, hands-on experiences
where students acquire specific
skills and contribute to the busi-
ness through guidance from
program staff and company per-
sonnel. Internship stipends are
built into the program budget,

both during grant funding and
now with districts paying for the
service. Internships offer four
advantages: a) they enable the
student to “test drive” a particu-
lar occupation and make an in-
formed career choice; b) they
provide a real-life opportunity to
assess and develop skills
needed to succeed in this line

of work; and c) they provide a

resume-building experience

and employer reference; and d)

they offer employers a low-risk

way to determine whether a stu-
dent might become a valuable
addition to their workforce.
Internships are developed
using the following process:

* |nitial Employer Contact. Em-
ployers generally are ap-
proached by project staff, of-
ten through referrals from
current/past business part-
ners, staff colleagues or PCCP
team members. At the initial
meeting, staff shares infor-
mation about the program,
asks questions to learn of em-
ployment needs in the firm,
and describes the studentwho
is seeking the intership.

* Interview. If the employer
shows interest, a tour of the
facility and a traditional or a
“working” interview is ar-
ranged to allow students and
employers to meet.

* Negotiation. Staff then confers
with the student and em-
ployer to determine mutual
interest in an internship. If
so, staff negotiates hours,
duties, wages, and other par-
ticulars of the internship and
seeks employer commitment
to pay the student. In cases
where employers are unable
or unwilling to pay, a time-
limted wage subsidy is offered.

* Job Analysis/Placement/Job
Coaching. Staff task analyze
the components of the job,
assess student performance
on identified tasks, and pro-
vide job coaching during the

initial days or week(s) of the
internship. A behavioral
training regiment of verbal cu-
ing, modeling/demonstration
and, if needed, picture/written
prompts and physical guidance,
is used to teach skills.

* Developing Natural Supports.
As part of the internship, stu-
dents are linked with a “co-
worker advocate” who will
share the responsibility for
job training and workplace
integration with project staff.
Project staff fades their assis-
tance in several ways, includ-
ing modeling coaching strat-
egies for co-worker advo-
cates, developing checklists
for students to use and gradu-
ally reducing their presence
on the job site while staying
in contact with employers to
monitor performance. The
typical Super Senior student
requires one to five weeks of
coaching, though students have
required as little as one day and
as much as six months.

* Evaluating the Internship.
Staff, student and employer
meet at the end of the intern-
ship to evaluate the student’s
job and job-related skills, co-
worker relationships, and
employer perceptions of the
support provided by the pro-
gram. Employers complete an
evaluation survey (Figure 2)
and the meeting addresses
employer and student percep-
tion of the experience.

ELEMENT 5: ADDITIONAL/ CUSTOMIZED

SUPPORTS.

Super Senior staff provides ad-

ditional supports to students

and/or link them with commu-
nity resources that offer ser-
vices. Examples include:

e Community College access/
learning supports. Students
who wish to take a commu-
nity college course specifi-
cally related to their career
may do so, with the school
district paying tuition and
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Figure 2
Internship Evaluation Form

Dear Employer: The mission of the Super Senior Program is to prepare today’s youth for tomorrow’s
workforce. Companies like your’s help us, our students, and themselves by providing internships.
We need your honest feedback on how well the intern named below performed for you, and your
satisfaction with the support received from our program. Thank you in advance for taking the time
to let us know how we can improve Super Seniors and meet the needs of area employers.

Intern’s Name Business Phone

Business Contact Person Phone Number

Your Intern’s Performance:

1. Your intern’s quality of work was acceptable/appropriate for his/her assigned tasks.
Strongly Agree Agree Disagree Strongly Disagree
4 3 2 1

2. Your intern’s quantity of work was acceptable and kept up with the company’s needs.
4 3 2 1

3. Your intern was able to follow directions and worked well with his/her supervisor.
4 3 2 1

4. Your intern was able to get along with co-workers.

4 3 2 1
5. Your intern’s grooming/appearance was appropriate /acceptable for the workplace.

4 3 2 1
6. Your intern was on time for work and demonstrated good attendance.

4 3 2 1

7. You would recommend your intern for a position in your industry.
4 3 2 1

Our Program’s Performance:

1. Super Seniors found an intern who could meet your company’s needs.
Strongly Agree Agree
4 3 2 1

2. Super Senior staff prepared your staff to work effectively with your intern.

4 3 2 1
3. Super Senior staff responded quickly and effectively to your questions or concerns.

4 3 2 1

4. If we could do one thing to improve the Super Seniors internship process, what would that be?

5. Would you be willing to: (check all that apply)
O Take on another intern? [ Give testimonial about our services? [dContact other businesses about our
program? [] Write a reference letter for the student?

Additional Comments:

Evaluator’'s Name: Date
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Super Senior staff supporting
students. For example, one
young man took a masonry
course and staff provided in-
class tutoring/coaching. At
the end of the semester, the
head of the masonry program
expressed reservations about
whether the student could
perform quickly enough to
meet employer expectations.
The student’s instructor, how-
ever, felt he could succeed if
given more one-on-one assis-
tance than he could provide
in the context of the 20-stu-
dent class. As a result, we
contracted for the instructor
to work with the student dur-
ing the winter break. By the
end of the break, the student
had improved his productiv-
ity to acceptable levels, allow-
ing him to complete the pro-
gram and ultimately enter
the masonry field.

* |Interviewing/Resume Writing/
Job Application Training. Staff
assists students in develop-
ing and updating their re-
sumes and in completing job
applications. With regard to
the latter, students complete
and keep a “Little Red Book”
with key information that can
be used whenever applying
for a job. Staff will conduct mock
interviews and will recruit cur-
rent and prospective employers
to give students a more realis-
tic interview experience.

* Transportation Assistance.
Staff transports students,
teaches bus riding sKkills,
preps students for driver ex-
ams, and/or will help stu-
dents make transportation
arrangements.

* Behavioral/Social Skill Teaching/
Support. These services range
from behavioral contracts to role
playing social situations to cog-
nitive strategies such as self-
talk, to 1:1 counseling.

¢ Linkage with Community Agen-
cies. Staff will connect stu-

dents with Vocational Reha-
bilitation, County MH/DD,
Social Securiy Administra-
tion, subsidized housing, and
substance abuse/mental
health counseling service
agencies as needed. Assis-
tance ranges from providing
contact information to complet-
ing applications, to accompany-
ing students to appointments.
These services are delivered to
students primarily in commu-
nity settings, particularly in the
fifth year when students are not
typically in the high school
building. Staff time devoted to
students varies on the basis of
their 4th/5th year status and
intensity of needs. Staff may
average as little as 1 hour or
less with a student early in the
senior year. This picks up con-
siderably toward the end of the
senior and into the super senior
year, where more than 10-20
hours/week might be required
when an internship is initiated,
fading to 1-4 hours per week as
students progress.

ELeMENT 6: OBTAINING PAID, INTE-
GRATED EMPLOYMENT IN A PREFERRED
OccuPATION

The purpose of the Super Senior
program is to help students ob-
tain the job of their dreams prior
to exiting the school system.
Once students have had success
in their internships and are
able to articulate their career
choice, project staff attempts to
create that job opportunity. This
happens in one of two ways. In
approximately 80% of cases,
employers with interns will ex-
tend an employment offer to
their intern. In essence, the
internship has given the busi-
ness an opportunity to see the
student’s talents firsthand. Sat-
isfied employers often hire in-
dividuals who have contributed
to their business. In cases
where an internship either does
not lead to a job offer or the stu-
dent does not accept the offer,
however, project staff, the stu-

dent, and PCCP team will de-
velop that “ideal job.” This pro-
cess is similar to that used to
develop internships, with the ma-
jor difference being that an actual
job is being sought, not a time-lim-
ited or subsidized internship.

Outcomes

Evaluation is an ongoing part of
lowa’s Super Senior program.
This section summarizes data
documenting program growth,
student participation, and edu-
cation/employment outcomes
in the first five years of opera-
tion (2001/02-2005/06).

STUDENT REFERRALS

One standard for measuring pro-
gram vitality is growth over
time. lowa’s High School Super
Senior program meets this
standard exceedingly well, grow-
ing from 19 student referrals in
2001-02 to over 60 in 2005-06.

NuMBER OF STUDENTS COMPLETING
PROGRAM.

153 students entered Super
Seniors prior to the 2005-06
school year, thus having had
the opportunity for two years of
participation. Of those, 125 or
82% participated in the program
for at least two years. Most of the
students who exited early did so
at their own choosing. Some,
however, were found to require
more intensive supports and
were referred to adult services
funded by vocational rehabilita-
tionand/or county human service
systems. Twelve percent of the 153
students continued to participate
into a third program year.

STUDENT PARTICIPATION.

Since 2001, students have en-
gaged in: 1,000 Job Shadows/
Tryouts, 230 Internships, 289 job
placements. Student participa-
tion increased in each of the
five years of the program.

EmpPLOoYMENT OUTCOMES.

The overall employment rate of
the 153 students who had the
opportunity for two years of pro-
gram participation was 76%
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Table 3
Student Occupations
Occupation Percent
Food Services 21.7
Clerk 11.7
Sales 10.0
Child/Day Care 10.0
Janitorial 10.0
Machinery Operator/Factory Worker 8.3
Computer Repair 6.7
Telemarketer 6.7
Construction Worker 5.0
Medical Services 3.3
Automotive Services 3.3
Security Guard 1.7
Dog Groomer 1.7
Totals: 100%

(116). However, substantial em-
ployment outcome differences
were noted between students
who completed at least two years
in the program and those who
only participated in their senior
year. Specifically, 84% of those
served in two or more years ex-
ited with jobs (105 of 125). In
contrast, only 39% (11 of 28) of the
students who chose not to com-
plete two years in the program
were employed at program exit.
Of the 116 students who ex-
ited school with paid employ-
ment, 68 (59%) held full-time
jobs and 50% received employer
benefits. In comparison to pro-
gram entry, students who were
employed at program exit in-
creased their hours worked an
average of 394% (6.4 hrs.to 31.4
hrs./ week), increased hourly
wages by 240% ($2.33 to $7.93/
hour) and monthly wages by
612% ($159 to $1,133/month).
As indicated in Table 3, stu-
dents have obtained employ-
ment in a robust array of occu-
pations. Most jobs required
minimal formal education be-
yond high school, though sev-
eral (e.g., childcare, medical
services, auto services) re-
quired special certifications
achieved through community col-
lege or employer-offered training.

Funding High School Super
Seniors Beyond the Start-up
Grant

As stated above, lowa’s High

School Super Senior was ini-

tially funded by a grant from the

US Department of Education’s

Office of Special Education Pro-

grams. Within the first year of

operation, the project director
formed a committee to develop

a plan to sustain the program.

This committee, consisting of

administrators from local dis-

tricts, Grant Wood AEA, Goodwill

Industries, the University of

lowa Center for Disabilities and

Development, Kirkwood Com-

munity College and lowa’s De-

partment of Education, along
with teachers, parents and staff

met for almost two years to put a

plan into place. The main elements

of the plan are described below.

* Program Management/Staffing
Configuration. The committee
examined several program
arrangements, from continu-
ing the AEA/Zadult service
provider subcontract approach
to districts each operating
the program with school staff.
The decision was made to
maintain the current ap-
proach of having the AEA
serve as the lead agency and

sub-contracting with adult
service providers for staff.
Billing Districts for Services.
The committee studied the
feasibility of two options for
charging districts for Super
Senior services. The first op-
tion was to bill for both senior
year and 5" year services the
second option was to continue
to serve students in the se-
nior and 5% years, but only in-
voice districts based on 3"
year participants. This latter
option was selected because
funding for 4™ year students
was tied up with the teach-
ers, transportation and other
services the student re-
ceives, leaving little flexibil-
ity. Fifth year pupils, however,
would not typically attend the
high school or require ser-
vices from school personnel,
thus freeing dollars for Super
Senior services.

Establishing a Unit of Service
and Projecting Cost to Districts.
lowa students receiving spe-
cial education services are
assigned a “weight” based on
a formula that takes into ac-
count their level of service
need and program model. The
average cost of educating a
student in general education
is then multiplied by this
weighting figure to derive a
reimbursement rate to the
district serving that student.
Weighting figure are 1.72 for
Level 1-designated students,
2.21 for Level 2 students and
3.76 for Level 3. A study con-
ducted over a 12 month pe-
riod confirmed that Super
Senior staff time did increase
based on the student’s
weighting (1.65 & 3.3 for Lev-
els 2 & 3 respectively). In or-
der to determine financial
viability of billing for 5% year
students, we then projected
next year’s cost and number
of 5" year student partici-
pants. The findings, pre-
sented in Table 4, docu-
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mented that the program
would be financially viable,
with projected billing rate un-
likely to exceed the per-pupil
funding districts receive.

Discussion and

Recommendations

This article provides an over-
view of lowa’s High School Su-
per Senior program for prepar-
ing students with disabilities for
satisfying careers. Program ser-
vices were described and data
presented regarding the
program’s impact on students in
the “middle range” of the disabil-
ity spectrum. The results show
that 84% of the students who com-
pleted two or more years with the
Super Senior program (125 stu-
dents) exited with a job and 76%
of all program participants (153
students), which includes those
with less than two years partici-
pation, exited employed.

As indicated on page 1, the
need data that led to the devel-
opment of this program showed
that up to 43% of SCI students
who graduated at 18 years of age
without a Super Senior program
were unemployed. The Super
Senior outcome data, including
percentage employed, hours
worked, hourly wages and
monthly wages suggest that the
program has had a substantial
impact on students. These re-
sults, though preliminary, sug-
gest that an intervention that
spans a student’s senior and 5t
year and combines person-cen-
tered career planning with pro-
gressively in-depth community
experiences, can produce im-

proved employment outcomes
for this population.

Nationally, cutbacks in hu-
man service funding have re-
sulted in more stringent adult
service eligibility and less ser-
vice for those fortunate enough
to qualify for vocational sup-
ports. An added significance of
lowa’s High School Super Senior
program is that the funding
mechanism that has resulted
in its sustainability offers a way
to add resources to the system.
In an era of budget cutting, this
opportunity to increase transition
services without reducing ser-
vice elsewhere should be seized.

Clearly, research to test the
program’s effectiveness would
seem warranted. Questions that
might be investigated include:
a) whether or to what extent
would randomized, controlled
scientific investigations yield
similar findings. b) would the
program produce similar results
in larger urban areas and more
diverse settings; c¢) do Super
Senior students maintain em-
ployment 6-12 months following
program exit; and d) the appli-
cability of the Super Senior
model to students with more or
less severe disabilities. An-
swers to these and other ques-
tions will add to our understand-
ing of effective school-to-work
transition practices with stu-
dents who have disabilities.
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