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CHAPTER ONE

Development of the Problem

Introduction

As the first generation of young persons with
disabilities who received a mandated free and appropriate
public education (P. L. 94-142) completes school, the need
for successful transition of these individuals from school
to work and community adjustment intensifies (Halpern, 1985;
Will, 1984). Certainly preparation for employment and self-
sufficiency is an implied promise of American education
(Will, 1984). Nevertheless, youth with disabilities in our
nation historically face patterns of high unemployment, low
income, and inadequate educational attainment. While a
successful transition from high school to adult 1living is
critical for all youth, for youth with disabilities special
planning and support for this transition 1is an absolute
necessity (Ryan, 1988).

This study addresses the problem that systematic
transition services for the planning and preparation for
adult adjustment of secondary students with disabilities are
not consistently delivered. Herein, the current 1level of
transition services delivered in secondary schools 1in

Virginia is assessed and factors related to delivery of



transition services are investigated. Further, persons most
responsible for coordination of transition services are
described by job titles, the inclusion of transition
coordination in job descriptions and the time allocated for
coordination of transition services.

Madeleine Will (1984), Assistant Secretary for the
Office of Special Education and Rehabilitative Services
(OSERS), defines the transition period as including high
school, the point of graduation, postsecondary education,
adult services and the first years of employment. She
envisions transition as a bridge between the security and
structure offered by the school and the opportunities and
risks of adult 1life. Will asserts that success in the
process is based on sound preparation during secondary
school, and adegquate support at the point of school leaving.

Halpern (1985) acknowledges the OSERS model and expands
the concept to include three outcomes as equally important
to adult adjustment: (a) employment, (b) social and
interpersonal networks and (c) residential environment. His
research reveals that success in one of the three areas was
often unrelated to success in another; and that failure in
any one of the areas could result in failure in community
adjustment. Therefore, high school preparation and adult

services must address each area as a separate entity.



In essence, the need for a systematic approach to
transition planning and preparation surfaced in OSERS 1in
1984. Halpern enhanced the OSERS concept to go beyond
employment to include many aspects of total community
integration. Now, in the 1990's, there is no longer debate
over the appropriateness of broadened perspectives of
transition. Instead, the complex issue is how to make
transition work in local communities (Halpern, 1992).
Henceforth, this study examines implementation of transition
services in local school divisions.

Problem

Transition planning and preparation for students with
disabilities increases the possibility for independent and
productive adult 1living for the individual, and brings
economic benefits to society (Hill et al., 1987; Rusch &
Phelps, 1986; Schneider, Rusch, Henderson & Geske, 1982).
However, organized transition planning processes rarely
exist in our schools and communities (Berkell & Brown, 1989;
Cameron, 1989; Cobb & Hasazi, 1987; D'Alonzo, Faas, &
Crawford, 1988; Dick, 1985; Halpern, 1985; Schill, 1989;
Wehman, Moon, Everson, Wood & Barcus, 1988). The problem
considered herein is the inconsistent delivery of transition
services to prepare secondary students with disabilities for
entry into adult life. Therefore, this study investigates:

(a) the status of specific transition services in Virginia



school divisions, (b) the status of specific factors
associated with delivery of transition services, (c)
relationships between categories of transition services and
factors affecting transition services and (d) demographics
about persons responsible for coordination of transition
services.

Rationale

Despite national and state attention to transition
issues, many students with disabilities continue to
encounter difficulty in the transition process as they leave
school (Berkell & Gaylord-Ross, 1989; Phelps, 1985; Ryan,
1988; West, 1988). However, barriers to productive adult
living are not as much indigenous to the disabling condition
as they are due to the fact that systematic preparation and
planning for the transition from school to work and
community adjustment are seldom done (Cameron, 1989). This
is difficult to comprehend when transition planning leads to
improved financial outcomes for persons with disabilities,
reductions in social service costs, and capability for
increased national productivity (Hill et al., 1987).

In Virginia, efforts to assist adjustment of
individuals with disabilities to the community have included
a number of transition initiatives to enhance planning and
service delivery. Nevertheless, successful transition

processes remain a complex and unresolved predicament for



many students, parents and service providers. It is crucial
that schools focus on preparing students with disabilities
for the transition into adult living by promoting inclusion
in the mainstream and providing appropriate instructional
programs, support services, and coordinated planning at both
interdisciplinary and interagency levels.

The importance of this inquiry is sustained through
legislation. The 1990 amendments to the Education for All
Handicapped Children Act (P. L. 94-142), the Individuals
with Disabilities Education Act (P. L. 101-476) (U. S.
Congress, 1990c), Section 602(a)19) defines transition as an
"outcome oriented process which promotes movement from
school to postschool activities (p. 1103)." Coordinated
activities are to include: "instruction, community
experiences, development of employment and other post-school
adult living objectives, and, when appropriate, acquisition
of daily 1living skills and functional vocational evaluation
(p. 1104).M" This powerful legislation also requires a
statement of transition needs and services to be included in
the Individualized Education Program (IEP) of every student
with a disability no later than age 16. Furthermore, a
statement of interagency responsibilities or linkages shall
be included, as appropriate.

Similarly, the cCarl D. Perkins Vocational and Applied

Technology Education Act of 1990 (P. L. 101-392) (U. S.



Congress, 1990b) addresses students with disabilities. This
legislation requires vocational education to assist in
fulfilling the transition service requirements of the
Education for All Handicapped Children Act (P. L. 94-142).
Specific assurances include equal opportunities in
recruitment, enrollment and placement activities; equal
access to a full range of programs in the least restrictive
environment; and accommodations, support services and
modifications for students with disabilities. Also,
guidance, counseling and career development activities must
be provided to facilitate transition from school to post-
school employment and career opportunities. Further, this
legislation requires that vocational and special education
cooperate in planning and providing programs and services;
however, special education legislation does not specifically
mandate cooperation with vocational education.
Concomitantly, the Americans with Disabilities Act
(ADA) (P. L. 101-336) (U. S. Congress, 1990a) enhances the
importance of coordinated transition planning. This Act

enlarges employment options while increasing independent

living opportunities. The Americans with Disabilities Act
mandates equal accessibility to employment, public
accommodations, transportation, and telecommunications.

This enhances the prospect of total community participation

for which students with disabilities must be prepared.



Considering the comprehensive scope of opportunities
and needed supports, the transition process can be lifelong.
To clarify this issue Ianacone and Stodden (1987) specify
three levels at which transition services actually occur:
1) preparation and planning, 2) linkage from a preparatory
environment to the receiving environment, and 3) access and
participation within the receiving environment. This
research, with a focus on secondary transition services, is
concerned with the first two of these levels. This
rationale 1is based on the assumption that secondary
education prepares youth for the transition to adult 1living
with skills, attitudes and personal relationships, and
facilitates 1linkages to employers and human service
providers.

A review of literature, presented in the next chapter,
specifically addresses secondary education transition
planning and preparation. This literature coupled with the
aforementioned legislation reveals four important transition
service categories: (a) integration of students with
disabilities with nondisabled peers; (b) instructional
programs; (c) coordinated planning; and (d) support
services. Additionally, three categories of factors
surfaced in the literature: (a) cooperation of vocational
and special education, (b) administrative support, and (c)

an interagency team to coordinate planning.



While the above named factors are assumed to affect the
level of transition service delivery, there is 1limited
research to document the influence of these factors. This
study examines transition services at the local 1level and
determines relationships with specific factors which might
affect delivery of those services. Therefore, the next
section specifies research questions guiding this study.

Research Questions

As this study investigates secondary transition
services at the local level the following research questions
will be addressed:

1. To what degree are specific transition services
delivered to secondary students with disabilities
in Virginia school divisions?

2. To what degree do specific factors affecting
delivery of transition services exist in Virginia
school divisions?

3. What are the relationships between four categories
of transition services for secondary students with
disabilities (i.e., integration, instruction,
coordinated planning and support services) and
three categories of factors affecting delivery of
transition services (i.e., cooperation between

vocational and special education, support for



transition and a formal interagency transition
team)?

4. What are the characteristics of persons who are
responsible for coordination of transition

services in local school divisions?

Results of this research are being considered by the
Virginia Department of Education and Virginia's Transition
Task Force as they propose guidelines for provision of
transition services at the 1local 1level. Additionally,
statewide training and inservice is being planned to assist
localities in planning and implementing transition services.

As schools in our nation begin to include statements of
transition needs and services in the IEPs of special
education students, there is 1little known about factors
related to delivery of transition services. This study will
not only give a perspective of transition services in
Virginia that prepare secondary students with disabilities
for adult 1living, but it will also determine factors that
affect delivery of those services at the local level. This
will be an important contribution as the field seeks best

practices in the provision of transition services.



CHAPTER TWO

Review of Literature

This chapter includes major sections pertinent to the

content of this study. First, national and state
perspectives of transition are discussed. Next, 1is a
summary of transition related legislation across

rehabilitation, vocational education, and special education.
Then, justification is provided for transition services and
factors affecting delivery of transition services as applied
in this study.
National Perspectives of Transition

An estimated 300,000 young persons with disabilities
exit high schools in our nation each year. However, bleak
statistics depict 50% to 80% of persons with disabilities as
either unemployed or underemployed (Hasazi, Gordon & Roe,
1985; Will, 1984). Fewer than 15% of these individuals
obtain employment with a salary above minimum wage and
approximately two-thirds of those individuals continue to
live at home with their parents as adults (Halloran & Ward,
1988) . Considering this ongoing dilemma, successful
adjustment of youth with disabilities who 1leave our

educational programs must be addressed.
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Predecessors to the current transition movement for
persons with disabilities appeared as early as the 1950's.
During these years work-study programs emerged as
cooperative efforts of schools and rehabilitative services.
Work-study programs provided integrated social, vocational
and academic curriculum in conjunction with  work
experiences. Rehabilitative services funded teachers as
half-time work coordinators in the schools, until new
legislation came into play. The Rehabilitation Act of 1973
stipulated that a rehabilitation agency could not pay for
services that were the legitimate responsibility of some
other agency. Soon thereafter, Public Law 94-142 made a
free and appropriate public education for persons with
disabilities the responsibility of the school and work
experiences in the community were considered "appropriate"
for many students in special education (Halpern, 1992).
Funding from rehabilitation was withdrawn, and so were work-
study programs.

Subsequently, in 1970, Sidney Marland, the Commissioner
of Education, gave top priority to career education for all
populations. Career education was conceptualized as infused
into traditional subject matter beginning in elementary
school and continuing as the individual 1left secondary
education and was assimilated into society. It emphasized

development of 1life skills, affective skills and general
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employability skills because all these areas directly
impacted the employment potential of an individual (Brolin,
1989). By 1972 the federal special education agency gave
career education financial backing and the Council for
Exceptional Children (CEC) and the American Vocational
Association (AVA) Jjointly sponsored a conference on the
topic. The U. S. Office of Career Education was established
two years later under the supervision of Kenneth Hoyt. By
1976 CEC chartered its 12th division, the Division of Career
Development, and soon a position paper confirming the
necessity of career education for special education students
was published. The Career Education Incentive Act of 1977
(P. L. 95-207) provided incentive funds to make career
education an integral part of 1local education processes;
however, when this Act was repealed in 1982 and federal and
state monies subsided, so did the efforts of many school
divisions (Brolin, 1989; Halpern, 1992). Still, career
education flourishes throughout the 1literature as an
important component in the educational process (Berkell &
Brown, 1989; Knowlton & Clark, 1987; Ianacone & Stodden,
1987) .

Transition planning and service implementation gained
impetus as a priority when Madeleine Will (1984), Assistant
Secretary for the Office of Special Education and

Rehabilitative Services (OSERS), asserted that the public's

12



investment in special education could do much to prevent
dependence if systematic attention were given to the
transition of youth with disabilities from school to work
and adult 1life. She pointed out that, for persons with
disabilities, the transition period is often made difficult
by others' perceptions of disabilities and by the complex
array of services intended to assist adult adjustment.

Will defined transition as "an outcome oriented process
encompassing a broad array of services and experiences that
lead to employment. Transition is a period including high
school, the point of graduation, additional postsecondary
education or adult services and the initial years in
employment (p. 149)." She depicted transition as a bridge
between the support and structure of the school and the
complexities of adult 1life. She further noted that any
bridge needed a solid structure and secure foundations at
each end; henceforth, success in the process was based on
sound preparation during secondary school and adequate
support upon school exit.

The OSERS view of transition grouped services into
three levels. The first involved movement from school
either without services or with only those that are
available to the population at large; the second involved
use of time-limited services such as rehabilitation,

postsecondary education and Jjob training programs which
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terminated upon independent employment; and the third
involved ongoing services to enable those who could not

succeed 1in unsupported work to take advantage of work

opportunities. The third 1level represented fundamental
changes in policy and practice. Previously, ongoing
services were not vocational, but custodial. The OSERS

proposal called for establishment of 1local services and
policies to provide whatever supports were necessary to find
and maintain employment (Will, 1984).

Halpern (1985) acknowledged that there was much to
praise in the OSERS model; however, he criticized the single
focus of employment. He offered two additional outcomes of
adult adjustment as equally important to employment. These
were social and interpersonal networks and residential
environment. His research revealed that success in one of
the three areas did not necessarily relate to success in the
others; but, failure in any one of the areas could result in
unsuccessful community adjustment. Therefore, he envisioned

a graphic representation in which community adjustment was

balanced atop three pillars labeled "social and
interpersonal networks", "residential environment", and
"employment". If any one of the three pillars were not

adequate, then the structure was in danger of collapse and
the person's community adjustment would be threatened.

Halpern concluded that each area should be addressed as a

14



separate entity throughout high school preparation and adult
services.

Generally, transition literature tends to embrace the
need for comprehensive community adjustment, similar to that
advocated by Halpern. For example, Halloran & Ward (1988)
discussed not only employment, but the need for preparation
for adjustment to community settings. Koroloff (1990)
asserted that when transition service policies concentrate
solely on vocational and employment opportunities real needs
of youth with disabilities are overlooked. She added that
recreation and social functioning, independent 1living
skills, health and mental health services and support to
families were also critical. Johnson, Bruininks & Thurlow
(1987) discussed the need for consistent policies across
human services to enhance quality of life for persons with
disabilities in terms of employment, community 1living,
social and leisure opportunities. Further illustrations of
comprehensive perspectives of transition can be found in the
literature (Brolin, 1983; Halpern, 1988; Hasazi et al.,
1985; McDonnell & Hardman, 1985; Wircenski, 1988).

State Transition Initiatives

Virginia 1is a national 1leader in the field of
transition by promoting interagency cooperation and
launching major initiatives to satisfy employment and

independent 1living needs of persons with disabilities. An
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Interagency Coordinating Council (IACC), established 1in
1983, set the stage for cooperation between agencies as it
developed a state plan to meet related service needs of
persons with disabilities from birth to age 22. Then, in
1986, the General Assembly expanded the role of this council
to develop policies for incorporating transition planning
into the IEP at the secondary level (Virginia, 1990).

Also, Virginia has accessed federal funding for various
demonstration projects. The first project, in 1982,
Virginia's Integrated Transition Approach through Leadership
(VITAL), explored barriers to transition and sponsored a
state-wide conference to educate professionals about model
programs and best practices in transition. A 1984 federally
funded project, Postsecondary Education/Rehabilitation
Transition (PERT) established a continuum of services for
selected clients which encompassed vocational evaluation,
counseling, work adjustment, independent 1living skills
development, vocational training, job placement, and Jjob
maintenance. This program evolved to become funded at the
state level as a joint initiative of the Department of
Rehabilitative Services and the Department of Education.
This program has been implemented in 49 localities across
Virginia (Virginia, 1990).

Another federal ©project, Virginia's Approach to

Services for Transitioning Youth and Young Adults with
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Disabilities (VAST), was funded October 1986 through
September 1989. VAST established a 1local interagency
teaming process to ensure interagency cooperation in
transition planning and service delivery. A product of this
project, Virginia's Transition Task Force, is still in
operation. It is composed of professionals from 13 human
service agencies. The Task Force 1is developing a state
model for transition services which features coordinated
transition planning through interagency teams (Virginia,
1990) .

Still another project, Partnerships Linking Agencies
Concerned with Employment and Maximizing Employment Networks
in Transitioning Youth and Young Adults with Disabilities
(PLACEMENT), optimized employment networks for young persons
with disabilities who were job ready and exiting secondary
education programs. This was done through innovative use of
existing agency resources, 1linkages with business and
industry, a job readiness assessment system, a computerized
job match system, and establishment of 1local placement
teams. This project was funded from July 1987 through June
1990 (Virginia, 1990).

As one might surmise, by 1989 many tangents of
transition services existed in the state. Consequently,
leaders recognized a need to synthesize best practices from

the demonstration projects into a state model and to provide
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transition technical assistance to localities on a regional
basis. Consequently, the General Assembly appropriated
funding over five vyears for the Southwest Virginia
Transition Technical Assistance Center within the Division
of Vocational and Technical Education at Virginia
Polytechnic Institute and State University. Funding was
granted through the State Department of Education, the
Division of Special Education. The Center currently
provides technical assistance to 41 of the 135 public school
divisions, as well as postsecondary institutions, adult
service providers, and families (Virginia Polytechnic
Institute and State University, 1991). In concert with the
Transition Technical Assistance Center and as commissioned
by Virginia's Transition Task Force, this study is being
conducted.

Legislative Rationale for Transition

The foundation of federally supported programs for
employment preparation was laid in the early 1900's. The
Smith-Hughes Act of 1917 extended the focus of vocational
education beyond the college level to include preparation of
youths for work before they left school. Then, the Smith-
Sears Act of 1918 and the Vocational Rehabilitation Act of
1920 offered assistance to Americans who became disabled in
World War I and were in need of vocational training to re-

enter the work force (Rusch & Phelps, 1987). This created

18



what was to 1later become the Rehabilitation Services
Administration to assist persons with disabilities to access
and benefit from vocational education (Conaway, 1987). Thus
began many years of cooperation between rehabilitation and
vocational education.

The federal role in education continued to grow in the
1960's. The National Defense Education Act of 1963 focused
on meeting diverse needs of individual students (Berkell &
Gaylord-Ross, 1989). Meanwhile, the Vocational Education
Amendments in 1963 and 1968 maintained this focus by
appropriating funds for state departments of vocational
education to facilitate the growth of projects designed to
enhance vocational education for students with special
needs. The 1968 amendments were the first to name set-
asides for special populations: 15% for disadvantaged
populations and 10% for students with disabilities (U. S.
Congress, 1968). The Vocational Education Amendments of
1972 and 1976 maintained these set-asides for special
populations.

Earlier, the 1959 amendments to the Rehabilitation Act
emphasized employment issues by adding job counseling and
job placement as services provided by local agencies
(Berkell & Gaylord-Ross, 1989). Then, the Rehabilitation
Act of 1973 (P.L. 93-112) represented a major overhaul as

the 1Individual Written Rehabilitation Plan (IWRP) was
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introduced to ensure consumer involvement in planning
(Szymanski, King, Parker & Jenkins, 1989). Section 503 of
the Rehabilitation Act enhanced employment options by
mandating employers receiving federal contracts of $2,500 or
more to develop and implement affirmative action programs
and to make ‘"reasonable accommodations" in the work
environment to meet needs of workers with disabilities.
Additionally, Section 504, prohibited discrimination on the
basis of disabling conditions 1in all federally funded
programs and activities, including vocational education (U.
S. Congress, 1973). Educational institutions were required
to provide equal access to programs, nondiscriminatory
recruitment efforts, and to provide reasonable
accommodations to enhance success in the program. The
reauthorization of this act (P.L. 99-506) added supported
employment as an approved vocational rehabilitation service
and provided discretionary grant funds for transitional
service activities (U. S. Congress, 1978).

Special education legislation evolved 1in 1975 with
phenominal impact. The Education for All Handicapped
Children Act (EHCA) (P.L. 94-142) provided necessary funding
for public schools to ensure that all students with
disabilities, ages 3 to 21, received a free appropriate
public education, including vocational education. Students

were assured this education in the 1least restrictive
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environment appropriate to their needs. Further, each child
was provided an Individualized Educational Plan (IEP) based
on an assessment of their needs and the IEP was reviewed
annually (U. S. Congress, 1975). The 1983 amendments to the
Education for All Handicapped Children Act (P. L. 98-199)
authorized funding to assist in the transition process
through development of demonstration models, demographic
studies, program evaluation, research and development, and
cooperative models between education and adult service
agencies (U. S. Congress, 1983).

The greatest impact on vocational education for special
populations came in the Carl Perkins Vocational Education
Act of 1984 (P.L. 98-524). This Act provided set asides for
special populations: 22% for disadvantaged, 12% for adults,
10% for disabled, 8.5% for single parents, 3.5% for gender
equity and 1% for the incarcerated. The disadvantaged and
students with disabilities were assured: (a) equal access
in recruitment and enrollment in the full range of
vocational programs; (b) placement in the least restrictive
environment; (c) coordination of vocational education,
special education and rehabilitative services; (4)
assessment of interest, aptitudes and special needs; (e)
adaptations in curriculum, instruction, equipment and

facilities; and (f) guidance and counseling services
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