MAKING WAY

For Transition to a Quality Life

For Any Student with a ‘Special Need’

Chapter 1 

DEVELOP A PERSONAL PHILOSOPHY 

ABOUT TRANSITION.

Helping high school students, particularly those with substantive life challenges, to have a positive high school experience and make a successful transition into a quality life as an adult, is very important, we believe. In this chapter we consider critical issues to provide a framework for transition that we’ll explore throughout the rest of the book. Here are our specific goals for this chapter:

· Understand the need for improving transition based on predictably poor outcomes in the lives of students with special needs 

· Discuss two contrasting approaches to a philosophy of transition and help you think about your own philosophy, a task that will be an ongoing theme 

· Describe how a focus on transition has developed over time and what strategies have been pursued to date

· Explain a framework for transition services that lead to quality outcomes in the lives of students that will guide the rest of our journey
Why A Focus On Transition?

A History Of Predictably Poor Outcomes

Much research evidence indicates that schools are failing students with special needs as they move from school to adult life. This is true despite the fact that for the last 30 years transition has been a priority focus. Of course determining whether a service has been successful or not depends on the questions asked. Here’s the key question for us: “Has transition established, enhanced, maintained, and defended valued social roles for students?” Put more simply, did students end up with: (1) friends and people who love them; (2) jobs that provide a living wage; (3) a sense of purpose in their lives; and (4) fiscal and other resources? Unfortunately, what available data tells us paints a poor picture. 

· 68% of people with disabilities are unemployed 

· Nearly 90% live in poverty. 

· Some 95% have more paid people in their lives than unpaid. 

· 80% of students with moderate to severe disabilities go into segregated adult services where they live their entire lives as clients of a service system cut off from the larger community

We could spend a lot of time talking about this unfortunate picture. Can it be different? Should it be? Whose responsibility is it to work to improve such dismal results? We hope that your answers in order are: “Yes, yes, mine”. 

Reflection 1.1 Gather information regarding outcomes in the community of students special needs (mild to severe challenges) in your area. School districts are required to conduct such follow-up studies. Obtain this information. Also make contact with at least a couple of students and talk with them and their families. What are the implications for your school or program?  
The Importance Of Understanding Your Personal Philosophy

If students are to be successful in making a transition into a quality life as an adult, you must be clear about your philosophy and constantly question assumptions and theories. So we start this book with a discussion of philosophy. You may be thinking, however: “Aaagh! Forget about philosophy! Let’s get on with it! Give me practical tools.” We understand and agree with the desire to get on with the work. However, we hope you’ll work with us a bit because philosophy is both important and practical. 

So why, indeed, is it important to develop, understand, and constantly critique your philosophy and belief system? Positive transition outcomes have not improved over the years for students with special needs in large part, we believe, because services and supports to students have been driven by philosophies and resulting practices that literally, if unintentionally, assure poor outcomes in students’ lives. Too often educators and agency personnel have focused on using the tools of transition while ignoring the most important questions and realities. Students have consequently transitioned to lives of isolation, segregation, and poverty. 

Here’s a practical example that may be helpful. Recently I observed a high school work study coordinator teaching a student with a cognitive disability to stock shelves in a grocery store. The teacher believed that this student could not do the job independently and would always need much direct support.  She corrected the student constantly. This created two problems: (1) the student never learned how to correct her own mistakes and (2) the teacher created a barrier to the student in developing relationships with and obtaining support from co-workers. If she had understood how her own belief system was influencing her decisions, she might have avoided these problems and operated in a different way. She could, for example, have stocked shelves in another aisle and kept an eye on the student and facilitated co-worker connections and support. She would have helped to build a support system for the student. As it was, her beliefs created a series of actions that virtually insured that the student would fail. 

Multiply this simple example by thousands and thousands and it’s not hard to see why our outcomes have been so poor. So understanding personal philosophy is very practical and can lead towards either positive or problematic actions. 

Let’s look at two students whose experiences illustrate two very different philosophies about supporting students in transition. 

Stories That Tell The Story

Shalanda and Sabra


Shalanda is well-liked by many people. She has a cognitive disability and reads only a few simple words, does not drive, and needs assistance in many areas of her life. She and her family have an amazing circle of support. In fact, Monique had a formal circle of support all the way through elementary and secondary. Other students in the school met with and helped her starting in the second grade. Since she has a cognitive disability, she needed assistance in her academic classes in high school. She was fully ‘included’ in general education classes since the second grade when her circle was formed. A special education teacher and, sometimes, a paraprofessional helped her in academic classes. In the 9th grade, Shalanda’s circle of friends, special education teacher, family, and other adults in her circle began looking for people, groups, and businesses in his neighborhood and community where Monique could explore one of her loves – dolls. Interestingly, after joining a doll club that included younger and older women, Shalanda met a woman, Marge, who ran an antique shop, The Old Tree, that included many antique dolls. She decided to hire Shalanda for a few hours per week to help her in the store. They loved talking about the dolls together and Shalanda learned a lot. She developed a real relationship with Marge. After she finished high school she began working ½ time in Marge’s store. However, after a year she decided to take some classes in a local community college in the art department where she is learning to make special dolls for various occasions. She has even started selling these in local community fairs with the assistance of Marge and others in her circle. 


Sabra has a learning disability and is in her second year at Monmouth State University. She is majoring in biology and hopes to be a micro-biologist. It’s been a hard year for her but she has worked very hard and is doing OK. Talking with her friend Laith last week, she remembered how important her high school teachers and counselor were in helping get her ready for coming to the university. She really didn’t understand that she would not have an I.E.P. in the university. They helped her understand and be able to talk about her disability and support and accommodation strategies that were helpful to her. She was so glad also that her parents had insisted that she be in general education classes in high school. They were a lot harder than the special education classes she had before where the teachers really didn’t expect much of her. This helped prepare her for the university classes. Her circle also helped her think about ways of making friends and connections on campus. She calls to talk to a couple of people in the group now and then.  She also has joined a disability activist group associated with the local center for independent living that she’s enjoyed. Only in her senior year in high school did she really acknowledge that she has a disability and that she has much in common with other individuals who have disabilities. This is becoming important in her life. 

Reflection 1.2 Review the two stories above. Identify the steps for effective transition illustrated in these stories. What lessons can you draw from these two examples?
Two Philosophies Of Transition: 

Segregated Lifestyles or Making Way

What does it mean to have a personal philosophy?  According to information available in the online encyclopedia Wikipedia, philosophy is concerned with several key questions:

· What is the best way to live (ethics  http://en.wikipedia.org/wiki/Ethics)

· What sorts of things really exist and what are their true natures - metaphysics (http://en.wikipedia.org/wiki/Metaphysics)

· What counts as genuine knowledge - epistemology (http://en.wikipedia.org/wiki/Epistemology)

· What are the correct principles of reasoning – logic (http://en.wikipedia.org/wiki/Logic).

In our analysis, there are two opposing philosophies of transition that lead to very dissimilar approaches to supporting students’ transition and to equally opposed outcomes. See Figure 1-1. We title these two approaches (1) segregated lifestyles as clients of the service system; and (2) making way to pursue interests and life dreams. Each of these approaches represents a paradigm, a way of thinking about the world. While it’s theoretically possible for a professional to mix strategies from the different columns, this seldom happens. These approaches hang together as paradigms. Read the responses under each issue for those who use the segregated lifestyles paradigm and you can begin to imagine what happens between the professional and the student and family. Contrast this with the picture you get by those who work to make way. 

However, professionals who support either paradigm will not necessarily use this language to describe their approach. In our experience, those who base their work on segregated lifestyles almost always use language from the making way paradigm. However, their actions and styles of interpersonal interaction with students, families, and other professionals make it clear what their actual belief system is. Let’s discuss each of these issues briefly. 
Figure 1-1

Two Philosophies of Transition Services

And Outcomes

Reflection 1.3 Investigate your school or program and determine which of these two philosophical paradigms regarding transition is used. Is the total system focused on or the other way or are different professional pushing towards opposing paradigms? If so, what tensions and political actions are being used by each side? What are the implications for you and your practice? 

Decisions for or by the person?

In recent years activists concerned with marginalized people have worked to promote the concept of self-determination and self-advocacy. Concerned that choices are limited and made by others rather than the person, this movement has sought in many ways to strengthen self-determination. Despite this, however, professionals continue to make many decisions regarding the lives of people with disabilities and other special needs without their input or pretending to involve them but limiting their choices. Students are often limited to only segregated special education and adult human service options – separate special education classes and vocational programs, sheltered workshops, group homes, and more. 

However, we get nothing of value done without the voice of the student. They must literally be at the center. Our ears must be tuned to what they are saying, how they are saying it, and what they want. While this may seem obvious, it’s also harder than it might seem. For students whose communication abilities are limited you have to find ways to listen and observe carefully. We need to be creative in helping students find their voice. Oftentimes students may not know what they want. In addition, choices and interests are always driven by experience. The more experiences students have, the more they understand their desires and interests. The more restricted are their lives, the less they will know what they want and the less opportunity they will have in making decisions. 

Segregation or inclusion?

Most educators and parents want for their students a quality life, a life that is characterized by health, wealth, power and belonging -- lives filled with opportunities, relationships, the chance to pursue interests and dreams. Said a different way, most educators and parents do not want their children to be poor, lonely, segregated only with people of their race, gender, or disability. Parents who appear to be saying they want their children to lead lives with other students sharing a marginalizing characteristic have typically been convinced that this is the only way their children can be safe. However, students are at most risk when they are segregated and cut off from supportive relationships with others who care about them. If parents see that there are other ways to reasonably assure safety while at the same time dramatically enhancing life opportunities, they become excited about images of possibilities.

If you are serious about wanting students with special needs to have real jobs, frequent regular places in the community, be with people, you must understand that placing students in separate special education programs composed of only students with disabilities works directly against this goal. Segregated special education programs lead to segregated lives as adults – in work, home living, relationships and more. Inclusive educational programs are necessary to work towards a quality life in the community. 

While it does happen that some students who attend separate special education programs get regular jobs, have friends, and live with support in the community, these outcomes are rare. It only makes sense. If students are to live in the community, they need to start being a part of that community in school. How else will a student learn how to interact with others, develop friends who can provide help and support, develop skills for work, and develop higher order skills? Including students in general education is a critical part of working towards a full life where they are included in the community. 
Deficits or assets?

Students who are identified as having a special need, by definition, are considered as having some deficit or problem. So focusing on deficits seems inevitable. However, the danger is that, the total identity of the student is defined by these deficits. Norm Kunc, an internationally known speaker who has a significant disability, cerebral palsy, has described how the actual disability is only one part of who the person is. Oftentimes people see only the disability of the individual and not their other characteristics. 

Few people, of course, advocate directly for looking only at the deficits of a person. However, it’s very common that this happens. Professionals often describe students in negative terms using a litany of professional sounding language describing problems and deficits. Oftentimes, this practice is promoted as a ‘research-based’, ‘scientific’ approach to providing assistance. This approach is based on the medical model: diagnose > prescribe > treat > cure. This line of thinking reasons that you can’t help students until you identify and label their problems and then use strategies designed to address their problem. 

While this model may work in medicine it doesn’t work at all in human development and learning. If students are going to develop as human beings the focus cannot be on getting rid of deficits but on identify strengths and assets and building on these. The more the focus is on deficits, the larger they become and the more hopeless the person feels. A focus on deficits also leads to a very gloomy prediction of their possible futures virtually assuring that students are inadvertently led to the predicted poor outcomes. 

Recently I sat in on a meeting of teachers K-12 who were concerned with literacy development of students with special needs. The high school teachers could not get their students to read anything! They interviewed these students concerning their literacy history and found that they quit reading in the 3rd grade. That is when their reading problems became evident and they received much negative assessment and pressure. They quit trying. Who, after all is willing to keep trying hard in a task that people say they can’t do well. Rather students look for places to excel, even if that means being the class clown. 

There are numerous ways that you can acknowledge the deficits and challenges for students while focusing on assets, capabilities, and potential contributions. A key here is to help students see themselves as people of worth who can have a good life and make valuable contributions. As you do this something else also happens. The student begins to enjoy working towards a goal, feeling that he can be successful. Also, however, as professionals we find ourselves enjoying students more and literally having more energy. A focus on deficits creates a sense of exhaustion while seeing possibilities and positive attributes helps all literally feel better. 
Service-centered or person-centered?

While all schools and agencies are established to meet human needs, too often programs develop structures and service options that is presented as a menu to which individuals are limited. In this approach funding is provided that supports salaries, buildings and other expenses for the operation of programs. 

A person-centered approach, however, takes a very different perspective starting with this question: “What do you want to do with your life and what needs to happen to help you get there?” This, question, of course, is the essence of making way for students. Established programs organized and funded in a traditional manner may meet the needs of a student. Often, however, a person-centered approach will push the system in new directions. 

Throughout the world, schools and community agencies are experimenting with person-centered funding models in which funds are provided for an individual who, with supports and guidance from others, uses funds to directly purchase or contract for services. This puts the individual with special needs in a very different power relationship with those providing services. Rather than ‘fitting into’ an existing structure, the person is now functionally the employer or contractor with the option of firing a service provider and hiring another.  

It may seem obvious that putting the student in the middle, focusing on their dreams, goals and needs is the only way to maximize the probability of positive outcomes. However, far too many schools and agencies are system rather than person-centered. 
Status quo or change agent?

This leads pretty naturally into the question of how you see your role. Do you see yourself as a leader seeking to promote positive change or as an enforcer of the system as it is. There is no doubt that if you are committed to making way for students you will find yourself needing to confront problematic practices in schools and community agencies. Those who see their role as maintaining the status quo often argue that resources are too limited to serve all people and that stability in the social order is needed. These individuals seldom look critically at services and outcomes and are often defensive when inclusive, person-centered, asset-based strategies are sought feeling that they do the best that can be done. Those who see themselves as change agents, however, see it their responsibility to assure congruence between existing services and the goals and needs of individuals they serve. They are often driven by a deep moral desire to improve the quality of life of those people they serve. Talking with them you sense passion and commitment. Interestingly, in our experience, these individuals seldom know how they gained their commitment and passion to positive change. This book is written to help you become such an informed change agent. 
Selecting or making way?

Professional practice often starts with an assessment of student skills (less frequently are interests systematically assessed), the purpose of which is select the most appropriate goals, outcomes, services and placement. Those who argue for this approach base the rationale, in part, on assuring accountability. However, there are significant problems with this approach for it makes two critical assumptions: (1) that the professional has the tools and knowledge to predict future success for students; (2) that making recommendations and plans based on matching requirements of various settings and student skills actually produces the best outcomes. There is much clear evidence to suggest that these two assumptions are incorrect. 

The process of professionally deciding is a limiting process. There is no way for you to know what a student can do because you will always be surprised when you make way for students to pursue their interests. When you simply expect the person to grow and be, you challenge your prejudices and assumptions. Here’s an example. You may want to teach a person with an cognitive disability to ride the bus from point A to point B. However, you can't imagine how they are going to find the bus stop, get on the correct bus, get off at the proper place. You know this person and you just can’t see how they would accomplish this task. However, if you simply make way and allow things to happen a way will open. You might do this by getting on the bus with the student and let them do whatever they will do. They will learn it and you’ll be surprised.  

Skills and tools or valued social roles?

Where do you start in supporting students make a successful transition from school to adult life? One school of thought says you should provide students with the information and skills that they need, things like job skills (eg. learning how goods are manufactured things, how to operate computers), travel training, writing resumes, interviewing skills, and more. 

For sure, the more students know and are able to do, the more successful they will be. However, there’s something more important –envisioning and shaping valued social roles. Interpersonal relationships and group membership are the ultimate key to success. You can place students in jobs, conduct task analysis, and teach them job skills, but it will fall apart if they don’t have supportive relationships. However, when the student connects with and is valued by other people, problems are often solved in mysterious and unpredictable ways. Tools and skills are valuable only if they are used to establish, enhance, maintain, and defend valued social roles by culturally valued means. 

Last night my son was trying to saw a piece of plywood in half with a hacksaw. He said to me after awhile, "Dad, it is not working. There is something wrong with your saw!" I said, "Why don't you just keep trying." He comes back up and said, "Dad, it is still not working!" You can only get so far because the hacksaw has a back on it. Finally he came up and said, "Do you think there is different tool?" I said, "I bet there is. Why don't you go down and look?" So he went and looked at my tools all hung out on a board. He came back and said he found the correct saw and it worked pretty well. 

There are many tools we will discuss in this book. I am working right now with a student in a local school. Professionals want to develop a person-centered plan regarding his future. However, this person has no one in his life. The first thing they must do is build his circle. They need a different tool. It’s critical to understand the purposes for which you use any tool always seeking to establish, enhance, maintain, and defend valued social roles by culturally valued means. Otherwise, you contribute create poor outcomes for students. 

Reflection 1-4: Using the categories in Figure 1-1 describe your personal philosophy of transition. What key questions do you have you would like to explore?  

Where Have We Been? 

High School Reform and Transition

Over the years, many people have worked very hard to try to make high schools and transition from school to a quality life more effective. Let’s look briefly at these efforts to place our own work in context. The first public schools were often small operations. Particularly in rural areas, early schools had one teacher who taught all the students of multiple ages. High schools came later. At least part of the rationale for their development was to get teenagers out of the labor force where were competing with men who needed to support their families. 

The first intentional school reform was a move towards bigness. Educators believed that large, ‘comprehensive high schools’ could offer many more programs than their smaller counter-parts, achieving an ‘economy of scale’. Schools would bring students to a central location reducing the need for many smaller buildings. Bigness and comprehensiveness, then, became the high school model for many years – a large building filled with many confusing passageways, many programs, and many staff and teachers. 

In recent years, this concept has been challenged. Paralleling the movement in elementary schools to build a sense of community in self-contained grade level or multi-age classes, both middle and high schools have sought to create smaller schools designed to build a sense of community among staff assigned to a smaller number of students across several years. In some cases, new school buildings have been designed intentionally to house smaller groups of students. More frequently, existing schools have broken their student body into smaller groups. Funding has been provided by several sources ranging from the U.S. Department of Education to the Gates Foundation of Microsoft fame. These schools have often incorporated other effective practices.  

Other recent high school reforms have centered around what has been termed the personalization of education and learning. These schools seek to literally build the curriculum of the school around the interests of students, providing individual and group mentorship and support. 

The word ‘transition’ has been widely used only in the last twenty years. However, from the beginning educators have been interested in and concerned about the degree to which schools were adequately preparing students for adult life. 

Vocational education. In 1917, legislation provided funding for vocational education which has, over time, developed into a variety of programs for different occupations that do not require a college degree including: industry, health care, office work, marketing, agriculture, and, more recently, technical occupations. Two program strategies emerged: (1) classroom-based instruction and (2) cooperative vocational education in which students worked for a half day and received high school credit. Comprehensive high schools often have vocational-technical programs. Often, however, a vocational-technical school draws students from several school districts in a regional area. Students attend their home high school for academic classes for half a day and then go by bus to the vocational-technical school. 

In 1968 Congress passed legislation requiring schools to offer these programs to students with special needs, including low income students, youth from minority groups, and students with disabilities. In many ways, the models of support developed in these programs provided some of the first models of effective inclusive education, particularly for students considered disadvantaged and having mild disabilities. 

Career education In the mid-1970’s Seymour Hirsch, the head of the U.S. Department of Education, created the career education initiative challenging schools to provide education that prepared all students for either immediate employment or ongoing education. This began a national initiative for career education that was a priority for a decade. 

Students with special needs  In this context, a growing number of special educators became increasingly concerned about poor outcomes for students with disabilities. Such professionals often spoke in disdain of the ‘academic’ curriculum which they viewed as fundamentally irrelevant to the needs of students with disabilities to function as community members. A major debate occurred regarding whether career education for students with special needs should focus only on employment or on the total life of the individual. Donn Brolin developed a widely used curriculum called Life-centered Career Education where educational objectives were stated in terms of outcomes in functional areas in the community. 

Work study During the 1960’s special educators borrowed from vocational education to create a collaborative work study (cooperative vocational education) program between the school and the vocational rehabilitation agency in which students worked for part of the day, sometimes without pay, in a local business. 

Vocational classes for students with disabilities Additionally building off the career education movement, many schools established special education classes for students with special needs on vocational exploration. In addition, some schools creative separate vocational training schools for students with special needs believing that such schools could better deal with the needs of these students. These programs have not been particularly successful. 
‘Functional’ curriculum With the passage of 94-142, the Education for All Handicapped Children Act in 1975, schools were, for the first time, required to educate students with the most severe disabilities in the least restrictive environment. Schools could no longer turn away students with moderate to severe disabilities. Joining with those involved in career education for students with special needs, many educators advocated for a curriculum that would be based on ‘functional’ needs– work, transportation, self-care, recreation and leisure. Many curriculum models were developed aimed at perceived functional skills. Some adapted Brolin’s Life-Centered Career Education. Other projects were focused on skills that were broken into small steps using task analysis. Wilcox and Bellamy’s Activity-based Curriculum is an example of such an approach. 

Many problems have become clear over time regarding functional curriculum approaches. Initially, most functional curricula were delivered in special education classrooms using simulations of actual community situations. However, you cannot simulate community environments. Teachers were known to get large cardboard boxes, for example, paint them to look like a bus, and then use this box as a way to teach students how to ride the bus. However, this hardly replicates what actually occurs on a real bus.  Further, while focusing on functional needs makes sense, it was assumed that a curriculum, separate from the general education curriculum, was needed whose goals and methods were, for example, focused on learning to cook. The problem is that people don’t typically cook in a classroom in the middle of the day. They cook at home in the morning or evening or at lunch on the weekend. Thus, students who have difficulties generalizing across environments were taught in an abnormal environment at a time that didn’t fit typical routines. Such instruction has also ignored the fact that students most people learn functional skills by trial and error, at home or in the community with support of parents, other students and community members in after school activities. Finally, and most seriously, this approach created a separate, parallel curriculum different from that of the general education curriculum for all students, thus insuring almost total segregation for these students. 

Reflection 1.5 Make a list of some functional skills for adult living that you have learned on one column on a sheet of paper. In another, remember how and where you learned these skills. What are the implications for how high school students with special needs might learn these skills?

Community-based instruction The problems obvious in classroom based functional skills training helped spur responses that resulted in two parallel efforts. The first was community-based instruction. Advocates of community-based instruction stated that students with moderate to severe disabilities should learn community skills where they would be practiced – in the community. They took students to stores, businesses, shops, community organizations where they could engage in work, shopping, recreation and leisure activities, learning skills associated with these activities. Many school districts began engaging students as early as upper elementary school in such community-based instruction. 

However, community-based instruction also has had problems. Too often such instruction often operated more like a field trip for exposure rather than learning. Further, the activities continued to have the difficulty of being rather artificial rather than a part of the life of the student. Finally, community-based instruction continued to segregate students with special needs.  
Inclusive education. By the mid 1980’s research began to show that segregation of students with special needs was causing major problems cutting students off from relationships with other students who were the present and future employers and community members who might help provide them access to jobs and support in engaging in community activities. States began to experiment with including students with mild to severe disabilities in general education classes. This effort was begun at policy level through the regular education initiative. In 1984 Madeline Will, head of the Office of Special Education and Rehabilitation Services ((OSERS).) of the U.S. Department of Education, launched this initiative to promote the education of students with disabilities as a collaborative venture between general and special education. 
Transition for students with disabilities Will also identified transition as a key priority proposing a model framework that included three tracks of services: 

1. No special services – for students who can manage well in the construct of typical high school programs

2. Time-limited services – for students who need some assistance ranging from a few months to a few years but who are expected to be more independent at a later time

3. Ongoing services – for students who have more substantive disabilities who need ongoing, often life-long special services and supports. 

As in the career education initiative, educators debated whether the focus of transition should be exclusively on employment or on the broader life of the individual.  Halpern (1989) argued that transition should focus on the total life of the individual and proposed a community adjustment model of transition. This broader view was eventually adopted as part of the Individuals with Disabilities Education Act’s requirements for transition planning for students with disabilities. This approach provides the holistic approach that we take in this book as well. 

Reflection 1.6 Inquire about the history of transition services in your local area. How do they fit with the trends described above? 
Legal Requirements for Transition 

Transition for students with special needs is a concern in countries throughout the world and many have passed laws designed to strengthen support for transition from school to adult life, In the United States, in the Individuals with Disabilities Education Improvement Act of 2004,  transition services are defined as . . . 

 coordinated set of activities for a child with a disability that—

(A) is designed to be within a results-oriented process, that is focused on improving the academic and functional achievement of the child with a disability to facilitate the child’s movement from school to post-school activities, including post-secondary education, vocational education, integrated employment (including supported employment), continuing and adult education, adult services, independent living, or community participation;

(B) is based on the individual child’s needs, taking into account the child’s strengths, preferences, and interests; and

(C) includes instruction, related services, community experiences, the development of employment and other post-school adult living objectives, and when appropriate, acquisition of daily living skills and functional vocational evaluation (U.S. Code 

The words in italics indicate new language in the 2004 law. Beginning in 1990, the law required that transition goals, objectives, and services be included in the IEP beginning at age 14. The 2004 act, however, changed this requirement to age 16, at which age the IEP must include the following: 

· postsecondary goals based upon age-appropriate transition assessments related to training, education, employment and, where appropriate, independent living skills; 

· The transition services (including courses of study) needed to assist the child in reaching those goals; and 

· Beginning not later than one year before the child reaches the age of majority under state law, a statement that the child has been informed of the child’s rights under IDEA, if any, that will transfer to the child on reaching the age of majority under Section 615(m). [614(d)(1)(A)(VIII)] 

The 2004 amendments also requires interagency coordination and collaboration to provide services to students with disabilities throughout their schooling but particularly during the time of transition. 

Quality Transition: Making Way

Helping students transition involves two interactive processes: (1) work to support individual students through a transition process, and (2) building school and community capacity. Figure 1-2 illustrates key components of a transition roadmap for an individual. Note that services and outcomes are interactive. While our goal is to help individual students, we must also work constantly to build school and community capacity for providing such services and supports. It’s critical to use systems thinking to analyze what’s in place, what is needed, and what changes that are important (Senge, 1990). In other words, we back up and look at the big picture regarding what is needed for all students. For example, we will discuss circles of support as a good idea for students in a later chapter. How will circles be coordinated for all your students who need them? Who will be available to facilitate meetings? Who might be trained to provide such support? These are critical systems and program capacity questions. Let’s look now at the key elements to providing an effective transition for students for which you will also need to building school and community capacity. These are listed in Figure 1-2 and will provide the framework for this book. (You’ll note that the numbers for each statement correspond to chapter numbers). 

Reflection 1.7 What helps in making transition from school to a quality adult life?  Think about your own life. What has helped you the most be successful? What people have helped you? What did they do? 

Figure 1-2

Individual Transition and Capacity Building 

1. Know yourself

To be effective in helping students make a successful transition you must constantly work to understand yourself and grow as a professional. Students with special needs can teach you much about yourself. They hold up a mirror up to you! They will be honest and reflect what they see. “You look bored today. Why are you depressed?” You will also be challenged to engage in activities you typically would not do. To help students learn a job skill, you might work that job before they do -  jobs packaging at McDonald's, a bus driver, or an office assistant. You will constantly connect with individuals in the local community seeking opportunities for students. Sometimes we deal with some very emotionally charged situations ranging from death of a student with a severe disability to a student who is being abused at home breaking out in rage. You will have much on which to reflect to understand your feelings and reactions. The more you understand yourself and your philosophy regarding transition and education, the more you will be in a place to effectively work with individual students and build school and community capacity. 

2. Know the student

You will work to help students advocate for themselves and make decisions about their lives. Students need to have skills to make choices, obtain supports that they need, stand up for their own rights legally and as people. We will also seek to understand students , their interests, skills, needs and resources of your students. Of course, as we work with a student on specific goals, we are constantly coming to understand them at a deeper level. 
3. Build community supports

It is particularly important to connect students to neighborhood and community resources. People and organizations, particularly voluntary associations (from churches to bicycle clubs), provide a rich resource with which to connect the interests, skills, and needs of the student. This can help you build and strengthen students’ circles. All people need help from others to be successful. However, it’s often helpful to formally bring people who care about a student together as an intentional group whose goal is to support the student. Building this circle naturally builds from the earlier steps – connections in the community, agencies, and partnering with families. When students are experiencing transition, so are their families. You will seek to partner with families working to plan together sharing information and mutual perspectives and work to gather circles and make a plan for transition. 

4. Access formal services

Formal human service agencies and organizations provide valuable resources. You will make contacts with agencies such as vocational rehabilitation and community mental health to connect students to agency resources. Such agencies have useful services that can be provided. You will be challenged to understand their rules and regulations to develop strategies to make these work for students.  If students are to have lives where they obtain jobs and participate fully in the community, this all starts in school. Therefore, you will seek to include students in high school academic, vocational, and extra-curricular programs and also work to gather school and agency personnel and make an individualized service plan to provide a mechanism for facilitating coordination and cooperation between schools and agencies to support students. 
5. Put it all together to obtain valued outcomes in the community

With this foundation, you can focus on specific outcomes areas for a positive adult lifestyle for students –employment, relationships, home living, postsecondary education community participation and recreation and leisure. These areas are interactive. Many tools can be used to pull it all together -- person-centered, planning, researching local business and industry, knowing agency rules and regulations, spending time knowing jobs, and using every opportunity you have to know people and opportunities in the local community. 

Employment: Students with special needs are the poorest group in the world. In all countries, various schemes have been developed to provide some basic financial support for individuals with disabilities and other special needs. These are often predicated on the assumption that the individual cannot work. In recent times, strategies have been used to combine funds from employment and public funds around the individual needs of the person. Supported employment has allowed many people to be employed part and full-time in real jobs rather than in sheltered workshops. The use of micro-enterprise boards to develop individual self-employment is further supporting entrepreneurship and work that allows individuals with more severe disabilities to be employed in a natural setting. 

Relationships: Many intentional efforts are occurring to help individuals with special needs to develop relationships and friendships. Inclusive services and supports, in schools, the workplace, home living, and post-secondary education provide opportunities for interactions with other students without disabilities. Strategies and tools such as circles of support, peer mentorships, ‘links’ intentionally build helping connections with peers and adults. Some of these relationships move from ‘helping’ roles to real friendships. 

Home living. Many people who once would have been in institutions have lived in recent years in group homes in the community. More recently innovative personalized supports are allowing people with moderate to severe disabilities to live in their own homes and apartments with needed support services. 

Post-secondary education. During the last 30 years, vocational-technical schools, colleges and universities have increasingly developed multiple support services for students at risk and those with mild disabilities and physical disabilities. In the last decade, a growing movement is occurring to also provide access to postsecondary classes and programs to students with more severe disabilities, particularly individuals with cognitive disabilities and autism. 

Community participation. When people with moderate to severe disabilities lived in institutions they had no community engagement at all. Living in group homes, their involvement has tended to be as part of a small group –group trips to the grocery store, a park or movie with eight people supervised by a paraprofessional. However, more recently, with the assistance of circles of support, community advocates, and friends, people with disabilities are participating in many aspects of public and community life. 

Recreation and leisure. Historically, every part of the lives of people with moderate to severe disabilities has involved separate programs. This includes recreation and leisure activities as well – handicapped swimming, summer camps, church classes (the list goes on). In recent years, however, supports are being provided for these individuals to participate in recreation and leisure activities designed for everyone. In some cases, the nature of the game or activity has changed, such as in Unified Sports in high schools where teams in a league all include students with disabilities as regular members of the team. 

We’ll discuss all these areas in later chapters giving you tools and information to provide services and supports for outcomes in these areas that lead to a quality life. 

On the Road:

Our Very Own Learning Goals

We are off on our journey in learning how to support students in a process of transition and how to create capacity in high schools and community resources. In this chapter you’ve had an opportunity to consider your own philosophy regarding transition, understand trends related to transition, and explore a framework for effective individual transition services and capacity building. To help you think ahead about your own learning, consider the following reflective activity. 

Reflection 1.8 Many teachers use a KWL process in teaching students. K (What do I know?) ; W (What do I want to know?); and L (what did I learn). learned (L). We would suggest that you engage in this process as you read this book. Start by asking yourself the first two questions: 

1. What do I know now about helping support students in transition from school to adult life? (K)

2. What would I like to learn? (L)

We also suggest that you develop for yourself a rubric, based on #2, your own learning goals. You can then use this at the end when you address this final question. 

3. What did I learn? (L)

Figure 1-1

Two Philosophies of Transition Services

	SEGREGATED LIFESTYLES
as clients of the service system
	MAKING WAY
to pursue interests and life dreams



	Decisions For or By the Person?

	Make decisions on behalf of another for what is best for them.  
	Promote self-determination and self-advocacy with support from others. 

	Segregation or Inclusion?

	Provide segregated services leading to segregated outcomes in the community: segregated education and job training leading to group homes, sheltered workshops, relationships only with other people with disabilities. 
	Work towards including students in regular places with regular people in all aspects of life – school, home, work, community participation, relationships. 

	Deficits or Assets?

	Focus on deficits and problems of the student and training to overcome these deficits. 
	Work to build on assets and strengths of the student seeing potential for making a contribution to the school, family, and community. 

	Service-centered or Person-centered?

	Base services and goals for the student on what is presently available in schools, agencies, and the community.  
	Base services and goals on a vision of a positive, possible future for the student. 

	Status Quo or Change Agent?

	Accept the status quo as inevitable and the basis for services and supports for students. 
	Act as a change agent to build systems and community capacity. 

	Selecting or Making Way?

	Identify student skills and select jobs, home living settings, and community participation based on a professional assessment of student capabilities. 
	Listen carefully to students and work to make way for them to move towards areas of interest anticipating that this will create unexpected and positive results.  

	Skills and Tools or Valued Social Roles?

	Use professional tools to develop student skills and engage them in actions related to transition. 
	Identify valued social roles, connections and relationships for the student and use these as the primary basis for making way. 


 Figure 1-2 
Individual Transition Roadmap

Part I: KNOW YOURSELF

1. Develop your personal philosophy about transition.

Part II: KNOW THE PERSON

2. Identify interests, skills, needs and resources of your students.

3. Help students advocate for themselves and make decisions about their lives. 


Part III: BUILD COMMUNITY SUPPORTS

4. Connect students to neighborhood and community resources. 

5. Build and strengthen students’ circles.

6. Partner with families.

7. Gather circles and make a plan for transition. 

Part IV: ACCESS FORMAL SERVICES

8. Connect students with agency resources. 

9. Gather school and agency personnel and make an individualized service plan. 

10. Include students in high school academic, vocational, and extra-curricular programs.

Part V: OBTAIN VALUED OUTCOMES IN THE COMMUNITY

11. Help students obtain employment. 

12. Support students in developing relationships. 

13. Help students live in a typical home or apartment. 

14. Help students prepare for success in and access postsecondary education.

15. Help students participate in community and leisure activities. 

(OSERS)., O. o. S. E. a. R. S. (1991). AD(H)D and special education services Memorandum. Washington, D.C.: U.S. Department of Education.

Senge, P. (1990). The fifth discipline: The art and practice of the learning organization. New York: Doubleday.
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