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The role for the transition team leader (TTL) has not 

been formalized at the state level in Texas. The purpose of 

this study was to determine the current perceptions of the 

public school superintendents in Texas for the roles, 

responsibilities, and functions of the TTL. The framework 

of the survey questionnaire was based on eight categories of 

expertise for the TTL derived from a review of the 

literature and from professional experience in preparing 

handicapped individuals for the world of work. 

The findings are listed as desirable and undesirable 

characteristics for the role or job description of the TTL. 

The desirable characteristics for the role of TTL were 

viewed as: (a) having experience with handicapped 

populations, (b) having skills to supervise others, (c) 

being a liaison between agencies, (d) making program 

adjustments as needed, (e) providing training, (f) knowing 

how to explain the transition program to staff, (g) being a 

liaison with parents, (h) being a liaison with community 

employers, (i) knowing pertinent regulations, (j) knowing 

the characteristics for each of the handicapping conditions, 



and (k) knowing the options and barriers to transportation 

for handicapped individuals in the community. The least 

desirable characteristics identified with the role of the 

TTL were: (a) The need for certification of the TTL, (b) 

making curricular changes at the elementary level, (c) the 

TTL as the Educational Diagnostician, (d) the TTL as a 

parent of a handicapped individual participating in the 

transition program, and (e) the TTL encouraging severely 

handicapped individuals to remain in the public schools 

until the maximum age of 21. 

These categorical data were grouped by ESC area with 

urban, suburban, and rural demographics. These data were 

analyzed by a three-way ANOVA design and significant 

differences were found by category, by ESC area, and by 

population designation. The public school superintendents 

have perceived the role of the TTL as a new position, 

community-based, community-oriented, transferable, and 

requiring no additional certification procedures. 
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CHAPTER I 

THE PERCEIVED ROLE OF THE POST-SECONDARY 

TRANSITION TEAM LEADER IN SPECIAL 

EDUCATION IN TEXAS 

The need to implement transition services for 

handicapped individuals from school to work constitutes a 

national priority (Rusch & Phelps, 1987). Employment 

difficulties for handicapped individuals became a public 

concern when disabled veterans in World War I required 

assistance in returning to the workforce. The need for 

employment assistance to the handicapped has emerged seventy 

years later regarding individuals exiting special education 

programs in the public schools to pursue careers in the 

local community. 

The United States Senate Subcommittee on the 

Handicapped, meeting in 1986, determined that: (a) 

Approximately two-thirds of all Americans with handicaps, 

ages 16 to 64, were not working, (b) if a handicapped 

individual was working, that person was 75% more likely than 

a non-handicapped person to be working on a part-time basis, 

and (c) of all handicapped individuals not employed, 

approximately two-thirds indicated a desire for employment. 



The era of President John F. Kennedy increased federal 

support for special education services including programs to 

aid the unemployed who are handicapped. The Civil Rights 

Act of 1964 (P. L. 88-352) led to nondiscrimination 

assurances for individuals with handicaps in the 1970s. 

Also during this period, most states enacted legislation 

providing special education to all eligible school-age 

individuals. Then in 1975, The Education for All 

Handicapped Children Act (P. L. 94-142) ensured a free and 

appropriate education for eligible individuals ages 3 to 21. 

This legislation collectively encouraged the provision of 

career planning and job training for handicapped 

individuals. 

The Carl D. Perkins Vocational Education Act (1984), 

P. L. 98-524, enlarged upon services to handicapped 

individuals that included transition programs (Rusch & 

Phelps, 1987). The Rehabilitation Act (1973) P. L. 93-112 

led to increased services for individuals with severe 

disabilities. These services include increased client 

involvement in decision—making and organizing efforts around 

the multiple problems associated with a disability. The 

Vocational Education Act (1963), P. L. 88-210, was followed 

by amendments in 1968 (P. L. 90-391). The Education Act 

Amendments of 1976 (P. L. 94—482) increased the membership 

in vocational programs by allocating 10% of the funding for 

services for handicapped individuals. 



Job training programs were emphasized by the 

Comprehensive Employment and Training Act (CETA) and its 

successor, the Job Training Partnership Act (JTPA). This 

job training program includes clients with handicaps. 

The Office of Special Education and Rehabilitation 

Services (OSERS), under the leadership of Secretary 

Madeleine Will, advocated for transitional services that are 

a part of the free, appropriate education mandated by The 

Education for All Handicapped Children Act of 1975 (P. L. 

94-142) for all individuals with disabilities (1986). 

Career plans for graduates of special education programs are 

considered inadequate unless state education agencies 

provide transition services. 

This national priority of improved transition services 

was reinforced by the zero-reject philosophy of education 

for all individuals as currently demonstrated by the mandate 

of the U. S. Court of Appeals for the First Circuit to serve 

a teenager with multiple handicapping conditions (Viadero, 

1989). The zero-reject model presents a challenge to the 

transition team to serve all degrees of all disabilities 

seeking services (Edgar, 1988). 

According to Texas Education Agency (TEA) guidelines, 

it is the responsibility of the public schools to provide 

leadership in initiating a comprehensive special education 

curricula that includes a transition component. The 

function of this transition component is to provide a 



structure to guide handicapped individuals into adult roles 

of maximum independence within the local community. 

The TEA calls for a transition component in the 

student's dossier. In most instances this means a 

transition team is needed. This team consists of a group of 

professionals and parents implementing a transition program 

for handicapped individuals. However, there are no clear 

definitions of the role of the post-secondary Transition 

Team Leader (TTL) within the special education system in the 

state of Texas. This research addressed the issues of the 

roles, responsibilities, and functions of the TTL in 

facilitating the implementation of transitional services for 

individuals with disabilities in Texas. 

The effort for transition programming in Texas has been 

led by a group of volunteers and advocates who make up the 

Transition Services Task Force (TSTF). Official recognition 

of the TSTF came in 1987 with the passage of Texas Senate 

Concurrent Resolution 123 (S. C. R. 123) by the State 

Legislature which called for the task force to: (a) Define 

transition services, (b) identify the population needing 

transition services, (c) evaluate the current service 

delivery system, and (d) recommend methods and strategies 

for providing transition services (Transition Services Task 

Force, 1989). 

The TSTF observed in 1989 that a school generation now 

has passed through the public school system since P. L. 



94-142 mandated a free, appropriate education for all 

individuals with disabilities. This school generation has 

now entered the labor force as adults, including handicapped 

individuals who are not as prepared for careers as are their 

non-handicapped counterparts. A transition program can 

provide a more equitable opportunity for handicapped 

individuals to achieve a proper balance in their chosen 

careers. 

Public school superintendents (Botterbusch, 1989; 

Elliott, Schalock, & Ross, 1988) have influenced planning 

for the services provided by all special education programs 

including school-to-work transition programs. Their 

perceptions of transition programming and specific 

qualifications of the TTL have been important determiners of 

the success of transition programs. 

An important element of planning a transition program 

is the designation of a responsible post—secondary 

transition team led by a team leader (TTL). The role of the 

TTL is to orchestrate the development and implementation of 

transitional planning with a cross-disability perspective 

within the local education agency (LEA). The challenge to 

the TTL is to provide an education to eligible handicapped 

individuals that leads to successful transition from school 

into a work environment (Transition Services Task Force, 

1989) . 



Statement of the Problem 

The Texas Education Agency and the Office of Civil 

Rights is demanding greater accountability and compliance 

through the Education for all Handicapped Children Act of 

1975 (P. L. 94-142) and related federal regulations. One 

current area of need is for public school superintendents to 

know the criteria for sound management of transition 

programming. This includes determining and acknowledging 

the characteristics of TTLs. 

The job description for the TTL has not been formalized 

at the state level in Texas. The transition programs 

currently in operation within the state of Texas are 

uniquely designed to meet local needs. Therefore, the role 

of the presently functioning TTLs has varied by district. 

Purpose of the Study 

The purpose of this study was to determine public 

school superintendents' current perceptions of the roles, 

responsibilities, and functions of the TTL. A secondary 

purpose of this study was to use these perceptions to 

identify the characteristics that could be used to develop a 

model for the role of the TTL based on the survey results. 

Research Questions 

Research questions relevant to this study included the 

following: 

1. Is there a pattern describing the characteristics 

considered desirable in a TTL? 



2. Are there differences in the perceptions of the 

public school superintendents for the role of TTL among 

designated categories of questions? 

3. Are there differences in the perceptions of the 

public school superintendents among designated categories of 

questions for the role of TTL when the data are stratified 

by Educational Service Center (ESC) areas? 

4. Are there differences in the perceptions of the 

public school superintendents among designated categories of 

questions when the data are stratified by urban, suburban, 

and rural classifications of local education agencies (LEA)? 

Significance of the Study 

The findings of this study have: 

1. Forecast criteria valuable to the education 

community that will aid the state education agency in 

program planning for future transition services; 

2. provided suggestions to superintendents regarding 

the criteria to use in selecting future TTLs to manage the 

transition programs at the local level; and, 

3. provided all Education Service Centers (ESC) in 

Texas with identified needs for inservice education programs 

that facilitate the implementation of transition programs in 

LEAs. 

Definition of Terms 

Several terms have definitions crucial to this study. 

These terms and their related definitions are listed below: 



Categories 

The eight categories used as a framework in this study 

are descriptors of the collective expertise assigned to the 

role, responsibility, and function of the TTL. These eight 

categories were gleaned from a review of the literature and 

by professional experience that included compliance with the 

mandates of the Child-Centered Process related to the intent 

of P. L. 94-142. 

Disabilities 

A disability refers to a physical, emotional, or 

neurological deviation possessed by an individual and 

recognized by TEA as a special education category. It may 

constitute a handicap if the individual perceives the 

disability as such. 

Handicap 

This is the result of any condition that impedes one's 

acceptance, adjustment, or achievement. The Texas Education 

Agency recognizes the handicapping conditions of mentally 

retarded, emotionally disturbed, learning disabled, visually 

handicapped, auditorially handicapped, physically 

handicapped, speech handicapped, autistic, multiple 

handicapped, deaf-blind, and pregnant. 

Independent Living Skills 

Independent living skills are the basic skills needed 

by severely handicapped individuals for post-school 

adjustment and community integration. These skills include 



self-care, such as, dressing, preparing meals, housekeeping; 

communication skills, such as, use of telephone, letter-

writing skills, travel; interpersonal relations skills, such 

as, conversational techniques, friendship models; and 

mobility skills; such as, use of public transportation, use 

of elevators, specialized mobility equipment; and academic 

skills, such as, reading, writing, basic mathematics, and 

social sciences. 

Individual 

Individual is a generic term used to refer to a 

student, client, or consumer of services for the 

handicapped. 

Role 

Role describes the responsibilities and functions 

assigned to the TTL. 

Transition 

The movement from one state to another, such as from 

secondary education to post-secondary education, vocational 

training, and/or employment is known by this term as 

specifically addressed by the Education of the Handicapped 

Act Amendments of 1983 (P. L. 98-199) . 

Transition Team 

This is the title for the group of educators, parents, 

and adult services providers responsible for implementing a 

longitudinal quality transition program for handicapped 

individuals. 
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Transition Team Leader 

This is the title for the designated coordinator of 

transition services for handicapped individuals within a 

community-level environment. 

Review of Literature 

A national search of research reports, journal 

articles, books, and regulatory literature describing 

transition programming revealed issues concerned with 

school-to-work transition for handicapped individuals. A 

comprehensive computer search of abstracts from the past 10 

years was conducted through the ERIC facilities at the 

Reston, Virginia, Offices of Council on Exceptional 

Children, Office of Special Education and Rehabilitation 

Services (OSERS), and Dissertation Abstracts International. 

In addition, state plans for special education were 

reviewed. Federal statutes, federal agency quidelines, 

Texas regulations, and Texas Education Agency guidelines 

were reviewed. Results of a pilot study of transition 

programming conducted in Beaumont, Texas in 1988 by this 

researcher were also reviewed. 

The review of the literature showed that issues 

concerning transition programming and the expertise required 

of the TTL consistently developed around eight recurring 

categories: (a) Leadership, (b) regulations, (c) 

curriculum, (d) team members, (e) parental relations, (f) 

job training, (g) state agencies, and (h) assessment. The 
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synthesis of related literature is organized in the 

following sections to review national and international 

transition models, transition programming in Texas, specific 

transition programming issues in the eight categories of 

expertise, and the results of the Beaumont pilot study. 

National and International Transition Models 

National Transition Models. The model for transition 

advanced by Madeleine Will of OSERS includes three options 

for handicapped individuals in transition from secondary 

school to higher education or work: (a) No services 

offered, (b) time-limited services, and/or (c) ongoing 

services (OSERS, 1986). The TTL can choose from these three 

options for consideration in bridging the transition of a 

handicapped individual into higher education or a work 

situation. 

Botterbusch (1989) reviewed several models of 

transition from school to work. His work focused on several 

dimensions including the three bridges described by M. Will 

(1984) and the need for successful community adjustment 

(Halpern, 1985). Botterbusch also described the accent on 

values and independent living skills of the model by Clark 

(1980), the need for formality of a written individual plan 

(Wehman, 1984), and a multi-agency linkage system similar to 

the Project INTERFACE model (D'Alonzo, Owens, & Hartwell, 

1985). None of the six models addresses the role of the TTL 

directly. 
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Another model, developed by Brolin (1988), called the 

Life-Centered Career Education (LCCE) Model has three major 

instructional components: (a) Basic academic skills, (b) 

life-centered career education skills, and (c) four stages 

of career development including awareness, exploration, 

preparation, and placement. The LCCE Transitional Model was 

conceived as a total-person approach and included the 

appointment of a transition resource coordinator to guide 

the local team in carrying out the program. 

Elliott, Schalock, and Ross (1988) define key elements 

that comprise the transition process in the models they 

researched: (a) The transition process is individualized 

and systematic, (b) transition planning is based on locally 

available alternatives, (c) transition involves personnel 

from multiple disciplines and service delivery systems, (d) 

transition includes parents and their early involvement, (e) 

transition planning is to be initiated 4 to 5 years before 

the anticipated date of graduation from high school, (f) 

transition planning is focused on a life—style planning 

process, (g) the school program is the foundation for 

successful transition to adult life, and (h) the 

individualized plan includes arranging a network of services 

and resources to achieve the stated goals. Similar elements 

are contained in a publication used by special education 

professionals entitled Special Education: Parent and 

Student Rights (Texas Education Agency, 1986). 
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The state plans for special education reviewed from 3 6 

states and the District of Columbia (See Appendix A) 

describe models and guidelines for special education and 

transition programming. The guidelines for program 

leadership in the plans reviewed varied per state and 

regional needs. The specific role of the TTL was not 

mentioned in any of the 37 plans reviewed. However, 

leadership appeared to be group-oriented across the nation. 

The Harold Russell Associates' 1984 report to the U. S. 

Department of Education describes exemplary cooperative 

programs, promotes cooperation between service programs and 

notes differences in federal-state—local government 

orientation to the concept of transition. Successful 

transition through cooperative efforts began with the 

educational programs designed for disabled youth as 

supported by P. L. 94-142. The effort relied on the 

business community to continue this development as the 

individual trainee became a productive employee (Tooman, 

1986). Adult services agencies continue to support the 

disabled youth as clients during this period of employment. 

In other national models addressing specific aspects of 

transition programming, handicapped individuals have been 

processed into projects funded by the Job Training 

Partnership Act (JTPA) for vocational training. JTPA, a U. 

S. Department of Labor program enacted in 1982 by P. L. 

97-3 00, expanded the eligibility of handicapped individuals 
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for job training. The JTPA program uses five basic steps to 

help special education students develop the skills necessary 

for job success, including: (a) Identification and 

enrollment in the JTPA program, (b) assessment of abilities 

and interests, (c) training, (d) practical experience, and 

(e) pursuit of permanent employment leading toward personal 

independence (OSERS, 1988; Tindall & Hedberg, 1987). 

Job Training and Tryout (JTT) is a demonstration 

program for the mildly disabled population in Maryland. The 

pattern in the JTT program suggests more than the basic 

movement from school to a specific job. Job changes are 

seen to be a natural part of the employment process. 

Transition outcomes are viewed in terms of economic 

self-sufficiency rather than the mere accessing of an entry 

level job. Follow-up studies that documented the pattern of 

transition in this demonstration project allowed school 

systems and community agencies to plan and provide 

appropriate services (Neubert, Tilson, & Ianacone, 1989). 

Educational experiences of handicapped individuals are 

strengthened to provide successful adjustment to living 

independently in one's community (Rusch & Phelps, 1987). 

To assist transition providers and the handicapped 

individuals they serve, national resources of clearinghouses 

and organizations have been compiled by the National 

Information Center for Children and Youth with Handicaps 

(NICHCY) (1988). NICHCY resources address the role of the 
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individual who needs to resist a posture of dependency, to 

seek independence, and to test the limits of abilities. 

They recommend that the individual consult with others who 

have the same disability, who have been creative, and who 

have taken charge of their own lives (NICHCY, 1987). 

In support of further information on effective 

transition models, Benz and Halpern (1987) monitored the 

status and outcome of handicapped individuals who have 

exited the public schools to obtain data to help 

policy-makers and administrators improve services and 

curricula. The process was continued to provide follow-up 

data collection and feedback (National Association of State 

Directors of Special Education/Project FORUM, 1989). 

Review of the effective national models for transition 

shows that solutions to the interrelated needs of transition 

have varied per community. Determining factors have 

included the source of available funding, the local social 

philosophy, local expertise, and the presence of a strong 

local advocacy (U. S. Department of Health and Human 

Services, 1984). 

International Transition Models. Significant 

differences in values and policies toward transition are 

observed at the international level. There was minimal 

documentation of needs, transitional practices, and/or 

program evaluation reports. This information deficit was 

addressed by OSERS through "The Handicapped Adolescent 
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Project" as proposed by the Centre for Educational Research 

and Innovation (CERI). CERI was a part of the Office of 

Economic Cooperation and Development (OECD) (National 

Institute of Handicapped Research, 1984). 

The NIHR study found that transitional policy in Norway 

uses a right-to-work principle and pays the salary of new 

handicapped employees for up to two years. Norway operates 

the Birkelid School, a model residential program serving 

adolescents, ages 16 to 19, in a three-year program that 

Progresses toward competitive employment and independent 

living. One of the team members remains as a supporting 

link with individuals who complete the program ((National 

Institute of Handicapped Research, 1984). 

In France mildly retarded individuals, age 12 to 17, 

receive a generous training in workshops. The more severely 

disabled individuals are served in a chantier composed of 

eight workers and two supervisors who travel to job-based 

sites and work as a team. 

The Community of Capodarco in Rome, Italy, serves the 

severely handicapped. Emphasis is placed on developing 

personal autonomy and community adjustment as a prerequisite 

to employment in the community. Members of the working 

cooperatives, half of whom are handicapped, offer support 

and guidance in this transitional stage. 

Sweden uses adjustment teams, with representatives of 

management, unions, and the Labour Board, to jointly find 
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ways to employ disabled workers. One technique is to 

establish a work group of three disabled employees assigned 

to complete the work of two positions. 

The United Kingdom developed alternatives to 

competitive employment by referral of the disabled person to 

volunteer activities, training in adult education, 

homemaking, homebound self-employment, and/or participation 

in a consumer-operated day center. Parents and 

professionals form partnerships to effectively operate a 

transition program. 

Rehabilitation International initiated the 

International Information Exchange in the early 1970s with 

bases in Heidelberg, New York, Mexico City, and Stockholm to 

serve the worldwide rehabilitation community. Canada, 

Spain, Sweden, and the Netherlands have also indicated 

interest in national disability information systems. This 

effort complemented existing information exchanges in use by 

international professional associations, peer linkages, and 

fellowships in foreign study (Pan & Duncan, 1980). 

Texas Transition Programs 

In Texas, effective planning for transition was first 

introduced while the individual was still in the public 

schools and at least one year prior to the individual's 

eligibility for entry into an appropriate vocational 

education program (Texas Education Agency, 1980). 
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The Transition Services Task Force was created in 1987 

with legislative mandate to define transition services, 

identify the population needing services, evaluate the 

service delivery system, and recommend strategies for the 

future. The best solutions were reached by the joint 

efforts of the individual, family, and interagency personnel 

involved (Transition Services Task Force, 1989). 

Individuals in vocational education programs in Texas 

are provided special services based on vocational assessment 

with guidance in career development. The local education 

agency has the responsibility of providing this service in 

compliance with the Carl D. Perkins Vocational Education Act 

(P. L. 98-524) as determined by the Texas Education Agency 

(1985). 

Vocational Education funding guidelines issued by the 

Texas Education Agency (1989) for school year 1989-90 

include the requirements to provide: (a) Career development 

and awareness activities, (b) vocational interest and 

aptitude assessment, (c) individual program planning, and 

(d) specialized formal and informal career counseling and 

guidance. The individual's cooperation is a vital part of 

successful vocational assessment and involves orientation, 

interview, and comprehensive assessment. The next step 

taken is work sampling, an experiential activity (Mulroy, 

1986) . 
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T*^nsition, in Texas, has been influenced, by the new 

graduation rules that require minimum academic credit 

requirements, age eligibility requirements, and job 

readiness and/or programs for further training (Texas 

Education Agency, 1989). The role of the public schools has 

focused on the preparation of the handicapped individual for 

the transition from school long before graduation and entry 

into the world of careers. 

School personnel are required to provide appropriate 

vocational training (Partners Resource Network, Inc., 1989). 

This vocational training, when provided by the vocational 

education department as especially designed instruction, is 

viewed as being the same as special education services 

(Elrod, 1987). This individualized instruction includes 

goals and objectives related to career education, vocational 

preparation, and community life skills designed to make the 

student work-ready. 

The very nature of secondary special education has 

changed with the emphasis on transition to face adult issues 

in career planning rather than to retain orientations to a 

welfare dependent lifestyle of non-employment (McBee, 1988). 

The concept of transition is now clarified to denote 

services throughout a handicapped individual's school career 

and also included handicapped individuals who had recently 

left school (Ballard, Ramirez, & Zantal-Wiener, 1987). 



20 

Wircenski (1989), in studying transition training 

programs for secondary special education students in Texas, 

has divided the programs into four stages of comprehensive 

development. They serve as an aid to curricular planning: 

1. Awareness (grades K - 6) 

2. Exploration (grades 7 - 10) 

3. Preparation (grades 10 - 12) 

4. Implementation (continuing education/employment). 

Specific Categories of Expertise for TTT.g 

Leadership. One of the important issues in developing 

an effective transition program is establishing the 

leadership responsibilities and functions of the TTL. The 

literature reviewed showed that the leadership role in 

existing transition programs varies throughout the nation 

and that there is no common operational definition of the 

role of the TTL. For example, in New Jersey the job coach 

is responsible for the entire transition process in the 

supported-work model (New Jersey State Department of 

Education, 1986). in Texas, however, the Beaumont Study 

suggests that the TTL should not be the job trainer but 

should possess the skills of the trainer. 

Brolin (1988) suggests the appointment of a transition 

resource coordinator to function as the TTL. The TTL 

functions most effectively as liaison and coordinator since 

services that attempt to develop a better life for disabled 
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people require relative autonomy at every level. 

Coordination from top level sources is a basic requirement 

for successful cooperative programs. When leadership is 

successful, an eventual fading of outside influence 

encourages self-direction at the community level (Curtis, 

1980). 

McBee (1988) notes that the leaders as the key 

personnel within the transition team must be well-chosen for 

their expertise because the role of the leader is designed 

to change as the handicapped individual progresses through 

the system and between agencies. However, roles of other 

significant service providers are well-defined by 

professional standards (Barker, 1982). Examples include 

teachers, rehabilitation counselors, and community 

employers. 

According to Davis (1986) and Will (1987), the TTL must 

possess the highest professional standards in order to lead 

a staff and to provide students in transition programs with 

training in job relevance, individual independence, and 

timeliness of services. Well-informed parents have 

advocated for strong leadership in vocational rehabilitation 

and adult service agencies to provide quality job training 

options as these handicapped individuals exit the public 

schools (Wehman, Moon, Everson, Wood, & Barcus, 1988; Will, 

1987) . 
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The service delivery system has encountered 

bureaucratic obstacles between agencies. Brolin (1988) 

reviewed models for improving the service delivery system. 

The model developed in 1984 by the Harold Russell Associates 

recommends guidelines to: (a) Establish roles and 

responsibilities of the transition team membership, (b) 

conduct cross-agency inservice training to enhance 

interagency coordination, and (c) assign a person to oversee 

the local program. A second person is retained to serve in 

the community as an advocate for the program. 

Regulations. Another area of expertise required for 

transition programming is that of state and federal 

regulations. The TTL must guide the transition team members 

in utilizing the protection of the Constitution and the 

judiciary system to help the poor, minority handicapped 

individual eliminate negative factors in career development 

efforts. Knowledge of past and current regulations and the 

agencies that oversee them is crucial for the TTL and other 

members of the transition team (Lee, 1989). The transition 

team is designed to seek equity of opportunity for a diverse 

population (Conley, 1986; Lee, 1989). 

Public policy regarding this special population has 

developed a system of interagency services including: (a) 

Income support, (b) health care, (c) employment programs, 

(d) housing, (e) education and (f) social services. These 

worthy programs have guarded against work disincentives and 
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fostering of dependency (Conley, 1986). Through the 

agencies charged with responsibility to carry out the state 

and federal regulations, handicapped individuals have been 

taught the self-advocacy skills needed to demonstrate job 

readiness and self-sufficiency during the transition 

process. 

The federal government has exercised an influential 

role on behalf of post-secondary transition through the 

Education for Handicapped Children Amendments of 1983 (P. L. 

98-199) which included a Secondary Education and Transition 

Services section. Section 626 of P. L. 98-199 authorizes 

funding for transition efforts in the areas of research, 

training, and demonstration. Madeleine Will, of OSERS, with 

Jean Elder, of the Administration of Developmental 

Disabilities (ADD), cooperated in establishing timely 

policies for increasing public awareness of the concept of 

post-secondary transition (OSERS, 1986). 

Curriculum. Curriculum developed specifically for 

vocational training for special education needs is another 

vital concern for transition programs. In 1972 Marc Gold, 

and again in 1981, Paul Wehman demonstrated the ability of 

severely retarded persons to perform structured tasks in a 

competitive environment (Wehman et al., 1988). Three stages 

are included in this model for transition: (a) An 

individual's movement through school instruction, (b) a plan 

for the transition process, and (c) placement into 



24 

appropriate employment. According to Lagomarcino and Rusch 

(1987) a functional vocational training curriculum should be 

designed as community-referenced, integrated, longitudinal, 

and community-based program. 

Inservice training offered through several professional 

associations has provided faculties with the skills to 

develop curricula for transition programs (American 

Vocational Association, Council of Exceptional Children, & 

National Association of Vocational Education Special Needs 

Personnel, 1985). The severely handicapped individual has 

depended on the faculty for instructional and curricular 

adaptability that addressed problem-solving skills in 

decision-making, independent performance, self-evaluation, 

and adjustment (Martin, Burger, Elias-Burger, & Mithaug, 

1988). 

The American economy has moved from an industrial 

society to an information society. The knowledge of this 

trend has required preparation for a different labor market. 

McLaughlin (1984) proposed that the TTL needed to determine 

the array of jobs that make up the information industry 

within the community and also needed data about the levels 

and type of skills related to those jobs. This information 

led to curriculum changes for special education and training 

Programs that benefitted handicapped individuals. 

Team Members. Team members typically assigned for 

transition services have included special education 
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teachers, vocational education teachers, community leaders, 

employers, advocates, parents, and representatives from the 

state agencies of Texas Rehabilitation Commission, Texas 

Department Mental Health and Mental Retardation (Education 

Service Center, Region 20, 1989). McDonnell and Hardman 

(1985) determined that high school programs were the logical 

bases to implement a comprehensive system of individual 

transition planning on a local level. Team members in the 

high school program typically represent the core of the 

transition team membership who determine the early success 

of the transition program based on their collective level of 

competence. 

Inservice education conducted for team members helps to 

upgrade the service delivery system. Brolin (1988) suggests 

that written guidelines should specify roles and 

responsibilities to ensure local support for the transition 

program. In programs that were reviewed by Brolin, these 

steps clarified parental and interagency involvements and 

active partnerships included the participation of the 

industrial community. 

Special education directors proposed that the roles and 

responsibilities of each team member needed to be delineated 

clearly if the team was to function at an optimum level. 

The roles were designed to include administrative and direct 

service responsibilities. The roles and responsibilities 

concept was based on the assumption of interagency 
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cooperation and the anticipation of changing roles as the 

individual progressed through the transdisciplinary system 

(National Association of State Directors of Special 

Education, 1986). Each transition team member was expected 

to participate in role release which was a three-level 

interaction involving general information, informational 

skills, and performance competencies to benefit other 

members of the team (Wehman et al, 1988). 

Staffing strategies for building a transition team have 

included: (a) The use of a consultant, (b) staggered 

implementation of community-based instruction, (c) the use 

of temporary assistance, (d) heterogeneous grouping of 

classes, (e) restructuring of related services schedules, 

(f) team teaching, (g) the use of computer instruction, and 

(h) the use of volunteers and peer tutors (Baumgart & Van 

Walleghem, 1986). 

The Transition Task Force at the ESC Region 3 in 

Victoria, Texas uses a locally developed model transition 

plan (1987). The transition services are implemented 

jointly by members of the transition team. No one member 

has sole responsibility for transition services. 

Project activities for a comprehensive transition 

services program that served suburban and rural students 

were conducted at an institute in 1987 at Colorado State 

University. The focus included establishing an advisory 

council, training a core transition team of professionals, 
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and preparing training materials with manual for parents, 

educators, and adult service providers. This approach 

enabled having an informed team to better serve the severely 

handicapped individuals (Dowling & Hartwell, 1988). 

Transition team members have played many roles in 

serving handicapped individuals. Team members are called 

upon to mediate, facilitate, and/or advocate on behalf of 

those individuals enrolled in the transition program to 

ensure that the curriculum was functional, that public 

awareness of program goals increased, and that interagency 

services flowed smoothly and timely (National Association of 

State Directors of Special Education, August 19-21, 1985). 

Parental Relations. A vital concern for transition 

programming and the TTL is relationships with and 

cooperation of parents of disabled individuals. A crucial 

step for the TTL early in the instructional program is to 

overcome parental perceptions of artificial barriers 

(Hanline & Halvorsen, 1989). Some parents accept 

responsibility for rearing their handicapped children; other 

parents offer support relative to the severity of the 

handicapping condition of their offspring; some parents 

resist involvement in the decision-making process on behalf 

of their handicapped children because they themselves feel 

undereducated. Program planning is designed to include 

family involvement as the individual enters the transitional 
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stage and explores career patterns (Neubert, Tilson, & 

Ianacone, 1989). 

Community advocates for the handicapped have been 

instrumental in helping families overcome transitional 

barriers. Efforts are needed to strengthen the capacity of 

families to help adolescents with a wide range of special 

education and employment needs for disabled individuals. 

When communities respect the needs and goals of young people 

and provide resources for their developmental needs, young 

people typically respond in kind (William T. Grant 

Foundation Commission on Work, Family, and Citizenship, 

1988) . 

Nielsen (1989) states that career guidance was one of 

the main parental concerns for their children. Well-planned 

career assessment includes interviews with the individual 

and parents, as well as formal assessment (Texas Education 

Agency, 1980). As an aid to career planning, interagency 

information for assisting disabled persons was published in 

a guide for Texas consumers by the Texas Governor's 

Committee for Disabled Persons (Transition Services Task 

Force, 1988). 

Job Training. A singularly important area of expertise 

for the transition team is the ability to prepare the 

individual for productive citizenship. The Individual 

Transition Plan (ITP) has focused on the factors which will 

have the most impact on the handicapped individual's career 
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success and independence within the community (Transition 

Task Force, 1987). 

Career choice is a complicated decision-making process 

that needs to be monitored by the TTL. Curnow (1989) states 

that the handicapped individual's career perception needs to 

be refined as he or she progresses through the school years. 

Supported employment has been a frequent choice for the 

individual with the fewest job skills. Supported employment 

should employ fading techniques as the individual gains 

self-sufficiency and progressed in the job description 

(Mithaug, Martin, Agran, & Rusch, 1988). Career choice for 

a supported employment approach often has depended on: (a) 

An employment specialist, (b) a vocational rehabilitation 

counselor, and (c) the funding source/mechanism (The West 

Virginia Research and Training Center, 1988). 

Unemployment and underemployment of handicapped 

individuals are also major concerns throughout the nation. 

The unemployment rate among the disabled in the early 1980s 

was greater than 50% with employed handicapped workers 

typically employed only part-time (Elrod, 1987). A 

transition gap exists between the ages of employability for 

non-handicapped and handicapped teenagers. The 

non-handicapped individuals usually have been employed part-

time at younger ages than their handicapped counterparts 

(Tooman, 1986). 
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However, the employer has had the choice in hiring 

procedures because the business must remain solvent. 

Therefore, the employer's involvement as a member of the 

transition advisory team is highly valued (Steinmiller & 

Retish, 1980). The individual who is realistic, has skills, 

and has transportation is in an advantageous position when 

the opportunity for employment arises (McKinney & Vreeburg, 

1985). 

Job training at institutions of higher education is 

also a concern for transition programming. Large state 

universities offer education and training opportunities for 

individuals with a variety of handicapping conditions but 

lack the smaller student-teacher ratio which smaller 

colleges and technical schools have been able to provide. 

Programs at community colleges for handicapped individuals 

have increased considerably since 1970. The community 

colleges frequently offer an open admissions policy and 

therefore become likely choices of institutions to offer 

otherwise qualified handicapped individuals support programs 

with a greater variety of fields and instructional 

supervision (American Association of Community and Junior 

Colleges, and American Council on Education, 1988). 

In a 1988 survey, parents identified three needs for 

special graduates preparing to enter the world of work: (a) 

Developing self-confidence, (b) achieving problem-solving 

skills, and (c) recognizing their own aptitudes, 
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interests, and drives (Mithaug, Martin, Agran, & Rusch, 

1988; Mithaug, Martin, Frazier, & Allen, 1988; Mithaug & 

Martin, 1989). Job tryouts provided a basis to match an 

individual's strengths and weaknesses against a job's 

requirements. This was done by self-assessment as well as 

by the employer and/or job coach. A brief job match 

analysis gave the individual an objective performance rating 

(Martin, Burger, Elias-Burger, & Mithaug, 1988; Mithaug, 

Martin, Husch, Agran, & Rusch, 1988). 

The advantages of hiring disabled workers have 

included: (a) Pre-screening and job-readiness as one 

processed through the transition system, (b) a built-in 

support system based on local advocates, and (c) a tax break 

when the employer qualified for Targeted Job Tax Credit and 

on-the-job reimbursements. However, the individual is 

expected to be capable of performing a given task. Being 

handicapped and without skills is not acceptable for 

eligibility for supported employment (National Alliance for 

Business, 1985). 

In 1983, almost one in six Americans of working age 

were reported to have some disability or limitation. This 

ratio indicated a need for extensive attention in preparing 

and guiding handicapped individuals through the transition 

process until their employment stabilized (Fenderson, 1983). 

A needs assessment has been an effective method in 

providing the initial data to support a request for a 
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quality transition program. The data sought is of a general 

or intensive nature depending on the needs of the community 

(Rogers & Harkaway, 1986). Training projects begin with 

job-site work experience at the junior high level. 

Employment for eligible individuals is solicited within the 

community. 

State Agencies. Working with state agencies is another 

critical area of expertise required of the TTL. Each state 

has had a need for a system of case management to avoid 

fragmentation of the service delivery system. A basic 

funding source for the transition concept has been absent. 

Historically, schools sponsored the cost of the instruction 

program and, at the next stage, the state rehabilitation 

agency funded training programs or employment efforts. -A 

central office, at the state level, managed policies, 

funding, and a service delivery system for this interagency 

enterprise (National Association of Developmental 

Disabilities Councils, 1985). 

State agencies have sought to build a network of shared 

information about individuals in special populations. The 

initial focus of networking originated from the 

Comprehensive System of Personnel Development (CSPD), 

designated in P. L. 94-142, so that timely and reliable 

information could be shared in collaborative ways. A 

similar plan for a national linkage network provides a fund 

of transition data about an individual to state education 
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agencies for sharing with professional organizations and 

other government agencies (National Association of State 

Directors of Special Education, 1989). 

An interagency agreement has been basic to establishing 

a formal, organized case management system (Dowling & 

Hartwell, 1988). A case management system encourages family 

involvement and provides a continuum of services for the 

individual. The sum of the interagency expertise assures a 

maximum of success for the individual client (Perlman, 

1980). 

Interagency linkages are built upon collaboration and 

joint responsibility among educators, community agencies, 

parents, and advocates (Regional Rehabilitation Continuing 

Education Program, 1985; Tindall, Gugerty, & Dougherty, 

1983). Linkage mechanisms are designed to include: (a) 

Case management, (b) client team, (c) information 

clearinghouse, (d) budgeting and fundraising, (e) intake 

with screening and diagnosis, (f) program design and 

operation with evaluation, (g) public relations in the 

community, and (h) staff training and development 

(Association for Retarded Citizens of the United States, 

1986). 

A Transitional Linkage Center (TLC) is one type of 

service delivery system that provides linkage mechanisms. 

The principal functions of a TLC are: (a) To locate and 

access the most appropriate services and resources, (b) 



34 

systematically maintain and disseminate information on 

available services and resources, and (c) promote new 

programs within the coordinated interagencies. TLC program 

qualities are built around goals that are age-appropriate 

for the individual, community referenced, and comprehensive 

with self-advocate involvement and family participation 

(Association for Retarded Citizens of the United States, 

1986; OSERS, 1986). 

The state of Montana utilizes a system of supported 

employment featuring a single point of access (SPA). The SPA 

allows families of severely handicapped individuals to 

access and effectively manage the array of services that 

culminate in appropriate employment. The SPA provides case 

management and encouragement to the client (Offner, Kelly, & 

Cherry, 1987). The SPA approach precludes unnecessary 

efforts on the part of the family to obtain the appropriate 

services. 

Assessment. Assessment is a critical area of expertise 

required for the TTL in determining the appropriate type of 

educational and vocational programs for handicapped 

individuals supported by the several state agencies. 

Vocational assessment for handicapped individuals is needed 

as it applied to programming for career training. One 

theory about assessment for career planning that may be 

applied to handicapped populations is John Holland's theory 

concerning individual choices based on realistic, 
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investigative, artistic, social, enterprising, and/or 

conventional interests (Vance, 1987). 

The Vocational Assessment and Curriculum Guide (VACG) 

has assessed work behaviors, communication skills, and 

self-help skills considered important by employers for entry 

into competitive employment. The members of the transition 

team have linked academic and vocational experiences of an 

individual with competitive employment by the procurement of 

a job, work site preparation requirements, and job station 

analysis (Schloss, McEwen, Lang, & Schwab, 1986). 

Vocational assessment in Arkansas matches training and 

placement. The continuum of instruction and assessment 

begins in the lower grades and intensifies at the secondary 

level with the monitoring of work experience and job 

simulation. A timeline for services is developed during the 

individual1s secondary years (Western Arkansas Educational 

Service Cooperative, 1986). 

The rule in vocational assessment in Connecticut is to 

test only when it is necessary. The evaluator chooses the 

assessment instruments wisely. The assessment results then 

match the individuals interest and skills with the type of 

jobs that are available locally and with the type of 

school-related programs available (Connecticut State 

Department of Education, 1986). 

The Child Study Team (CST) in Idaho is a part of the 

comprehensive plan to involve individuals with disabilities 
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and their families in decision-making at the onset of their 

educational career. The program needs of the individual are 

monitored by any member of the CST at any time throughout 

the secondary school career of the individual (Idaho 

Department of Education, 1986). 

In Maine, the emphasis on transition is placed on 

prevocational assessment services, teacher training in 

career guidance, and vocational evaluation services. 

Vocational testing is targeted to job-specific occupational 

clusters. The vocational assessment is a multi-dimensional 

approach that focuses on an individual's interests and 

abilities. Assessment is an ongoing process providing 

timely information throughout an individual's school years 

(Maine Developmental Disabilities Council, 1986). 

Minnesota has an Interagency Office on Transition 

Services serving appropriate agencies and parent advocacy 

groups. These services include vocational assessments 

beginning in grade nine (Minnesota Department of Education, 

1987). 

The supported work model in New Jersey presented a new 

approach in vocational services for the developmentally 

disabled individual who received placement and training 

simultaneously. A job coach is responsible for the entire 

transition process of assessment, placement, training, 

evaluation, advocacy, and long-term support services (New 

Jersey State Department of Education, 1986). 
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Vocational assessment in Texas is available in three 

levels to reflect increasing degrees of specificity in 

identifying aptitudes as the individual matures in career 

planning. Level I is a compilation of the history of the 

student plus parental and student interviews; Level II is 

interest and aptitude testing; Level III is in-depth 

testing. The assessment process begins at about grade eight 

and continues through the high school years (Texas Education 

Agency, 1980). 

The Beaumont Pilot study 

In preparation for this research, a pilot study, based 

on the eight categories of expertise that were developed 

from the review of the literature, was conducted in the 

Beaumont, Texas (ESC Region 5) area in August, 1988. The 

pilot survey obtained responses from professionals who were 

special education directors, superintendents, rehabilitation 

counselors, teacher trainers, and community employers. A 

supplemental group consisted of Goodwill Industries 

counselors and transition leaders from ESC Region 20 in San 

Antonio, Texas. 

An analysis of the Beaumont survey indicated the 

responses of the special education directors, teacher 

trainers, and rehabilitation counselors expressed strong 

positive opinions about the role of the TTL. The majority 

opinions expressed in the pilot survey include: (a) The TTL 

needs to use public relations techniques, (b) the TTL needs 
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to be a liaison between the several agencies, (c) the TTL 

needs to cooperate with parents, (d) the TTL needs to 

advocate for the individual's needs, and (e) the TTL needs 

to know the state and federal regulations. Superintendents, 

community employers, and the supplemental group expressed 

less positive opinions. 

Special Education directors, rehabilitation counselors, 

and teacher trainer respondents, collectively, scored more 

definite responses for items to be avoided such as: (a) The 

TTL needs no responsibilities regarding funds, (b) neither 

the educational diagnostician nor the parent is the proper 

person to be the TTL, and (c) the TTL need not be 

experienced in the classroom nor in vocational education, 

but should have employment experience outside the public 

schools. The TTL needed to meet no additional certification 

requirements. 

The respondents to the survey also commented that: (a) 

the role of the TTL should be a new and separate position, 

(b) there Is not enough time (or other professionals to 

assume the extra duties of the TTL, and (c) the TTL is not 

the job trainer but should possess the skills of the 

trainer. There was no need to formalize the qualifications 

of the TTL because the role transferred to other 

professionals and to other agencies. Transference of the 

role of the TTL focused on fading techniques to develop the 

handicapped individual's independence and self-reliance. 
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The respondents also commented that the resources of the 

community determined the function of the TTL. 

The Beaumont survey respondents in each of the seven 

professional categories tended to score in a positively 

skewed pattern. Individual differences reflected personal 

values and the degree of knowledge about post-secondary 

transition. The role of the TTL appeared to be viewed by 

this group as a needed and separate position that was 

transferable to other agencies. 

Summary 

A variety of models for transition have been developed 

state-wide and nationally. The type of transition program 

developed depended upon the public policy mandates of local, 

state, and national governments. Cooperation of a broad 

spectrum of the local community employers was crucial to 

successful transition programs for disabled and handicapped 

individuals. The urgency of the need to provide more 

adequate transition services was evidenced in the u. s. 

Senate Subcommittee 1986 report that less than one-third of 

all Americans with handicaps were gainfully employed. 

ile there was a lack of factual information regarding 

the specific role and responsibility of the TTL, eight 

categories of expertise important for the TTL were 

consistently addressed. The role of the TTL was perceived 

as a non-personified, transferable, and community-referenced 

team member who was capable of providing leadership and 
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working cooperatively with a. team of providers/ skilled in 

job-training, curriculum, and assessment for special 

education populations; experienced in parental and community 

relations; and knowledgeable of regulations and state agency 

operations. 

The perceptions for the primary responsibilities of the 

TTL in the Beaumont pilot study clustered around transition 

planning for curricula, the provision of ITPs, and 

compliance to regulations. Other responsibilities for the 

TTL addressed job training, cooperative agreements with 

other state agencies, and advocacy for transition 

programming. 

The competencies of the TTL were viewed through the 

framework of the eight categories based on the review of the 

literature and on the results of the Beaumont study. The 

role of the TTL remains in the developmental stage. An 

operational definition of the role of the Transition Team 

Leader was a principal objective of this research. 



CHAPTER II 

METHODOLOGY 

Data on the perceived roles of the Transition Team 

Leader (TTL) were collected using a survey questionnaire 

specifically designed to address the topic. There were no 

existing measures. 

Instrument Development 

The Transition Team Leader Survey Instrument (TTLSI) 

was designed on the basis of the eight categories developed 

through review of the literature and field experiences using 

the booklet, Special Education; Parent and Student Rights 

(Texas Education Agency, 1986). An initial list of 120 

questions was constructed. The instrument was refined by 

the critiques of professional personnel at Education Service 

Center (ESC), Region 5, Beaumont, and ESC, Region 20, San 

Antonio, as well as members from the faculty at the 

University of North Texas. Subsequently, a pilot study was 

conducted in the Region 5, Beaumont, Texas area. 

The survey (See Appendix B) described the perceived 

role of the TTL by grouping 78 questions in eight categories 

of roles, responsibilities, and functions. The number of 

questions by categories is presented in Appendix C. 

41 
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The Beaumont study obtained a 66% rate of response from 

5 different target populations including those from the 

Texas Rehabilitation Commission (TRC), public school 

superintendents, counselors, employers, and Educational 

Service Center (ESC) consultants. Professional educators at 

ESC Region 5, Beaumont and at ESC Region 20, San Antonio, 

served as a panel of experts in reviewing the content of the 

questionnaire. 

The survey was designed as a non-disguised, structured 

instrument with a five-point Likert summated rating scale 

(Borg & Gall, 1979). A comment section at the end of the 

questionnaire provided the respondent the freedom to make 

unstructured observations. 

A common rate of response for general mail surveys has 

been as low as 20% (Anderson, Ball, Murphy, & Associates, 

1975). Return rates of less than 40% to 50% are common 

(Kerlinger, 1973). The response rate obtained from the 

Beaumont study was 50% after using follow-up mailouts and 

increased to 66% by enlarging the target population. 

Subject Population 

The population for this study consisted of all public 

school superintendents in the state of Texas. The 1,072 

names of public school superintendents were taken from the 

1988-89 edition of the Texas School Directory (TEA, 1989). 

District demographic characteristics were requested of the 

superintendents. 
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Survey Procedures 

A cover letter was prepared on the University of North 

Texas departmental letterhead describing the study and 

requesting the participation of the public school 

superintendents. A glossary of terms (See Appendix D) was 

enclosed with the cover letter and survey instrument. A 

stamped envelope was provided for returning the completed 

questionnaire to a University of North Texas campus post 

office box. Respondents were not required to identify 

themselves or their school districts, but an opportunity to 

request a copy of the survey results was provided in the 

cover letter. Approximately 200 of the respondents 

requested a copy of the findings. 

The public school superintendents were asked to return 

the completed survey within 10 days. As responses came in, 

the postmarked zip codes were noted and tallied against the 

list of public school districts. Within the designated time 

frame, 384 completed surveys were obtained and 17 others 

were returned with no items completed. 

Reminders by telephone were made to those school 

districts in zip codes that had not yet been received. The 

follow-up procedure secured an additional 50 completed 

questionnaires for a total of 434 responses representing 40% 

of the population. A representative response from around 

the state with 41% from South Area, 38% from East Area, 43% 

from North Area, 45% from West Area, and 35% from Central 
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Area was received, representing a stable pattern for this 

survey. 

Procedures for Data Analysis 

Frequencies and percent of frequencies were developed 

for each of the 78 items. Means and standard deviations 

were also calculated. Rank ordering of means by the eight 

categories was generated. A cross tabulation of means by 

ESC areas and by urban, suburban, or rural population areas 

was calculated. 

A three-way analysis of variance of the total mean 

response for each of the eight categories by the five ESC 

geographical areas and by the urban, suburban, or rural 

population designations was used to describe the 

statistically significant differences within or between 

group means. The main effects and interaction effects were 

measured. 

The five geographical areas are South Area (ESC regions 

1, 2, 3, 20), East Area (ESC regions 4, 5, 6, and 7), North 

Area (ESC regions 8, 9, 10, and 11), West Area (ESC regions 

16, 17, 18, and 19), and Central Area (ESC regions 12, 13, 

14, and 15). These areas were grouped for reporting 

purposes by proximity and by what appeared to be a logical 

division throughout the state. 

Characteristics of the TTLSI 

Kuder-Richardson formula 20 was used to obtain an 

internal reliability coefficient of 0.7625. Homogeneity of 
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Characteristics of the TTLSI 

Kuder-Richardson formula 20 was used to obtain an 

internal reliability coefficient of 0.7625. Homogeneity of 

the test items (items related to the same attribute) is 

supported by this reliability coefficient. Kuder-Richardson 

formula 2 0 appropriately may be applied to tests which 

elicit more than two categories of response and approximates 

a second measure, Cronback's alpha. 

Summary 

The data obtained from the responses to the survey 

questions were analyzed according to: (a) The Education 

Service Center regions in Texas grouped as urban, suburban 

or rural in five geographical areas, (b) the eight 

categories of expertise of the TTL within the service 

delivery system, and (c) locale designated as urban, 

suburban, or rural. The data described the current 

perceptions of the public school superintendents of the role 

of the TTL and established characteristics considered 

important for developing a model for the role of the TTL. 

Also, this study established a data base from which to 

forecast inservice education for transition programming in 

the public schools of Texas by subject matter and by 

geographical location. The internal consistency of the 

instrument was established by the Kuder-Richardson formula 

20 with a reliability coefficient value of 0.7625. 



CHAPTER III 

RESULTS 

The data obtained from the survey questionnaires of 

public school superintendents in the state of Texas are 

presented in this chapter. The data are arranged by 

research question. The results are analyzed from the data 

collected. 

Analysis of Data 

Research Question 1. 

The first research question asked if a pattern emerged 

describing the characteristics considered desirable in a 

transition team leader (TTL). The measured results are 

reported in Appendix E for each of the 78 items of the 

Transition Team Leader Survey Instrument (TTLSI) including 

the frequency of response and item variance. 

Means and standard deviations were also calculated for 

each item. The data suggested that the majority of the 

TTLSI items are important characteristics related to the 

role of the Leader. The strongest disagreement was with 

item 26 that the leader may be a parent; with item 21 that 

the TTL should have university level certification; and with 

item 77 that the TTL should encourage the severely 

handicapped to defer high school graduation through age 21. 

46 



47 

The mean and standard deviation of items grouped by the 

category of leadership expertise are listed in Table 1. The 

items are ranked by the mean response for each item with the 

smallest means representing the strongest agreement. 

Table 1 

Leadership Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (49) Direct experience - handicapped. 1. 84 0. 74 

2 (41) Skills to supervise staff. 2. 11 0. 84 

3 (18) Special Education director. 2. 19 1. 00 

4 (63) Success measured by individual. 2. 24 0. 80 

4 (65) Strategies unique to individual. 2. 24 0. 85 

5 (13) Formal training or certification. 2. 30 1. 05 

5 (29) Certified in special education. 2. 30 1. 06 

6 (78) Administrator, not trainer. 2. 40 1. 04 

7 (52) Successful in job placement. 2. 71 1. 00 

8 (16) Authorized to expend funds. 2. 77 1. 09 

9 (40) Possess at least master's degree. 2. 95 1. 10 

10 (21) Certification at university level. 3. 05 1. 06 

The public school superintendents generally preferred 

the TTL to possess direct experience with handicapped 

individuals and supervisory skills in directing a program 
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rather than to possess specific higher education degrees or 

certification. The range of means from 1.84 to 3.05 

represented opinions from strongly agree to disagree. 

Table 2 presents the rank order of the responses to 

items in the category of agency expertise. Items in this 

category dealt with the role and relationship of the TTL 

with regard to state agencies. 

Table 2 

Agency Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (8) Liaison between agency/individual. 1. 78 0. 68 

2 (7) Advise of at-risk behaviors. 1. 79 0. 66 

3 (1) Encourage relevant programs. 1. 87 0. 79 

4 (3) Transfer role to others. 2. 08 0. 85 

5 (42) Advise adult agency for planning. 2. 16 o. 78 

6 (72) Establish Advisory Committee. 2. 26 0. 86 

7 (71) Advocate for zero-reject policy. 2. 55 1. 06 

8 (20) Computer sharing of assessments. 2. 56 0. 88 

9 (22) Represent state agency/services. 2. 62 1. 01 

10 (43) Certified as supervisor by state. 2. 92 1. 09 

The opinions of public school superintendents about the 

expertise of the TTL with respect to state agencies favored 
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a strict liaison and advisory role for the TTL as indicated 

in the lowest ranked means in Table 2. The superintendents 

were less favorable toward the TTL supporting the mandates 

or positions of state agencies. Consistency of opinion in 

this category is indicated by the small standard deviations, 

all less than 1.09. 

Table 3 presents the nine items in the category of 

curriculum expertise ranked in ascending order of response. 

None of the means in this category were larger than 3.0. 

Table 3 

Curriculum Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (36) Adjust program for medical needs. 1. 77 0. 67 

2 (4) Major thrust work competencies. 2. 04 0. 81 

3 (59) Integration with regular classes. 2. 09 0. 89 

4 (44) Curriculum for handicapped. 2. 19 0. 79 

5 (47) Modification by grade level. 2. 21 0. 83 

6 (67) Further curriculum research. 2. 24 0. 79 

7 (19) Options for recreation/leisure. 2. 33 0. 85 

8 (9) Design vocational curriculum. 2. 35 1. 01 

9 (75) Recommend elementary changes. 2. 53 1. 05 
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The public school superintendents saw the majority of 

the curriculum items as critically required of the TTL. 

Their perceptions emphasized the need for flexibility to 

adjust the program to the particular medical need and 

handicapping condition of the individual. Of least 

importance to the public school superintendents was change 

in the elementary level curriculum of special education 

classes. 

Twelve items on the questionnaire were constructed to 

obtain opinions on the expertise of the TTL with regard to 

other members of the transition team. Table 4 presents the 

means and standard deviations of responses to questions in 

the category of team member expertise in rank order. 

The public school superintendents strongly agreed that 

the TTL in developing and working with a team of 

professionals needed to be knowledgeable of special 

education, flexible in organizing the needed professionals, 

able to conduct relevant inservice training, and competent 

in vocational counseling issues. They saw as less necessary 

the need for specific vocational education training for the 

TTL. Their responses were also more negative for the 

educational diagnostician assuming the role of TTL. 

Six items on the TTLSI addressed the expertise needed 

by the TTL in parental relations. The means and standard 

deviations of the items are listed in rank order in Table 5. 
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Table 4 

Team Member Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (37) Knowledge of Special Education. 1. ,74 0. 61 

2 (5) Composition of team not fixed. 1. 82 0. 76 

3 (50) Conduct inservice education. 1. 93 0. 67 

4 (46) Contact with area consultants. 1. 98 0. 64 

5 (10) Vocational Coordinator job coach. 2. 05 0. 78 

6 (6) Managerial role transferred. 2. 21 0. 89 

7 (14) Competent as vocational counselor. 2. 21 0. 91 

8 (32) Leaders trained in own ESC area. 2. 26 1. 05 

9 (48) Observe interactions with others. 2. 32 0. 85 

10 (33) Regular classroom experience. 2. 42 0. 99 

11 (38) Vocational education training. 2. 51 0. 95 

12 (23) Diagnostician as leader. 2. 84 1. 11 

Providing information to the parents and receiving 

input from parents was ranked by the public school 

superintendents as the most important role of the TTL. The 

strongest disagreement was obtained for the item concerning 

a parent of a handicapped individual assuming the role of 

the TTL. 
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Table 5 

Parental Relations Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (28) Provide information to parents. 1. 83 0.67 

2 (51) Seek input from parents on jobs. 1. 94 0.68 

3 (12) Advocate between parent & agency. 2. 02 0.87 

4 (45) Confer with parents annually. 2. 07 0.79 

5 (15) Solicit income assistance. 2. 52 1.12 

6 (26) Leader as parent of handicapped. 3. 46 1.12 

The perceptions of public school superintendents about 

the expertise and issues facing the TTL relative to job 

training were most favorable to early solicitation of input 

from potential community employers of handicapped. They 

were less convinced that the TTL should advocate for other 

community services or be responsible for architectural 

barriers in the workplace. The responses to the ten 

questions in this category are listed in Table 6. 

As indicated in Table 6, public school superintendents 

ranked as least important that the job training for the TTL 

included responsibility to provide for all handicapped 

individuals without regard to the severity of the handicap. 



53 

Table 6 

Job Training Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (74) Solicit input of employers. 1. 82 0. 65 

2 (73) Consult employers on training. 1. 85 0. 66 

3 (24) Design for lifelong career. 1. 90 0. 69 

4 - (62) Success criteria to employers. 2. 02 0. 68 

5 (64) Current relevant career avenue. 2. 09 0. 71 

5 (17) Monitor entry level options. 2. 09 0. 85 

6 (68) Transfer support school to job. 2. 12 0. 79 

7 (69) Advocate improved civic services. 2. 15 0. 81 

8 (53) Help compensate for barriers. 2. 28 0. 83 

9 (76) Provide for levels of severity. 2. 72 1. 24 

The category of expertise in governmental regulations 

is detailed in Table 7. One of the responses of the public 

school superintendents that showed stronger disagreement (m 

= 3.15) than other items in the entire questionnaire was in 

this category relative to encouraging all handicapped 

individuals to defer high school graduation to age 21. 

The items of governmental regulations were scaled 

similarly by the public school superintendents as evidenced 

by the closely valued means in Table 7. The most important 
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Table 7 

Regulations Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (54) Knowledgeable of regulations. 1. 82 0. 66 

2 (60) Organize around OSERS principles. 2. 24 0. 73 

3 (27) Uniform eligibility criteria. 2. 32 0. 97 

4 (30) Maintain library of transition. 2. 33 0. 83 

5 (61) Coordinate with national patterns. 2. 36 0. 82 

6 (66) Support enabling legislation. 2. 41 0. 98 

7 (11) Compile separate ITP documents. 2. 42 0. 99 

8 (55) Locate/generate funds for program. 2. 49 1. 04 

9 (57) Schedule separate ARD meetings. 2. 91 1. 11 

10 (77) Discourage graduation to 21. 3. 15 1. 18 

areas of expertise for the TTL were knowledge of regulations 

and organizational principles; least important were 

questions of funding responsibilities, attendance, and 

deferred graduation. 

A final rank order tabulation on the category of 

assessment completes the analysis of means for the TTLSI. 

Table 8 presents the eight items concerning competencies in 

assessment for the TTL. This data completes the profile of 

perceived characteristics of the TTL. 
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Table 8 

Assessment Expertise of TTL in Rank Order (N = 434) 

Rank (Number)/Item M SD 

1 (35) Familiar with characteristics. 1. 74 0.67 

2 (34) Barriers to transportation. 1. 81 0.62 

3 (2) Interface ITP with IEP. 1. 92 0.86 

4 (56) Familiar with college services. 1. 93 0.67 

5 (31) Link with community resources. 1. 94 0.66 

6 (58) Effective job-related assessment. 2. 01 0.69 

7 (39) Encourage professional expertise. 2. 06 0.73 

8 (25) Assessment data to others. 2. 20 0.94 

The public school superintendents saw assessment issues 

as very important to the role of the TTL. Means for five of 

the eight items in this category were less than 2.00 

indicating strong agreement. Familiarity with the 

characteristics of handicapping conditions was seen as most 

important for the TTL and sharing assessment data with other 

agencies was least important in the opinion of the 

superintendents. 

From the data in Table 1 through Table 8, a pattern of 

the desirable characteristics for the TTL is apparent. In 

the perceptions of the public school superintendents, the 
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TTL should be a strong leader who is experienced and 

knowledgeable of the issues of and needs of handicapped 

individuals; possess supervisory and organizational skills 

to work with a team of professionals and representatives 

from other agencies; represent the individual with 

handicapping conditions; and work cooperatively with 

community employers and parents. The TTL, in their 

perceptions, is less responsible for financial 

considerations, elementary level curricula, government 

agency representation, and the length of the educational 

program. The superintendents clearly indicated that the TTL 

should not be a parent of one of the handicapped 

individuals. Requirements of direct experience are seen as 

more significant for an effective TTL than are specific 

certification or higher education degrees. 

Research Questions 2. 3. and 4 

The remaining research questions asked if there are 

statistically significant differences in public school 

superintendents perceptions by (a) category of expertise; 

(b) by ESC area; and (c) by rural, urban, and suburban 

population designations. A three-way analysis of variance 

showed statistically significant differences in the main 

effects of the eight categories, the five ESC areas, and the 

three types of populations. One interaction effect was also 

significant, that of the area and type of population. 

Preparation for this analysis required the calculation of an 
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average response for each of the eight categories and 

concatenating the entries into eight layers in order to 

partition the variance. Observations with missing data were 

omitted from the analysis leaving 409 responses for each 

layer. Summary results of the analysis of variance are 

reported in Table 9. 

Table 9 

Analysis of Variance of Responses by Category, by ESC Area, 
and by Population Designations 

Source of 

Variation df 

Sum of Mean 

Squares Square F-ratio 

Main Effects 

By Category 7 36. 09 5. 156 24. 46 0. 001 

By ESC Area 4 7. 18 1. 795 8. 52 0. 001 

By Population Type 2 4. 49 2. 246 10. 66 0. 001 

Interaction Effects 

Category x Area 28 5. 14 0. 184 0. 87 0. 661 

Category x Type 14 4. 18 0. 299 1. 42 0. 135 

Area x Type 8 8. 71 1. 089 5. 17 0. 001 

Category-Area-Type 56 11. 04 0. 197 0. 94 0. 612 

Error 3152 664. 32 0. 211 

Note. Observations with missing values omitted. 
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While the method of unweighted means used in this 

analysis to adjust the data for unequal numbers in the 

subclasses is not exact, the results approximate general 

linear models. The error term used in constructing the F-

ratios was the mean square within the cells. Because an 

interaction effect was found between area and population 

type, further analysis of the main effects was indicated. 

Oneway analyses of variance were used to study the simple 

effects with the Scheffe multiple comparison procedure 

conducted to interpret where significant variance occurred. 

The Scheff6 method, which is appropriate where an 

unequal number of observations is in each cell and where 

assumptions of homogeneity of variance are not necessarily 

met, compares means between groups. Other multiple 

comparison procedures based on the studentized range 

criterion, such as the Tukey test, generally apply only to 

groups composed of equal numbers of observations (Ferguson, 

1981). The multiple comparisons for the Scheff§ a 

posteriori comparison tests for the eight categories, the 

five ESC areas, and the three population types are presented 

sequentially in Tables 10, 11, and 12. Significant group 

differences (e < .05) are indicated by asterisks. The three 

analyses showed that significant differences were apparent 

between the responses among population types; among the 

various ESC areas, and among the categories of TTL 

expertise. 
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Table 10 

Scheffe Multiple Comparison Test of Significance by Category 

Category 

Group M 8 6 4 3 2 5 1 7 

8-Assessment 1.94 

6-Job Training 2.10 * 

4-Team Member 2.19 * 

3-Curriculum 2.20 * 

2-Agency 2.26 * * 

5-Parents 2.30 * * 

1-Leadership 2.42 * * * * * 

7-Regulations 2.46 * * * * * * 

Note. * denotes significance p < .05. 

As shown in Table 10, the significant differences in 

category of expertise occurred among the responses to 

categories of assessment (the most agreement) and 

regulations (the least agreement) as compared to the 

remainder of the group responses. The mean for the category 

of assessment was the smallest at 1.94 and the largest for 

the category of regulations (2.46). 
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Table 11 

Scheff6 Multiple Comparison Test of Significance by ESC Area 

Group 1 3 

Area 

2 4 5 

1-South 2.07 

3-North 2.19 * 

2-East 2.28 * * 

4-West 2.29 * * 

5-Central 2.32 * * 

Note. * denotes significance e < .05. 

In Table 11, significant differences among responses 

from South Area and the remainder of the ESC areas are 

apparent. Responses from North Area were also significantly 

different from East Area, West Area, and Central Area. The 

mean for South Area was lowest at 2.07 indicating the 

strongest overall level of agreement from the ESC centers. 

The highest mean, 2.32, was calculated for Central Area. 

Table 12 presents the multiple comparison test for 

differences among responses by population designation. The 

majority of responses were from rural populations but these 

were not disproportionate to the percentage of rural and 

urban school districts in the state. 
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Table 12 

Scheff4 Multiple Comparison Test of Significance by Population 

Group M 

population Type 

2 1 

3-Rural 2.23 

2-Suburban 2.25 

1-Urban 2.33 

Note. * denotes significance p < -05-

In Table 12, the responses from urban populations were 

statistically different from the rural population responses. 

The mean for the rural group was lowest at 2.23 and highest 

for the urban group at 2.33. 

Further analysis of the simple effects was conducted 

using an Analysis of Variance (ANOVA) technigue of 

partitioning the variance by a regression approach (UNIQUE) 

in which all effects are assessed for their partial 

contribution to the total variance. Those items in which 

significant differences were found in the analysis of 

interaction of ESC areas within the three population types 

and interaction of population types within the five ESC 

areas are reported in Tables 13 and 14. 
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Table 13 

Analysis of Variance of Responses by ESC Area Within 
population Designation 

Source of 

Variation df 

Sum of Mean 

Squares Square F-ratio P 

Within Cells 3151 707. 39 0. 22 

Category 7 43. 44 6. 21 27. 64 .000 

Type 2 5. 61 2. 80 12. 48 .000 

Area Within Type(l) 4 6. 67 1. 67 7. 43 .000 

Area Within Type(2) 4 6. 87 1. 72 7. 65 .000 

Area Within Type(3) 4 27. ,23 6. ,81 30. 33 .000 

Note. Type(1) urban, Type(2) suburban, and Type(3) rural 

In this ANOVA design represented in Table 13, 

statistically significant differences were noted for ESC 

areas within all three types of population designations. A 

second ANOVA design tested for significant differences among 

responses within cells by category, area, and for type of 

population designation within the ESC areas. The 

significant results are reported in Table 14. For the 

population types significance was shown in only three of the 

ESC areas. 
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Analysis of Variance of Responses by Population 
Designation Within ESC Areas 
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Source of 

Variation df 

Sum of Mean 

Squares Square F-ratio 

Within Cells 3151 707. 39 0. 22 

Category 7 79. 80 11. .40 50. .78 .000 
Category / 80 

Area 4 10. ,74 2 .69 11 .96 .000 
Area * * 10. 

Type Within Area(3) 2 3, .98 1 .99 8 .86 .000 

Type Within Area(4) 2 4 .46 2 .23 9 .94 .000 

Type Within Area(l) 2 6 .65 3 .32 14 .80 .000 

Note. (1) South Area, (3) North Area, and (4) West Area 

The summary means for each of the ESC areas by 

population designation are reported in Table 15. In North 

Area and West Area, the urban populations showed the most 

disagreement with means greater than or equal to 

However, it was the suburban populations that were in most 

disagreement in South Area (2.31). 

A complete profile of means for the respondents among 

the eight categories of expertise by ESC areas and by the 

urban, suburban, or rural classifications is presented m 
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Table 15 

Mean Response for ESC Areas by population Designation 

Area 

population Designation 

Urban Suburban Rural 

South 2.11 2.31 2.00 

East 2.34 2.20 2.29 

North 2.52 2.15 2.19 

West 2.50 2.43 2.25 

Central 2.37 2.36 2.34 

Appendix P. The smallest mean for urban areas was recorded 

in assessment. The smallest means for suburban areas were 

in the categories of agencies, regulations, team members, 

and job training. The smallest means were noted for rural 

areas in the categories of leadership, curriculum, and 

parental relations. 

Summary 

A profile of desirable and undesirable characteristics 

was developed according to perceptions of the respondents. 

Statistically significant differences were noted between the 

ESC areas, the eight categories of expertise, and the 
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population types as shown by a three-way analysis of 

variance. Rigorous multiple comparison procedures showed 

that group differences were statistically significant. 

Responses from the South Area service centers were most in 

agreement. Responses from the Central Area service centers 

were least in agreement. 

ANOVA computations using designs in which all eff 

were assessed for their partial contribution to the variance 

revealed significant differences among the three types of 

population designations within the ESC areas, significant 

differences were also noted among North Area, west Area, and 

south Area within the urban, suburban, and rural population 

designations. 



CHAPTER IV 

DISCUSSION, IMPLICATIONS, CONCLUSIONS, AND RECOMMENDATIONS 

This survey was designed to determine the variance 

among the perceptions of public school superintendents 

regarding the role of Transition Team Leader (TTL). The 40* 

rate of response, 434 of 1,072, was acceptable because it 

represented a statewide response that did not differ 

proportionally across the state (Anderson, Ball, Murphy, « 

Associates, 1975). Any situational^ induced differences 

have been addressed by analyzing data related to the several . 

research questions. 

The descriptive statistics are concerned with the 

characteristics of this collected set of data regarding the 

role of the TTL. The current status of the role of TIL in 

Texas has been determined by this study. These findings may 

be used to suggest future modifications in transition 

programming in Texas. 

Discussion 

leadership 

The collective perceptions of the public school 

superintendents in identifying the role of the TTL in the 

category of leadership (Table 1) appear to value a potential 

TTL who has experience with a variety of handicapping 

66 
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conditions, who uses supervisory skills to build a team of 

professionals from the schools, agencies, and community to 

develop unique strategies for training and entry-level 

employment for the handicapped individual. The TTL who 

operates within this framework evaluates the transition 

program based on the career successes of program graduates. 

The TTL is perceived by the superintendents as having no 

fiscal responsibilities and needs no additional credentials 

or certifications beyond a teaching certificate. These 

results are consistent with expectations that 

superintendents would be concerned with the substance of the 

transition program leadership rather than with 

administrative concerns that may conflict with their own 

spheres of authority* 

It is reasonable to assume that the perceptions on 

leadership call for the Texas Education Agency (TEA) to 

define a standardized transition program. Such a provision 

by the TEA would allow each local education agency (LEA) the 

opportunity to develop transition programs of equal quality 

yet unique to the needs of the community. 

Aaencv 

The collective perceptions of the public school 

superintendents regarding the role of the TTL in the 

category of agency (Table 2) suggest the TTL serves as a 

liaison between agencies, family, and community employers. 

The preferred responsibilities of the TTL include advising 
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agencies to preplan for potential clients with at-risk 

behaviors and encourage relevant programs to accommodate the 

more severely handicapped individuals while implementing a 

broader type of training program for the mildly handicapped 

individuals. 

The role of the TTL is unique in that the leadership 

transfers to other professionals as the handicapped 

individual progresses through the transition program. 

transfer of the role of the TTL includes supervising the 

movement of the handicapped individual from entitlement 

programming in the public schools to services chosen from 

among agencies and involves varying criteria for eligibility 

to agency services. The mandated entitlement services 

provided in the public schools are not necessarily provided 

by other state agencies. 

The least valued functions, perceived by the 

superintendents as related to the role of the TTL, include 

the sharing of assessment data with other agencies, 

certification by state agencies, and being employed by an 

agency other than the public schools. The public school 

superintendents do not perceive responsibility for services 

beyond graduation. 

The results of perceptions about agency relationships 

suggest that the primary concern is with the local needs 

rather than with inter-agency sharing or mandates. However, 

the state legislature of Texas has mandated a cooperative 
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effort between the Texas Education Agency, Texas 

Rehabilitation Commission, and the Texas Department of 

Mental Health and Mental Retardation. 

Piirrlculum 

The collective perceptions of the public school 

superintendents regarding the role of the TTL in the 

category of curriculum (Table 3) suggest a preference for 

the TTL serving as one whose major thrust is in developing 

work competencies for handicapped individuals. The TTL 

should be knowledgeable of appropriate curriculum for each 

handicapping condition and know how to modify the curriculum 

by grade level. Appropriate curriculum is the basis for 

effective teaching. The TTL should work closely with team 

members to achieve this important step. 

The superintendents seemed to perceive that the 

transition program need not be a part of the elemen y 

school curriculum but should be introduced at the middle 

school level. However, the trend is to introduce the 

transition program at the elementary level. The change is 

expected within the next few years, options for recreation 

and leisure were not perceived as important items of concern 

for the TTL. However, advocacy groups have increased their 

demands for related services based on legal entitlements for 

the handicapped and it is reasonable to expect creative 

efforts in this arena in the near future. The 

superintendents also agreed, but not strongly, to modifying 
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t he vocational curriculum to accomodate the handicapped 

individual. The focus of opinion is consistent for a cost-

effective and job focused transition program. 

Team Members 

The collective perceptions of the public school 

superintendents regarding the role of the TTL in Team 

Members (Table 4) recognize the changing composition of 

transition team membership including the TTL pos' 

Members are chosen for their knowledge of special education 

services and for their ability to contribute to the benefit 

of the handicapped individual. 

inservice education, led by the ESC staff, is perceived 

as a method used by the TTL to maintain professionalism 

within the team regardless of the changing membership and 

permits a wide range of contact with area consultants. Team 

membership may be taken from interested area consultants who 

can enhance the quality of the transition program and be of 

assistance to the TTL. Also, inservice education from the 

ESC can upgrade the transition program in any LEA regardless 

of size or locale. 

Team members were perceived by the superintendents as 

not needing regular classroom experience nor vocational 

education training. The job coach role was viewed as a 

valuable contributor to the transition program. The 

Educational Diagnostician was viewed as not being a good 
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choice for the role of the TTL, perhaps seeing a larger and 

more generic role for the TTL. 

Parental Relations 

The collective perceptions of the public school 

superintendents regarding the role of the TTL in the 

category of Parental Relations (Table 5) endorse sharing 

information with parents and the maintenance of a 

cooperative relationship between parents and the several 

agencies. Annual conferences with parents were perceived as 

desirable activities for the TTL. 

The perceptions of the superintendents did not support 

the idea of school personnel concerning themselves with non-

school matters such as income assistance for families. 

However, the trend seems to be in the direction of full 

services over a longer timeframe than previously known. 

Parents can expect more personalized services as the inter-

agency activities grow. 

.Tob Training 

The collective perceptions of the public school 

superintendents in the category of job training (Table 6) 

suggest the TTL should solicit the input of community 

employers. Employers may contribute to the schools by 

preplanning with the team membership about training 

potential employees, serving on the Vocational Advisory 

Committee, and providing worksites for job training. It is 
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important for the TTL to design training and employment 

leading to a lifelong career. 

vocational Education program have found the services 

of the Vocational Advisory Committee useful. This 

committee, made up of community employers and civic leaders, 

provides community support for students in vocational 

education. The superintendents see the importance of 

community relations with potential employers in an advisory 

role for the TTL in using community resources to better 

serve handicapped individuals in the transition program. 

The superintendents revealed only a mild interest in 

monitoring entry level employment options, transferring 

support from school to Job, or advocating for improved civic 

services. Possibly, the superintendents felt these duties 

may be assumed by other agencies. 

Paqnlations 

The collective perceptions of the public school 

superintendents regarding the role of the TTL 

category of Regulations (Table 7) were quite similar. The 

TTL is perceived as knowledgeable about federal regulations 

and will seek to adopt uniform eligibility criteria between 

agencies serving this community transition program. The TTL 

would organize the local program based on the principles of 

OSERS and coordinate activities to complement model programs 

found across the nation. The TTL should conduct staff 

meetings, solicit the latest materials relating to 
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regulations, and duplicate exemplary designs of program 

planning. 

The TTL should support the compilation of in ivl ua 

planning documents separate from other regulations and 

should not schedule separate annual review meetings. An 

emphasis was apparent on discouraging severely handicapped 

individuals from postponing graduation until age 21. 

acsp.ssment 

The collective perceptions of the public school 

superintendents regarding the role of the TTL in the 

category of Assessment (Table 8) value assessment issues as 

important to the role of the TTL in making career choices 

for handicapped individuals. Assessment identifies an 

individual's strengths and weaknesses, links Individ 

abilities with career opportunities in the community, and 

promotes interagency communications. The superintendents' 

opinions about assessment reflect an understanding of how an 

accurate assessment critically affects the success of a job-
training program. 

nifferpnces in pprceptions 

The findings relative to differences in perceptions of 

the role of the TTL across the state are summarized by 

categories, areas, and demographics. While statistically 

significant differences were found, it is the educationally 

significant differences that were of more concern. 
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• y r.teaorv. Frequency of responses r e p r e s e n t i n g 

definite agreement were analyzed by categories of expert.se. 

B y the strength of their agreement with the questions xn 

each category of expertise, the superintendents appeared to 

value t h e c h a r a c t e r i s t i c s of t h e TTL in t h i s order: (a) 

A s s e s s m e n t , <b> job training, (c) team meters, (d) 

curriculum, (e) agencies, (f) parental relations, (g) 

leadership, and (h) regulations. 

It would appear that superintendents anticipate that 

the transition program requires expertise and labor greater 

than can be provided with current staff and funds. The 

position of the TTL needs to be formalized with funding by 

the authority of the TEA and State Board of Education. 

job training based on assessment data is the basis of 

the successful transition program. Job training requires 

skilled liaison between the TTL and appropriate agencies, 

curriculum, regulations, and the experience of the TTL with 

handicapped populations directly influence the achievements 

made within the transition program. Further, the TTL must 

include parents in every stage of the transition program to 

enhance program success. 

Responses to questions in the category of assessment 

were significantly different from the remainder of the 

categories with the mean score for this category revealing 

the strongest agreement. The category of regulations was 
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also significantly different than the other categories with 

the mean score showing the strongest disagreement. 

P„ ESC Area. Responses of the superintendents also 

varied significantly by ESC area reflecting the uneven 

development of transition programming in the state. More 

positive positions were taken collectively by 

superintendents in South Area where transition programming 

has been introduced in the state. 

Representatives from ESC Region 16 (Amarillo), Region 

19 (El Paso), and Region 20 (San Antonio), and consultants 

from the Texas Rehabilitation Commission have contributed to 

the existing inservice training programs relative to 

transition programs. Superintendents from these regions are 

likely to be more knowledgeable about the issues involved. 

n Type. The demographic responses, based 

on urban, suburban, and rural designations, yielded 

significantly different results. The public school 

superintendents from the rural and suburban districts tended 

to score in agreement more often with the survey instrument 

than did the superintendents from the urban areas. 

P y Pnnn1ati"" typ* with ESC Areas. Statistically 

significant differences were found among the responses in 

the interaction of the ESC areas and the urban, suburban, 

and rural populations that comprised the areas. In South 

Area, rural population responses were in most agreement with 

the survey instrument. This may reflect the regional 
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training programs presented by the Texas Rehabilitation 

Commission and by the staffs of ESC Region 3 (Victoria), and 

ESC Region 20 (San Antonio). The many rural LEAS need more 

personnel to meet staffing duties and to help overcome a 

lack of community resources for jobs. Suburban populations 

i n south Area showed the least agreement indicating a lack 

of available transition services. However, these 

suburbanites would require their programs to be in 

compliance with current regulations and would design 

individualized Transition Plans based on comprehensive 

assessments. Urban responses approximated the suburban 

responses in South Area which has a limited number of urban 

areas. 

East Area covers the East Texas section of the state 

bordering the state of Louisiana. The population in 

Area appears to be predominantly rural based on the number 

of rural responses received from this area. The similarity 

of responses among population types in East Area suggests 

some homogeneity. The suburban responses were most in 

agreement and the urban in least agreement. 

North Area extends to the Red River bordering the state 

of Oklahoma. The economics of this area vary from the high 

technology of the Dallas Fort Worth Metroplex to farming 

communities. Suburban responses approximated the rural 

response in North Area and were most in agreement with the 

instrument. The urban responses were more negative which 
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might reflect a concern for jurisdictional autonomy and 

pioneer programs in transitioning at local urban districts. 

in West Area, rural responses were most in agreement 

with the instrument. The small west Texas communities must 

develop local opportunities in job training for their youth. 

The responses from suburban populations approached the 

highest means of the urban responses indicating least 

agreement with the instrument. Much variety in wort 

opportunities and geographical isolation may have influenced 

these responses. 

central Area revealed only .03 variance between the 

three population types. Homogeneity of work opportunities 

and a stable population probably account for the similarity 

of the response. There are few urban sites in Central Area. 

Overall, the lowest means were recorded for the rural 

populations and the highest means were recorded for urban 

populations. This would suggest that rural districts 

welcome assistance whereas urban districts have a service 

delivery system that needs minimal adjustment for transition 

programming. The suburban districts fall somewhere between 

these two extremes. 

r m n p a r i s o p s to Other Programs 

The findings of this study also can be compared to the 

work found in programs operating in other states. Western 

Arkansas uses a team approach with a timeline for services 

within a geographical area. New Jersey uses a job coach 
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concept with the supported work model. Montana utilizes a 

single point of access for parents seeking supported 

employment services. Idaho emphasizes a team approach. 

Connecticut emphasizes the use of assessment in developing 

career plans. Texas needs to be complimented for having in 

place a quality vocational assessment plan. 

Responses from the public school superintendents 

indicate that a transition program in Texas should be 

community-oriented with specific interest in school-oriented 

activities. These perceptions are compatible with out-of-

state transition models and Texas programs might well 

incorporate these wholesome techniques to better serve 

handicapped individuals. The references to programs in 

other states suggests a need for formalizing a transitional 

program in Texas. 

Ro.mnnnt study Comparison 

Data collected in this study approximates the findings 

from the pilot study made in the Beaumont area. Comments by 

the respondents in Beaumont included: 

1. The role of the team leader must be a new and 

separate position, 

2. there is not enough time for other professionals to 

assume the extra duties of the TTL, 

3. the TTL is not the student trainer, but should 

possess the skills of the trainer, 
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4 the qualifications of the TTL need not be formal 

because the role of Leader transfers to other professionals, 

f fhe role of TTL should focus on 
5. transference of the role oi 

fading techniques, and, 

6. the role of the TTL should be defined as within the 

community of the student's residence. 

Implications 

certain implications are apparent from the findings of 

this survey. Public school superintendents perceive the 

role of the TTL as being community-oriented. Local 

resources will vary across the state, therefore components 

of the transition program will be unique to each specific 

community. 

The superintendents seemed to prefer local autonomy 

over inter-agency concerns. The TTL is responsible for 

guiding the local community-referenced program to meet the 

needs of the local target population. The success of each 

transition program will rely heavily on the personal 

qualifications of the TTL. 

The liaison functions of the TTL will become a priority 

assignment based on the high ratings given by the 

superintendents for experience and knowledge of agency 

interaction. The successful TTL will be people-oriented and 

professionally competent• 

The superintendents seemed to agree that the eight 

categories used in this study cover all major areas of 
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expertise needed by the TTL. The superintendents have 

identified through the TTLSI the characteristics valued in 

developing the concept of the TTL. 

The ESC regions that have had earlier experiences with 

transition programs see» to he in broader agreement with the 

survey instrument. The opinions expressed by the 

s u p e r i n t e n d e n t s indicate an interest in the transition 

program, therefore as transition programs develop in the 

state of Texas the s u p e r i n t e n d e n t s will become more aware of 

the need for a TTL. 

Conclusions 

U n s t r u c t u r e d comments by the respondents were grouped 

as positive, undecided, or negative responses. The positive 

responses tended to represent those public school 

s u p e r i n t e n d e n t s familiar with the concept of transition. 

The responses of no opinion or undecided status reflect 

either mild agreement to the issues or a lack of knowledge 

about the subject matter. The negative responses reflected 

the absence of a transition program in a given community, 

not understanding the questionnaire, and/or stated the 

questionnaire was too long. 

Based on the data collected in this survey, the 

following conclusions can be drawn: 

1. superintendents tend to perceive the TTL as a 

facilitator, instructor, and liaison working under the 

current administrative framework. 
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2 The s u p e r i n t e n d e n t s seem to regard the T T L as 

functioning only in the transition services applied directly 

to the LEA. 

3. The TTLSI instrument is reliable and accurately 

measured the perceived status of transition programming in 

the state. A shorter form might facilitate the analysis an 

generate an increased response rate. 

4. The differences in perceptions from area t 

reflect differences in the economies and employment 

„ ..w as well as differences in 
opportunities around the state, 

transition program development. 

Recommendations 

This study has described demographics of transition 

programming in-Texas. Emphasis has been placed on 

community-based and community-referenced transition 

programs. Several recommendations emerge from the analysis 

of the data collected. The next step is to develop 

consistency of transition services at the state level. A 

synthesis of this work and other committee recommendations 

could suggest to public school superintendents the criteria 

for selecting TTLs. The survey results should also be 

helpful in identifying inservice education program topics 

for development by ESC staffs in Texas. 

In any future studies built upon this work, a shortened 

form of the survey questionnaire would be helpful to enhance 

the response rate and facilitate interpretation of results. 
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Although it was not proposed as a procedure for this 

research, a correlational analysis of the items on the 

questionnaire might also be helpful to test the strength of 

association between responses. 
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STATE PLANS FOR SPECIAL EDUCATION 

Alabama: Program for Exceptional Children and Youth. 

Bulletin No. 36. Alabama State Department of Education, 

Division of Student Instructional Services. Montgomery, AL. 

1986. 

Alaska: Alaska State Plan of Services for Handicapped 

students. Department of Education. Juneau, Ak. 1986. 

Arizona: Fiscal Years 1984—86. State Plan—Under—Part—B 

of the Education of the Handicapped Act, as Amended by 

Public Law 94-142. Arizona Department of Education. 

Phoenix, AZ. 1983. 

Colorado: Fiscal Year 84—86 State Plan.—Colorado 

Department of Education. Denver, CO. July, 1983. 

Connecticut: State Plan for Part B of the Education of 

the Handicapped Act as Amended bv P.L. 94-142 for Fiscal 

Year 1987-89. Connecticut State Department of Education. 

Hartford, CT. 1986. 

Delaware: Delaware State Plan. Fiscal year 1988-90. 

Under Part B of the Education of the Handicapped Act as 

Amended. Department of Public Instruction. Dover, DE. 

1987. 

District of Columbia: Fiscal Year 1987-89 State Plan.— 

District nf Columbia Public Schools. Washington, DC. 1986. 
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Florida: Florida state Plan for Fiscal Years 1987 and 

1988 Under Part B of the Handicapped Act as Amended by 

DiihUr t.aw 94—142. Florida Department of Education, 

Division of Public Schools, Bureau of Education for 

Exceptional Students. Tallahassee, FL. 1986. 

Illinois: Fiscal Years 1987-89 Program Plan. Illinois 

State Board of Education, Department of Special Education. 

Springfield, IL. June, 1987. 

Indiana: state Plan fnr Part B of the Education of the 

Handicapned Act as Amended bv P.L. 94-142. Fiscal Years 

1988-1990. Indiana Department of Education, Division of 

Special Education, Indianapolis, IN. 1987. 

Iowa: Fiscal Years 1987-89. State Plan Under Part B of 

the Education of the Handicapped Act. State of Iowa, 

Department of Education, Bureau of Special Education. Des 

Moines, IA. 1986. 

Pules of special Education. State of Iowa, Department of 

Public Instruction. Des Moines, IA. 1985. 

Kansas: State Plan for Special Education. Kansas State 

Department of Education. Topeka, KS. 1987. 

Kentucky: Kentucky State Plan for Fiscal Years—1988, 

1989. 1990 under Part B of the Education of the Handicapped 

Act as Amended. Kentucky Department of Education. 

Frankfort, KY. 1987. 
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Maryland: Maryland state Plan for Part. B of the 

T T ^ t i o n of wandicapppd Act, Fiscal Y*ars 1988-90. 

Maryland State Department of Education, Division of Special 

Education. Baltimore* MD• 1986. 

anH .^ata Plan ^ Part R of the Ednr.at.ion of the 

lanriirappe^ â -t- Fiscal Years 1988-90. Proposed Supplement 

No. 1. Baltimore, MD. 7-2-87. 

Dewitt, Clar, Hayden, David, & Lezzer, Les. £he 

r.f Educ'+j^p Programs: F<*fhipKinq the 

Tn<tiative. Maryland State Department of Education. 

Baltimore, MD. 1987. 

Massachusetts: Fiscal Year 1988-1990 State Plan. 

Department of Education, Division of Special Education. 

Quincy, MA. 1986. 

Michigan: fit»t.A Special iMncation Plan. Undpr Part B of 

the Education for the Handicapped Act (EHA-B) as Amended by 

P.T— 94—i4.2 for Fiscal Years 1984-1986 with Amendments for 

Fiscal Year 1985. Department of Education, Special 

Education Services. Lansing, MI. 1984. 

Minnesota: Minnesota's special Education Plan for Fiscal 

Years 1988-90. Minnesota Department of Education. St. 

Paul, MN. 1987. 

Montana: Special Education Reference Manual. Office of 

Public Instruction. Helena, MT. 1985. 
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Nevada: state Plan for Part B of the Education of the 

Handicapped Act Fiscal Ye?rs 1988-89-90. Nevada Department 

of Education. Carson City, NV. 

state Plan for Part B of the Education of the Handicapped 

Act for Fiscal Years 1988-89-90. Nevada Department of 

Education. Carson City, NV. 1987. (Draft) 

New Hampshire: New Hampshire State Plan for EHA-B, FY 

87-89. New Hampshire Department of Education, Special 

Education Bureau. Concord, NH. 1986. 

New York: Educating Children with Handicapping 

renditions in New York State. The University of the State 

of New York. The State Education Department. Albany, NY. 

1986. 

North Carolina: North Carolina Program Plan Amendment 

for Fiscal Year 1987-1989. Division for Exceptional 

Children, Department of Public Instruction. Raleigh, NC. 

1986. 

North Dakota: Annual Program Plan for Fiscal Years 

1987-1989. Department of Public Instruction. Bismarck, ND. 
1986. 

Ohio: Rules for the Education of Handicapped Children. 

Ohio Department of Education. Columbus, OH. 1982. 

Oklahoma: Oklahoma State Plan. FY 88-90. Oklahoma State 

Department of Education. Oklahoma City, OK. 1987. 
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Oregon: si-*ta Plan Education of the Handicapped 

ttndar Pub.Hr! t.aw 94-142. Oregon Department of Education. 

Salem, OR. 1986. (EDGAR=Educational Division General 

Administrative Regs.) 

Pennsylvania: Fiscal Year 1984-1986.—State Plan for 

p»Tf- tt of Education of Handicapped Act as Amended 

Public Law 94-142. Pennsylvania Department of Education. 

Harrisburg, PA. 1986. 

Rhode Island: Phoda Island state Program Plan for 

finaeial Education for Fiscal Years 1988-1990. Department of 

Education. Providence, RI. 1987. 

South Carolina: Fiscal Year 1988-1990. State Plan Under-

Part B of tha Education of the Handicapped Act as Amended by 

Public Law 94-142. Draft. South Carolina Department of 

Education. Columbia, SC. 1987. 

South Dakota: state Plan for Special Education. 

Education of Handicapped Act—Part B FY 6-87-FY 6-89. 

Department of Education and Cultural Affairs, Division of 

Education. Pierre, SD. 1986. 

Texas: state Board of Education Rules for Handicapped 

students. Texas Education Agency, Department of Special 

Education. Austin, TX. 1983. 

Utah: Education for All Handicapped Children Act. Utah 

State Board of Education. Salt Lake City, UT. 1986. 
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Vermont: Plan for Part B of the Education 

of fhfi HanHiranned Ar* *s Amended by P.L. 94-142,. State 

Department of Education. Montpelier, VT. 1986. 

Washington: state of Washington Three Year Program Plan 

- i h H . T,w 94-1 A?. 1987—1989. Dr. Frank B. Brouillet, State 

Superintendent of Public Instruction. Olympia, WA. 1986. 

West Virginia: west Virginia State Plan Under Part B of 

fhP Education of tv»A Handicapped Act, as Amended. Fiscal 

Years 1988-1990. West Virginia Department of Education. 

Charleston, WV. 1987. 

- Wisconsin: Prnnram Plan. Fiscal Years 

1QB7-1.989. Wisconsin Department of Public Instruction. 

Madison, WI. 1987. 

Wyoming: wyntnina Regulations for Handicapped 

students. Department of Education. Cheyenne, WY. 1987. 
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University of North Texas 
College of Education 
Programs in Special Education 

eptember 26f 1989 

ear Superintendent f 

ducation »tudent^fro» 

toxnxaunity- I q v q I s a v i r o n i f i ^ n t • 

All public school superintendents in the state of Te^s are 
leing^skedto complete ̂ i s surrey. As a partxc^pant, you are 
Lsked to share a small amount of your time to complete tne 
inclosed survey. Your contribution will help to detaCTine the 
£ £ £ « c i e s to be held by t « a 3 i t i o n tea» l.ad.« £ the state 
i* Texas A summary of the results will be available to 
•^SdLits u ^ T ^ a e s t . Should yoa wish to receive a siamary, 
,!2se enter your mailing address on the ^ ^ " g £ = ^ t i o n 
rurvey. Thank you in- advance for your time and consideration. 

•LEASE RETURN THIS SURVEY NO LATER THAN MONDAY, OCTOBER 9, 1989. 

Jordially, 

f a y i u r P . H r e s k o , PhD 

J i l l y D a v € t o p o r t , MEd 



- -srsxxzzsssz sr-
- ~-°s 

Ho Strongly 
Strongly Pinion Disagree Disagree 
Agree 

""" , u Mroirast the school administrators to provide 
* « — » a — " - " " U a b o r " l o n i 2 3 • 5 

for ail handicapped individuals. 

rrussjK'SLS.-srsr—~• • • - • 
Th. major thrust of ch« laadar should b« ?|J 111 "0,k 1 2 3 * 5 

{or Individual* la th. tranaltloo program. 

a- "-v̂ i.Tc'Ŝ d s 
th. eyp. of laforaadon n«.d.d to plan m approprlata ! 2 3 * 5 

transitional program. 

a . Laadar la la a aaaagarl^ tola Art « y tranafar to aaochar t 2 J 4 5 
professional any tine for cause. 

-SMS: sss srusrs sssssii-
The Leader should be a liaison between Che several agencies involved 

in the transition process. 
Th. Leader should design a modified vocational education curriculum 
as a part of each individual's transition-relevant program. 
The Leader may be a Vocational Adjustment Coordinator skilled in 

job-coaching techniques. 

' ofSi* lagal^ramiflcaciori^involvins th. lat.ras«icy 

agreement. 

The Leader should act as an advocate between parents and agencies 
for transition services# 

The Leader should receive formal shorttarm training and certification 
for n*1*" interagency leadership role. 

The vocational counselor should possess the competencies necessary 
for the role of the Leader. 

The Leader should solid: income assistance from appropriate agencies 
for the handicapped individual whose family is in financial need. 

The Leader, as the transition coordinator of the combined resources 
of the several agencies, is authorized t<̂ eâ end funds and to c 
ta delivery of services for each agency within guidelines. 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 
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Strongly 
SAgree^ an Disagree Disagree 

17. The Leader, as Job Coach, should monitor each handicapped individual 1 2 3 4 5 
in e n t r y level competitive employment. 

18. The Special Education Director has skills applicable to the role of 1 2 3 4 5 

the Leader. 

19* The Leader should identify longitudinal options for 
2 the modified curriculum for the severely handicapped transition 

individual. 
1 2 3 4 5 

20. The Leader should use a computer network to J"*1*4*"1 1 2 3 4 5 
data to be shared with agency representatives. 

21. Th. Httotii certification for th. U«i.r .hould b. M th. ! 2 3 » 3 
university level sponsored by OSERS. 

22. The Leader may be a representative of a state agency that offers ! 2 3 4 5 
adult services. 

23. The Educational Diagnostician at high school qualifies to assume 1 2 3 4 5 
the role of the Leader. 

24. The Leader should cause individual employment to be designed toward ! 2 3 4 5 
lifelong career development. 

23. The Leader should make accessible to each agency the assessment 1 2 3 4 5 
daca on each transition individual. 

26. The Leader may be a parent of any handicapped individual. 1 2 3 4 5 

27. The Leader should cause the adoption of uniform eligibility criteria 
between cooperating agencies for each appropriate handicapping 
condition. 

28. The Leader should provide information eo parents about community 1 2 3 4 5 
options for Independent Living Skills. 

29. The Leader should be certified in Special Education instruction. 

30. The I,-""*-* should maintain a library relating to the transition 
concept. 

31 The Leader should link the Assessment Team processes, both educational 
and vocational, with a broader range of consminiey resources in order 
to achieve a better transition for the individual from school to work 
or to post•secondary training* 

32. Each Education Service Center (ESC) should train and certify Leaders 
within its respective region. 

33. The Leader should have experience in the regular classroom. 

34. The Leader should know of options and barriers to transportation 
for handicapped individuals in the community. 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 
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Strongly 94 
Strongly ^ n n Disagree Disagree 
Agree 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

4 5 

35. The Leader should be familiar with Che characteristics of each 
handicappi&g condition# 

36. The Leader should know how to make program adjustments for transition 
individuals with unique medical needs. 

17 The Leader should be knowledgeable about how the duties of the Special 
3 * l^SotioaU staff and support staff r.lata to th. 

transition program. 

38. The Leader should have training in vocational education. 

"• SUTrf*h^dlWI>2nSdiSoS°tr«nnd awrojSt* mlttdlaclpUaar^ 2 3 4 , 
meetings for transitional programing. 

40. The Leader should have formal qualifications of at least a masters 1 2 3 4 5 

degree. 

41. The Leader should have the skills to supervise other professionals. 

42. The Leader should determine how many individuals per 
condition are in Grades 8-12 and so advise the appropriate adult 
agencies for planning purposes. 

43. The Leader should have certification as a supervisor by a state agency. 1 2 3 

44. The Leader should be knowledgeable of curriculumdesi?nforaach 
handicapping condition-by grade level for transitional planning. I 2 3 * :> 

45. The Leader should conference with parents at least once prior to 1 2 3 4 5 
tha annual railtidiscip Unary conference# 

46. The Leader should contact area consultants and ia 

related- services for feedback on the services provided by the 
transitional program. 

47 The Leader should know how to modify the essential elements of the 
curriculum for each handicapping condition by grade level for 
transitional planning* 

48 The Leader should observe, by schedule, the personal interactions 
between transitional individuals and selected teachers to provide 
behavioral feedback to the teachers ae staffings. 

49. The Leader should have direct experience working with handicapped 
populations# 

50 the Leader should conduct inservice education with staff to 
establish a framework of operations for the transition concept. 

51. The Leader should seek the perceptions of parents about the job 
success the individuals have achieved in the transition program. 

52. The Leader should have had successful experience in job placement 
assignments with different agencies. 
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1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 
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Strongly 
Disagree 
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U 1̂  h.ln transitional individuals co compensate for 
barriers at =o-»alCT Job . I f , a. =a«d«d. 

5 4 . Tha U a d . r , h ~ U ^ " 
federal, 3taca, and local levels. 

55. Th. Laadar should aet ivaly locata and e r r a t a a*caa. fundins fo r 

program enrichment# 
, , w. 1 iar with the services available to the 

* * 2 l i 2 S L l S & 5 L K . t h . d i f f a r a n t c o l l . , . . — a n l v a r a i t l . . . 

»• s j m s s j y r s s i 3 s " ~ -

conditions. 

59 Th. U-iar ahould a«k a «a*i»» of intagration Into ragular class.. 
for each handicapped individual. 

60. t h . l a d t r - . . . I d ^ ^ a c b a c r a n a u ^ progra . around 
work principles endorsed by QSEBS. 

61. a . Uadar ahould coordinata t h . loca l t r a d i t i o n p r o p - f o l l o w s 
established national and regional patterns. 

62. The Leader should publish success criteria for the program that will 
be informative to community employers. 

63. Th. Laadar ahould ^ r a p r n r » . » u c « » ^ ' • r a O T a l 

career goals of the transition individual. 

64 Tha Leader should present the transition program M the most current, 
relevant career avenue for handicapped individuals. 

Trader shouid devise unique instructional strategies, materials, 
• ^ for transition individ™!.. 

66 The Tt^"- should advocate for all enabling legislation that will 
* impact on the transition program as a separata funding issue. 

67. The Leader should pursue further research into the methodology of 
the transition program. 

"• ~ S ± 1 2 3 4 5 

69. Th. Uadar ahould areata for taprovad community civic s t v I c m for ; 2 3 4 5 

handicapped individuals at the post-secondary level. 

70. The Leader should solicit the input of community employers x 2 3 4 5 
che training of handicapped individuals in general employability skills. 
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1 2 3 4 5 

1 2 3 4 5 
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1 2 3 4 5 
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1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 
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Strongly 
Disagree 
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Opinion 

7 U SjeS^lLdawiofIe^"sfSiaellsible referrals similar co public 

education* 

« «A A formal Vocational Advisory Committee of 
S « ^ U ».t regularly to guid. th. dsvelo^t 

of the local transition program. 

"• s: s s l z s z t r * " s a s r 1 0 

»• s: 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

2 3 4 5 

75. The Leader should recommend curricula changes at the elementary level 
to include career awareness. 

7<i The Leader should advocate to provide the transition program for all 
• S i e ^ S u S S o u individuals r.,ardl.3. of eh. s«.rity o< th. 

handicapping condition. 

77. th. Uad«r should oncourag. Mat handicapped individual 
to defer high school graduation through age 21. 

78 The T.f*"- should be the administrator, but noc necessarily the 
" trainer, of individuals in the transition program. 

1 2 3 4 5 

I 2 

I 2 

1 2 

3 

3 

3 

5 

5 

5 

•This eomplataa th. survey *«tlons. ?l»a. eomplat. th. dMcriptiv. inforaatloa ou th. 

following page. 



Conplete the following statements. 

ESC ragion that serves your school district. 

Student enrollment of this local school district. 
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Classify your school population: 

Urban Suburban Rural 

PLEASE RETURN BY MONDAY, OCTOBER 9, 1989. 

Consents: 

THE ENCLOSED STAMPED SELF-ADDRESSED ENVELOPE IS PROVIDED TOR YOUR CONVENIENCE IN MAILING 

THIS INSTRUMENT TO: 

B. Davenport 
P. 0. Bos 9501 
N« T. Station 
Deacon, Tcxaa 76203 

TELEPHONE ( ) 
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LIST OF QUESTIONS BY CATEGORY 

1. Leadership Expertise 

13, 16, 18, 21, 29, 40, 41, 49, 52, 63, 65, 78 

2. Agency Expertise 

1, 3, 7, 8, 20, 22, 42, 43, 71, 72. 

3. curriculum Expertise 

4, 9, 19, 36, 44, 47, 59, 67, 75. 

4. Team Member Expertise 

5, 6, 10, 14, 23, 32, 33,.37, 38, 46, 48, 50. 

5. Parental Relations Expertise 

12, 15, 26, 28, 45, 51. 

6. Job Training Expertise 

17, 24, 53, 62, 64, 68, 69, 70, 73, 74, 76. 

7. Regulations Expertise 

11, 27, 30, 54, 55, 57, 60, 61, 66, 77. 

8. Assessment Expertise 

2, 25, 31, 34, 35, 39, 56, 58. 
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GLOSSARY OF TERMS 

Disabilities 

Refers to a physical, emotional, or neurological 

deviation possessed by an individual. It may constitute a 

handicap if the individual perceives the disability as such. 

Handicap 

The result of any condition that impedes one's 

acceptance, adjustment, or achievement. 

Independent Living Skills 

Training for post-school adjustment and community 

integration. Skills include self-care, communication, 

interpersonal relations, mobility, and academic. 

Individual 

A generic term used to refer to a student, client, or 

consumer of services for the handicapped. 

Role 

The responsibilities and functions assigned to the 

Transition Team Leader. 

Transition 

The movement from one state to another, such as from 

secondary education to post-secondary education, vocational 

training, and/or employment. Transition was specifically 

addressed by P. L. 98-199, Education of the Handicapped Act 

Amendments of 1983. 



102 

Appendix D—continued 

Transition Team 

The group of educators, parents, and adult services 

providers responsible for implementing a longitudinal 

quality transition program for handicapped individuals. 

Transition Team Leader 

The designated coordinator of transition services for 

handicapped individuals within a community-level 

environment. 
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Table 16 

Frequency of Response and. Item Variance 

Item 

Agreement Scale 

3 4 5 Variance 

1 137 241 37 10 9 1.88 

2 132 247 30 13 12 1.91 

3 103 222 87 13 9 3.06 

4 89 271 34 34 1 3.04 

5 147 236 35 10 4 2.80 

6 82 221 88 33 8 3.21 

7 138 257 29 6 2 2.78 

8 145 254 24 5 4 2.76 

9 66 235 57 61 13 3.31 

10 89 268 49 22 4 3.02 

11 77 169 129 40 17 3.38 

12 110 255 31 27 9 2.98 

13 99 194 68 55 16 3.25 

14 93 212 79 44 4 3.19 

15 75 180 78 74 25 2.53 

16 43 160 102 99 28 3.71 

17 82 277 29 34 10 3.07 

18 94 232 47 45 14 3.16 

19 47 255 86 36 8 3.28 
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Table 16—continued 

Frequency of Response and Item Variance 

Agreement Scale 

-i o T 4 5 Variance Item 1 2 J * 

20 34 188 153 46 11 3.47 

21 38 92 159 105 38 3.67 

22 28 223 81 78 22 3.51 

23 36 166 80 118 32 3.33 

24 91 282 34 16 9 2.54 

25 84 243 48 48 9 2.56 

26 19 82 88 162 81 4.22 

27 63 240 72 41 16 3.07 

28 125 273 24 7 3 2.74 

29 104 183 71 66 8 3.22 

30 58 214 124 31 5 3.24 

31 93 286 46 3 4 2.18 

32 103 199 74 38 18 3.26 

33 78 181 95 67 11 3.34 

34 121 288 15 5 3 2.70 

35 151 257 12 10 2 2.64 

36 141 266 49 38 3 2.68 

37 137 277 12 3 3 2.68 

38 54 191 113 66 8 3.44 

39 74 286 54 13 5 2.97 
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Table 16—continued 

Frequency of Response and Item Variance 

Item 

Agreement Scale 

3 4 5 Variance 

40 47 112 115 135 23 3.80 

41 88 253 53 33 5 3.03 

42 62 283 56 26 5 3.09 

43 40 126 116 122 28 3.81 

44 56 286 49 38 3 3.09 

45 82 273 24 7 3 2.98 

46 79 300 40 12 1 3.01 

47 54 284 45 42 7 3.13 

48 50 256 79 40 7 3.23 

49 130 260 25 13 4 2.76 

50 96 281 41 11 3 2.89 

51 96 287 36 10 3 2.86 

52 41 160 131 91 9 3.63 

53 48 267 67 44 6 3.19 

54 128 266 28 8 2 2.74 

55 63 189 95 69 16 3.37 

56 93 300 23 14 2 2.83 

57 40 142 99 120 31 3.76 

58 75 306 32 15 4 2.91 

59 94 259 30 39 10 3.00 
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Table 16—continued 

Frequency of Response and Item Variance 

Item 

Agreement Scale 

3 4 5 Variance 

60 55 233 129 13 2 3.15 

61 47 232 110 40 3 3.28 

62 71 301 41 16 3 2.97 

63 51 273 72 30 6 3.16 

64 64 293 56 13 6 3.02 

65 63 256 64 42 7 2.15 

66 67 188 122 39 16 3.30 

67 56 250 89 32 5 3.16 

68 76 254 79 18 5 3.04 

69 66 278 55 27 6 3.04 

70 111 290 20 7 4 2.76 

71 69 161 134 42 26 3.39 

72 64 236 91 34 7 3.18 

73 107 279 27 17 2 2.83 

74 120 288 13 8 3 2.73 

75 58 197 92 62 23 3.42 

76 61 176 59 91 45 3.52 

77 42 101 109 • 123 57 3.89 

78 83 183 90 62 14 3.28 

N = 434. 
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