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ABSTRACT 


The perceptions of high school students with and without leaniing disabilities 

regarding their readiness to transition from high school as well as student, teacher and 

parent perceptions of the usefulness of the Transition Planning Inventory as a tool assist 

with transition planning were examined using a combination of quantitative and 

qualitative procedures. In total, 146 high school students with and without learning 

disabilities completed a Transition Planning Inventory, while a total of 15 students, 12 

parents and 15 educators were interviewed regarding their perceptions of the Transition 

Planning Inventory. Results indicated that high school students with learning disabilities 

believed they were less prepared than peers without disabilities in terms of their 

knowledge of secondary education and training opportunities, their knowledge and 

abilities in the area of basic living skills, and their abilities to communicate effectively 

using listening, speaking, reading and writing skills. Results also suggested that parents, 

teachers and students, regardless of disability, shared similar beliefs regarding transition 

and transition planning. Specifically, active parent and student involvement in transition 

planning, and a reliance on schools as the primary providers of transition services 

emerged as themes from the study. Finally, parents, students and educators raised 

questions about the utility of the Transition Planning Inventory as a tool for transition 

planning. The implications of the results for transition planning for youth with learning 

disabilities are discussed. 
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CHAPTER ONE 

INTRODUCTION 

Research conducted during the 1980' s and early 1990' s on the post-high school 

experiences of youth with learning disabilities 1 suggested that individuals with learning 

disabilities struggled once they left the secondary school system. Specifically, the 

literature suggested that compared to peers without disabilities, youth with learning 

disabilities had difficulty finding and maintaining employment (Blackorby & Wagner, 

1997; Grayson, Wermuth, Holub & Anderson, 1997; Haring, Lovett & Smith, 1990; 

Malcolm, Polatajko & Simons, 1990; Sitlington & Frank, 1990), living independently 

(Scuccimarra & Speece, 1990; Roffinan, 1994), completing secondary and post

secondary schooling (Aune, 1991; Brinckerhoff, 1996; Rogan & Hartman, 1990; Vogel 

& Adelman, 1992), and establishing supportive, stable interpersonal relationships 

(Roffman, 1994; Scuccimarra & Speece, 1990 ; Werner, 1993). 

Researchers ' attempts to explain the difficulties encountered by youth with 

learning disabilities in adult settings focused on lack of academic preparation, weak 

literacy and numeracy skills, and poor emotional or psychological adjustment. For 

instance, Brinckerhoff (1996) reported that over half ofyouth with learning disabilities 

failed to complete high school while Blackorby and Wagner (1997) reported that one in 

three high school students with learning disabilities do not obtain a high school diploma. 

I "Learning Disabilities" refer to a number of disorders which may affect the acquisition, organization, 
retention, understanding or use of verbal and non-verbal information. These disorders affect learning in 
individuals who otherwise demonstrate at least average abilities essential for thinking and/or reasoning. 
As such, learning disabilities are distinct from global intellectual deficiency" (Learning Disabilities 
Association of Canada, 2002) . Please refer to Appendix A for the complete LDAC definition of learning 
disabilities. 
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White (1996), in his review of the literature on adults with learning disabilities, reported 

that difficulty with reading, writing and basic mathematics characterized the lives of 

many adults with learning disabilities . Finally, Hoy & Manglitz (1996) and Waldo, 

McIntosh & Koller (1999) indicated that adults with learning disabilities have difficulty 

with self-esteem, self-confidence, anxiety, and mild depression, which impacted their 

ability to manage the social and interpersonal demands of many post-secondary settings. 

In order to promote successful adjustment in adulthood, parents and educators 

alike began to advocate for systematic transition planning. Within the field oflearning 

disabilities, the term 'transition planning' is usually associated with preparing students 

for the movement from the school system into a variety of post-school settings. Clark & 

Patton (1997) defined transition planning as "the systematic consideration of what 

individuals need to function successfully as adults" while Blalock (1996) described 

transition planning as "an outcome-oriented process that helps youth with learning 

disabilities move successfully to adult life activities" (p.27). 

A review of the literature related to transition for youth with learning disabilities 

indicates that although different approaches to transition planning exist, transition 

planning is built on three fundamental principles. First, transition planning should be a 

collaborative effort with parents, students, teachers, and adult service providers all 

contributing to the development of transition plans. Collaboration in transition planning 

is believed to result in a more comprehensive transition plan (Blalock, 1996) and a more 

individualized transition process (Halpern, Benz, & Lindstrom, 1992). The second basic 

principle of transition planning is that the process of preparing youth for post-school 

settings should begin early in a student' s educational program. Although different 
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guidelines exist regarding when formal transition planning should begin, there appears 

to be general agreement that transition planning for students with special needs should 

begin during the late junior high school or early senior high school years (Alberta 

Education, 1996; Field, 1996; Halpern, 1996). Finally, the third principle oftransition 

planning is comprehensiveness. Comprehensive planning refers to the belief that all 

major areas of adult functioning, for instance, employment, education, basic daily living, 

interpersonal skills, should be examined when considering the future roles and needs of 

individuals with special needs (Blalock & Patton, 1996). 

While following the basic principles of transition planning would seem to lead to 

a solid transition plan, research suggests that the underlying principles of transition 

planning are not followed. Specifically, researchers have reported that parents and 

students are not actively involved in developing transition plans (Vaughn, Bos, Harrell 

& Lasky, 1988; Wagner, Blackorby, Cameto, Hebbeleer & Newman, 1993), transition 

planning does not occur for most students until the very end of their high school 

program (Rojewski, 1992), and transition planning focuses primarily on post-secondary 

educational opportunities (Epstein, Patton, Polloway & Foley, 1992; Pray, Hall & 

Markley, 1992). 

Despite research suggesting that transition planning is not collaborative, 

comprehensive or proactive, much is still not known about transition planning for youth 

with learning disabilities. For instance, few researchers have examined the transition 

needs ofhigh school students with learning disabilities prior to their exit from the school 

system. As a result, it remains unclear whether youth with learning disabilities are 

planning, preparing, and expecting the same outcomes as their peers without disabilities. 
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Without a clear understanding of the expectations ofyouth regarding their post-school 

experiences, it is difficult to interpret differences in adult outcomes for youth with and 

without disabilities since differences in outcomes may reflect less successful adjustment 

to adulthood or the differences may be representative of different expectations regarding 

post-school experiences. In addition, there appears to be no research examining 

individuals' perceptions or beliefs regarding transition planning for youth with learning 

disabilities. As a result, there is little understanding of individuals' beliefs and 

expectations about transition planning. Understanding how individuals perceive 

transition and transition planning may provide insights into why the basic principles of 

transition planning are not being used to prepare high school students with learning 

disabilities for post-secondary settings. Finally, although assessment of students' 

transition needs is recommended as part of ensuring comprehensiveness, there appears 

to be no research examining possible tools to assist educators in the transition planning 

process. Clearly, these issues point to a need for research on transition planning for 

youth with learning disabilities. 

Purpose 

This research examined the transition ofyouth with learning disabilities from the 

secondary school system. Specifically, one purpose of the research was to examine how 

high school students with and without learning disabilities perceive their readiness to 

transition from high school. A second purpose of the research was to explore students, 

parent and teacher perceptions of the transition planning process. A final purpose of this 

research was to examine the usefulness of the Transition Planning Inventory (Clark & 
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Patton, 1997), a recently developed survey for gathering information related to transition 

planning. 

Methodology 

A combination of quantitative and qualitative research methods were used since 

the intent of the research was to examine students ' readiness to transition from high 

school as well as to describe the perceptions of students, parents, and educators 

regarding transition planning. The study was conducted in two separate phases. First, 

high school students with and without learning disabilities completed the Transition 

Planning Inventory (TPI). Students responses on the TPI were examined using 

descriptive statistics and by conducting a series ofunivariate analyses ofvariance 

(ANUVAs). Next, students, parents, and teachers were interviewed about their 

experiences related to transition planning, their understanding of the transition planning 

process, and their experiences completing the Transition Planning Inventory. A 

qualitative content analysis was conducted on data collected from interviews in order to 

identify themes and issues raised by participants. 

Organization of Dissertation 

Chapter One introduces the reader to the background of the study, explains the 

purpose and need for the research and outlines the format of the dissertation. 

Chapter Two reviews the literature on the transition from high school to post

school settings for youth with learning disabilities. The purpose of the literature review 

is to explore the research related to the post-school adjustment of young adults with 



6 

learning disabilities, to examine the key principles of transition planning, and to examine 

the research on transition planning for youth with learning disabilities. 

Chapter Three describes the methodology used to conduct the study. Procedures 

for selecting participants as well as instruments and procedures used for data collection 

and analysis are described. 

Chapter Four presents the findings of the study. 

Chapter Five discusses the results of the study. Implications of the research 

findings for educational research and practice are discussed. 

Chapter Six provides an overall summary of the study, including a brief review 

of key findings in the literature related to adults outcomes and transition planning for 

individuals with learning disabilities, the methodology used to conduct the study, the 

major findings of the study, and implications of the study for transition planning for 

students with learning disabilities. 
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CHAPTER TWO 


LITERATURE REVIEW 

This chapter explores the literature on the transition from high school to post

school settings for youth with learning disabilities , The first section provides an 

overview of the concerns that fostered the transition planning movement within the field 

of learning disabilities, The second section explores the key principles of transition 

planning while the third section reviews the literature related to transition planning for 

youth with learning disabilities, The chapter concludes by presenting the rationale for 

the current study, 

Transition planning: The catalysts of change 

The transition of students from school to adulthood has emerged as one of the 

most important topics in the field of special education (Patton, Blalock, Dowdy & 

Smith, 1998), For students with learning disabilities, the interest in transition planning 

emerged from several areas of concern, One of the first areas of concern was the lack of 

educational achievement by individuals with learning disabilities, Studies conducted 

during the 1980's reported drop-out rates ranging between 40% and 50% for students 

with learning disabilities (Cobb & Crump, 1984; Zigmond & Thornton, 1985), 

Recently, Scanlon & MelIard (2002) reported drop-out rates ranging from 15% to 42% 

for students with learning disabilities compared to an overall dropout rate of 

approximately 12% for students without disabilities, Higher drop-out rates among 

students with learning disabilities as compared to peers without disabilities have also 

been reported by deBettencourt, Zigmond and Thornton (1989) and White (1996) , 
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In addition to higher drop-out rates, research has suggested that youth with 

learning disabilities are less likely to return to school after dropping out than their peers 

without disabilities. For instance, in his study of high school drop-outs, Michaels (1994) 

reported that almost 60% of high school drop-outs without disabilities obtained a high 

school equivalency certificate within five years ofleaving high school; however, only 

3% of high school drop-outs with learning disabilities obtained a high school 

equivalency certificate within five years of exiting school. Overall, the high drop-out 

rates for students with learning disabilities was of concern because as Patton & Dunn 

(1998) remind us, "dropping out removes students from school, where they might 

acquire the knowledge and skills or be linked to the supports and services they 

undoubtedly will need" (p. 7). 

Research on adult outcomes also suggests that youth with learning disabilities 

struggled in the area of post-secondary education. Although the number of students with 

learning disabilities pursuing post-secondary education increased during the 1980's and 

1990's (Brinckerhoff, McGuire & Shaw, 199J ; Gadbow & Dubois, 1998; Gajar, 1996; 

Vogel, Leyser, Wyland, & Brulle, 1999), research suggests that students with learning 

disabilities are less likely to attend a post-secondary program than their peers without 

disabilities . For instance, Affleck, Edgar, Levine and Kortering (1990) compared the 

post -school experiences of 892 high school graduates with learning disabilities and 768 

high school graduates without disabilities and reported that graduates without learning 

disabilities had significantly higher attendance rates at post-secondary institutions than 

individuals with learning disabilities. Similarly, Levine and Edgar (1995) followed a 

group of high school graduates with and without learning disabilities for a period of five 

years after graduation. The authors reported that 37% of men and 26% of women with 
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learning disabilities were attending some form of post-secondary education one year 

after graduation compared to 79% of men and 71 % ofwomen without disabilities . 

Blackorby and Wagner (1996), reporting on data collected as part of a longitudinal study 

of 8,000 youth with and without disabilities (National Longitudinal Transition Study, 

NLTS), indicated that 53% of students without disabilities had attended a post

secondary program within two years ofgraduating from high school. In contrast, only 

14% of students with learning disabilities had pursued post-secondary education within 

two years of graduating from high school. 

Although research conducted during the mid-1980 's also suggested that students 

with learning disabilities were less likely than their peers with other types of disabilities 

to pursue post-secondary education (Fairweather & Shaver, 1991), recent statistics 

indicate that students with learning disabilities represent the largest group of post

secondary students with disabilities. For instance, in 1996, the National Centre for 

Education Statistics (US) reported that students with learning disabilities represented 

29%-35% of students reporting a disability in post-secondary education. Four years 

later, in 2000, the National Centre for Education Statistics reported that 46% of all 

students with disabilities attending post-secondary institutions reported having a learning 

disability (Mull, Sitlington & Alper, 2001 ; National Centre For Learning Disabilities, 

2002). A similar trend towards increasing number of students with learning disabilities 

compared to other students with disabilities has been observed in post-secondary 

institutions in Canada as well (Samuels, 2002) . 

Once admitted to a post-secondary program, however, research suggested that 

students with learning disabilities struggled academically. For instance, Sitlington & 

Frank (1990) reported that 93% of students with learning disabilities enrolled in post
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secondary institutions had dropped out before their second annual registration while 

Rogan and Hartman (1990) reported that only 34% of students with learning disabilities 

completed their course of study. Low graduation rates for post-secondary students with 

learning disabilities have also been reported by Aune (1991), Brinckerhoff (1996), Dunn 

(1996) and Vogel & Adelman (1996). 

A second area of concern to influence the transition planning movement was the 

research on adult outcomes of students with learning disabilities. While obtaining 

permanent employment, gaining independence and living apart from parents/caregivers, 

and establishing stable, supportive relationships with significant others are often seen as 

the challenges of early adulthood (Chadsey-Rusch, Rusch, & O'Reilley, 1991 ; Heibert, 

Donaldson, Pyryt, & Arthur, 1998), research conducted during the 1980' s and early 

1990's suggested that youth with learning disabilities struggled with many of the 

demands of early adulthood. For instance, in comparison to an overall national 

unemployment rate among youth of approximately 13% during the 1980's (Gerber, 

1997), studies by Haring, Lovett and Smith (1990) and by Sitlington and Frank (1990) 

reported unemployment rates of 25% and 31 % respectively for youth with learning 

disabilities . Similarly, in a study of unemployment rates in Canada, Malcolm, Polatajko, 

and Simons (1990) reported an unemployment rate of 3 5% for adults with learning 

disabilities while the unemployment rate for the general population was approximately 

5% (cited in Gerber, 1997). 

In addition to higher rates of unemployment, research also suggested that 

individuals with learning disabilities were employed in low paying and low prestige 

occupations. For instance, Grayson, Wermuth, Holub and Anderson (1997) analysed 

follow-up studies of adults with learning disabilities and concluded that adults with 
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learning disabilities were primarily employed in minimum wage positions, had little 

opportunity for advancement, and did not receive employment benefits such as health 

insurance. Sitlington & Frank (1990) reported similar findings and observed that the 

majority of adults in their study were employed in manufacturing, labour or service 

industries. In their large-scale study of high school graduates with and without learning 

disabilities, Affleck, Edgar, Levine and Kortering (1990) also reported that the majority 

of adults with learning disabilities received minimal wages. The authors concluded that 

the wages were so low as to "preclude a truly independent living situation" (p.321) . 

In addition, research also suggested that adults with learning disabilities had 

difficulty living independently and were likely to be dependent on parents or other 

family members. For instance, in her review of studies conducted during the 1980' s, 

Sitlington (1996) found most studies reported that between 54% and 70% of youth with 

learning disabilities lived with their parents one year after leaving the secondary school 

system. White (1996), in his review of the literature on adults with learning disabilities, 

reported that, "the majority of adults could be described as single and living at home or 

with relatives" (p.S7). Finally, Blalock & Patton (1996) in their discussion of transition 

planning, commented that the studies on the living arrangements of adults with learning 

disabilities "substantiated a rather bleak picture of. .. an inability to live independently" 

(p .2) . 

Finally, difficulty establishing social networks and stable interpersonal 

relationships was also suggested by research on adults with learning disabilities . 

Although a paucity of research on the social and interpersonal relationships of adults 

with learning disabilities exists, the few studies conducted during the 1980's suggested 

that adults with learning disabilities had difficulty with social adjustment. For example, 
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White, Schumaker, Warner, Alley & Deschler (1980) reported that youth with learning 

disabilities had difficulty making friends and interacting with family members (cited in 

Sitlington, 1996). White, Alley, Deschler, Schumaker, Warner & Clark (1982) reported 

that adults with learning disabilities indicated they had fewer friends to do things with 

than their peers without disabilities while Hartzell & Compton (1984) found that adults 

with learning disabilities generally reported less satisfaction in their social interactions 

than did their peers without disabilities. Similar results were reported by Scuccimarra & 

Speece (1990) who surveyed high school graduates with learning disabilities two years 

after they completed high school and found that one-quarter of adults with learning 

disabilities reported having no close friendships and were dissatisfied with their social 

lives. 

In reviewing the research that has fostered our understanding of adults with 

learning disabilities, the methodologies used in most studies appear sound and, with the 

exception of some of the earliest research in the area, ~ost studies do not have major 

methodological flaws . A more disturbing concern in the field of learning disabilities, 

however, should be the tendency when reporting or commenting on the results of adult 

outcome research to not differentiate between data collected from adults who have 

recently left the secondary school system and data collected from adults who have been 

away from the school system for longer periods of time. Halpern (1992) referred to the 

first two or three years after high school as the "floundering period" since it is the time 

when many young adults, with and without disabilities, struggle to adjust to the demands 

of adulthood. In addition, Levine & Nourse (1998) suggested that the expectations, 

experiences and realities for adults who are in the "floundering years" are different from 

the expectations and experiences of adults who are several years beyond high school. A 
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careful review of the literature does indeed support the suggestion that there are 

differences between adults with learning disabilities at different periods within 

adulthood. For instance, while 27% of adults in Sitlington & Frank' s (1990, 1993) 

longitudinal studies of youth with learning disabilities were living independently one 

year after leaving high school, 49% of participants were living independently three years 

after leaving high school. Wagner, D 'Amico, Marder, Newman & Blackorby (1992) 

reported a similar trend in their research. Specifically, the authors found that only 15% 

of adults with learning disabilities in a national (D. S.) sample lived independently of 

parents or relatives during the first two years after leaving high school. However, when 

individuals with learning disabilities had been out of high school three to five years, 

44% of adults were living independently. In their longitudinal study of 8,000 students 

with disabilities, Blackorby and Wagner (1997) found that adults with learning 

disabilities who had been out of high school between three and five years had an 

employment rate equal to that of their peers in the general population. Similar trends 

have also been found in studies by Goldberg, & Herman (1992), Levine & Edgar (1995), 

Scuccimarra & Speece (1990), Spekman Goldberg & Herman, (1992), Werner (1993) 

and Zigmond & Thornton (1985) . 

Although research has identified differences in outcome and adjustment for 

adults with learning disabilities who have been out of school for different amounts of 

time, many researchers appear to have overlooked the distinctions between the two 

groups of adults . For instance, in their discussion of the adult outcome research, Blalock 

& Patton (1996) concluded that "these studies substantiated a rather bleak picture of 

unemployment, long-term underemployment for those with jobs, minimal participation 

in postsecondary education, an inability to live independently, limited social 
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experiences, [and] restricted participation in community activities" (p.2). Similarly, 

White (1996), based on his review of the research on adult outcomes, believed "that 

some generalizations can be made about adults with LD" (p. 58) . Specifically, White 

(1996) suggested that 

Learning disabilities more frequently cause problems in the vocational and social 

domains as evidenced by the adults ' high unemployment rates, 

underemployment, and general lack of satisfaction with their personal and 

vocational lives ... the number of adults with LD who have been able to achieve 

the level of independence and self-sufficiency necessary to "take their place in 

society" is disappointingly low (p.58). 

However, by not clearly distinguishing between adults who have been out of 

high school for differing amounts of time, many researchers have created the impression 

that all adults with learning disabilities struggle with employment, independent living 

and social relationships. While many adults with learning disabilities who have been 

away from high school for five or more years experience difficulties, the research 

suggests that younger adults with learning disabilities experience greater difficulty with 

employment, independent living and social relationships. Therefore, by not clearly 

distinguishing between different groups of adults with learning disabilities, there is an 

incomplete understanding of the challenges individuals with learning disabilities face 

during adulthood. Furthermore, without understanding the specific difficulties faced by 

younger adults with learning disabilities, it will be difficult to help students prepare for 

the challenges they will encounter during their first couple ofyears away from high 

school. 
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Summary of research on adult outcomes 

In summary, the movement for systematic transition planning for youth with 

learning disabilities resulted from two areas of concern. First, concern over the 

educational attainment of individuals with learning disabilities prompted calls for 

transition planning. Specifically, the research indicated that, compared to peers without 

disabilities, individuals with learning disabilities dropped out of high school more 

frequently, had lower rates of attendance at post-secondary institutions and were less 

likely to complete a post-secondary program of study once admitted. Second, research 

on adult outcomes suggested that adults with learning disabilities had difficulty with the 

transition from high school to adult roles in the community. Specifically, research 

indicated that adults with learning disabilities had higher rates of unemployment than 

their peers without disabilities, were often employed in low paying and low prestige 

occupations, had difficulty establishing independent living arrangements, and had fewer 

positive social interactions and less community involvement than peers without 

disabilities. Furthermore, the adjustment difficulties of individuals with learning 

disabilities were particularly evident among individuals who have been out of high 

school for three years or less. 

Transition Planning: The evolution of a concept 

Driven by a desire to promote successful adult adjustment, parents and educators 

began to advocate for systematic transition planning. Early concepts of transition appear 

to have emphasized employment as the primary focus of planning, with early supporters 

defining transition planning as "a broad array of services and experiences that lead to 

employment" (Patton & Dunn, 1998, p.10) . Often referred to as the "bridge-from 
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school-to-working life" model of transition planning, these early conceptualizations of 

transition often focused on the level of support required to move high school students 

from the school system to employment. However, although it addressed the need for 

supporting youth with learning disabilities in obtaining employment, the "bridge" model 

of transition was criticized for its lack of attention to nonvocational concerns, such as 

social relationships or community involvement (Patton & Dunn, 1998). Halpern (1985) 

insisted that two areas - personal living arrangements and social and interpersonal 

associations - were critically important to successful adult adjustment. As a result, 

current definitions of transition planning reflect the complexities of adult life and 

recognize that as youth with disabilities leave the school system, they assume a variety 

of adult roles and relationships within the community (Blalock & Patton, 1996). For 

instance, Alberta Education (1996) defined transition planning as "a collaborative 

planning and implementation process for quality post-secondary education, employment 

and residential opportunities" (p.14). Clark & Patton (1997) defined transition planning 

as "the systematic consideration of what individuals need to function successfully as 

adults" (p .1) while Blalock (1996) described transition as "an outcome-oriented process 

that helps youth with learning disabilities move successfully to adult life activities" (p. 

27). Halpern (1996) indicated that 

Transition refers to a change in status from behaving primarily as a student to 

assuming emergent adult roles in the community. These roles include 

employment, participating in postsecondary education, maintaining a home, 

becoming appropriately involved in the community, and experiencing 

satisfactory personal and social relationships. The process of enhancing 

transition involves the participation and coordination of school programs, adult 

agency services, and natural supports within the community. The foundations 
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for transitions should be laid during the elementary and middle school years, 

guided by a broad principle of career development. Transition planning should 

begin no later than age 14, and students should be encouraged, to the full extent 

of their capabilities, to assume a maximum amount of responsibility for such 

planning (p.249-S0). 

The Principles of Transition Planning 

A review of the literature on transition planning suggests that there are three key 

principles that underlie effective transition planning: comprehensive planning, 

collaborative development and early planning. Comprehensive planning refers to the 

belief that all major areas of adult functioning, including employment, continuing 

education, daily living, health, leisure, communication, interpersonal skills, self

determination, and community participation, should be examined when considering the 

future roles and needs of individuals with special needs. According to Blalock and 

Patton (1996) transition planning "shall be based upon the individual student's needs, 

taking into account student preferences and interests" (p.S) . Patton & Dunn (1998) 

indicated that comprehensive planning essentially involves two sequential components. 

First, a thorough needs assessment - one that examines not only individual needs and 

abilities but also includes the receiving setting into which the student will eventually be 

going -- is required . The goal of the needs assessment is to determine an individual ' s 

current competencies as well as to explore the skills required for success in the receiving 

setting. Second, once a clear picture of individual needs emerges from the needs 

assessment, a realistic plan for developing the requisite skills, acquiring specific 

knowledge or initiating linkages to the receiving setting must be developed. The key 
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component of individual planning is that the plan developed must reflect the individual's 

current values, personal interests, and future preferences (patton & Dunn, 1998). 

Despite the benefits of comprehensive transition planning, research suggests that 

transition plans may not be comprehensive and do not address a range of non-vocational 

skills. While there appears to be no published research that examines explicitly the type 

of transition goals developed for students with learning disabilities, research examining 

the content of individualized education plans for exceptional students raises questions as 

to the comprehensiveness of transition plans for students with learning disabilities. 

Nickles, Cronis, Justen and Smith (1992) examined the content of individualized 

education plans for students with mild disabilities and found that the majority of 

objectives developed for students with learning disabilities addressed academic skills. 

In a state wide study of IEP objectives developed for students with learning disabilities 

in Colorado, Sands, Adams & Stout (1995) also found that academic objectives 

dominate the IEPs of students with learning disabilities . Similarly, Benz and Halpern 

(1993) reported that 25% of students with learning disabilities received no vocational 

instruction or work-related experience during their final year of high school . These 

findings are consistent with a growing body of research that indicates that planning for 

students with learning disabilities focuses on academic skills while social, vocational 

and interpersonal skills are not emphasized (Epstein, Patton, Poloway, & Folley, 1992; 

Halpern, Doren & Benz, 1993; Pray, Hall, & Markley, 1992) 

While the reason for the emphasis on academic objectives on individualized 

plans for students with learning disabilities remains unclear, one of the challenges to 

comprehensive assessment planning may be the lack of instruments and procedures for 

assessing the transition needs of high school students with learning disabilities . As seen 
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previously, research on adult outcomes for individuals with learning disabilities has 

focused on three areas: employment, independent living, and social or interpersonal 

relationships. When viewed collectively, Clark (1996) suggested that these three areas 

are the critical life domains of adulthood. Therefore, in preparing youth to move into 

adult settings, there is a need to determine strengths and difficulties in each of these 

three areas . To date however, there are few instruments available that examine all three 

critical areas. Clark (1996), in his review of assessment tools for transition planning, 

indicated that there are relatively few instruments that target the primary domains of 

transition planning, for instance, postsecondary education, employment; and life skills 

related to living arrangements, independent living, consumer skills, communication, 

personal-social skills, health, and self-determination. Furthermore, of the few 

instruments available that explore all areas of transition planning, most are designed to 

assess behaviours or skills of a particular population, for example individuals with 

developmental disabilities (Clark, 1996). As a result, the use of such an instrument with 

students with learning disabilities is questionable. Therefore, instruments are needed to 

help students, parents and educators explore the transition needs of students with 

learning disabilities. 

A second key principle of effective transition planning is collaboration. 

Collaboration refers to the involvement of all the key players in the transition process, 

including but not limited to, parents, teachers, employers, community-based 

professionals and students. The collaborative development of transition plans is 

believed to result in a more comprehensive plan (Blalock, 1996) and a more 

individualized transition process (Halpern, Benz, & Lindstrom, 1992). Blalock (1996) 

argued that collaborative transition teams with broad representation from various 
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interested parties help ensure that long range transition plans are sensitive to the 

educational, economic, cultural and social concerns of individual students as well as 

specific communities (Blalock, 1996). Halpern, Benz & Lindstrom (1992) stated that 

the creation of transition teams that involve a variety of individuals with different areas 

of expertise results in a more individualized transition process. Furthermore, Van 

Reusen and Bos (1994) and Peters (1990) suggested student involvement in transition 

planning empowers and motivates students by providing opportunities to make decisions 

regarding their futures and provides opportunities for students to develop self-advocacy 

skills, self-confidence and independence. 

Despite the benefits of multidisciplinary transition teams, research suggests 

parents and teachers dominate the planning process while employers, representatives 

from receiving settings, or other community-based professionals are rarely involved in 

transition planning for students with learning disabilities. Using data from 8,000 

secondary special education students between the ages of thirteen and twenty-one, 

Wagner, Blackorby, Cameto, Hebbeler, & Newman (1993) examined the composition of 

transition teams. The authors reported that educational professionals, parents and 

students make up the vast majority of transition team members, accounting for 99% of 

all participants. Less than 1 % of transition team members were non-education 

personnel. Similarly, Dowdy (1996) observed that "teachers who regularly work with 

VR [ vocational rehabilitation] counsellors in IEP development for students with other 

disabilities will not include a VR counsellor on the IEP team for their students with 

learning disabilities" (p.192). Although high rates of parental attendance at transition 

meetings reported by Wagner et. al. (1993) seem to suggest a high level of parental 

involvement, several studies have reported that parents tend to be passive participants in 
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planning meetings. Vaughn, Bos, Harrell & Lasky (1988) observed planning meetings 

between parents of students with learning disabilities and school personnel and reported 

that parents asked few questions and lacked the necessary information to make informed 

decisions. Vaughn et aI .' s (1988) findings are consistent with findings of other studies 

that indicate neither parents nor students are active participants in planning educational 

programs (Gartner & Lipsky, 1987; Kroth & Otten, 1983; Lichtenstein & Michaeldies, 

1993; McKinney & Hocutt, 1982; Michaels, 1994; Wilson, 1994). 

Finally, the third principle underlying the transition process for exceptional 

students is the belief that transition planning should start early in a student's educational 

career. Halpern (1996) argued that "the foundations for transitions should be laid during 

the elementary and middle years" and that "transition planning should begin no later 

than age fourteen" (p.2S0) . Similarly, Alberta Education (1996) suggested that formal 

transition planning should begin three to four years prior to graduation in order to ensure 

continuous service delivery and foster the individual's successful participation in the 

community. In the United States, federal legislation requires that transition planning for 

all students with special needs begin no later than age sixteen, although some state and 

regional school authorities require transition programs to be developed starting at age 

fourteen (Field, 1996). The need to begin transition planning early in a student's 

educational career is of paramount importance since recent research indicates that a 

significant number of high school students with learning disabilities fail to complete 

their high school education. 

Unfortunately, research also suggests that the process of transition planning 

begins very late in a student's educational program, often as late as the final few months 

of high school. For instance, Rojewski (1992), in his survey of characteristics of 
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transition planning for individuals with learning disabilities, reviewed several high 

school transition programs and reported that transition programs and services for 

students with learning disabilities do not begin at a consistent age or period of a 

student' s educational program. Specifically, Rojewski (1992) reported that while 

transition planning for some secondary students with learning disabilities began as early 

as the ninth grade, transition planning for many students with learning disabilities started 

as late as high school graduation. 

Summary of research on transition planning 

In summary, a review of the literature of transition planning revealed three 

guiding principles for transition planning. The first principle is the belief that transition 

planning should be comprehensive, that is, it should address academic as well as non

academic needs of students. The second principle of transition planning is collaborative, 

that is, the belief that students' transition needs are best served by involving a variety of 

individuals, including students, parents, educators and community service providers or 

non-educational personnel. Finally, the belief that transition planning needs to start well 

in advance of the actual date a student exits from high school is the third principle of 

transition planning. While the principles of transition planning are laudable, research 

suggests that few transitions are planned using these guiding principles. Specifically, 

the research suggests academic concerns dominate planning for students with learning 

disabilities. The research also suggests that parents, students and community service 

providers are not actively involved in transition planning and that many students with 

learning disabilities do not begin planning their post-school experiences until the end of 

their high school years. 
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Rationale for Current Study 

When the research on adult outcomes for individuals with learning disabilities 

and the research related to transition planning for youth with learning disabilities are 

viewed collectively, the field is left with several unanswered questions. First, although 

research suggests that adults with learning disabilities who have recently left the 

secondary school system struggle more than adults who have been away from high 

school for five or more years, there appears to be no research examining the transition 

needs of students prior to their leaving the school system. Few studies have gathered 

data for students regarding their planned experiences, their expectations regarding their 

adult roles or their needs prior to their transition into post-school settings. Second, 

although research suggests that the guiding principles of transition planning, namely that 

transition planning should be comprehensive, collaborative, and start early in a student's 

academic career, are not being practiced, there appears to be no research exploring the 

process of transition planning. As a result, little is known about the beliefs of 

individuals involved in transition planning, their attitudes or the type of activities they 

engage in to help themselves, or others prepare to leave high school. Finally, although 

assessment of students' transition needs is recommended as part of ensuring 

comprehensiveness, there appears to be limited research examining tools educators 

could use to assess .students ' transition needs. 

Therefore, in order to explore these issues in greater detail, this study examined 

the transition needs of high school students with learning disabilities. Specifically, the 

following research questions guided this study: 



24 

1. Do high school students with and without learning disabilities differ in their 

perceptions of their readiness to transition from high school? 

2. How do high school students with and without learning disabilities, their 

parents and teachers perceive the process of transition planning? 

3. How useful is the Transition Planning Inventory (TPI) as a tool for assessing 

the transition needs of high school students with and without learning 

disabilities? 
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CHAPTER THREE 


METHODOLOGY 


This chapter describes the methodology of the study. First, the design and 

participants are discussed. Second, the sources of data used are examined and the 

relevancy of each data source is discussed. The chapter concludes with a discussion of 

the procedures used to collect and analyse the data. 

Design 

In order to achieve the study's objectives, a mixed research design, using both 

quantitative and qualitative procedures, was used to answer the following questions: 

(1) 	Do high school students with and without learning disabilities differ in their 

perceptions of their readiness to transition from high school? 

(2) How do high school students with and without learning disabilities, their parents and 

teachers perceive the process of transition planning? 

(3) How useful is the Transition Planning Inventory (TPl) as a tool for assessing the 

transition needs ofhigh school students with and without learning disabilities? 

Participants 

Since one of the aims of the study was to compare the transition profiles (by way 

of survey and interview) of students with and without learning disabilities, the decision 

was made to include high school students, their parents and their educators because these 
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groups of individuals are perceived to be the key players in planning the transition from 

high school. Participants included a group of 46 high school students with learning 

disabilities and 121 high school students without learning disabilities. An overview of 

student participation by grade level is presented in Table 1. Students with learning 

disabilities were in grades ten and eleven; no grade twelve students with learning 

disabilities completed a Transition Planning Inventory or participated in interviews. 

Students in the learning disabilities (LD) group attended both public schools (n=12) and 

private schools (n=34) for students with learning disabilities. All students in the LD 

group had previous psycho-educational assessments and had been diagnosed with 

learning disabilities. High school students without learning disabilities (NLD) all attended 

grades ten through twelve in one offive suburban high schools in Calgary. No 

information concerning exact ability or achievement levels was available. In addition, six 

students with learning disabilities and nine students without learning disabilities 

participated in semi-structured interviews (see Table 2). 

Table 1 

Students Completing a Transition Planning Inventory 

Students with LD 

n =46 

Students without LD 

n = 121 

Grade Male Female Male Female 

10 14 8 23 31 

11 14 10 20 16 

12 0 0 14 17 

Total 28 18 57 64 
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Table 2 . 


Student Participation in Semi-Structured Interviews 


Grade Students with LD Students without LD 

10 3 3 

11 3 3 

12 0 3 

Total 6 9 

Five parents (four mothers, one father) of students with learning disabilities and 

seven parents (five mothers, two fathers) of students without learning disabilities 

completed a Transition Planning Inventory (Home Form) and participated in semi

structured interviews. The mean age for parents of students with learning disabilities was 

38.6 years (SD= 3.4 years) while the mean age for parents of students without learning 

disabilities was 42.1 years (SD= 4.8 years). Table 3 provides an overview of parental 

participation. 

Table 3 

Parental Participation in Semi-Structured Interviews 

Parents of 

Students in 

Students with LD Students without LD 

Grade 10 2 3 

Grade 11 3 2 

Grade 12 0 2 

Total 5 7 
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A total of 15 educators also participated in this study by completing a Transition 

Planning Inventory (School Form) and participating in semi-structured interviews. Five 

teachers of students with learning disabilities, seven teachers of students without 

disabilities and three psychologists were involved in the study. An overview of the 

individual characteristics of educators participating in the study is presented in Table 4. 

Table 4 

Characteristics of Educators 

Position Gender Education Years Teaching Years in Current 

position 

Teacher, LDI0 F B.Ed. 3 2 

Teacher, LDIO F B.Ed. 4 1 

Teacher, LDI0 M M.A. 8 3 

Teacher, LDII F M.A 14 6 

Teacher, LDll F B.Litt, B.Ed 4 3 

Teacher, NLD 1 0 M B.Ed. 3 3 

Teacher, NLDIO F B.Ed. 3 2 

Teacher, NLD 11 F M .Ed. 16 5 

Teacher, NLDll M M.Ed. 9 4 

Teacher, NLDII F B.Ed. 6 4 

Teacher, NLD 12 M M.Ed 19 6 

Teacher, NLD12 M M.A. 11 6 

Psychologist M B.Ed., M.A. 18 16 

Psychologist F B.Ed., M .Sc. 4 4 

Psychologist F B.Ed., M .Sc. 5 5 
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Data Sources 

Data for this study was collected from two sources: the Transition Planning 

Inventory and individual interviews. 

Transition Planning Inventory 

According to Neuman (1994), surveys are appropriate research instruments when 

research questions focus on self-reported beliefs and behaviours and when the aim of the 

research is quantification, explanation or exploration. The Transition Planning Inventory 

(TPI, Clark & Patton, 1997) was used in the study to obtain information about student, 

parent, and teacher perceptions regarding students' readiness to transition from high 

school. The Transition Planning Inventory is a questionnaire designed to help identify 

areas of transition strength and needs of individual students and to assist in planning 

appropriate instructional objectives to help students prepare for post-high school 

experiences. The TPI consists of three forms: a Student Form (to be completed by 

students), a Home Form (to be completed by parents or guardians), and a School Form 

(to be completed by teachers or other appropriate school personnel) . A Transition 

Profile Form, which permits visual comparisons of respondents ' responses to each item, 

is also available. For the purpose of this study, the Student Form, Home Form and 

School Form were used. However, while students, parents, and educators completed 

their respective versions of the Transition Planning Inventory, a complete set of TPIs 

(Home Form, Student Form, and School Form) was not obtained for any student. 

The Student, Home and School Forms each consist of 46 items, representing a 
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total of nine key planning areas. The nine planning areas consist of the following: 

1) Employment: Items in this category ask about students' general knowledge of 

career and occupational choices as well as their skills in obtaining employment. 

2) Further Education/ Training: Items in this category focus on students ' 

knowledge of post-secondary education options. 

3) Daily Living: Items in this category examine students' knowledge and abilities 

regarding basic living skills, such as personal grooming and money management. 

4) Leisure Activities: Items in this category ask about students' involvement in 

indoor and outdoor leisure activities 

5) Community PartiCipation: Items in this category focus on students' 

knowledge of community based support programs (i.e. financial assistance programs) and 

their ability to access community resources. 

6) Health: Items in this category examine students ' abilities to maintain and 

promote physical and emotional health. 

7) Self-Determination: Items in this category address students' awareness of 

personal strengths and limitations, and their abilities to manage personal feelings and 

decisions. 

8) Communication: Items in this category focus on students' abilities to use 

listening, speaking, reading and writing skills effectively. 

9) Interpersonal Relationships: Items in this category examine students' abilities 

to develop and maintain a variety of interpersonal relationships. 



31 

Each of the planning areas has statements related to knowledge, skills or 

behaviours associated with successful adjustment in that area. Appendix B contains items 

similar to those on the TPI. Using a scale of 0 to 5 (0 equals disagree; 5 equals agree), 

respondents indicate how accurately each statement reflects the student ' s current abilities, 

behaviours or knowledge in each transition area. According to Clark & Patton (1997), 

the TPI "was designed for use with individuals with all disabilities- learning disabilities, 

mental retardation, behaviour disorders, deafness, hearing problems, visual deficits, 

communication disorders, physical disabilities, health impairments, autism, traumatic 

brain injury, and severe/multiple disabilities" (p .ll). 

To date, there appears to be no published research involving the Transition 

Planning Inventory except research reported by the authors in the manual for the TPI. 

This research suggests that the TPI has adequate technical features . Specifically, Clark & 

Patton (1997) reported internal consistency reliability (Chronbach' s alphas) ranges from 

.81 to .93 and test-retest reliability coefficients raging from .78 to .92 for the nine scales 

of the TPI. Table 5 provides a summary of the reliability coefficients for each scale of the 

TPI. 
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Table 5 

Summary of the TPI reliability per scale 

Planning Area Internal Consistency 

Reliability 

Test-Retest Reliability 

Employment .88 .87 

Further Education / 

Training 

.87 .84 

Daily Living .81 .89 

Leisure Activities .81 .80 

Community Participation .91 .87 

Health .85 .85 

Self-Determination .88 .86 

Communication .81 .88 

Interpersonal Relationships .83 .92 

Limited information regarding the validity of the TPI scales is available. Clark & 

Patton (1997) conducted a study involving a small sample of 48 students who were 

administered the Weschler Intelligence Scale for Children, Third Edition (WISC-ill), the 

Vineland Adaptive Behaviour Scales and the Transition Planning Inventory. Clark & 

Patton (1997) found a high degree of correlation between the Further Education/Training 

scale of the TPI and all three scales of the WISC-III. The authors also reported that the 

Daily Living scale and the Interpersonal Relationship scale of the TPI were highly 

correlated to the Daily Living domain and Social domain of the Vineland Adaptive 

Behaviour Scales respectively. However, further studies are needed to examine the 
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concurrent and construct validity of the TPI. 

Interviews 

Interviews provide researchers with a means to explore individual perceptions and 

experiences in order to «develop insights on how subjects interpret some piece of the 

world" (Bogdan & Biklen, 1992, p.96). There were two reasons for using interviews in 

this study. First, interviews were used to explore participants' understanding of transition 

planning. Second, interviews provided opportunities for participants to share and discuss 

their experiences with the Transition Planning Inventory. 

All interviews were conducted using a semi-structured qualitative interview 

format. The semi-structured interview can be described as a conversation between 

participants that is guided by a list of questions or issues to be explored (Merriam, 1988). 

However, unlike structured interviews, the exact wording and order of the questions are 

not rigidly defined. The semi-structured interview is an appropriate technique when 

"certain information is desired from all respondents" (Merriam, 1988, p.74). Since one of 

the goals of this study was to examine the usefulness of the TPI and to examine 

participants' understanding of transition planning, it was appropriate to ask all 

participants similar questions regarding their experiences with the TPI and their 

perceptions of transition planning. 

An interview guide was developed by the researcher and contained questions in 

three basic areas: reason for participating in the study, perception of transition planning, 

experiences with the Transition Planning Inventory. A copy of the interview guide is 
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included in Appendix C. The interview guide was field tested with two teachers, one 

psychologist and one parent prior to its use in the study. Following the pilot interviews, 

the researcher discussed the educators ' interpretations of the questions and asked for 

suggestions to improve the interview guide. Based on their comments a total of three 

questions were removed and four questions were re-worded to clarify their meaning. 

Procedures 

Transition Planning Inventory 

To locate participants, the research officers or coordinators of research and 

special projects in a variety of school jurisdictions were contacted to discuss the study. 

After obtaining permission to conduct research within the school jurisdictions, the 

researcher telephoned school principals, assistant principals, or guidance counsellors to 

discuss the research project. The intent of this initial telephone contact was to introduce 

and explain the research project, discuss the nature of the school's involvement, and to 

answer any questions that schools might have regarding the study. Following the initial 

discussion with the appropriate school authorities, seven schools agreed to participate. 

Five of the schools agreed to allow the students to complete the TPI during class time. 

For these five schools, the researcher was provided with the names of teachers willing to 

participate in the study and a list of dates and times when students could complete the 

TPIs. Prior to administering the TPIs to each class, the researcher introduced herself, 

explained the purpose of her research and provided a brief overview of the TPI. The 

researcher explained how to complete the TPI and was available during the 
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administration to answer questions. Students were instructed to complete the TPI 

anonymously but were asked to include their date of birth on the form. When the 

students completed the TPI and handed it in, the researcher recorded on the top of the 

form whether the student was male or female . As students completed their TPIs, the 

researcher asked teachers to select one or two students in the class and complete the 

School Form of the TPI. Completion time for the Transition Planning Inventory ranged 

from 25 minutes to 35 minutes. Administration of the TPIs in the schools began in 

February 2002 and was completed in June 2002. 

In addition to the five schools that permitted direct access to the classrooms, two 

schools requested that the researcher provide copies of the TPI to the schools' principal 

or assistant principal, who would assume responsibility for having the TPls completed by 

students. For these two schools, the researcher telephoned the school personnel 

responsible for overseeing the administration of the TPI and explained the procedures to 

be used for completing the TPI. The researcher also included detailed directions for 

teachers and a script that could be read to students prior to completing the TPI. A copy 

of the script used is included in Appendix D. Teachers were also asked to select one or 

two students from each class completing the TPI and complete the School Form of the 

TPI. One school had students complete the TPIs by attaching them to the students' final 

exams (would be completed after finishing the exam). One school failed to return the 

TPIs to the researcher. 
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Interviews 

In addition to identifying participants through the schools, the researcher also 

contacted professionals working in the area of transitions, learning disabilities, curriculum 

development and support for students with learning disabilities, or who were involved in 

psycho-educational assessments to students with special needs. Professionals were asked 

to contact potential interview participants and provide a brief explanation of the study 

and to determine if the researcher could contact the potential participants directly. The 

professionals provided contact information for individuals willing to participate and the 

researcher then contacted the potential participants directly to explain the study in further 

detail. Unlike school participants who completed only the TPI, parents, teachers and 

students contacted directly by the researcher were asked to complete both the TPI and to 

participate in interviews with the researchers. In total, 15 students contacted directly by 

the researcher completed a Transition Planning Inventory and participated in a semi

structured interview. In addition, twelve parents and fifteen educators (twelve teachers; 

3 psychologists) contacted directly by the researcher completed TPIs and participated in 

interviews. 

Interviews were conducted with students, parents, and educators from March 

2002 through July 2002 and ranged in length from 22 minutes to 45 minutes. Each 

interview began with a discussion of the purposes of the research, the possible benefits of 

participating in the research, and the researcher's expectations regarding informant 

participation. After discussing and signing a consent form, participants were asked to 

reflect on their understanding of the transition planning process and to describe their 
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personal experiences with the Transition Planning Inventory. Following completion of 

the interview, the researcher then transcribed and analysed the interview. 

Data Analysis 

Question 1 

Do high school students with and without learning disabilities differ in their perceptions 

of their readiness to transition from high school? 

To determine ifhigh school students with and without learning disabilities differ in 

their perceptions of their readiness to transition, the mean standard scores of the groups 

of high school students were compared. A series of 9 three-way (disability X gender X 

grade) analyses of variance (ANOVA) was then performed for the individual scales of the 

Transition Planning Inventory. Univariate procedures were used, rather than a 

MANOVA, for two reasons . First, the theoretical assumption underlying the Transition 

Planning Inventory is that the individual scales of the TPI are independent of each other. 

In other words, each scale of the TPI is presumed to measure a distinct area of need 

(Clark & Patton, 1997). Second, in order to investigate the degree of correlation 

between the scales of the TPI for the current sample, the correlation coefficients for each 

scale were calculated. As indicated in Table 6, the scales of the TPI for the current 

sample had very low correlations to each other. Therefore, since MANOVA works best 

with moderately correlated dependent variables (Tabachnick & Fidell, 1996), univariate 

tests were most appropriate. A Bonferroni correction was applied to each univariate test 

in order to control overall Type I error. 
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Twelve parents and 15 educators also completed a Transition Planning Inventory. 

Parents and educators completed TPIs in order to gain experience with the instrument 

and to be able to discuss their perceptions of the TPI with the researcher. Therefore, 

parent and educator responses on the TPI were not analyzed as part of the current study. 

Table 6 

Correlation of Scales on the TPI 

EMP ED DL LA CP H SD COMM IR 

EMP --
ED .393 --

DL .244 .148 --

LA 

CP 

.371 

.352 

.329 

.360 

.390 

.173 

--
.279 --

H .254 .298 .365 .565 .371 --
SD .462 .262 .223 .450 .522 .431 --
COMM .406 .331 .178 .352 .355 .336 .484 --

IR .324 .235 .453 .345 .424 .368 .490 .218 

Question 2 & 3 

How do high school students with and without learning disabilities, their parents 

and teachers perceive the process of transition planning? 

How useful is the Transition Planning Inventory (TPl) as a tool for assessing the 

transition needs ofhigh school students with and without learning disabilities? 

Semi-structured interviews were used to explore participants' perceptions of the 

transition planning process as well as their experiences with the Transition Planning 
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Inventory. The focus of the current study did not include an examination of the validity 

or reliability of the Transition Planning Inventory but rather focused on participants' 

perceptions regarding the utility of the Transition Planning Inventory as a tool to assist in 

planning transitions for youth with learning disabilities. In order to analyse the 

interviews, transcripts were organized into six groups: students with learning disabilities, 

students without learning disabilities, parents of students with learning disabilities, parents 

of students without disabilities, educators of students with learning disabilities and 

educators of students without learning disabilities. A qualitative content analysis, using a 

three step coding system (Neuman, 1994), was then conducted on the transcripts from 

each group of participants. The first step, known as open coding, involved a search for 

concepts or recurring ideas within the transcripts. In order to identify the relevant 

concepts or ideas, the researcher reviewed the transcripts of each group of participants 

and highlighted terms, phrases, or ideas that either appeared repeatedly or ideas or 

phrases that appeared to the examiner to have been said with emotion or conviction by 

interview participants. The second step of analysis, known as axial coding, in~olved an 

examination of the information identified during open coding in an attempt to organize 

concepts, terms, and ideas into consistent themes. Consistent themes were developed by 

organizing terms or ideas that appeared to be similar into groups and then trying to 

develop a single word or phrase to capture the essence of the ideas or terms. The final 

step of coding, known as selective coding, involved scanning the transcripts in order to 

identify "cases that illustrate themes and make comparisons and contrasts" (Neuman, 

1994, p.409). During this final stage, the researched reviewed all transcripts in an 
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attempt to identify and select quotes that best represented the themes identified. 

Summary 

The purpose of this study on transition planning was to examine the transition 

profiles ofyouth with and without disabilities and to explore the potential benefits of 

using the Transition Planning Inventory as a tool to assist in the transition planning 

process. In order to achieve its goals, the study used both quantitative and qualitative 

procedures. Participants included high school students with and without learning 

disabilities, parents and educators. Data for the study was collected from two sources: 

semi-structured interviews and the Transition Planning Inventory. Student responses on 

the TPI were analysed using univariate analysis ofvariance (ANOVA) while qualitative 

procedures were used to analyse the data collected from the semi-structured interviews. 
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CHAPTER FOUR 


RESULTS 


This chapter presents the procedures used to screen the data prior to analysis and 

then the results of the study. Results pertaining to each question will be discussed in 

sequential order. 

Data Screening 

Prior to analysis, participant responses on the scales of the Transition Planning 

Inventory were examined using SPSS Version 11 for accuracy of data entry and to 

determine if the data met the assumption of normal distribution. To determine if the data 

was normally distributed, skewness and kurtosis indices were calculated for each of the 

scales of the TPI. Results indicated that data on three scales (Employment, Leisure 

Activities, and Health) was not normally distributed. A review of the raw data revealed 

that 10 participants had extremely low scores (outliers) on at least one of the following 

scales: Employment, Leisure Activities, and Health. To correct the nonnormality of the 

distribution of these scales, the extremely low scores were deleted from the scale. For 

instance, on the Employment scales, two participants had extremely low scores and were 

deleted from the scale. The participants' scores on the other scales were not removed. 

Table 7 presents the number of valid cases analysed for each scale of the TPI. When all 

10 extreme scores were removed, the data for all the scales of the TPI was normally 

distributed. 
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Table 7 

Cases analysed for each scale of the TPI 

EMF ED DL LA CP H SD COMM IR 

N 165 167 167 164 167 162 167 167 167 

Mean 3.73 3.43 4.42 4.53 3.54 4.44 3.91 4.23 3.97 

Std . 

Deviation 

0.73 0.98 0.53 0.59 0.77 0.51 0.64 0.69 0.65 

Note: EMF-Employment; ED-Further Education & Training; DL-Daily Living; LA-Leisure 

Activities; CP-Community Participation; H-Health; SO-Self-Determination; COMM

Communication; IR-Interpersonal Relationships 

Question 1 

Do high school students with and without learning disabilities differ in their perceptions 

of their readiness to transition from high school? 

Student responses on the Transition Planning Inventory were analysed using 

descriptive statistics as well as univariate statistics. First, the type of post-secondary 

experience that students were planning for themselves was examined. As presented in 

Table 8, similar percentages of students in grades ten and eleven, regardless of disability, 

selected college or university as the post-secondary environment that they were most 

likely to attend. Only slightly more than half of grade twelve students without disabilities 

identified college or university as the most likely post-secondary setting for themselves. 
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Table 8 

Planned post-High School Experiences 

LDIO LDll NLDIO NLDll NLD12 

Likely Post-School Setting 

Work Full-time 
Work Part-time 
Vocational Training 
College / University 
Other 

9% 
18% 
--

73% 
3% 

4% 
14% 
--

83% 
--

7% 
12% 
--

82% 
3% 

10% 
15% 
--

76% 
1% 

35% 
7% 
3% 
54% 
2% 

Note: Percentages reported may exceed 100% as some participants identified more than 
one post-school setting. 

A series of three way (disability by grade by gender) analyses ofvariances, comparing 

responses on the nine TPI scales for the five groups of high school students, was 

conducted. Table 9 displays the mean scores for high school students with learning 

disabilities (LD) and high school students without learning disabilities (NLD) from the 

ANOVAs performed on each scale of the TPI. 

Analysis ofvariance, using Bonferroni correction p=O. 006, revealed significant 

differences between students with and without learning disabilities. First, the groups 

were significantly different on the Education and Further Training scale (F=12 .595; 

p=O.OOl). Examination of the group means suggested that students with learning 

disabilities rated their preparation for post-secondary education lower than students 

without disabilities. Second, a significant difference was also found on the Daily Living 

scale of the TPI (F=9 .899, p=0.002). Examination of the group means indicated that high 

school students with learning disabilities rated their basic living skills lower than high 
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school students without learning disabilities. Finally, a significant difference was also 

noted on the Communication scale (F=80.058, p=0.002), with group means indicating 

that high school students with learning disabilities rated their abilities to communicate 

effectively lower than peers without disabilities. 

Table 9 

Means for the LD and NLD Groups on the Individual Scales of the TPI 

TPI Scale LD Group 

Mean Std. Dev 

NLD Group 

Mean Std. Dev 

F-value 

Employment 3.51 0.74 3.84 0.69 4.085 

Education ITraining 3.27 0.90 3.59 0.89 12.595 ** 
Daily Living 4.20 0.69 4.51 0.44 9.899 ** 
Leisure Activities 4.38 0.63 4.63 0.51 6.525 

Community Participation 3.55 0.74 3.60 0.75 0.017 

Health 4.30 0.56 4.51 0.47 6.029 

Self-Determination 3.84 0.54 4.03 0.58 1.500 

Communication 4.09 0.72 4.32 0.67 8.058 ** 
Interpersonal Relationships 3.98 0.56 4.04 0.58 0.252 

** p :S 0.006 (alpha with Bonferroni correction) 

No other significant differences were found between high school students with 

and without disabilities in their scores on the following scales of the TPI: Employment, 

Leisure Activities, Community Participation, Health, Self-Determination, and 

Interpersonal Relationships. Student responses suggest that high school students with 

and without learning disabilities were similar in their perceptions of their abilities and 

knowledge regarding these areas of transition planning. 
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Students' responses on the TPI were also examined for gender differences. While 

ANOVAs generally failed to reveal any significant differences between male and female 

students, a significant difference between male and female students was noted on the 

Health scale of the TPI (F=8 .722, p=O.004). Examination of the group means suggested 

that female high school students rated their abilities to maintain and promote physical and 

emotional health lower than their male peers. 

Analysis ofvariance failed to reveal any significant differences between students 

at different grade levels. 

Summary ofResults for Question 1 

A review of student responses on the Transition Planning Inventory revealed that 

high school students in grades ten and eleven, regardless of disability, had similar plans 

to pursue post-secondary education. A majority of grade twelve students without 

disabilities also had plans to attend college or university; however, they were less likely 

than their younger peers to select post-secondary education as their primary post-high 

school setting. Analysis ofvariance conducted using the various scales of the 

Transitional Planning Inventory indicated that significant differences between high 

school students with and without learning disabilities existed. Specifically, high school 

students with learning disabilities rated their preparation for post-secondary education, 

their ability to manage basic daily living tasks, and their ability to communicate 

effectively lower than high school students without learning disabilities. Analysis of 

variance also revealed that female high school students rated their ability to maintain and 

promote physical and emotional health lower than male high school students. 



46 

Question 2 

How do high school students with and without learning disabilities, their parents 

and teachers perceive the process oj transition planning? 

Interviews were designed to gather information about participants ' understanding 

of transition planning. Although interviews were analysed according to group 

membership (students with learning disabilities, students without learning disabilities, 

parents of student with learning disabilities, parents of students without learning 

disabilities, educators of students with learning disabilities and educators of students 

without learning disabilities), no group differences were apparent. In total, five major 

themes emerged from interviews with parents, students and educators. One theme related 

to participants' overall understanding of transition while three themes reflected 

participants' understanding of key participants in planning transitions. One theme related 

to perceptions regarding the focus of transition planning. 

Theme #1: Change and Preparation 

Parents, students and educators generally described transition in terms of change 

and preparation for new challenges and experiences. As a parent of a grade 12 student 

suggested, transition "is getting ready for increasing independence". The parent of a 

grade 10 student indicated that transition: 

means change and preparing for change and you know when I think of 

transition, I think about getting ready for doing something that maybe you 

have not done before or embark on something that is at least an extension of what 

you've done in the past. There may be preparation needed in terms of certain 

skills or certain things you need to think about. 
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Similarly, a parent of a grade 11 student with learning disabilities suggested that 

transition: 

means pretty much anything and everything that can occur after that structure of 

high school or school is over. So whether it is to work, to school or whatever it is . 

Just that change, that change from what they have been doing for the last twelve 

years. 

The perception that transition involves a change in status was also expressed by 

educators. For instance, when asked to describe her understanding of the term 

"transition", an educational consultant indicated that 

I think of it in the school system. Transition is going from one program to 

another so we talk about when a child is coming out of, say, a literacy class into a 

regular stream. Or we also talk about transitioning kids as they go from 

elementary to junior high, or junior high to senior high. 

A senior high school teacher expressed a commonly held perception that 

transition for high school students involves moving immediately into employment or to 

post-secondary education when he explained that transition means "preparing them 

[students] for post secondary, whether that is in a technical institute, the university, 

something like Mount Royal College, or whether it is job placement, job training". 

High school students with and without learning disabilities also described the 

term transition in relation to preparing for life after high school. Michael, a grade 10 

student with learning disabilities, seemed to capture the perception of most students 

interviewed when he described the term transition simply as "getting ready for what you. 

do when you finish grade 12". Similar views were echoed by a grade 11 student without 

learning disabilities who suggested that transition means "moving from one point in your 

life, you know, from being a high school student to, well, not being a high school student 
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any more. And getting ready for your career and the kind ofjob you want to do when you 

graduate" . 

Theme #2: Student as Participant 

In discussing the role of students in the transition process, the majority of high 

school students, parents and teachers interviewed described high school students as the 

"primary" or "key" people involved in transition planning. Students, parents and 

educators also described active student involvement in transition planning. For instance, 

when asked to describe the role of a student in the transition process, the father of a grade 

11 student without learning disabilities indicated that students need to: 

search out for themselves what programs they need. And the Internet, they can 

get on the Internet themselves and start searching out what programs are available 

at different universities and colleges. All of that is posted, so they can get 

involved in that and start this is what I'd like to get into. How do I get into that. 

They can take this information into their guidance counsellor and say, like, to help 

them with the steps. 

A mother whose son had just completed the tenth grade expressed similar 

sentiments about the role of the student and suggested that students "should be taking the 

reins and being interested and getting on with it and doing it". 

Most of the students interviewed also described information gathering as the 

primary role of high students in transition planning. For instance, a grade 10 student with 

learning disabilities suggested that [I] " need to find out about different careers and jobs 

that I can do". Similarly, in describing her role in transition planning, a grade 11 student 

without learning disabilities suggested that 

we should be thinking about what we want to do after high school and then 

getting the information we need about school, I mean college or maybe university, 

and being sure to take the courses we need for applying to our program. I mean, 
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teachers can help you with courses and they might tell you what you should take 

if you don 't have the marks to go on, but really, it ' s up to us to know what we 

need to take. 

The emphasis on information gathering was also expressed by a grade 12 student 

without learning disabilities who explained that her transition planning had been "slow to 

get ofIthe ground": 

I think kids should be looking into things that are of interest to them and not just 

waiting for parents or teachers to tell you what you should be doing or thinking. 

Most kids just do CALM [Career and Life Management] in grade 10 and then 

don't really think about things again. But there is lots of information, I know 

some sites on the Internet that you can get information about jobs, and the things 

you need to get into the job, like the kind of schooling you need. So that's what 

kids should be doing. They should be looking at all this information and ideas of 

things they can do after high school. 

The mother of a grade 11 student who felt that her son was "not fully prepared" for the 

transition from high school indicated that: 

And I think with transition planning, hopefully by the tirrie kids are starting to get 

to this age they are taking the lead and the school and parents are there to support 

them. That would be the ideal situation I think. 

However, she went onto explain that "I do know that lots of kids at that age are not there 

yet, not ready yet", and reflecting on her own son's preparation believed her son "is not 

mature enough or ready to be doing that [transition planning]". 

In addition to active student involvement in planning transitions, parents and 

educators of students with learning disabilities identified self-advocacy as a critical skills 

that students with learning disabilities needed to develop through the transition process. 
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For instance, a psychologist involved in planning transitions for students with special 

needs explained that: 

In elementary, we try to get them to start advocating for themselves. So that when 

they get to junior high, they will be able to walk in to see a teacher and be able to 

say "this is what I need and how can you help me". So they walk into high 

school, they are able to say to somebody, "this is what I need. How can you help 

me?" They have to be the strongest advocates for themselves. 

The mother of a grade 11 student with learning disabilities also reflected on the need for 

self-advocacy skills: 

I would hope that as the child is moving onto university, the parent has a very 

minute role. This is the child ' s life. And hopefully, the child knows enough of 

what they want and how they get there because if they can't advocate for 

themselves, Mom' s not there to hold their hand in university. 

Theme #3: Parents as Supporters 

Although most interview participants believed parents should have a role in 

planning transitions, differing views of the level of parental involvement were expressed. 

For instance, one senior high school teacher explained that 

I've always had the point of view that parents are significant partners in their 

children's education so it can't always be the school because they don't 

understand necessarily the client, or the financial situation or what the past 

histories are with the families . 

The parent of a grade 10 student with learning disabilities echoed the belief that 

transition planning involved a partnership with parents and other key stakeholders: "I 

think it's pretty much like all through school, there's a team there. There's the school, 

the teachers, the school, the parents and the kid". 
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A mother whose grade 11 son had shown little interest in career planning to date 

described an active role for parents in helping students prepare to leave high school. She 

explained: 

I definitely think parents should be helping their kids see what they are good at. 

Bring to the student's attention when they really see something that is strong. I 

think when they see an area ofwork or career or a program in school that they 

believe is of interest, gathering that information and providing it is a good thing to 

do . And I think probably directing them to the things I was talking about like the 

forms. 

When asked to describe her involvement in her son 's transition planning process, 

another mother of a grade 11 student with learning disabilities revealed that her 

involvement consisted primarily of 

every so often, probably once a month saying, you know, what have you thought 

of, what do you like. And I think talking about the courses he is doing and are 

those of interest to you. Could you see yourself using that somewhere else. 

Probably to this point that is pretty much how much we've been involved. It ' s just 

the talking part of it. And you know, my husband actually has brought home stuff 

for programs at SAlT and given them to Craig l to look at. 

The father of a grade 12 student described similar involvement in his son' s 

transition process and indicated that 

In terms ofworking we haven't talked about specific things that he could do 

directly out of high school. I think we 've been trying to push him towards the 

school mode and I don't think he is really going that way. So mostly, just talking 

with him about what he is doing and what he 's interested in and how he sees that 

as perhaps leading to something else. 

For reasons of confidentiality, names of participants have been changed. All names reported are 
pseudonyms. 
I 
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In addition to helping adolescents explore personal interests and strengths, a mother with 

daughters in grades 10 and 12 believed that a parent' s role in preparing youth to leave 

high school involved: 

empowering your child to take on those responsibilities and to give enough 

guidance to follow through so that they will succeed in meeting those deadlines 

and so on and to try to hand over the reins as much as possible. 

When asked to explain how a parent empowers a child, the parent went onto explain that 

parents empower children by not doing the work for the child "even ifit ' s easier 

to do it yourself To try to delegate with some guidance those kinds of things so 

that they will be able to do it themselves next time". 

Despite the fact that most parents described a role for themselves in the transition 

process, several parents suggested that they had very minimal information or actual 

involvement in transition. For instance, reflecting on her experiences with her grade 12 

daughter, one mother revealed that, "I guess I didn't know too much about it . I would 

hear about it the day before or the day after, "oh, by the way, there was a meeting". A 

lack of information was also commented on by the parent of a grade 11 student with 

learning disabilities, who expressed her concern that parents might not have the 

information necessary to support their children: 

I think even at this point and certainly when my kids entered high school I 

became less aware of the details of what they were provided with. I still don't 

know the details of that . .. My concern is that high schools are very huge and I 

think the idea of what is available is good but it ' s letting all the students know. 

For example, I went to an information session at the high school just before some 

of the deadlines were due for filling out some of the paper work [for a college 

application], around early April or late March, and it was very poorly attended. I 

think, you know this was a high school of 1400 and there were maybe 50 people 

at the meeting and of those, maybe seven or eight of those were students. And I 

just happened to hear, I happened to find out about the meeting, and called a 
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couple of other parents who said "oh, I hadn't heard about it, I'll certainly go" and 

I worry that the information doesn't get well spread out. 

The perception that parents of high school students should be involved as 

supporters or mentors for their teenage children was expressed by a school consultant, 

who expressed her frustration with parents who, in her opinion, were "overly involved" 

in the transition process: 

... we still have parents who phone the schools and try to talk to the counsellors 

about "my child wants to do this, my child wants to do that" . We really have a 

big push into talking to the child alone. So the parent is more of an emotional 

support. If you go through Erickson' s things of where the parents should be, it's 

more of support and guidance and you know, a mentor. 

The consultant went on to explain that parents 

shouldn't be the ones searching out the information. They can help line them up 

with other mentors, like career mentors. So if they want to go into engineering, 

maybe they have a friend who is an engineer, let me set up a time when you can 

talk to them or job shadow them for a day or things like that. 

Theme #4: School as Provider of Experiences / Opportunities 

In discussing the role of the high school in transition planning, two distinct areas 

of emphasis emerged: teaching specific skills and providing opportunities to explore 

career interests. The parent of a grade 12 student indicated that she hoped schools 

Talk to them about you know, the correspondence between institutions, financial 
management, letter writing even, things that they may not have reviewed in a 
while to make sure that they are capable of sitting down and looking after that 
paper work. 

When asked to describe how schools should be involved in transition planning, the 

mother of a grade 10 student expressed her belief that "it ' s easier for kids to kind of be 

taught some of those practical things". When asked to provide examples of practical 
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things students should be taught, the mother suggested "how to create a resume", 

"interview skills", ' 'using a computer", and "ftlling out paperwork". 

The mother of a grade 12 student believed that by providing opportunities to 

develop practical skills, schools would also be helping students develop emotionally: 

I guess giving them the confidence, and I know you're going to say "how will 

they give the confidence" but I think maybe having the practice. I think some of 

that is role playing or maybe, if it isn't already, a job interview, what does that 

feel like. What are some of the things that you can be asked? What are some of 

the things you can present if you don' t have a lot of work experience. 

One teacher also identified providing opportunities as important features of school 

involvement in transition planning and explained that the role of the school in transition 

planning is: 

to get them to look at different opportunities, or to get them to look at skills that 

they might develop rather than just looking at the actual academic average to get 

into a particular university program or, because all the programs are so over

loaded in this city that what it really boils down to is what is your average. 

A psychologists believed that the school' s role in transition planning is "exposing 

them [students] to the importance of making choices at that particular time and some of 

the things that maybe they can do" while a second psychologist suggested that ' 'you 

know that's one of the objectives of adolescents, defining what you are going to do as a 

career and a lot of that happens hopefully in the CALM classes in grade 10" . 

Alt~ough many participants suggested that schools should be helping students 

explore career options and personal interests, many parents and educators expressed 

concern that perhaps schools were not doing an adequate job of career planning. For 

instance, one psychologist with extensive experience with high school students, did not 
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believe that ' 'there is any purposeful exposure to the kids in the early grades of high 

school. The scramble starts the second semester of grade 12" . 

Commenting on the availability of career exploration experiences, a parent of a 

grade 11 student with learning disabilities believed that 

I think: if it's available, and you know I don't know ifin some schools there is an 
option that let's you study various careers. I just think the more it is available to 
kids in grade 10, 11 and 12, the better, the easier the transition would be for these 
kids. So I think: there is a place for it in high school and I think: they could be 
doing more. 

Another mother of a student with learning disabilities in grade 11 believed that 

although the career planning course was "a reasonable course", she had some 

reservations about its content: 

I think: maybe it is a repeat of stuff that they have done in junior high school, and 

they complain bitterly about it so maybe it needs revamping or something. 

A high school teacher, commenting specifically on the career planning courses 

suggested that "The CALM courses tend to be quite general" and he believed that career 

planning tended to occur in "ambiguous or cloudy terms" . He reported that "most 

CALM courses are done in either grade 10 or 11 , which kind of removes the 

effectiveness of it" and as a result, the CALM course is "not a priority for students" . 

Theme #5: Focus on Academic / Post-Secondary Education 

Many parents and teachers believed that transition planning in schools was 

focused primarily on helping students prepare for college or university. For instance, the 

mother of a grade 12 student indicated that her daughter ' s school 

attempted to provide some steps, like here is what you need to do to apply for 

scholarships or to apply for post-secondary places, these are the deadlines. 
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Similarly, the parent of a grade 11 student with learning disabilities stated that 

I do know from being involved in the high school with the parent council that 

counsellors are available for kids to go at anytime and talk. Mostly I think 

it ' s about post-secondary, I haven 't heard too much information about other 

options. 

The perception that schools focus transition efforts on preparing students for college and 

university options was also expressed by educators. One high school teacher questioned 

whether schools provide sufficient support for students who are not intending to pursue 

post-secondary education: 

Generally do schools do a good job of transitions? I think for the higher end 

students who are going onto post secondary, that is where most of the effort goes. 

So I would say that from that sense, getting them the information, getting them 

the contacts at the university, looking at scholarships, they do a very good job. 

Again, how realistic is that, I don' t know. For the kids who are struggling 

academically, there is very little done on going directly to career training, or on 

the job training, or apprenticeship training or for that matter, even SAlT, the more 

technical careers. I would say they don't do, there is not as much effort and time 

spent on that. So those are weasel words. Instead of saying that they don't do a 

good job, they don 't do it as well . 

One school psychologist confided that: 

I don't worry about those kids [students with learning disabilities] much, to be 

honest. It ' s the FAS kids and those kids with lower cognitive abilities .... those 

kids have accommodations set up and there are accommodations in universities. 

And our universities and community colleges are doing a good job with LD kids 

so we could say to kids "you don't need to be scared to go to university because 

we can get this set up, and this set up and this set up" . So it's a lot easier to sell 

them that it ' s not going to be as scary because it ' s knowing that there are many 

kids who have gone on to be as successful as in high school. So I feel we are 

doing a better job with those kids . 
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Summary of Results for Question 2 

In reviewing the results of the interviews with students, teachers and educators, it 

is clear that all participants shared some similar perceptions of the transition planning 

process, although some differences were revealed. First, by describing transition as 

preparation for new challenges and experiences, participants shared the perception that 

transition involves a change in status and planning for future opportunities. Second, in 

describing student involvement in the transition process, participants shared the 

perceptions that students should be actively involved in planning their post-school 

experiences, although some parents and educators indicated that students, both with and 

without disabilities, may not be fully prepared to be active participants in transition 

planning. Although interview results indicated that parents were generally perceived as 

having an important role in planning transitions, differing perceptions of the degree of 

parental involvement in transition planning was evident, with some participants 

describing parents as partners who should be active in planning transition while others 

described parents as mentors or guides who should not actively search out information 

for students. Another common perception held by interview participants was the view 

that schools should be providing a range of opportunities for students to learn specific 

skills as well as providing opportunities for career exploration and discovery. Finally, 

while participants described schools as providers of opportunities, the results of the 

interviews revealed that most participants believed current efforts at transition planning 

focus primarily on academic opportunities and are geared towards students who are likely 

to pursue further post-secondary education. Overall, no differences between high school 
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students with learning disabilities, their parents or educators of students with learning 

disabilities and students without disabilities, their parents or educators emerged. 

Question 3 

How useful is the Transition Planning Inventory (TPl) as a tool for assessing the 

transition needs ofhigh school students with and without learning disabilities? 

Interviews were used to gather information about participants' perceptions of the 

Transition Planning Inventory as a tool to assist with transition planning. Data from the 

interviews with parents and students revealed two major themes related to the scope or 

breadth of information on the TPI and the nature of the questions. Interviews with 

educators revealed a third theme related to the background knowledge of teachers asked 

to complete a TPI. 

Theme #6: Limited scope 

Overall, parents of students with and without learning disabilities described the 

TPI as having some positive features but believed the TPI to be very simplistic, and 

hence limited, in its ability to help plan transitions. For instance, the parent of a grade 11 

student with learning disabilities described the TPI as a "stepping stone" and indicated 

that: 

I think it's a start. I don't think it provided an enormous [amount of information], 

it didn't really make us come out with any clear, 'this is the direction we need to 

go' . I was looking at, well yes, there are some things here that yes most are well 

in place and it's a good place to start but I think that as far as, I had to think for a 

minute. Obviously John and I had different responses about what I thought he 

would be doing and what he thought he would be doing different and I think it 

was a good thing for us to begin to talk about that and see what we both thought. 
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It didn't help him to look at, okay, if I am working then what will I be doing 

working. I think it would take something far more detailed to be able to say this 

is what I am good at, here are some areas you'd want to look at, these kinds of 

strengths and that kind of thing. 

A similar view was echoed by a parent of grade 11 student without learning disabilities 

who indicated that, although: 

Some of the areas that he might have difficulty, post-secondary schooling or 

transition to work, apply to him more, those areas were not as helpful because 

they were too basic and they didn't really tease out the details. 

Similarly, a grade 12 student without learning disabilities questioned the TPI's ability to 

provide useful information and reported that 

I don't think that the questions are useful because most of them have nothing to 

do with me or my plans. The ones on schooling and on employment were okay 

but questions like leisure activities, well, I don't see how that's going to help me 

prepare for college. 

However, the parent of a grade 10 student with learning disabilities suggested that the 

basic nature of the questions on the TPI helped her think about the type of skills or 

knowledge individuals need to be successful in adulthood: 

I think initially when filling it out, both Jake and myself, with the basic daily 

living kind of things seemed very normal to us, like well who couldn't? But when 

you begin to think about it, those are the kinds of things you absolutely need to 

have to manage out in the world. So as I thought about it more, it began to mean 

that these are· some basic things and areas that need to be in place in order for a 

person to be successful in their transition out into that environment. 
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Theme #7: Ambiguous Questions 

Although a few students reported that the TPI "was easy enough to fill out", most 

parents and students indicated that the questions on the TPI were difficult to interpret and 

many individuals indicated that they were not sure what some questions were asking. For 

instance, a grade 10 student with learning disabilities suggested that the TPI was difficult 

to answer: 

Because lots of the time I didn't know what they [the questions] were asking. 

Like for the one on doing the right thing. That could mean that you know what 

the right thing is or it could mean that you do the right thing. It was confusing. 

The lack of clarity in the questions of the TPI was commented on by a parent with 

daughters in grades 10 and 12. According to the parent, the TPI was difficult to complete 

because 

To me there was a lot of ambiguity between [the questions]. There was a lot of 

questions that asked would your child have the skills to set up her own household 

or whatever, or it didn't even ask that, it was kind of is she ready to do that. And 

I think there is a difference between having the skills to do so and being sort of 

independent or emotionally ready to do that. So if you say does she know how to 

obtain a job that interests her, are they asking does she know how to get the skills 

for that job or does she know how to go and call that place and ask is there a job 

available or how to correspond with them, or write a resume. You know, what are 

they asking? It was very ambiguous. I would have answered them very 

differently depending on what they were intending. 

The mother went on to suggest that her daughters also had difficulty interpreting some of 

the questions on the TPI: 

And I think the girls found the same thing. They would sort of say, well how can 

you answer this, are they asking me from this perspective or from that. We 

weren't sure. 
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Theme #8: Insufficient Knowledge 

Several educators who were interviewed regarding their perceptions of the TPI 

generally believed that school-based personnel would not have enough information about 

students to complete all sections of the Transition Planning Inventory. For instance, 

reflecting on his own experiences in helping high school students explore career options, 

a high school counsellor reported that 

As a high school counsellor doing this form, a lot of it, people normally 

wouldn't have access to a lot of this information. 

Lack of knowledge or insight into a student's non-academic needs was also commented 

on by a high school teacher who suggested that a focus on meeting curriculum 

requirements might interfere with a teacher's ability to develop a complete understanding 

of student needs. 

First of all, I wondered, who was going to be filling this out. Ifyou chose the 

regular, ordinary kid in the class okay, and you get to something like 

"employment", how would they [teachers] know anything about what 

employment, I mean if they are their Physics teacher, for example, how would 

they know for example ' 'Knows how to get a job", etc. Now we do have work 

experience at the school and so I could see where this could be involved with kids 

who have been involved with experience so that the teachers could have more 

input on that. Okay, I would hesitate to know how much some of the teachers 

would able to answer some of these. Our high school teachers are very 

curriculum oriented. 

A similar view was expressed by a school psychologist who, as non-school based 

personnel, believed that he would not have a knowledge ofa student' s non-academic 

interests or needs. 

I think a psychologist coming into the school and you're asking me to complete 

this on a particular person and you asking me about their self-determination or 

their health or leisure activities, I might not have any idea about that. When I 
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looked at it, I said to myself that I would filling out a lot of ''DKs'', "Don't 

Know". The other thing is it does a lot of describing, "knows how to ... ", I guess 

what I am saying is that the range here is very broad . 

Summary ofResult for Question 3 

In reviewing the results of interviews with students, parents and teachers 

regarding the utility of the Transition Planning Inventory, most participants raised 

concerns about the value of the Transition Planning Inventory as a tool for planning 

transitions. By describing the TPI as simplistic in its treatment of the various transition 

areas, most parents and students, regardless of disability, suggested that the TPI did not 

delve deeply enough into the various areas of transition planning. Similarly, parents and 

students indicated that some of the questions on the TPI were difficult to interpret. 

Finally, educators questioned whether they, as professionals, would have sufficient 

knowledge of students non-academic needs to be able to complete the Transition 

Planning Inventory. 
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CHAPTER FIVE 

DISCUSSION 

The purpose of this study was three fold : (a) to examine how high school 

students with and without learning disabilities perceived their readiness to transition 

from high school, (b) to explore parent, teacher and student understanding of the 

transition planning process, and ( c) to explore the usefulness of the Transition Planning 

Inventory as a tool for assisting with the transition planning process. The major findings 

of this study were as follows: 

1. High school students with learning disabilities rated their readiness to transition lower 

than their peers without disabilities in the areas of post-secondary education and 

training, daily living and communication. 

2. 	Parents, educators, and students, regardless of disability, had similar concepts of the 

meaning of transition. Specifically, transition was perceived to mean preparation 

for life after high school. 

3. 	Parents, educators, and students, regardless of disability, believed students should be 

actively involved in transition planning. 

4. Parents and educators shared similar views of the role of parents in transition 

planning. 	 Specifically, participants believed parents should be involved in transition 

planning by providing support and guidance to students rather than actively 

making decisions or seeking information for students. 

5. 	Parents, educators, and high school students with and without disabilities described 

schools as the primary provider of transition related services. 

6. 	Parents and educators expressed the belief that current transition planning efforts 

were focused primarily on helping students prepare for college or university. 

7. 	Parents, educators and students, regardless of disability, expressed concern regarding 

the Transition Planning Inventory as a tool to assist transition planning. 
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The following sections discuss these findings in light of the previous research in 

the area of transition planning. Implications for transition planning for high school 

students with learning disabilities are discussed. The chapter concludes with a 

discussion of the limitations of the current study as well as a discussion of further 

research that is needed in the area of transition planning for students with learning 

disabilities. 

Question 1 

Do high school students with and without learning disabilities differ in their perceptions 

of their readiness to transition from high school? 

In general, the results suggested that high school students with learning . 

disabilities had some different perceptions of their readiness to transition compared to 

their peers without disabilities. First, students with learning disabilities expressed less 

knowledge about post-secondary education and training, as expressed in items such as "I 

know how to get into a vocationaVtechnical school that meets my needs" and "I know 

how to get into a college or university that meets my needs". Students with learning 

disabilities also rated their knowledge and abilities regarding basic living skills, such as 

personal grooming and money management, to be lower than their peers without 

disabilities, as evident in items they endorsed on the Daily Living scale such as "I can do 

everyday household tasks" and "I can take care of my own money". In addition, 

students with learning disabilities expressed less confidence in their abilities to use 

listening, speaking, reading and writing skills effectively, as seen in some 
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Communication scale items such as "I have the speaking skills I need" and "I have the 

writing skills I need" . 

High school students with and without learning disabilities expressed similar 

perceptions about their general knowledge of career and occupational choices as well as 

their skills in obtaining employment (Employment scale), about their abilities to be 

involved in leisure activities (Leisure Activities scale), their knowledge of community 

based support programs (i .e. financial assistance programs), their ability to access 

community resources (Community Participation scale), their abilities to maintain and 

promote physical and emotional health (Health scale), their awareness of personal 

strengths and limitations, their abilities to manage personal feelings and decisions (Self

Determination scale), and their abilities to develop and maintain a variety of 

interpersonal relationships (Interpersonal Relationships scale). 

The responses of high school students with learning disabilities on the Transition 

Planning Inventory suggested a picture of students who feel prepared in many critical 

areas related to transition; however, the results also suggested that students with learning 

disabilities feel they lack the knowledge to pursue post-secondary educational . 

opportunities, feel unprepared to meet the demands of daily living, and lack confidence 

in their abilities to communicate effectively with others. The skills and abilities that 

students with learning disabilities suggested they are lacking are not surprising in light 

of research suggesting that adults with learning disabilities struggle in the areas of post

secondary schooling (Aune, 1991 ; Brinckerhoff, 1996; Vogel & Adelman, 1996), living 

independently (Sitlington, 1996; White, 1996; Blalock & Patton, 1996), and with basic 

literacy and numeracy skills (White, 1996). However, given research suggesting that 
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individuals with learning disabilities have difficulty with the interpersonal demands of 

social relationships (Hooper & Olley, 1996; Roffman, 1994; Scuccimarra & Speece, 

1990; Werner, 1993), the finding that students with learning disabilities did not differ 

from their peers in their perceptions of their interpersonal skills is interesting. One 

explanation for the similarity of student responses regarding interpersonal skills is that 

students with learning disabilities are unaware of their social difficulties and have 

unrealistic perceptions of their social effectiveness (Raviv & Stone, 1991 ; Sitiington, 

1996). Raviv & Stone (1991) argued that "impaired social awareness in some of these 

individuals [students with learning disabilities] causes them to falsely perceive 

acquaintances as friends or, in extreme cases, to fail to recognize their incompetencies 

altogether" (p.606) . Therefore, students in the current study may have been unaware of 

their social difficulties hence rated their social abilities favourably. 

Another interesting finding from this study was that high school students with 

and without learning disabilities were planning similar post-school experiences. 

Specifically, the results revealed that high school students with and without learning 

disabilities had similar plans to attend post-secondary institutions, namely colleges and 

universities. Plans, by students with learning disabilities, to pursue post-secondary 

education are consistent with research that has reported an increase in post-secondary 

school attendance by individuals with learning disabilities (Gadbow & Dubois, 1998; 

Gajar, 1996: Brinckerhoff, McGuire & Shaw, 1993; Vogel, Leyser, Wyland, & Brulle, 

1999). Indeed, Brinckerhoff's (1996) concern that after years of struggling 

academically, students with learning disabilities may have little interest in continuing 

their academic studies is not supported by the current findings. However, the finding 
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that the majority ofhigh school students with learning disabilities are planning to 

continue their education beyond high school raises several concerns. First, despite 

their desire to attend post-secondary programs, students with learning disabilities in this 

study reported that they lacked knowledge of post-secondary options. Therefore, one of 

the implications of this study is the need to help high school students with learning 

disabilities explore and gather information about post-secondary school options. In 

order to be successful at the post-secondary level, students with learning disabilities will 

need guidance on how to find a suitable program - one with the range of support 

services that will be compatible with their interests, abilities, and perceived needs 

(Brinckerhoff, 1996). Second, in completing the Transition Planning Inventory, 

students with learning disabilities expressed concern over their abilities to communicate 

effectively using speaking, listening, reading, and writing skills. In other words, the 

students believed they lacked some of the essential skills required for success in a post

secondary program. Therefore, this study also points to a need to ensure that students 

with learning disabilities have the academic skills required to be successful in post-

school settings. 

Finally, results from this study suggested that as students without disabilities 

progressed through high school, there was a noticeable decrease in their plans to attend 

college or university. Specifically, while over three quarters of students without 

learning disabilities in grades ten and eleven (82% and 76% respectively) indicated that 

they planned to go to college or university after high school, only slightly more than half 

(54%) of grade twelve students without disabilities planned to attend college or 

university (see Table 8) . One explanation for the decrease in plans to attend college or 
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university is that as students progress through the high school years, the academic work 

becomes more demanding, As a result, some students begin to realize that they lack the 

skills necessary to be successful at the post-secondary level while other students, 

although they may have the abilities to be successful, are not interested in continuing 

their academic studies and select post-school options that reflect their interests, 

Compared to their peers without disabilities, students with learning disabilities in grade 

ten and eleven also showed a strong interest in attending college or university after high 

school (73% and 83% respectively) , Unfortunately, no grade twelve students with 

learning disabilities participated in this study, therefore, it is not clear whether the 

decrease in plans to pursue post-secondary education demonstrated by students without 

learning disabilities is also characteristic of students with learning disabilities, Given the 

academic challenges that most students with learning disabilities face, one would 

suspect that the trend away from post-secondary education for students with learning 

disabilities in grade twelve would be evident; however, further research is needed to 

explore this question, 

Question 2 

How do high school students with and without learning disabilities, their parents and 

educators perceive the process of transition planning? 

This study examined the perceptions of high school students with and without 

learning disabilities as well as the perceptions of parents and educators of students with 

and without learning disabilities regarding transition planning, Overall, the results 

revealed considerable similarities between the perceptions of parents, educators, and 
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students, regarding the meaning of transition and the process for transition planning. 

However, the results did raise several issues regarding transition planning for high 

school students with learning disabilities. 

The Meaning of Transition & Transition Planning 

Parents, educators, and students expressed similar beliefs about the meaning of 

transition. Specifically, results indicated that students with and without learning 

disabilities, as well as parents and educators of students with and without learning 

disabilities understood transition to mean the movement from high school to post-school 

environments, a perception that is very consistent with the way many individuals, in 

particular within the field of learning disabilities, understand the meaning of the term 

transition (Clark, 1998; Halpern 1997; Blalock, 1996; Will, 1984). While there is not 

always conceptual agreement among individuals regarding some of the key concepts 

within the field of learning disabilities, for instance debate surrounds the meaning of 

Individualized Education Plans (Tottle, 1998) and the definition of a learning disability 

(Kavale & Forness, 2000), the current study suggested that there is no conceptual 

confusion regarding the term transition. 

An important finding to emerge from this study was that parents and educators 

believed transition efforts were directed primarily towards post-secondary school 

experiences. Specifically, parents and educators believed that students who were likely 

to attend post-secondary schooling received support in preparing for their transition 

while they suggested that there was a lack of support or services for less academically 

inclined students who were not likely to continue their education at the post-secondary 
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level. This finding is significant because it adds to an already large body of research 

indicating that educational programming for many students with learning disabilities 

focuses primarily on academic concerns. For instance, research on the content of 

Individualized Education Plans for students with learning disabilities has revealed that 

academic objectives, such as reading or mathematics, dominate individualized plans for 

students with learning disabilities while social, vocational or life skills objectives are 

rarely included on IEPs (Epstein, Patton, Poloway, & Folley, 1992; Halpern, Doren & 

Benz, 1993; Pray, Hall, & Markley, 1992; McBride & Forgnone, 1985; McCormick & 

Fisher, 1983). Therefore, another implication of this study is that students with learning 

disabilities may not be fully prepared for the non-academic challenges they will 

encounter during their lives. 

Student Involvement in Trr:msition Planning 

Results of this study indicated that participants had similar beliefs regarding the 

role of students in transition planning. Specifically, participants in this study believed 

students should be actively involved in all aspects of the transition planning process. 

However, many parents and educators of students with and without learning disabilities 

believed that students did not have the skills or knowledge necessary to make informed 

decision about their post-school experiences. Ward (1988) defined self-determination as 

"the attitudes, abilities, and skills that lead people to define goals for themselves and to 

take the initiative to reach these goals" (p.2). Although relatively few parents and 

educators participated in the current study, results suggest that high school students are 

not perceived as being 'self-determined". Field (1996) argued that self-determination is 
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critical for students with learning disabilities interested in pursuing further schooling 

since "successful transitions to post-secondary educational settings are often dependent 

on students ' ability to state their needs for support and accommodations" (p. 62). Field 

(1996) also stated that self-determination skills are important for students with learning 

disabilities who pursue employment immediately following high school since self

determination skills are necessary for making complex decisions, such as planning a 

realistic career" (p.62). Furthermore, individuals with learning disabilities will also need 

to advocate for themselves in order to obtain appropriate accommodations within the 

work place. 

Parent Involvement in Transition Planning 

Results of this study suggested that parents and educators believed parents 

should have a supportive role in transition planning. Educators, in particular, referred to 

parents as "partners" in transition planning, although they did not believe that parents 

should be active in obtaining information, locating resources or making arrangements on 

behalf of their children. This finding is surprising since it appears to contradict previous 

research that indicates educators do not always perceive parents as "partners" in their 

child's educational program or as active members of the decision making process 

(Gerber, Banbury, Miller & Griffin, 1986; Tottle, 1998). One explanation for this 

apparent contradiction in perceptions about parents' roles is that educators do not 

believe they have the necessary background information to help students prepare for 

non-academic challenges, such as employment or daily living activities, and look to 

parents to provide important non-academic information. This possibility is supported by 
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the comments of several educators in this study, who indicated that they had difficulty 

completing the Transition Planning Inventory because they were not familiar with many 

of the non-academic areas of students' lives. In addition, much of the research 

suggesting that educators do not see parents as active participants in program planning 

has been conducted on educators' perceptions of parental involvement in academic 

decision-making, for instance, in planning goals or objectives for Individualized 

Education Plans CIEPs) for students with special needs. Given that transition out of 

high school involves many non-academic issues, such as employment, leisure pursuits, 

and living arrangements, it is questionable whether the research on educators' attitudes 

and beliefs regarding parental involvement can be generalized to the transition planning 

process. Clearly, more research is nee-ded to examine educators' perceptions of parental 

involvement in planning transition for students with learning disabilities. 

Although most participants expressed the belief that parents should be involved 

in transition planning, many parents indicated that they had minimal information about 

or actual involvement in transition planning. Without the appropriate information about 

post-secondary opportunities and experiences, it is questionable whether parents can 

adequately fulfill their role as "supporter" for students who are transitioning. For 

students with learning disabilities, the lack of parental involvement in transition 

planning may actually impede transition since researchers have suggested that effective 

transitions for students with learning disabilities may involve an increase in parental 

involvement. For students with learning disabilities, the elementary and secondary 

school system is relatively organized and cohesive compared to more decentralized and 

diverse adult services system. Given the difficulties that characterize many individuals 
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with learning disabilities, for instance in the area of social skills, planning, and 

organization, Field (1996) has suggested that parents may need to become more 

involved at the time of transition in order to assist the young adult with learning 

disabilities to navigate the demands of the new environment. 

Adult Service Providers in Transition Planning 

Participants ' descriptions of transition planning suggested that the school was 

perceived as being the primary provider of transition related services. With the 

exception of a few educators, participants did not refer to adult service providers or 

community agencies when describing key players in transition planning. Previous 

research has indicated that adult service providers are generally not involved with 

transition planning (Dowdy, 1996; Blalock, 1996). The lack of reference to agencies or 

support services beyond the school system raises the issue of whether participants, in 

particular parents, are aware of the supports and services available to young adults with 

learning disabilities. Blalock (1996) suggested that involvement of adult service 

providers, for instance, post-secondary advisors, youth employment counsellors, or 

mental health practitioners, may be necessary for many students with learning 

disabilities in order to ensure that "a comprehensive continuum of transition options is 

developed and maintained in meaningful ways" (p . 214). By allowing students with 

learning disabilities to exit the school system before they make contact with appropriate 

services providers, there is a real danger that young adults with learning disabilities will 

not receive the support they require to meet the on-going challenges of adulthood . 
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Question 3 

How useful is the Transition Planning Inventory (TP!) as a tool for assessing the 

transition needs ofhigh school students with and without learning disabilities? 

Although the Transition Planning Inventory (TPI) has been described as an 

innovative tool for providing school personnel with a systematic method for gathering 

information about critical transition planning areas (Brinckerhoff, 1996; Clark & Patton, 

1997), participants in the current study had mixed reactions to the Transition Planning 

Inventory. Some parents indicated that completing the Transition Planning Inventory 

helped them to think about different skills and knowledge required to be successful in 

post-school settings; however, most participants suggested that the information provided 

by the Transition Planning Inventory was not in-depth or specific enough to inform their 

thinking about transition needs. In addition, parents and students indicated that 

questions on the Transition Planning Inventory were ambiguous and difficult to 

interpret. Finally, educators reported that they did not know about students' non

academic needs and hence could not complete many sections on the TPI. 

Although participants' comments regarding the Transition Planning Inventory 

imply the TPI may not be a useful tool for transition planning, the results suggest that 

the Transition Planning Inventory was able to identify several critical areas (Education 

and Training, Daily Living, and Communication) in which students with learning 

disabilities indicated that they lacked skills and knowledge. In other words, the TPI was 

able to discover several areas of need among students with learning disabilities . These 

needs could then be addressed as part of transition planning. Therefore, while 

qualitative data suggests that the TPI may not be a useful tool, quantitative data suggests 
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that the TPI can be used to identify transition needs for students with learning 

disabilities . Clearly, more research examining the usefulness of the TPI for transition 

planning is needed. 

Limitations 

Several limitations to the present study should be noted. First, an obvious 

limitation to the study is the lack of participation by grade twelve students with learning 

disabilities and their parents. The inclusion of grade twelve students with learning 

disabilities would have provided an opportunity to explore the perceptions of students 

who are about to leave the secondary school system and would have allowed a more 

complete exploration of the transition needs of high school students with learning 

disabilities. Furthermore, although students in grades ten and eleven indicated a strong 

interest in attending college or university, fewer grade twelve students without 

disabilities indicated that they wanted to attend a post-secondary school. It would have 

been very interesting to explore whether the number of grade twelve students with 

learning disabilities interested in pursuing post-secondary education also declined. 

Similarly, the inclusion of parents of grade twelve students with learning disabilities 

would have provided opportunities to examine the attitudes, beliefs and experiences of 

parents whose children are on the verge of exiting the secondary school system. 

Another limitation of the study was the variability of data collection procedures used for 

completing the Transition Planning Inventory. For instance, while the researcher was 

able to administer the Transition Planning Inventory to several classrooms of students, 

some students completed the Transition Planning Inventory on their own. Although 
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Clark & Patton (1997) indicate that the Transition Planning Inventory can be 

administered through a variety of procedures, including independent self-administration, 

guided self-administration, and oral administration, the variability of administration 

procedures in this study meant that students completed the TPI under different 

conditions. As a result, it is unclear whether how the TPI was administered influenced 

students' perceptions about the inventory. Future studies may wish to examine whether 

the different administration procedures suggested by Clark & Patton (1997) influence 

responses and perceptions of the inventory. 

Directions for Future Research 

The results of this study along with the findings from previous research in the 

area of adult outcomes and transition suggest several areas for future research. One of 

the first research priorities in the area of learning disabilities is to determine the 

transition needs ofyoung adults with learning disabilities. Although learning disabilities 

are recognized as a life-long problem, much of our understanding of the challenges 

faced by individuals with learning disabilities in adulthood is based on research that has 

not clearly differentiated between younger adults who have recently left the school 

system and older adults who have been away from high school for several years (Gajar, 

1996). As each population of adult faces different challenges and expectations, there is 

a need for research to clearly distinguish between the two groups in order to develop an 

accurate picture of the challenges facing each group . 

Beyond this study, there appears to be little research examining transition 

planning for students with learning disabilities. Therefore, research is needed that 
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examines how parents, students and educators go about preparing students with learning 

disabilities for post-school settings. Research is needed to identify barriers to effective 

transition planning, to understand the interaction between the secondary school system 

and adult service providers, and to identify factors involved in promoting the successful 

transition ofyouth with learning disabilities . Longitudinal research that examines the 

transition of students as it unfolds would be particularly helpful in exploring many of 

these issues. Furthermore, although this study explored parent, student and educator 

perceptions of transition planning by using the Transition Planning Inventory, 

researchers may wish to use the Transition Planning Inventory to explore whether 

parents, students and educators have similar perceptions of the transition needs of 

individual students. In other words, it would be very interesting to determine if parents, 

students and educators identify the same needs when planning transitions for students 

with learning disabilities. 

Finally, more research is needed to examine instruments, both formal and 

informal, that can be used to help parents, students and educators plan transitions. This 

study explored on instrument used for transition planning. Other studies that examine 

the Transition Planning Inventory are needed as well as studies that look at other tools 

that may be appropriate for transition planning. Given the diversity among post-school 

options for students with learning disabilities as well as the heterogeneity of individuals 

with learning disabilities, it would useful for future research to identify instruments that 

are appropriate for use with particular types of students or for particular types of 

transition issues. 
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CHAPTER SIX 


SUMMARY & IMPLICATIONS 

This chapter presents a brief summary of the findings of the current study and 

discusses the implications of the study 's findings for transition planning for students with 

learning disabilities. 

Summary of Results 

Although results revealed that high school students with and without learning 

disabilities had similar plans to attend post-secondary programs, student responses on the 

TPI revealed significant differences between students with learning disabilities and 

students without learning disabilities on three of the nine scales of the Transition 

Planning Inventory. Specifically, results revealed that students with learning disabilities 

rated themselves lower in terms of knowledge about secondary education and training 

opportunities, knowledge and abilities regarding basic living skills, and abilities to 

communicate effectively using listening, speaking, reading and writing skills . 

Students, parents and educators expressed very similar perceptions and beliefs 

regarding transition and transition planning; no group differences between participants 

were observed. In total, five distinct themes related to perception and beliefs regarding 

transition planning were revealed. First, students, parents, and educators all described 

transition in terms of the movement from high school to post-school environments. 

Parents and educators also expressed the belief that current transition efforts by schools 

appear to emphasize academic options for students. Specifically, parents and educators 

believed that transition services and efforts were available to support students interested 
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in pursuing further educational opportunities while students who were likely to enter the 

workforce immediately following high school were not well supported. 

Another common theme to emerge from the study was the belief in an active role 

for students in transition planning. Although several parents and educators believed 

students lacked the necessary knowledge or skills to participate in transition planning, 

students were described as key individuals in transition planning. Parental involvement 

in transition planning was the third major theme to emerge from study. Several educators 

described parents as "partners" in the transition planning process and suggested that 

parents playa vital role in providing background information and addressing non

academic challenges such as employment or daily living. Despite a desire for parental 

involvement, parents indicated that they had minimal information or actual involvement 

in transition planning. Finally, parents, students and educators described schools as the 

primary providers of transition services. Although several parents describe assisting their 

children to explore personal interests, and develop greater understanding of the 

individuals strengths and needs, the majority of participants did not refer to adult or 

community service providers (i .e. employment counsellors, post-secondary advisors) 

when describing the key players in transition planning. 

In addition to parent, student and educator beliefs regarding transition and 

transition planning, the utility of the Transition Planning Inventory, a recently developed 

instrument transition planning, was explored by having participants comment on their 

experiences completing the TPI. While several participants believed the TPI helped to 

identify some of the basic skills required for individuals to be successful in post-school 

environments, most participants suggested that the information provided by the 
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Transition Planning Inventory was not detailed or specific enough to help plan transitions 

for students with learning disabilities. Furthermore, parents and students described some 

difficulty understanding the intent of some items on the TPI while educators expressed 

concern that they did not have the necessary information related to non-academic needs 

or skills of students to complete the TPI. 

Implications for Practice 

The finding from this study hold the following implications for individuals 

involved in helping students with learning disabilities prepare for the transition from high 

school. These implications are listed from those specific to working with students with 

learning disabilities to those that are broader systems level issues. 

• 	 Although transition planning efforts should always be guided by the concerns and 

needs of individual students, students with learning disabilities will need to 

develop greater awareness of post-secondary education and training opportunities. 

In addition, students with learning disabilities will need to feel prepared to meet 

the demands of daily living and feel confident in their ability to communicate 

effectively with others. 

• 	 Students with learning disabilities need opportunities, and perhaps even direct 

instruction, in developing the skills and knowledge to make informed decision 

about post-school experiences. 

• 	 Students with learning disabilities, and in particular students who are not likely to 

continue their studies immediately after leaving high school, require more 

opportunities to explore post-secondary employment options. Greater support is 
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needed in helping students learn about job options available after high school and 

develop realistic career goals. Emphasis should also be placed on providing 

work-related experiences and opportunities for students to develop employment 

related skills and knowledge. 

• 	 Parents need more information regarding transition planning and post-school 

options for students with learning disabilities. 

• 	 Educators need to be aware of parental desire for greater involvement in transition 

planning and need to look for opportunities to work collaboratively with parents 

in transition planning. 

• 	 Educators need"to be aware of the adult service providers within their community 

so that they can involve them in transition planning when appropriate and can 

help students with learning disabilities make contact with individuals that can 

support them in their post-high school settings. 

• 	 More research is needed on transition planning for students with learning 

disabilities. Emphasis should be placed on understanding how individuals with 

learning disabilities prepare for the transition to post-school experiences and on 

exploring instruments or processes that parents, students and educators can use to 

assist with transition planning. 

Conclusion 

Although it has been many years since parents and educators began advocating 

for systematic and comprehensive transition planning for students with learning 

disabilities, much is still not known about the process of helping students with 

learning disabilities prepare for life after high school. Understanding the perceptions 
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about transition and individual experiences with transition planning is a critical step 

in helping us further our knowledge of transition planning for students with learning 

disabilities. While this study has shown that there is shared understanding and belief 

in many aspects of transition planning, the results also indicate that students with 

learning disabilities may not feel fully prepared to meet the many challenges of adult 

life. Furthermore, although comprehensive planning is one of the fundamental 

principles of transition planning for all students with learning disabilities, the results 

of this study suggest that transition planning and services are geared towards 

academic objectives. 

Given the importance of transition planning for students with learning disabilities, 

it is imperative that researchers continue to explore issues related to the transition . 

needs of students with learning disabilities. Barriers to effective transition planning 

need to be identified as well as the best practices in the area of transition planning for 

students with learning disabilities . In conclusion, as noted by Bassett & Smith 

(1996), researchers and practitioners alike must seize the moment and "move 

aggressively towards the transition of individuals with learning disabilities to the 

whole of adult life in a systematic and positive way" (p.246). 
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The following definition of learning disabilities was adopted by the Learning Disabilities 
Association of Canada (LDAC) on January 30, 2002. Alberta Learning has also adopted 
the LDAC definition of learning disabilities. 

"Learning Disabilities" refer to a number of disorders which may affect the acquisition, 
organization, retention, understanding or use ofverbal or nonverbal information. These 
disorders affect learning in individuals who otherwise demonstrate at least average abilities 
essential for thinking an/or reasoning. As such, learning disabilities are distinct from global 
intellectual deficiency. 

Learning disabilities result from impairment in one or more processes related to perceiving, 
thinking, remembering or learning. These include, but are not limited to: language 
processing; phonological processing; visual spatial processing; processing speed; memory 
and attention; and executive functions (e.g . planning and decision-making). 

Learning disabilities range in severity and may interfere with the acquisition and use of one 
or more of the following: 

• Oral language (e.g. listening, speaking, understanding); 
• Reading (e.g . decoding, phonetic knowledge, word recognition, comprehension); 
• Written language (e.g. spelling and written expression); and 
• Mathematics (e.g. computation, problem solving) . 

Learning disabilities may also involve difficulties with organizational difficulties, social 
perception, social interaction and perspective taking. Learning disabilities are lifelong. 
The way in which they are expressed may vary over an individual's lifetime, depending on 
the interaction between the demands of the environment and the individual ' s strengths and 
needs. Learning disabilities are suggested by unexpected academic under-achievement or 
achievement which is maintained only by unusually high levels of effort and support. 

Learning disabilities are due to genetic and/or neurobiological factors or injury that alters 
brain functioning in a manner which affects one or more of the processes related to 
learning. These disorders are not due primarily to hearing and/or vision problems, socio
economic factors, cultural or linguistic differences, lack of motivation or ineffective 
teaching, although these factors may further complicate the challenges faced by individuals 
with learning disabilities. Learning disabilities may co-exist with various conditions 
including attentional, behavioural and emotional disorders, sensory impairments or other 
medical conditions. 

For success, individuals with learning disabilities require early identification and timely 
specialized assessments and interventions involving home, school, community and 
workplace settings. The interventions need to be appropriate for each individual ' s learning 
disability subtype and, at a minimum, include the provision of: 

• Specific skill instruction; 
• Accommodations; 
• Compensatory strategies; and 
• Self-advocacy skills. 
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The following items are similar to the type of statements that appear on the Transition 

Planning Inventory. 

PLANNING AREA 

Employment 

Knows how to get a job 
Has the work habits to maintain a job 

Further Education and Training 

Knows how to get into a college/university/technical school 
Can do well in a program after high school 

Daily Living 

Can do everyday household tasks 
Can take of personal finances 

Leisure Activities 

Can participates in a variety of indoor activities 
Can participate in a variety of outdoor activities 

Community Participation 

Knows basic legal rights 
Is aware of appropriate community resources and services 

Health 

Can take care of physicaVhealth problems that may occur 
Has basic information regarding human sexuality 
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Self-Determination 

Understands personal strengths and limitations 
Set appropriate goals 

Communication 

Has an appropriate level of reading skills 
Has an appropriate level ofwriting skills 

Interpersonal Communication 

Gets along well with others in a workplace setting 
Interacts well with peers in a social setting 
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Interview Guide 

I. Background 

1. Tell me why you decided to participate in this research project? 

2. What does the term "transition planning" mean to you? 

3. 	What kind of things have you done as a (parent, student, teacher, counsellor) to 
prepare [student's name] for the transition from high school? 

II . Completing the Transition Planning Inventory (TPI) 

1. Tell me how you completed the Transition Planning Inventory ? 

2. How long did it you to complete the TPI form? 

3. What was the experience of completing the TPI like for you? 

III. The Transition Profile 

1. 	Tell me what you think about the information/profile generated by the Transition 
Planning Inventory? 

2. What do you think are the strengths and weaknesses of the TPI? 

3. 	 Tell me how you as a (parent, student, teacher, counsellor) will use the information 
from the TPI? 

4. What do you think is the next step for the TPI? 
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Instruction Sheet 

Student F onn 

The Student Form should take 15-20 minutes to complete and can be completed 

independently or as a large group. There are no standardized administration procedures so 
teachers can re-word or explain the meaning of an item to students if needed. 

Section One: Although the student can include their name on the form, it is not necessary. 

The only information that is required for section one is the student's date ofbirth and the 
student's current grade level. There is no line for students to write in their grade level so 
please have them write their grade level next to their date of birth. 

Section Two: To complete this section, students need to think about what they expect to 
be doing immediately after completing high school. For the purpose of this inventory, the 
term immediately means the year after completing or leaving high school. Ifnone of the 
statements apply, students should indicate "other" and write on the blank line what they 

expect the postschool setting and living arrangement will be. 

Section Three: This section has 46 sentences that describe some of the things that students 
need to know or be able to do in order to be ready for life after school. In order to 

complete this section, students must understand that each sentence has a range of options 
and they are to select the option that best represents how they feel about a statement. 
Students can select a number between 0 and 5 (O=strongly disagree; 5=strongly agree) or 
they may select NA (Not appropriate) or DK (Don't Know) . 

The following is a script teachers can use when explaining Section Three to students: 

Section Three has 46 sentences that describe some of the things that students need 
to know or be able to do in order to be ready for life after leaving high school. 
You will agree that some of the sentences are good descriptors ofyou at this time. 
You will also read sentences that are not good descriptors ofyou. Because you 
might agree or disagree with a sentence, you are given a range ofchoices, 
numbered 0 through 5. Ifyou strongly agree that a sentence is a totally accurate 
description ofyou, then you should circle the number 5. Ifyou strongly disagree 
that a sentence is a totally accurate description ofyou, then you should circle 
"0". Ifyou are somewhere in between strongly agree and strongly disagree, 
circle one of the numbers between 0 and 5. 
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Ifa statement does not apply to you or is not an appropriate area for planning at 
this time, you should circle "NA " for "not appropriate". Ifyou do not know how 
to rate yourself on an item, circle "DK", meaning you don't know. 

Section Four: Students can indicate any concerns, planning areas, or general comments in 
this section. 

Section Five: Students should answer the questions to the best of their ability. If students 
do not have an answer for a question, they should leave it blank. 

SchoolFonn 

The School Form is almost identical to the Student Form; however, teachers do not have 
questions related to student interests and preference (Section 5). 

Teachers should selectfour students from each grade level and complete one School Form 
per student. Teachers (or other professionals) may collaborate to complete a student form; 
however, input from students should not be obtained. 

To complete the School Form, teachers should think about the students' current abilities 
and knowledge and evaluate each student's readiness for post-school settings. When 
thinking about readiness for post-school settings, teachers should NOT compare the 
student's abilities to those of his/her peers. Each student should be evaluated on his/her 
own abilities and readiness for post-school settings. 

Section One: No identifying information is necessary, however, teachers should include 
the student's grade and gender on the form. 

Section Two: This section may be difficult because teachers may not be familiar with 
students' post-school plans. Teachers should complete Section Two based on their 
expectations of what will likely happen immediately after high school. 

Section Three and Four: Same as Student Form. 
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