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Executive Summary

As a U.S. Department of Education, Office of Special Education Program federally-funded
technical assistance and dissemination center, the National Secondary Transition Technical
Assistance Center (NSTTAC; #H326J050004) goals are to:

e Assist states with collecting, reporting, and using Indicator 13" data to improve transition
services

Percent of youth with IEPs aged 16 and above with an IEP that includes appropriate measurable
postsecondary goals that are annually updated and based upon an age appropriate transition
assessment, transition services, including courses of study, that will reasonably enable the student to
meet those postsecondary goals, and annual IEP goals related to the student’s transition services
needs. There also must be evidence that the student was invited to the IEP Team meeting where
transition services are to be discussed and evidence that, if appropriate, a representative of any
participating agency was invited to the IEP Team meeting with the prior consent of the parent or
student who has reached the age of majority. (20 U.S.C. 1416(a)(3)(B))

e Generate knowledge of evidence-based secondary transition practices that provide a
foundation for states to improve transition services that enhance post-school outcomes

e Build state capacity to implement evidence-based secondary transition practices that
improve post-school outcomes

¢ Disseminate information regarding evidence-based secondary transition practices that
improve post-school outcomes to state personnel, practitioners, researchers, parents, and
students

As a result, one of the NSTTAC’s tasks has been to identify the evidence-based practices for the
field of secondary transition. To do this, NSTTAC conducted a two part review of literature. In
Part |, evidence-based practices based on quality experimental (both group and single subject
designs) studies were identified. However, while the evidence-based practices were designed to
teach students specific transition-related skills, to date, the experimental literature has not
attempted to measure the impact of these skills on post-school outcomes. As a result, in Part 11,
the review was expanded to include rigorous correlational research in secondary transition to
identify evidence-based predictors that are correlated with improved post-school outcomes in
education, employment, and/or independent living.

What We Know

Currently, NSTTAC has identified 33 evidence-based practices in secondary transition. While
the attached article by Test, Fowler, Richter, White, Mazzotti, Walker, Kohler, & Kortering
(2009) reported on 32 practices, since that review an additional practice was identified bringing
the current total to 33 evidence-based practices. These 33 practices have been categorized using
Kohler’s Taxonomy for Transition Programming. Of the 33 evidence-based practices, 3 are in
the area of Student-Focused Planning, 26 are in Student Development, 1 in Family Involvement,
3 in Program Structure. No practices have been identified in the area of Interagency
Collaboration. The following Table lists each of the practices by Taxonomy category.
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Kohler’s Taxonomy
Category

Evidence-Based Practices

Student-Focused
Planning

Involving students in the IEP process
Using the Self-Advocacy Strategy

Using the Self-Directed IEP

Student Development

Teaching functional life skills
Teaching restaurant
purchasing skills

Teaching employment skills
using CAl

Teaching grocery shopping
skills

Teaching home maintenance
Teaching leisure skills
Teaching personal health
skills

Teaching job specific
employment skills

Teaching purchasing using
the “one more than” strategy
Teaching life skills using CAI
Teaching life skills using CBI
Teaching self-care skills
Teaching safety skills
Teaching self-determination
skills

Teaching banking skills
Teaching self-management for
life skills

Teaching self-management for
employment

Teaching self-advocacy skills
Teaching functional reading
skills

Teaching functional math skills
Teaching social skills
Teaching purchasing skills
Teaching completing a job
application

Teaching job-related social
communication skills
Teaching cooking & food prep
skills

Teaching employment skills
using CBI

Family Involvement

Training parents about transition issues

Program Structure

Providing community-based instruction
Extending services beyond secondary school

Using Check and Connect

Interagency
Collaboration

None




Additionally, NSTTAC has identified 16 evidence-based predictors of post-school employment,
education, and independent living success from the correlational research (Test, Mazzotti,
Mustian, Fowler, Kortering, & Kohler, 2009). These predictors include:

Predictors/Outcomes Education Employment Independent
Living
Career Awareness X X
Community Experiences
Exit Exam Requirements/
High School Diploma Status
Inclusion in General Education X X X
Interagency Collaboration X X
Occupational Courses X X
Paid Employment/ X X X
Work Experience
Parental Involvement X
Program of Study
Self-Advocacy/ X
Self-Determination
Self-Care/Independent Living X X X
Social Skills X X
Student Support X X X
Transition Program X X
Vocational Education X X
Work Study X




What We Still Need to Know

Although these evidence-based practices and predictors have been identified based on high
guality research, there continues to be a need for rigorous research to identify additional
secondary transition evidence-based practices and predictors of improved post-school
success.

For example:

1. There is a need for high quality group and/or single-subject experimental research that:

e Builds on NSTTAC’s levels of evidence. Currently, only two evidence-based practices
have a strong level of evidence (i.e., teaching life skills, teaching purchasing skills). High
quality research is needed to move the remaining evidence-based practices from
moderate or potential to strong.

e Focuses on the Taxonomy areas of Family Involvement, Program Structure, and
Interagency Collaboration.

e Includes students representing all disability categories and various ethnicities. NSTTAC
has included disability and ethnicity in reporting its findings when available in the studies
reviewed.

e Collects longitudinal data on the effects of secondary transition practices on in-school
and post-school outcomes.

e Investigates the effects of published secondary transition curricula on student in-school
and post-school outcomes.

2. There is a need for high-quality multivariate correlational research that:

e Disaggregates data by disability category to identify predictors of post-school success for
specific disability groups.

e Provides a more comprehensive understanding of in-school predictors of post-school
success for students with disabilities.

e Can determine if predictor variables identified by NSTTAC hold up over multiple points
in time.

e Uses National Longitudinal Transition Study-2 (NLTS2) data files as a resource.

For more detail on each of the literature reviews, see Appendices A and B of this report which
contains the two publications, as well as the NSTTAC website at www.nsttac.org




! IDEA required that states have Part B State Performance Plans (SPPs) in place in December
2005, which evaluated their efforts to implement the requirements and purposes of IDEA Part B,
and described how they would improve such implementation. States were also required to report
in an Annual Performance Report (APR) to the public on the performance of each local
educational agency located in the state on the targets in the state’s SPP and to the Secretary on
the performance of the state under the state’s SPP. Indicator 13 is one of twenty Part B indicators
for which states are required to collect data and set targets for improved performance with regard
to SPPs and APRs. The following Web site provides more information on the SPP, APR and Part
B indicators: http://www.ed.gov/policy/speced/quid/idea/bapr/index.html
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A Final Note

The What Works Transition Research Synthesis Project (Grant # H324W010005) was funded
prior to 2005 by the Office of Special Education Programs (OSEP) to review and synthesize the
past 20 years of research and advancements in the area of transition for youth with disabilities.
The project office was located at the School of Education at Colorado State University.

Five syntheses were conducted that identified effective practices for increasing academic
performance for secondary-level students with disabilities. To date, only one study has been
published.

1. Wolgemuth, J. R., Cobb, B., & Alwell, M. (2008). The effects of mnemonic
interventions on academic outcomes for youth with disabilities: A
systematic review. Learning Disabilities Research and Practice, 23, 1-10.

The relationship between mnemonic instruction and academic performance
for secondary aged youth with disabilities was explored in this systematic
review. A total of 19 studies intervening with 621 youth with learning
disabilities, emotional and behavioral disorders, and mild developmental
disabilities were reviewed. The findings of this review strongly support the
efficacy of mnemonic interventions across study methods, educational
settings, student ages, and disabilities in the improvement of academic
performance, typically measured by recall of word meanings or factual
information. However, the studies reviewed either lacked in participation
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diversity or failed to conduct subgroup analyses. It is unknown whether
mnemonics instruction differentially affects female or ethnic students. A

series of detailed implications for practice is discussed and the reader is

referred to specific literature providing detailed descriptions of mnemonic
interventions.

The Effects of Visual Display Interventions on Academic Outcomes for Youth with
Disabilities: A Systematic Review. Jennifer R. Wolgemuth, Eric Trujillo, R. Brian Cobb,
Colorado State University; Morgen Alwell, Appalachian State University

The relationship between visual displays (the intervention) and academic performance (the
outcome) for secondary aged youth with disabilities was explored in this systematic review.
A total of seven studies intervening with 318 youth with learning disabilities, developmental
disabilities, and hearing deficits were reviewed. The findings of this review support the
efficacy of visual display interventions to improve reading comprehension, content learning,
and problem solving for secondary youth with disabilities. A series of implications for
practice are suggested as well as directions for the reader to locate more detailed descriptions
of how these interventions might be implemented in secondary educational environments.

The Effects of Technology-Based Interventions on Academic Outcomes for
Youth with Disabilities. James J. Dugan, R. Brian Cobb, Colorado State
University; Morgen Alwell, Appalachian State University

The relationship between technology-based interventions and academic performance for
secondary aged youth with disabilities was explored in this systematic review. A total of 39
studies intervening with 1,491 youth with behavioral disorders, emotional disorders, learning
disabilities, and moderate and severe disabilities were included. These studies matched the
intervention, outcome, and sampling selection criteria for the review, and met minimally
acceptable standards of internal and external validity for research design and methodology.
The findings of this review strongly support the efficacy of technology-based interventions
across treatment types, educational settings, and disability categories in the improvement of
academic achievement. Detailed implications for special education practice in secondary
school environments are presented, rival explanations for the findings are examined, and
future research topics are suggested

The Effects of Self-Management Interventions on Academic Outcomes for
Youth with Disabilities. Jennifer R. Wolgemuth, R. Brian Cobb, James J.
Dugan, Colorado State University.

The relationship between self-management (the intervention) and academic performance and
classroom behavior (the outcomes) for secondary aged youth with disabilities was explored
in this systematic review. A total of 17 studies intervening with 88 youth with behavioral
disorders, attention deficit/hyperactivity disorders, learning disabilities, and developmental
disabilities were reviewed. The findings of this review st4rongly support the efficacy of self-
management interventions across educational environments, disability types, ages, and
genders in the improvement of academic performance and correlates of academic
achievement (classroom behavior). A series of more detailed implications for practice are



suggested as well as directions to the reader to locate more detailed descriptions of how these
interventions might be implemented in their secondary educational environments.

5. Effects of Academic Peer Assistance Interventions on Academic Outcomes
for Youth with Disabilities: A Systematic Review. Marc A. Winokur, R.
Brian Cobb, James J. Dugan, Colorado State University.

The relationship between academic peer assistance (the intervention) and academic
performance and classroom behavior (the outcomes) for secondary aged youth with
disabilities was explored in this systematic review. A total of 14 studies intervening with 165
youth with behavioral disorders, emotional disorders, learning disabilities, and moderate and
severe disabilities were included. These studies matched the intervention, outcome, and
sampling selection criteria for the review, and met minimally acceptable standards of internal
and external validity for research design and methodology. The findings of this review
strongly support the efficacy of peer assistance interventions across treatment types,
educational settings, and disability categories in the improvement of academic content
achievement and social and behavioral outcomes. Detailed implications for special education
practice in secondary school environments are presented, rival explanations for the findings
are examined, and future research topics are suggested.

The completed syntheses are located on the website of the National Post School
Outcomes Center at: http://www.psocenter.org/pubs.html

Next, in collaboration with the National Drop-out Prevention Center for Students with
Disabilities, the What Works in Transition Research Synthesis Project conducted a meta-analysis
of cognitive-behavioral interventions and programs interventions. The purpose of the study was
to identify interventions that carried a sufficient level of scientific evidence so as to be
considered effective under the What Works Clearinghouse’s standards of evidence-based
practices. This systematic review, entitled “The Effects of Cognitive Behavioral Interventions on
Dropout for Youth with Disabilities,” summarized scientifically-based research studies produced
in the past two decades from three distinct perspectives: (a) cognitive-behavioral interventions,
(b) dropout or dropout-related outcomes, and (c) samples of secondary-aged youth with
disabilities. It explored the relationship between cognitive-behavioral interventions/therapies and
dropout outcomes and violent verbal or physical aggression for secondary-aged youth with
disabilities.

The synthesis on Cognitive Behavioral Interventions as a dropout prevention strategy for
students with disabilities can be found at the website of the National Dropout Prevention Center
for Students with Disabilities:http://www.ndpc-sd.org/knowledge/research_syntheses.php
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A literature review was conducted to identify evidence-based practices in secondary transition using quality indicator
checklists for experimental research. Practices were categorized by the Taxonomy for Transition Programming. Overall, 32
secondary transition evidence-based practices were identified. Twa practices had a strong level of evidence, 28 had a mod-
erate level of evidence, and 2 had a potential level of evidence. The majority of practices represented instruction of skills
within the category of Student Development. No evidence-based practices were identified in the catepory of Interagency
Collaboration. Findings provide practitioners with a set of evidence-based practices for improving transition services and

researchers with an agenda for conducting future research.

Keywords:

In an effort to improve educational cutcomes for all
children, Congress now requires schools and educa-
tors to use instructional programs or practices grounded
in scientifically based research (U).S. Department of
Education, 2008). Scientifically based research was first
defined in No Child Left Behind (NCLB) as “research
that involves the application of rigorous, systematic, and
objective procedures to obtain reliable and valid knowl-
edge relevant to education activities and programs”
{(NCLB, 20 U.5.C 7801 § 9101[37]). The Individuals with
Disabilities Education Improvement Act (IDEA; 2004)
also used the same definition when it required that spe-
cial education and related services and supplemental aids
and services outlined in a student’s Individual Education
Program be based on peer-reviewed reports to the “extent
practicable” (IDEA, 20 U.S.C. § 1400 et seq.).
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secondary transition, career and vocational; high school; research

In an effort to begin to determine educational prac-
tices based on “scientifically-based research” the Institute
of Education Science (IES) established the What Works
Clearinghouse (WWC). The WWC conducts systematic
reviews and posts results on their website in seven areas
including beginning reading, English language learners,

Authors’ Note: This document was produced under U.S. Department
of Education, Office of Special Education Programs Grant No.
H#H326J050004. Dr. Marlene Simon-Bumoughs served a3 the project
officer. The views expressed herein do not necessarily represent the
positions or policies of the Department of Education. No official
endorsement by the U.S. Department of Education of any product,
commodity, service, or enterprise mentioned in this publication is
intended or should be inferred. The quality indicator checklists used
it this literature review can be found at http:/ww-w.nsitac.org/ebp/
LiteratureReview aspx.
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early childhood education, character ¢ducation, ¢lemen-
tary school math, middle school math, and dropout pre-
vention. Although IES and WWC acknowledge that
different methodologies are useful for answering differ-
ent research questions, their gold standard has been the
use of randomized clinical trials.

Also in response to the call for “scientifically based
research” practices, the Council for Exceptional Children
{CEC) has emerged as a leader for the field of special
education. First, through its Division of Research, it
established a task force to address these issues. One of
the outcomes of this task was a special issue of Excep-
tional Children (“Criteria,” 2005). In the first article,
Odom, DBranflinger, Gersten, Horner, Thompson, and
Harris (2005) used the term *“evidence-based practice” to
refer to educational practices that have been demonstrated
effective based on quality research. In keeping with this
theme, we will use the term evidence-based practices
throughout. In addition, Odom et al. recognized the
potential contributions of various types of educational
research. The remaining four articles in the special issue
proposed a set of quality indicators for group and quasi-
experimental research (Gersten et al., 2003), single-
subject research (Horner et al,, 2005), cormrelational
research (Thompson, Diamond, McWilliam, Snyder, &
Snyder, 2005), and qualitative studies (Brantlinger,
Jimenez, Klingner, Puguch, & Richardson, 2005) to be
used for identifying evidence-based practices in special
education. Second, through its Professional Standards
and Practices Committee, CEC is developing a process
for identifying evidence-based special education prac-
tices (Council for Exceptional Children, 2008) based on
the quality indicators published in Exceptional Children
in 2005. As a result, CEC has explicitly acknowledged the
value of different rescarch methodologies for answering
different research questions.

Although IES and CEC are helping to focus the fields
of general and special education on evidence-based
practices, to date little of the work has been related to
secondary transition. An exception is the What Works
Transition Research Synthesis Project (Grant #
H324W(010005) funded by the U.S. Department of
Education, Office of Special Education Programs. The
What Works Transition Research Synthesis Project
reviewed and synthesized 20 years of research in the area
of transition of youth with disabilities (Alwell & Cobb,
2006a). Systematic reviews of interventions for teaching
functional life skills, social/communication skills, transi-
tion planning/ coordinating, and self-determination are
available at hitp:/www.nsttac.org/ebp/what_works.aspx.
Although these syntheses provided valuable information
to the field of secondary transition, their search parameters
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primarily reflected IES standards, which limited the use
of research involving single subject experimental designs
to those that reported effect sizes or provided data to
allow effect sizes to be calculated,

Recently, the U.S. Department of Education, Office of
Special Education Programs, funded the National Sec-
ondary Transition Technical Assistance Center (NSTTAC;
Grant # H326J050004) to assist states and local educa-
tion agencies in building their capacity to implement
effective transition education and services that improve
postschool outcomes. To do this, one of NSTTAC’s
objectives has been to identify and disseminate evidence-
based practices in secondary transition. Therefore, the
purpose of this article is to summarize the findings of a
comprehensive review of the literature designed to iden-
tify evidence-based practices in secondary transition. We
used quality indicators and evidence-based practice
guidelines from the special issue of Exceptional Children
as the basis for our review,

Method

Selection Procedures

Studies used to establish the secondary transition
evidence-based practices came from the NSTTAC litera-
ture database. The NSTTAC literature database was
developed using a multistep process by (a) conducting
an initial electronic search, (b) reviewing reference lists
of related articles, (c) conducting hand searches of peer-
reviewed journals, and (d) updating the electronic search
by replicating the initial procedures.

First, an clectronic search of ERIC databases was
conducted including Sociological Abstracts, Social Work
Abstracts, Education Research Complete, Academic
Search Premier, MasterFile Premier, and PsychInfo to
identify all journal articles related to secondary transi-
tion. Full and truncated versions of the following search
terms were used related to the following: (a) students’
ages, including students, youth, adolescents, and young
adults; (b) disability statns, including disability and spe-
cific disability labels (i.e., autism, behavior disorder,
blind, cognitive disability, disability, disabilities, handi-
capped, deaf, developmental disability, emotional disabil-
ity, emotional disorder, health impairment, hearing
impairment, learning disability, mental retardation, ortho-
pedic impairment, physical disability, severe disability,
significant disability, speech language impairment, trau-
matic brain injury, visual impairment, attention deficit
hyperactivity disorder, attention deficit disorder, Attention
Deficit-Hyperactivity Disorder [ADHD], and Attention
Deficit Disorder [ADD]); (c) transition services, including



vocational education, community-based instruction, junior
high school, high school, school-to-work transition,
educational objectives, self-care skills, career education,
leisure skills instruction, life skills instruction, self-
determination instruction, technical education, transition
education, transition focus, transition practice, and transi-
tion service; and (d) adult life, including outcomes, post-
school, postsecondary, employment, independent living,
higher education, graduation, outcomes of education,
postsecondary education, employment status, continuing
education, adult education, postschool outcomes, school-
based outcomes, career training participation, community
integration, community participation, independent, job
training participation, leisure skills, postsecondary educa-
tion attendance, postsecondary education completion,
postsecondary education retention, recreation access, rec-
reational participation, residential access, and residential
independence.

Inclusion Criteria for NSTTAC
Literature Database

To be included in the literature database, articles
needed to meet the following criteria: (a) published
between 1984 (i.e., Will’s 1984 definition of transition)
and March 2008, (b) included at least one student with a
disability as defined by the Individuals with Disabilities
Educational Improvement Act of 2004 and Section 504
of the Rehabilitation Act of 1973 who received educa-
tion services through a local education agency in a non-
elementary and non-postsecondary school setting,
inclusive of ages 11 to 22 years, and {¢) included inde-
pendent variables or dependent variables aligned with
one of the five areas of the Taxonomy for Transition
Programming (Kohler, 1996) or clearly linked to a post-
secondary outcome.

The five areas of the Taxonomy include (a) student-
focused planning (e.g., student participating in individual
education plan [[EP] development), (b) student develop-
ment (e.g., teaching employment skills, teaching life skills),
(c) interagency collaboration (g.g., creating frameworks tor
delivering services collaboratively), (d) family involvement
(e.g., training families in self-determinaticn), and (e) pro-
gram structures (e.g., allocating resources to provide transi-
tion services). The Taxonoimy was used to organize identified
practices because it is widely accepted as a framework for
comprehensive secondary transition education and ser-
vices in secondary transition. The Taxonomy was devel-
oped as an outcome of four studies that identified
effective secondary transition practices supported with
evidence through a review of the literature (Kohler,
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1993), an analysis of exemplary transition programs iden-
tified through evaluation studies (Kohler, DeStefano,
Wermuth, Grayson, & McGinty, 1994), a meta-evaluation
of model demonstration transition program outcomes and
activities {(Rusch, Kohler, & Hughes, 1992), and a concept
mapping process (Kohler, 1996). More recently, Kohler and
Chapman (1999) and Kohler and Field (2003) found that
the practices identified in the original model were reflected
in more current secondary transition research.

From an initial list of more than 12,000 references,
researchers read titles and electronic abstracts to exclude
articles that were not related to our purpose, resulting in
2,739 abstracts. Examples of articles that were excluded
because of unrelated conteni inciuded transition from
preschool to kindergarten, transition of older adults to a
nursing home, and medical studies including experi-
mental drug trials. Researchers read each of the 2,739
abstracts, reducing the database to 1,302 potential arti-
cles. Interrater reliability on this phase of the search pro-
cess was 86.8% agreement on all of the 2,739 abstracts.
The database was managed using EndNote (2006).

Next, we began fo examine the 1,302 potential articles
from the review of abstracts, as well as the reference list
from the literature review conducted by the What Works
in Transition Research Synthesis Project thai included
articles published through 2005, In addition, reference
lists from literature reviews conducted by other experis
in the field of secondary tramsition (e.g., lransition
assessment, transition for students with autism) were
reviewed to identify potential articles for inclusion.
Researchers also conducted a hard search of Career
Development for Exceptional Individuals and Exceptional
Children, Finally, references were identified within arti-
cles reviewed. During this phase of the selection process,
we eliminated articles for review if participants, setting,
or skills did not match inclusion criteria, resulting in a
database of 1,069 articles.

Because this process only included articles published
through 2005, an additional electronic scarch was con-
ducted to identify possible articles published between
2005 and March 2008. This review identified an addi-
tional 237 potential references for a total of 1,306 possi-
ble articles. These articles were then reviewed for possible
inclusion in the evidence-based literature review.

Inclusion Criteria for Evidence-Based
Literature Review

To be included in the secondary transition evidence-
based practices literature review, articles must have been
either (a) systematic literature reviews which clearly
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Table 2
Summary of Evidenced-Based Practices in Student-Focused Planning
Prectice Level of Evidence Current Evidence
Involving students in Individualized A moderate level of evidenced based on 1 o Test, Mason, Hoghes, Konrad, Neale, &
Education Program (IEP) meetings acceptable-quality systematic literature Wood (2004)
review of 16 studies
Self-Advocacy Sirategy A maderate level of evidence based on 1 high- » Hammer (2004)
quelity group experimertal study and 4 s Lancaster, Schumaker, & Deshler (2002)
acceptable-quality single subject studies o Test & Neale (2004)
* Van Reusen & Bos (1994)
» Van Reusen, Deshler, & Schumaker (1989)
Seif-Direcred IEFP A maderate level of evidence based on 1 high- » Martin et al. (2006)

quelity group experimental study

consulted the panel of special education researchers to
establish criteria for identifying evidence-based prac-
tices from the literature based on the recommendations
from an issue on spevial educalion research published in
Exceptioral Chiidren (2005) and the work of the IES.
Practices with strong, moderate, and potential levels of
evidence (see Table 1) were identified from systematic
literature reviews (including meta-analyses), group and
quasi-experimental, and single subject research.

Sixty-three studies met criteria as high- or acceptable-
quality group or single subject intervention smudies, or
were a comprehensive literature review or meta-analysis,
ard were thus able to contribute to the evidence base for
secondary transition practices. (nce the number of stud-
ies needed to establish a strong level of evidence for a
practice was identified, additional articles related to that
practice were no: reviewed.

Results

Owerall, 32 secondary transition evidence-based prac-
tices were identified. The majority of practices represented
instruction of skills within the Student Development area
uf e Taxonomy. Tweo practices were supperted with
strong evidence, 28 were supported with moderate evi-
dence, and 2 were supported by a potential level of evi-
dence, No evidence-based practices were identified in the
category of Interagency Collaboration. Each practice and
supporting evidence is summarized in Tables 2 through 5.

Student-Focused Planning

Table 2 lists three practices with a moderate level of
evidence in the area of student-focused planning. All
three practices reflected instruction around student par-
ticipation in the educational planning process (i.e., IEP
meeting purlivipation). Onc practice was more general
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(i.e., promoting student involvement in the IEP meeting)
and included multiple methods for skill instruction and
two of the practices were specific (i.e., Self-ddvocacy
Strategy, Self-Directed IEP).

Student Development

Table 3 lists 25 evidence-based practices identified in
the area of Student Development. Two practices had
strong levels of evidence, 22 had a moderate level of
evidence, and 1 had a potential level of evidence. There
were 17 practices identified in life skills, 6 in employ-
ment skills, and 2 in functional academics.

Family Involvement

Table 4 lists cne evidence-based practice in the cate-
gory of Family Involvement. A moderate level of evi-
dence was identified for the practice of family training
on transition issues.

Program Structures

Table § lists three practices in the category of Program
Structures, two with a moderate level of evidence and one
with a potential level of evidence. Practices inchided pr-
viding flexible programming, having outcome-based cur-
ricula and programs, and using community-referenced
curricula.

Interagency Collaboration

No evidence-based practices were identified in this
category.

Discussion

This review of the literature used quality indicator
checklisis for group (Gersten et al,, 2005) znd single
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Table 1
National Secondary Transition Technical Assistance Center’s (NSTTAC)
Decision Rules for Determining Levels of Evidence

Levels of Evidence of

Causal Inference Group Experimental Designs

Single Subject Designs

Literature Reviews and Meta-
Analyses

« 4 acceptable quality or 2 high quality

« High quality = must meet 1,2, 3, 4,
6,8, 9 and 10, and 5 or 7 of EQIs,
and at least 4 of the DQIs

* Acceptable = must meet 1,2, 3, 4, 6,
&, 9 and 10, and 5 or 7 of EQIs, and
at least 1 of the DQIls

* Must calculate ES or report data that
allow for caleulation

# There is no contradictory evidence
from a study reflecting strong
evidence

Strong

» 2 acceptable quality or [ high quality
» Must calculate ES or report data that
allows for calculation

Moderate

Potential (Needs additional »
research)

1 acceptable quality
Must calculate ES or report data that
allow for calculation

-

» 5 high-quality studies

» High quality = meets all Qls
* 3 independent research teams
.

Comprehensive or systematic
literature reviews
* Described search methods

Must have a functional and inclusion criteria
relationship » Provided a quantitative
¢ There is no contradictory summary of data
evidence from a study reflecting o If QI review; majority of
strong evidence artieles were high quality
Meta-analysis has overall
ES =040 or PND > T0%
= If'both quasi and true
group experimental studies,
provided analysis of ES for
each study design separately
* 3 high- or acceptable-quality » Other comprehensive or
studies systematic literature reviews
* Acceptable = meets all Qls which describe search
except 2, 11, and one of methods but do not calculate
17 through 20 ES or PND
+ 1 to 2 independent research = If QI review; majority of
teams articles were acceptable
= Must have a functional quality
relationship
e 1 or 2 high or acceptable studies  « N/A

-

1 or 2 independent research
feams

Must have a functional
relationship

L

Note: EQI = Essentia! Quality Indicators; DQI = Desirable Quality Indicators; QI = Quality Indicators; ES = Effect Size; PND = Percent of

Non-Overlapping Data.

described their search procedures and quantified results
or (b) group or single subject experimental studies that
met specific quality criteria. As a result, 240 literature
reviews and intervention studies were identified as
potentially coniributing to the evidence base for identify-
ing secondary transition practices.

Once an article was identified for possible inclusion
in the current literature review, it was reviewed {wice.
First, reviewers used a 103-item content review form to
record information from each article regarding (a) set-
ting, (b) population, (c) study design, (d) independent vari-
able, including aligning with the Taxonomy, (¢) dependent
variable, and {f) results. An item-by-iten analysis of coding
forms was completed to calulate a percentage of agree-
ment for reviewing articles, The mean interrater agreement
for study content on 25 reviewed articles (approximately
109 of the studies considered for this review) was 95.2%.

Next, authors used a 20-item quality indicator check-
list for experimental research designs or an 8-item quality
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indicator checklist for literature reviews to determine the
quality of the research study. The quality checklist for
single subject designs was developed based on criteria
from Hormer et al. (2005) and the quality checklist for
group experimental research was developed based on
criteria from Gersten et al. (2005). The checklist used to
examine the quality of literature reviews was developed
with the input of a panel of special education researchers,
which included researchers from the What Works in
Transition Research Synthesis Projeci. Mean interrater
agreement on the quality indicator checklist calculated for
four literature reviews was 96.9%, 93.2% calculated for 6
group experimental studies, and 89.9% calculated for 15
single subject research studies.

Finally, articles that met the criteria for high- or
acceptable-quality studies were then used to develop
the evidence-base for a secondary transition practice.
(See Table 1 for decision rules used to determine strong,
moderate, or potential levels of evidence.) Researchers
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Table 2
Summary of Evidenced-Based Practices in Student-Focused Planning

Practice

Level of Evidence

Current Evidence

Involving students in Individualized

A moderate level of evidenced based on |

« Test, Mason, Hughes, Konrad, Neale, &

Education Program (IEP) meelings acceptable-quality systematic literature Wood (2004)
review of 16 studies
Self-Advacacy Sirategy A moderate level of evidence based on 1 high- » Hammer (2004)
quality group experimental study and 4 = Lancaster, Schumaker, & Deshler (2002)
aceeptable-quality single subject studies = Test & Neale (2004)
= Van Reusen & Bos (1994)
= Van Reusen, Deshler, & Schumaker (1989)
Self-Directed IEP A maderate level of evidence based on 1 high- = Martin et al. (2006)

quality group experimental study

consulted the panel of special education researchers to
establish criteria for identifying evidence-based prac-
tices from the literature based on the recommendations
from an issue on special education research published in
Exceptional Children (2005) and the work of the IES.
Practices with strong, moderate, and potential levels of
evidence (see Table 1) were identified from systematic
literature reviews (including meta-analyses), group and
quasi-experimental, and single subject research.

Sixty-three studies met criteria as high- or acceptable-
quality group or single subject intervention studies, or
were a comprehensive litexature review or meta-analysis,
and were thus able to contribute to the evidence base for
secondary transition practices. Once the number of stud-
jes needed to establish a strong level of evidence for a
practice was identified, additional articles related to that
practice were not reviewed.

Results

Overall, 32 secondary transition evidence-based prac-
tices were identified. The majority of practices represented
instruction of skills within the Student Development area
of the Taxonomy. Two practices were supported with
strong evidence, 28 were supported with moderate evi-
dence, and 2 were supported by a potential level of evi-
dence. No evidence-based practices were identified in the
category of Interagency Collaboration. Each practice and
supporting evidence is summarized in Tables 2 through 5.

Student-Focused Planning

Table 2 lists three practices with a moderate level of
evidence in the area of student-focused planning. All
three practices reflected instruction around student par-
ticipation in the educational planning process (i.e., IEP
meeting participation). One practice was more general
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(i.e., promoting student involvement in the IEP meeting)
and included multiple methods for skill instruction and
two of the practices were specific (i.e., SelfAdvocacy
Strategy, Self-Directed IEF).

Student Development

Table 3 lists 25 evidence-based practices identified in
the area of Student Development. Two practices had
strong levels of evidence, 22 had a moderate level of
evidence, and 1 had a potential level of evidence. There
were 17 practices identified in life skills, 6 in employ-
ment skills, and 2 in functional academics.

Family Involvement

Table 4 lists one evidence-based practice in the cate-
gory of Family Involvement. A moderate level of evi-
dence was identified for the practice of family training
on transition issues.

Program Structures

Table 5 lists three practices in the category of Program
Structures, two with a moderate level of evidence and one
with a potential level of evidence. Practices included pro-
viding flexible programming, having outcome-based cur-
ricula and programs, and using community-referenced
curricula.

Interagency Collaboration

No evidence-based practices were identified in this
category.

Discussion

This review of the literature used quality indicator
checklists for group (Gersten ct al., 2005) and single
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Table 3

Summary of Evidence-Based Practices in Student Development

Practice

Level of Evidence

Current Evidence

Teaching life skills
Teaching purchasmg skills

Teaching banking skills

Teaching completing a job application

Teaching cooking skills

Teaching employment skills using
community- based instruction
Teaching food preparation skills

Teaching functional math skills

Teaching fimetional reading skills

Teaching grocery shopping skills

Teaching home maintenance skills

Teaching leisure skills

Teaching life gkills using community-
based instruction

Teaching life skills using computer-
assisted instruction

A strong Jevel of evidence based on 1 high-
quality meta-analysis of 50 intervention studies

A strong level of ewidence based on 1 high-
quality meta-analysis of 28 intervention studies

A moderate level of evidence based on 3
acceptable-quality single subject studies

A moderate level of evidence based on 1 high-
quality group study

A moderate level of evidence based on 1 high-
quality and 3 acceptable-quality single
subject studies.

A moderate level of evidence based on 1 high-
quality group study

A moderate level of evidence based on |
acceptable-quality literature review of 23
studies and 4 acceptable-quality single
subject studies

A moderate level of evidence based on 1 high-
quality group expenimental study and 4
acceptable-quality single subject studies

A moderate level of evidence based on S
acceptable-quality single subject studies,

A moderate level of evidence based on |
acceptable-quality systematic literature
review of 20 studies, | high-quality group
experimental study, and 2 acceptable-quality
single subject studies

A moderate level of evidence based on 1 high-
quality single subject study and 4
acceplable-quality single subject studies

A moderate level of evidence based on 4
acceptable-quality single subject studies

A moderate level of evidence based on 1 high-
quality group study and 4 acceptable-quality
single subject studies

A moderate level of evidence based on 1 high-
quality single subject study and 3
acceptable-quality single subject studies

+ Alwell & Cobb (2006b)

Xin, Grasso, Dipipi-Hoy, & Jitendra (20053}

Alberto, Cihak, & Gama (2005)

Cihak, Alberto, Kessler, & Taber (2004)
MeDonnell & Ferguson (1989)

Nelson, Smith, & Dodd (1994)

LI I

Fiscus, Schuster, Morse, & Collins (2002)
Mechling, Gast, & Fields (2008)

* Steege, Wacker, & McMahon (1687)

» Trask-Tyler, Grossi, & Heward (1994)
Bates, Cuvo, Miner, & Korabek (2001)

* Amold-Reid, Schloss, & Alper (1997)
Lancioni & O'Reilly {2002)
Mechling & Gast (1997)

Steege et al. (1987)

Trask-Tyler et al. (1994)

Alberto et al. (2005)

Birkan {2005}

Bates et al. (2001)

Denny & Test (1995)

McDonnell & Ferguson (1989)
Browder & Shear (1996)

Mechling (2004)

Mechling & Gast (2003)

Mechling, Gast, & Langone (2002)
Schloss et al. (1995)

Ayres, Langone, Boon, & Norman {2006)
Bates et al. (2001)

Mechling (2004)

Morse & Schuster (1996)

* 4 ® 8 ® B2 8 B B % & B B B B B8

+ Cuvo, Davis, O"Reilly, Mooncy, & Crowley
(1992)

MeDonnell & McFarland (1988}

Mechling & Gast (1997}

Steege et al. (1987)

Taylor, Collins, Schuster, & Kleinert (2002)
Collins, Hall, & Branson (1997}

Nietupski et al. {1986)

Vandercook (1991)

Wall, Gast, & Roystan (1999)

Alberto et al. (2005)

Ayres et al, (2006)

*+ Bates et al, (2001)

» Cihak et al. (2004)

* Taylor et al. (2002)

e Ayres et al. (2006}

+ Mechling (2004)

» Mechling & Cronin (2006)

¢ Mechling et al. (2002}

. & 8 5 5 s s & BN
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Table 3 (continued)

Practice

Level of Evidence

Current Evidence

Teaching life skills using self-

management

Teaching job-specific employment skills

Teaching job-gpecific employment skills
using computer-assisted instruction

Teaching purchasing using the “one
maore than” strategy

Teaching restaurant purchasing skills

Teaching safety skills

Teaching self-advocacy skills

Teaching self-dstermination skills

Teaching self-management for
employment skills

Social skills training

Teaching job-related social
communication skills

A moderate level of evidence based on 1 high-
quality gronp experimental study, | high-
quality single subject study, and 2
acceptable-quality single subject studies

A moderate level of evidence based on 1 high-
quality group study, 1 high-quality single
subject study, and 4 acceptable-quality
single subject studies

A moderate level of evidence based on 3
acceptable-quality single subject studies

A moderate level of evidence based on 6
acceptable-quality single subject studies

A moderate level of evidence based on |
high-quality group experimental study
and | acceptable-quality single subject
study

A moderate level of evidence based on 1 high-
quality single subject study and 6
acceptable-quality single subject studies

A moderate level of evidence based on 1 high-
quality group experimental study

A moderate level of evidence based on |
high-quality meta-analysis of 51
intervention studies of predominantly
acceptable quality

A moderate level of evidence based on 1
acceptable-quality systematic literature
review of 35 studies

A moderate level of evidence based on 1 high-
quality meta-analysis of 10 infervention
studies of predominantly moderate effects

A potential level of evidence based on 1 high-
quality single subject study and 1
acceptable-quality single subject study

& Dateg et al, (2001)

» Faloon & Rehfeldt (2008)

& Gumpel & Nativ-Ari-Am {2001)

Taylor (1987)

Bates et al. (2001)

Cihak et al. (2004)

Mechling & Gast (1957)

Mechling & Ortega- Hurndon (2007)
Mitchell, Schuster, Colling, & Gassaway
(2000)

Riffel et al. (2005)

Mechling & Gast (1997)

Mechling & Ortega- Hurndon (2007)
Riffel et al. (2005)

Ayres et al. (2008)

Colyer & Coltins (1996)

Denny & Test (1995)

Haring, Kennedy, Adams, & Pitts- Conway
(1987)

MeDonnell, Homer, & Williams (1984)
Test, Howell, Burkhart, & Beroth (1993)
Bates et al. {(2001)

MeDonnetl (1984)

L I

= Collins, Stinson, & Land (1993)

Ciast & Winterling (1992)

O'Reilly, Green, & Braunling-McMurrow
(1990)

Taber, Alberto, Hughes, &. Seltzer (2002)
Taber, Alberto, Seltzer, & Hughes (2003)
Winterling, Gast, Wolery, & Fammer (1992)
VanReusen & Bos (1994)

. & 8 F

= Algozzine, Browder, Karvonen, Test, &
Wood (2001)

= Lancioni & O’ Reilly (2002)

* Alwell & Cobb (2007)

& Clement-Heist, Seigel, & Gaylord-Ross (1992)
Heller, Allgoad, Ware, & Castelle (1996)

Table 4
Summary of Evidence-Based Practices in Family Involvement
Practice Level of Evidence Current Evidence
Teaching parents and families about tramsition A moderate level of evidence based on | high-quality group * Boone (1992}

experimental study

17
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Table §
Summary of Evidence-Based Practices in Program Structures

Practice

Level of evidence

Current Evidence

Provide community-based instruction

studies

Structure program to extend services

beyond secondary school quality group experimental study
Implement Check & Connect program A potential level of evidence based on 1 acceptable-
for students with disabilities quality group stady

A moderate level of evidence based on 1 high-

quality group study, 1 high-quality single-subject
study, and 6 acceptable-quality single subject

A moderate level of evidence based on 1 high-

* Alberto, Cihak, & Gama (2005)

e Ayres, Langone, Boon, & Norman
{2006)

* Bates, Cuvo, Miner, & Korabek (2001}

« Cihak, Alberto, Kessler, & Taber
£2004)

+ Heller, Allgood, Ware, & Castelle
(1996)

& Mechling & Ortega- Hurndon (2007)

* Schloss et al. (1995)

» Taylor, Collins, Schuster, & Kleinert
£2002)

= Izzo, Cartledge, Miller, Growick, &
Rutkowski (2000)

» Sinclair, Christensen, & Thurlow
(2005)

subject research (Horner et al., 2005) developed for iden-
tifying evidence-based practices. Based on the quality of
research, levels of evidence for specific practices in sec-
ondary transition were determined. Using this process,
32 evidence-based practices in the field of secondary
transition were identified. The majority of practices
were in the category of Student Development. Given
that this area involves teaching functional skills (e.g.,
vocational, school, leisure) to students, it is not surpris-
ing that this category would be supported by group and
single-subject research studies. These results extend the
literature on evidence-based practices for students with
disabilities to the field of secondary transition. Although
the WWC has posted practices in a variety of areas, only
character education and dropout prevention include
practices designed for transition-aged students.

Limitations

The findings of this review are limited in a number of
ways. First, it was not a comprehensive review of each
practice. That is, once a practice was identified as having
a strong level of evidence, further studies on that practice
were not reviewed. Second, because our purpose was to
identify an initial set of evidence-based practices in the
field of secondary transition, we allowed each “practice”
to emerge based on the literature that met the quality
indicators. For example, as we identified studies that met
our inclusion criteria, we began to group studies by the
dependent variable (ie., skill) that was taught in the
study. This resulted in general practices, such as “Involving
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Students in the IEP Process,” which included a range of
practices for teaching students to participate in and lead
IEP meetings. However, as additional studies were identi-
fied we were also able to identify specific practices, such
as “Using the Self-Advocacy Strategy” and “Using the
Self-Directed IEP” because enough high- or acceptable-
quality studies had been conducted on each practice. This
approach is different from the one used by WWC and
proposed by CEC, in which a specific practice is first
defined and then the literature is reviewed to determine if
enough research exists to classify the practice as having a
strong, moderate, or weak level of evidence. Third, in
most cases, practices were labeled by the dependent vari-
able (or skill learned) rather than the independent vari-
able. This was done because it was assumed that a
practitioner’s focus would be on teaching a specific skill
(i.e., making a purchase) rather than the methed used to
the teach the skill (i.e., constant time delay). The excep-
tion to this was in the Taxonomy category of Program
Structures (e.g., using community based instruction).
Fourth, to be an evidence-based practice, typically
rescarch studies must first meet a set of quality indicators,
and then provide evidence of effect. For the studies that
used single subject designs, the quality indicator checkdist
included an item that required determining the existence
of a functional relationship; although this did allow an
effect to be identified, it did not allow a calculation of the
size of the effect, Although a functional relationship does
imply a “robust” independent variable (Baer, 1977), it
does not quantify the effect size as the Percentage of
Non-Overlapping Data (PND; Scruggs & Mastropieri,



2001), Percentage of All Non-Overlapping Data (PAND,
Parker, Hagan-Burke, & Vannest, K., 2007), or the
Improvement Rate Difference (IRD; Parker, Vannest, &
Brown, 2009) have been suggested to do for single sub-
ject designs. Neither PNDs, PANDs, nor [RDs were cal-
culated for the single subject studies used in this review.
However, because the group design quality indicators
checklist did not include an assessment of infervention
“effects,” we did attempt to caloulate effect sizes for the
six group studies used in our review (i.e., Bates, Cuvo,
Miner, & Korabek, 2001; Izzo, Cartledge, Miller,
Growick, & Rutkowski, 2000; Martin et al., 2006;
Nelson, Smith, & Dodd, 1994; Sinclair, Christensen,
and Thuriow (2003); Van Reusen & Bos, i994). Using
Cohen’s d, effect sizes were & = 0.334 (Self -Advocacy
Strategy; Van Reusen & Bos, 1994), d = 0.588 (extending
services beyond secondary school; Izzo et al., 2000),
and d = 1.53 (teaching job applications; Nelson et al.,
1994). Effect sizes for the other three studies were not,

or could not be, calcuiated.

Suggestions for Future Research

A byproduct of identifying evidence-based practices is
the recognition of research needed to improve the level of
evidence for specific practices to “strong.” (See Table 6.)
Table 6 indicates a continued need for more experimental
and/or single subject research

designs) to establish “strong” levels of evidence for many
secondary transition practices. At this point there are only
two practices that have a strong level of evidence (ie.,
teaching life skills and teaching purchasing skills). Both
are in the Taxonomy category of Student Development,
which also includes 22 of the moderate practices and 1
potential practice. There are three moderate level prac-
tices in Student-Focused Planning, and the remaining
moderate or potential practices are in Family Involvement
or Program Structures. No evidence-based practices have
been found in the category of Interagency Collaboration.
In addition, many secondary-transition related skills (e.g.,
managing finances, physical fitness, travel, healthy
living, engaging in civic activities, maintaining employ-
ment) do not appear to have any evidence base. Although
there is clearfy much to be done, careful attention needs
to be paid to ensuring that this research meets the quality
indicators for group and/or single subject designs.
Finally, although the evidence-based practices identi-
fied by this review do provide practitioners with strate-
gies for teaching specific skills, the literature reviewed
did not correlate student skill development with improved
postschool ouicomes. Research is needed to link these
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evidence-based practices with postschool outcomes, such
as employment, education/training, and quality of life.

Implications for Practice

The current list provides practitioners with a starting
peint for implementing evidence-based practices. Are they
guaranteed to work? Mo, but practitioners can be confi-
dent that practices with strong and moderate levels of
evidence will produce similar effects with their students,
Practitioners will still need to use their professional judg-
ment to select practices for their students. To help them

with this process, further information about each practice
can be found at http://www.nsttac.org under “Evidence-
Based Practices.” At this website, each practice is described
in terms of the supporting evidence, with whom it was
implemented (i.e., disability labels, gender, ethnicity if
provided), what the practice is, how and where it has been
implemented, how the practice relates o State Perforimance
Plan Part B Indicator 13 and national standards, where the
best place to find out how to do the practice is, and refer-
ences used to establish the current evidence base.

In addition, for each practice description there is a set of
research-to-practice lesson plan starters listed under the
section “The best place to find out how to do this practice.”
All lesson plan starters can also be found in the Lesson
Plan Library at http:/fwww.nsttac.org. Each starter includes

the basic information needed to write a lesson including an
objective, setting/materials, content to be taught, teaching
procedure, and evaluation ideas. All information for each
lesson plan starter was taken directly from a study used to
identify the level of evidence for a practice.

Both the practice descriptions and lesson plan starters
were developed to help state and local education agen-
cies use evidence-based practices in classrooms. In addi-
tion, because the evidence-based practices are categorized
by the Taxonomy, which is a widely accepted framework
for comprehensive secondary transition programs, state
and local education agency personnel should use the
practices listed under each category of the Taxonomy asg
starting points for providing quality transition services to
students. This same logic can be applied to improving
SPP Part B Indicator 13 outcomes, in that these evidence-
based practices should serve as the starting point for
writing annual goals and transition services designed to
help students achieve their postschool goals.

In conclusion, the results of this review provide practi-
tioners with a set of evidence-based practices for improv-
ing transition services and researchers with an agenda for
conducting future research to help establish additional
secondary {ransition instructional practices as having a
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Table 6
Intervention Research Needed to Enhance the Level of Evidence to Sirong
Practice Current Level of Evidence Research Needed
Student-Focused Planning
Involving students in the individual education plan Moderate » 2 high-quality group experimental studies or
(IEP) process + 4 acceptable-guality group experimental studies or
+ 5 high-quality single subject studies
Self-Advocacy Strategy Moderate + 1 high-quality group experimental study or
+ 4 acceptable-guality group experimental studies or
» 5 high-quality single subject studies
Self-Directed TEP Moderate + 1 high-quality group experimental stady or
* 4 acceptable-guality group experimental studies or
+ Five mgh-quality single subject studies

Student Development (Life Skills Instruction)

Teaching life skills Strong None
Teaching purchasing skills Strong None
Teaching self-advocacy skills Moderate + | high-quality group expenimental study or

+ 4 acceptable-quality group experimental studies or
5 high-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimental studies or
5 high-quality single subject studies
2 high-quality group experimental studics or
4 acceptable-quality group experimental studies or
5 high-quality single subject studies
1 high-quality group experimental studies or
4 acceptable-quality group experimental studies or
5 high-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimental studies or
5 high-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimentat studies or
4 high-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimental studies ot
5 high-quality single subject studies
1 high-quality group experimental studies or
4 acceptable-quality proup experimental studies or
5 lgh-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimental studies or
4 high-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimentat studies or
5 ligh-quality single subject studies
| high-quality group experimental studies or
4 acceptable-quality group experimental studies or
5 high-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimental studies or
5 high-quality single subject studies
2 high-quality group experimental studies or
4 acceptable-quality group experimental studies or
4 high-guality single subject studics
Social skills training Moderate « 2 high-quality group experimental studies or
» 4 acceptable-quality group experimental studies or
* 5 high-quality single subject studies

Teaching self-determination skills Moderate

Functional reading sight words Moderate

Functional math skills Moderate

Banking skills Moderate

Cooking skills Moderate

Food preparation skills Moderate

Grocery shopping skills Moderate

Home maintenance skills Moderate

Leisure Skills Moderate

Restaurant Purchasing Skills Moderate

Purchasing using the “one more than” strategy Mederate

" 8 " 8 % 8 % & B & 8 8 B % F 4 8 % & % 8 8 % 8 % & & & % % % % * F ¥

Safety skills Moderate

{continued)
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Table 6 (continued)

Practice

Current Level of Evidence

Research Needed

Life skills using community-based instruction

Life skills using computer-assisted instruction

Life skills using self-management

Moderate

Moderate

Moderate

1 high-guality group experimental studies or

4 acceptable-quality group experimental studies or
5 high-quality single subject studies

2 high-quality group experimenta] studics or

4 acceptable-quality group experimental studies or
4 high-quality single subject studies

1 high-guality group experimental study or

4 acceprable-quality group experimental studies or
4 high-quality single subject studies

Student Development {Ernployment Skills Instruction)

Job-specific employment skills Moderate « 1 high-guality group experimental study or
* 4 acceptable-quatity group experimental studies or
* 4 high-quality single subject studies

Job-specific employment skills using computer- Moderate ¢ 2 high-quality group experimental studies or

assisted instruction » 4 acceptable-quality group cxperimental studies or

* 5 high-quality single subject studies

Completing a job application Moderate = | high-guality group experimental study or
= 4 goceplable-quality group experimental studies or
= 5 high-quality single subject studies

Employment skills using Moderate = | high-quality group experimental study or

community-based instruction « 4 acceptable-quality group experimental studies or
= 5 high-quality single subject studies

Teaching self-management for employment skills Moderate = 2 high-guality group experimental studies or
* 4 acceptable-quality group experimental studies or
« 5 high-quality single subject studics

Job-related social/communication skilts Potential + 2 high-guality group experimental studies or
* 4 acceptable-quality group experimental studies or
o 4 high-quality single subject studies

Family Involvement

Teaching parents and families about transition Moderate ¢ | high-quality group experimental study or
* 4 acceptable-guality group experimental studies or
= 5 high-quality single subject studies

Program Structure

Provide community-based instruction Moderate ¢ 1 high-quality group experimental study or
*+ 4 accepiable-quality group experimental studies or
¢ 4 high-quality single subject studies

Structure program to extend services beyond Moderate » | high-quality group experimental study or

secondary school « 4 acceptable-quality group experimental studies or

» 5 high-quality single subject studies

Check & Conmect Potential + 2 high-quality group experimental studies or
« 1 acceptable-guality group experimental studies or
L

5 high-quality single subject studies

strong level of evidence using quality indicators estab-
lished for group experimental research (Gersten et al.,
2005) and single subject rescarch designs (Horner et al,,
2005). As schools place increased emphasis on teacher use
of evidence-based practices in their instruction, in order to
insure that secondary transition services are not left out,
we must commit to identifying and using secendary tran-
sition practices having strong levels of evidence.
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ife is a series of transitions; from diapers to underpants,

from day care to preschool, preschool to elementary
school, elementary school to middle school, and middle
school to high school. Although these and many other tran-
sitions occur for students, one of the most significant points
of transition is frem high school to adulthood. High school
graduation traditionally signifies a time of many challenges
and changes, filled with hopes and dreams of successfully
leaving high school and moving into employment and/or
postsecondary education. Halpern (1992) has defined this
transition as *“a period of floundering that occurs for at least
the first several years after leaving school as adolescents
attempt 1o assume a variefy of adult roles in their commus-
nities” (p. 203).

Unfortunately for students with disabilities, the
floundering period often lasts for years, as documented
since the mid-1980s by studies of postschool cutcomes
of students with disabilities. For example, Hasazi,
Gordon, and Roe {1985) conducted a study of 462 youth
from nine Vermont school districts who exited high
scheol between 1979 and 1983. Their results indicated
that 55% were in paid jobs, but only 67% of these were
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full-time. For those who graduated from high school,
72% earned less than $5.00/hour, while of those who
dropped out, over 84% eamed less than $5.00/hour. By
the mid-1990s and ecarly 2000s, there had been some
pragrass, but for young people with disabilities between
the ages of 18 and 29 the employment rate was only 57%
compared to 8 72% ecmployment rate for individuals
without disabilities (National Organization on Disability,
2004). Three to five years after graduation, special
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education graduates still lagged behind their peers with-
out disabilities, 50% to 69%, in having a competitive job
(Fabian, Lent, & Willis, 1998}, For individuals with more
severe disabilities the employment rate dropped to 25%,
and to 8% for individuals with profound disabilities (La
Plante, Kennedy, Kaye, & Wenger, 1996). When looking
at all individuals with disabilities of all working ages
only 35% reported having a full-time or part-time job
versus 78% of those without disabilities (National
Organization on Disability, 2004). Despite federal legis-
lation resulting in nationwide implementation of transi-
tionprograms, “beingunemployed” or “underemployed”
continued to most clearly exemplify what it truly
meant to be disabled (National Organization on
Disability, 1998).

Recently, the National Longitudinal Transition Siudy-2
(NLTS2; 2007) Wave 3 data indicated that 72.6% of
youth with disabilitics continued to live with their par-
ents after high school, 9.9% lived alone, and 0.5% lived
in a group home or assisted living facility. Postschool
education data indicated that only 7.7% were attending a
4-year college or university and 12.8% were attending a
2-year community college. Postschool employment data
were more favorable for youth with disabilities when
compared to previous years, indicating that 55.1% of
youth had a paid job a year or more after high school.
Although postschool outcomes for youth with disabilities
have increased slightly over the years, there is still need
for improvement in the areas of employment, education,
and independent living. Therefore, it remains imperative
to continue investigating programs and practices at the
secondary level that lead to improved postschool out-
comes for youth with disabilitics (Wagner, Newman,
Cameto, Levine, & Garza, 2000).

As a result, one of the most interesting challenges
facing educators who wish to develop and implement
transition programs that improve the postschool out-
comes for students is to determine what practices lcad to
improved postschool outcomes for students with dis-
abilities. Researchers in the field of secondary transition
have been trying to provide this answer since the intro-
duction of Will’s (1984) bridges madel of transition. For
example, the first set of studies that identified promising
transition practices were conducted in the 1980s {e.g.,
Hasazi et al., 1985; Kortering & Edgar, 1983%; Mithaug,
Horiuchi, & Fanning, 1985; Sitlington & Frank, 1990;
Wehman, Kregel, & Seyfarth, 1985). Along with docu-
menting poor postschool outcomes for students exiting
high school programs, these studies also investigated the
relationship between improved postschool outcomes and
components of students’ high school programs to deter-
mine what students did in high school that impacted
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postschool outcomes. For example, Hasazi et al. (1985)
found that students who received work experiences
while in high school had better postschool employment
outcomes than students who did not. Overall, these
early studies found a positive relationship between tak-
ing vocational education classes, participating in paid
job experiences, and transition programming and better
student postschooi employment cutcomes.

Though these findings are still being supported by
research (Baer et al_, 2003), researchers have also identified
other skills correlated with improved postschool success
for students with disabilities, including self-determination
(Benitez, Lattimore, & Wehmeyer, 2005; Wehmeyer &
Paimer, 2003) and participation in wansition pianning
(Halpern, Yovanoff, Doren, & Benz, 1995). For example,
Benitez et al. (2003) found that teaching self-determination
skills in high school was positively correlated with
improved postschool outcomes for students with disabili-
ties, and Wehmeyer and Palmer found that self-determina-
tion skills in high school were significant predictors of
postschool education and independent living success.

In addition to deseriptive and correlational studies that
identified practices associated with improved postschool
outcomes, following the 1990 IDEA (Individuals With
Disabilities Education Act) revisions mandating transi-
tion services, published lists of “best practices™ accel-
erated (e.g., DeStefano, Heck, Hasazi, & Furney, 1999;
Hasazi, Furney, & DeStefano, 1999; Hughes, Eisenman
etal., 1997; Hughes, Hwang ct al., 1997; Hughes, Kim
ctal., 1997; Johnson & Rusch, 1993; Karge, Patton, &
de la Garea, 1992; Kohler, DeStefano, Wermuth,
Grayson, & McGinty, 1994). These lists were developed
using such strategies as analyzing exemplary programs
(Kohler et al.), surveying teachers (Hughes, Kim et al.},
rescarchers, (Hughes, Hwang ¢t al.}, and reviewing the
literature: (Karge et al.}.

It is clear that researchers in the field of secondary
transition have been working to provide practitioners with
practices designed to help improve students’ postschool
outcomes. Recently, the National Secondary Transition
Technical Assistance Center (NSTTAC) was charged with
the task of identifying evidence-based practices for the
field of secondary transition. To do this, NSTTAC research-
ers have conducted two reviews of the literature. The first
review identified evidence-based practices based on exper-
imental (both group and single subject designs) studies,
including practices such as (a) teaching life skills using
community-based instruction, (b) teaching purchasing
skills, and (¢) teaching functional reading skills (Test et al.,
2009). However, though the evidencc-based practices
identified from experimental research were designed to
teach studenis specific transition-related skills, to date,



the experimeiital literature has not attempted to measure
the impact of these skills on postschool cutcomes (Test
et al.). As a result, Test et al. identified the need for a
review of correlational research in secondary transition to
identify evidence-based predictors that are correlated with
improved postschool outcomes in education, employ-
ment, and/or independent living. In addition, given the
recent focus on evidencesbased practices, it is important
that the findings be based on a current set of standards
designed to evaluate the quality of correlational research.
Recently, the Council for Exceptional Children (CEC)
through its Division of Rescarch addressed this in a spe-
cial issuc of Exceptionaf Children (“Criteria,” 2005), by
including an article that proposed a set of quality indica-
tors for corrclational research (Thompson, Diamond,
McWilliam, Snyder, & Sayder, 2005), In addition, through
its Professional Standards and Practices Committee, CEC
is developing a process for identifying evidence-based
special education practices (Council for Exceptional
Children [CEC], 2008) based on these, and other quality
indicators published in Exceptional Children in 2005.
Therefore, the purpose of this study was to conduct a
systematic review of the secondary transition correlational
literature using quality indicators suggested by Thompson
et al. (2005) to identify in-school predictors of improved
postschool outcomes for students with disabilities.

Method

Researchers conducted an electronic search with
EBSCO Host and Cambridge search engines to identify all
publications between 1984 and March of 2009 that used
correlational research methods (i.e., articles that specifi-
cally investigated the relationship between predictor and
outcome variables) to investigate secondary transition pre-
dictors of postschoel success. The databases targeted for
the search included: Academic Search Premier, Educational
Administration Abstracts, Education Research Complete,
Educational Resources Information Center {ERIC),
MasterFILE Premier, MiddleSearchPlus, PsycARTICLES,
and PsycINFO. Full and truncated versions of the follow-
ing search terms were used: correlation, correfate, cor-
relational, predictor, relationship, students, youth,
adalescents, young adulls, disability, middle school, high
schaal, iransition, edwcation, special education, oui-
comes, posi-school, pestsecondary, post-school owlcomes,
in-school, post-secondary education, employment, inde-
pendent living, and quatity of life. Additional correlational
articles were also found for review threugh NSTTAC's
search to identify evidence-based practices in secondary
transition (Test et al, 2009). Finally, researchers
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condueted a hand search of reference lists of articles iden-
tified through electronic searches that met inclusion crite-
ria to identify additional articles pertinent to this review.
From the original search, 162 articles were identified.
Researchers reviewed abstracts and data analysis sections
of the articles to determine if analyses were correlational
in nature. Articles found that were (a) expert opinion,
(b) literature reviews, (c) program evaluations, (d) experi-
mental, (¢) descriptive, or {f) univariate with no correla-
tional analyses were exchuded from the review, resulting in
63 potential articles to be examined further. Interrater reli-
ability for the original search was calculated by two sepa-
tate reviewers and totaled 100% across all articles for
inclusion of correlational smdics,

Inclusion Criteria
for Correlational Literature Review

Prior to determining quality, the 63 articles were exam-
ined to determine if they met preliminary inclusion cri-
teria for this systematic review. To be included in the
review, a study had to include (a) predictor variables
related fo a secondary transition program or practice and
{b) outcome variables related to postschool education,
employment, and independent living. Of the 63 potential
articles reviewed, 35 were cxcluded for the following
reasoms: () in-school variables related to a secondary
transition program or practice were not addressed (n = 9);
(b) outcome variables were not related to postschool edu-
cation, employment, and/or independent living (n = 19);
(c) students andfor adults with disabilities were not
included (#=4); and (d) only demographic variables (e.g.,
age, disability, pender) were analyzed (» = 3). Interrater
reliability for this part of the review was also calculated by
two separaie reviewers and was 100%.

The remaining 28 articles were then reviewed to
cvaluate the quality of evidence nsing & 13-item check-
list for corrclational research. The quality indicator
checklist was developed based on criteria from Thompson
¢t al. (2005; see Figure 1). Of the 28 articles reviewed,
22 met requirements of the quality indicator checklist to
be included in the final review. Four of the articles were
excluded because stepwise methods of analyses were used.
Stepwise regression analyses were excluded because they
are not designed to identify the best subset of predictor
varfables and negate the theoretical knowledge the exper-
imenter may have by giving control of determining the
best s¢t of predictors to the computer program (Knapp
& Sawilowsky, 2001; Tabachnick & Fidell, 2007;
Thompson et al., 2005). Additionally, using stepwise
regression analysis can result in other major problems,
including: (&) computer programs tend to use erroncons
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Figure 1
Quality Indicator Checklist for Correlational Research

Qualily Indicator Checklist: Correlational Studies

QUALITY INDICATQRS
Anafytic Method {must meet 1 and 3, or 2 and 3)

0O (1) Hypoiheses are nol formulaled prior to conducting analysis (Le., exploratory)
0 (2) Hypothases are planned and formulated prios 1o conducting analysis (i.e.. a prior)
O (3) Significant correlations of{ £0.1) are reflected between predictor and outcorne variables

Measurement (suggested)

O (4) Score reliability coaflicients are reporiad for all measured variables based on induction from a prior study or analysis of data within
current study
O 1f score reliability basad on a measure frem a previous sludy, the sample in the current study is comparable to the previous study

O (5) Score validity coefficients ara reported for all measured variables based on induction from a prior study o analysis of dala within current
study
O 1f seore validity based on a measure from a previous sludy, the sample in the current study is comparable to the provious study

Practical Significance (must meel)

O (6) Effect sizes are reporied or may be caleulated for each gulcome {relevant o this review), even when the oulcome was not statistically
significant
O Examples of sffect catagaries include: (@) standardized dilferences (e.g., Cohen's d, Glass's §; (b) "uncorrected” variance-accountad-for
{2.0..n% F&); and {c) "cormected” variance-accounted-for (2.g.. adjusted A, o)

O When comparing multiple related studies with related variables and oulcomes, comparison of efiects 1o evaluate consistency of rasulls
across studias is recommented.

Macro-analysis (must meet 7, 8, 8. 10, 11; suggesled 12)

0O (7) General Linear Model (GLM) weights (e.g., Deta weights, faclor pattern coefficients, discriminate function coeflicients) are interpreled as
reflecting correlations of predictors with outcome variables anly in the exceptional case that the weights are correlation cosflicients

O (8) If multiple regression analysis, exploratory factor analysis, confirmatory faclor analysis, descriptive discriminate analysis, or canonical
correlation analysis are used, the interpretation of results includes examination of siructure coefficients {l.e., correlations of measurad
variables with lateinl varables actually baing analyzed)

0O (9) Univariate methods are not used in the presence of multiple outcome variables

I (10) Univariate methods are not used post hoe to mullivariate tests (i.e., mullivariate post hoc methods {e.g., descriptive discriminant
analysis) are conducted when multivariate methods are employed)

O (11} Interval data {e.g.. iQ scores} are not converted to neminal scale (e.g., "low”, "high”) unless such choices are justified and thoughtiully
considered

O {12) Evidence is presented that satistical assumplions are sufficienlly met for results o be deemed credivle (e.g., homogeneily of variance,
normal distribution, measures of central tandency)

Coniiderce Intervals {suggested)

O {13) Confidencs intervals are reported or can be calculated for :
3 ta) reliability cosflicients derived for study data,
O (h) sample slatislics (e.q., means, correlation coeflicients) of primary interest in the study
O {c) study effect sizes

degrees of freedom in stepwise caleulations that may  the incorrect computation of degrees of freedom (Knapp
lead to an increased “likelihood of obtaining spurious & Sawilowsky; Thompson). Finally, twe articles were
statistical significance” (Thompson, 1995, p. 525); and  excluded because effect sizes were not reported, and
(b) the Type 1 error rate tends to be inflated because of  therc was not sufficient information to calculate effect
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sizes for each outcome. Interrater reliability on 41%
{(nr = 9) of the correlation studies reviewed using the
quality indicator checklist in this phase was 100% for
the two reviewers.

Finally, the 22 articles that met the quality indicator
criteria for correlational research were used to develop the
evidence-based in-school predictors of improved post-
school outcomes for students with disabilities. Decision
rules for determining levels of evidence for correlational
research based on the Institute for Education Sciences
(IES; B. Cobb, personal communication, May 12, 2006)
were then established. According to [ES, the evidence
provided by correlational research may only be established
as a moderate level of causal inference. Researchers then
added a potential level of evidence to allow for recogniz-
ing research that may be promising, but has isufficient
evidence to meet moderate levels. To be identified as a
moderate level of evidence, 2 predictor had to have: {a) two
a priori (i.e., planned hypothesis prior to analysis) studics
with consistent significant correlations between predictor
and outcome variables (exploratory studies were included
only when paired with a priori significant correlations) and
{b) effect size caleulations or data to caleulate effect size.
To be identified as a potential level of evidence, a predictor
had to have: (a) one a priori (i.e., planned hypothesis prior
to analysis) sudy and/or (i) two or more exploratory {no
specific hypothesis) studies with significant correlations
between predictor and outcome variabics.

The descriptions of each predictor were taken directly
from the findings in the studies reviewed. Predictor cate-
gories were created based on consensus by researchers,
and researchers classified each predictor to reflect a com-
prehensive term to support each description.

Data Analysis

Rescarchers examined cach study for the following:
{a) population (i.e., disability type), (b) sample size, (c)
predictor variable(s), (d) postschool outcome variable(s),
{e) type of statistical analysis used, (f) relationships
among variables, (g) significance levels, and (h) data
that allowed for calculation of effect sizes. Because
the correlational studies included in this review were
comprised of various types of analyses that yielded
numerically different values, it was not possible to draw
meaningful conclusions across studies (Lipsey & Wilson,
2001). Therefore, researchers chose to convert signifi-
cant relationships to standardized e¢ffect size measures
to allow comparisons. To make comparisons, several
conversions had to be calculated. Studies using Pearson r
or canonical correlations directly translated 1o effect size.
Studies using logistic regression analysis reponted odds
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ratio statistics that were converted to tetrachoric approxi-
mations (Digby, 1983) using the equation: (OR*=1) /
(OR™+ 1). Tetrachoric transformations are often used with
odds ratio statistics so that such statistics can be converted
to Pearson 7 correlations. Studies using standard multiple
regression analysis reporting only multiple & were con-
verted to Cohen’s /7 effect size statistic (Cohen, 1977)
using the equation: /2 = R*/ (1 — R*). One study (i.e.,
Wehmeyer & Schwartz, 1997) reported multiple R* for the
full model and standardized regression coefficients (i.e.,
betas) for individual predictor variables, The standardized
regression coefficient is an effect size measure that repre-
sents the change in dependent variable for one standard
deviation change in the independent varable (MacKinnon,
2008). Another study (i.e., Heal, Khoju, & Rusch, 1997)
did not report multiple R* data for each set of predictors or
for the full model, but did report correlations (i.e., #)
between each predictor variable and the three outcome
variables. Therefore, the correlations were reporied and
converted to effect sizes for this study. For studies con-
ducting hierarchical multiple regression analyses, the
multiple R? was converted to effect size using a variation
of the Cohen’s /2 effect size statistic (Cohen) using the
equation: f2=(R? ,— R* }/ (1 - R* ;). In this equation, R?,
is the variance accounted for by a set of one or more inde-
pendent variables 4, and R?,, is the combined variance
accounted for by 4 and another set of one or more inde-

R B PR o S R
arfables & (often the fi

R a oy s P SRR

il:'IE:j‘.'ll."lt':i'ﬁ v rst set of control vari-
ables; Cohen). The determination of small, medium,
and large effect sizes was made based on Cohen’s
appraisal system. Values for correlation (r) effect sizes
were: (a) small: r < 10; (b) medium: » = .30; (¢) large:
= .50, Values for multiple R? effect sizes were: {a) small:

[7=.02; (b) medium: £?=15; and (&) large: 2= 35.

Results

A total of 22 articles met the criteria to be included in the
systematic correlational literature review. Of the 22 articles,
3 were exploratory studies and 19 were a priori studies,
Findings are discussed below in terms of population and
overall effects, predictor categories, and negative findings.

Population and Overall Effects

Table 1 indicates that the total number of participants
for the 22 studies was 26,480 with sample sizes ranging
from 38 to 7,007. The mean sample size for this review
was 1203.6 and the median was 535. Twenty-three percent
of the studies included sample populations comprised of
all disability categories (n = 3) and 77% (n = 17) included
only some disability categories. The majority of studies
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Table 1

Resulis
Pasischool Outcome Statistical Significance

Reforonce N Diisability (Mher 3emographics Predictar Variable ‘Variablc Aralysis Relaticeship Level Effect S

Raer of al. 140 All disability 5095 male 1. Wark shady 1. Emplonyment Logstic 1. 167 1. p-zihol 1. 045 {medivm)
(20:03) CAlCROrics Exoopt 41% fomals 2. Vocational education 2. Employment regrossion. 2. 16D 2. peis 1 0.3 (mecdiem)

spoech 18% mincrity 3. Rogular acadomics 3. Education 3,513 3 p=0al 1. 055 (largx)
Lirham, suburban, and nerall
TCprescntation

Benz, 766 Al disshilin £7% male 1. Mumber of paid jobs 1. Produrtive Lagistic 1. 180 1 p < 0dl L 0.2 {smally
Lindstrom, CRCROIICS 38% fomalc Engagement TEETCRsKn
& Yovanoff ET% Caucasian {emplayment ar
(20000 5% Hispanic cducation))

3% A ficam A merican 1. Transition goals mct 2. Productive .38 2 p 0] L 046 (meccium))
3% AsianPacific klando Engagement
2% Mative American {emplayment ar

cducation))

Ben, 218 All disshility 3% malc 1. Social skills ot oxit 1. Empleyment Logistic 1.344 L p=005 1. 043 (mecdium)
Yovanoff, cAtCgnrics 37% fomals 2. Number of jobs in 2. Employment regrossian. 2. 203 2. pnl 1 0.6 (=mally
& Daren 97% Caucasian school
(15497} B% minorizy 3. Job scarch skills at oxit 3. Employmeont im 3 p=005 1. 0.27 {=mall)

4. Carcor awarencss at 4. Productive 4. 189 4. p=005 4. 0.25 {=mall)
exit Engagement
| mant ar
cducation])

Blackarty, 935 LD, MR, EI}, sensory  62% malc 1. Student’s Schoal 1. Employment, Correlated Loz7 1. p =01 1. 0.27 {=mall)
Hancock, & impairments, 38% fomals Programs {porcentage Eduscation, amd Enctor
Sicgd phiysical disabilitics of time spent in regular Indcpendent Living  analysis
{1993) sdusation Flassmt

student ook acadomics
in regular educatian
placcment
1 Individuml sptibedc 2. Employmeont, 042 2 p 0] L 042 (mecdium)
(student’s sclf carc Education, amd
ability scalle; stedent’s Independent Living Poarsom r
103 lewel)

Baillis, Davis, 308 Studenis with deafncss Diata not roported 1. Yoar-round job 1. Engagement Logistic 1.494 L p=1005 1. 0.54 (largx)
Bull, & orwith dizabilitics: {oducation or TEgTTEsian
Jahrean e deafres employment)

(15495) 2. Paid work 2. Indopendont Living .11 I p=005 1 0.29 (mwodium)
3. Assistance: from 36 3. Indopendont Living 3134 3 p=005 1. 0.1 (mecdium)
commumity-bascd
AGCTCICS

Dorn & B 427 All disability 659 mralc 1. Mursbar of jobs in 1. Emplayment Lagistic 1.204 1.p= 005 1. 0.26 {small)

{198} CRCROIICS 3% fomalc school (males caly ) TEETCRsKn
1. Method wsed o find 1. Employment 2 Males 233 I p<D05 1 0.3 (meodium)
Job (sclf-family —Eriod Females 377 p< 005 0.46 (modium)

otk )

foombmued)
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Table 1 (continwed)

Pastschoo] Chaicomo Statistical Significanco
Refermes N Disakdlaty (Other Demographics Predictar Variaklz Variaklz Mnalyss Relatioeship Level Effect Sixe
Fakdan, Lent, 2,58 LD, MR, EI), other £2% male 1. Acoeptance of 1. Emploiymment Discriminant 1. 023 (0.9 1. p=<0.001 I 023 {small)
& Willis disabilitios that 48% Afican Amorican pastiniamship job offioc mnalysis SiruCiEG
(1 598) included opi lopsy, 21% Hispanic cocfFicient)
SETsary 5% Asian American 2. Intemiship completion 2. Employmomt 2.023 (044 2 p-<00dl 2 023 (smally
imrpairmants, bad 21% Ewrapcan Amrican sruchag
ingjury, and 3% Other coefFicient)
orthapedic and Urhan location of Bridges” Cananiscal
mobility programs corrclation
imTpairmants
Fouwrqurean, 113 LD T5% male 1. High schisal 1. Emploiymment Multiple 1. 0L05 1. p<001 . 005 {small)
Micisggia, 2% Whiic cmplaymeat (stability) TERTCEsAN
Swvank, & 11% Hispanic 1. Paromt participation 1. Employmeon Z.0u03 2. p=005 2003 (small)
Williams T4 Black (stabillity) e
{1591} 3. Parcnt participation 3. Employment Discriminant 3. 0,43 B pe0ol 3043 (mecdivm)
(status) mmalysis
4. Math ahility 4. Employmont Cananiscal
Halpern, Orcgon’ Al dlisshility 60 madc 1. Instruction roocived I. Education Logistic 1.191 L p= 005 . 04T (meodium)
Yowvanoff, MNovada: catogorios 10825 mimoritics 1. Transition planming 1 Education regression. 2. 321 2. p<D0s 2041 (mescium)
Dwomen, & 41 61% family income 3. Smudent satisfaction 1. Education 31748 3. peoaol 3 0BT (larpr)
B (1995) $25kfycar
A rizana: £3% male 1. Fumctiomal achiovement 1. Education Logistic 1. 12.67 1. p<001 1. 0.74 (larpe)
565 13% minoritics L Instruction roocived 1 Education rogression 2. 482 2 p<O5 2053 (larpe)
48% family income 3. Transition planming 1, Education 3. 661 B . p<D0s 3061 (larpe)
=£25kfycar 4. Smdent satisfaction 4. Education 4. 1765 4. p<00l 4. 085 (larpe)
Harwey (2002} 7,007 LD, orthopedic 50.8% male 1. Vacational education 1. Emploiymment Logistic and 1. 1.75 1. p=< 0001 B 021 {small)
imrpairments, visusal 40 7% fcmalc credit in kigh scheal oerdinary
or hoaring probloms,  79.4% Whitc 1. Wocational education 1. Employment (wage lcast- .39 2. p0dl 2041 (mescium)
deafhoss, spoech 2000%% Orher crodif in kigh scheal camings) SEGUETTS
problems, orthopodic  23.5% urhan 3. Vocational cducation 1. Employmeont rogression 3. 365 3. p <00l 1. 045 (meodium)
problems, plysical 41 3% suburhan credit in kigh scheal {hours worked)
disahilitics, leaming  34.5% nural
problems, conotional  18.7% low SES
problems, ox othar 13.7% mid-low SES
‘health problems, 26.6% mid-high SES
mentel arphoysical  31.0% kigh SE8
disahilitios; students
witthowt disabilitics
Hiad, Khoju, T3 Al dlisability Daia not roporied 1. Exteni of school I. Independoni Hicrarchical 1. 037 L p= 0001 1. 037 {meodium)
& Pusch catogorios imcgration Living: maultipls
{1547} (0L Indepondence)  rogrossian
1. Poroomtage of hiowrs 1 Indcpondent 2. 048 2 p< 0001 2 048 (meodium)
spent in rogular Living : {(d0L:
cducation classcs Independonce)
{QOL Estorm) 012 e 0001 037 {medium)
Poarson r

foomdimued)
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Table 1 (continued)

Paizchoo] Outcome Statissical Significance
Roferenoc N Diisability Other Demographics Predictar Variabls ‘Variablc Apalysis Relationship Liovel Effoct S
Hgal, Khoju, 505 Mild disabilitics, LI},  Dala not roporicd Amount of time por wock  Indopondent Living:  Hicranchical
Busch, & EI}, speech students spent with [(MOL: Independence)  multipls 0.19 peonal 026 {medium])
Hami=ch impairments, friends ar family [(H0L: Social TEgTCAsian
(1599) sensary (visian, han i studont suppart) Relationships) 0.40 pec ool 006 {small)
of hearing, deaf), F'a
orhopedic
impairmonts, othor
‘health impairments,
sovere disabilities
Hoal & Rusch 1686  All disshility Gl 6% male High scores on adaptive Indcpondent Living Hicrarchical 0.03 p=00al 006 {small)
(1594} caicgorics; studomts  38.4% fomalo and acadomic skills, mltplc I's
withowt disabilities  23.5% Black scli-care skills, (P4 on TEgrCssian
63.6% W hitc acadomic activitics,
7.9% Hispamic roocived a diploma, and
2.4% Other higher (s
307 from single parent
family
Heal & Busch 2405 ED, spooch 62 5% male Hours in vecational Emplayment Hicrarchical  0.08 peconal 009 {small)
(1595) impairmonts, LD, 37 1% female education courscs, multiplc IS
MR, severo 24.5% Black acadcmmic coursos, TCETCasiKn
dizshilities, physica  64.6% Whitc ocoupational courses,
disabilitics, hoaring ~ 7.5% Hispanic porcentage of hours in
impairmonts, viseal  3.4% Other regular cducatian
impairments 313% from single parent
family
Leonard, 167 Individisals with visud ~ 55.7% male 1. Type af school 1. Employmeont Laogistic 1174 1L p<005 1. 0.20 {=mall}
FAlm, & impairments 47.1% W hitc (imtegraied) TEgrCssian
Horawite 26 5% Black 1. Roocived tochmology 1. Employmont 110 I p=005 1 0.29 {small)
(1599} 16.8% Hispanic training
5.7% Asian
4. 5% Other
Luccking & 3024 MR, ED, LD 51.E% malc t-momih fol forr wp: Lagistic
Fabian A7 1% female 1. Intomship completion 1. Employmeont tegrasion 1,450 1L p=<001 1. 0.51 (large)
(2000} B 1% i oty * 1. Postintomnship job offr 2. Employmeont 2. 528 2. p= 001 1 .55 (largx)
*urban location of
Bridges” programs. I 2 mcnth follow up:
1. Intomship complction 1. Employmeont 11584 1L p=005 1. 0.22 {small)
1. Postinbornship job offr 2. Employmeonit 2.3 2 p= 001 L 040 (mecdium)
Rabren, Chem, 1353 LI, MR, other (not 7% male 1. Job at time of kigh 1. Employmeont Laogistic 1510 1. p =< 0001 1. 0.54 {largr)
& spocificd) 13% fomalc school cxit rogrossion. Odds mtio
Chambers 1% Caucasian
(2002} 3075 A frican American
Ropctio, Mot Srudents with Data not noporied 1993 follow-up: Correlation
‘Wcbh, spocificd  disabilitios (not 1. Intoragsncy council 1. Education 1. 026 L p= 005 1. 0.26 {=mall)
Garvan, & spocificd) characteristics
‘Washingtom 1. Transition suppaort 1. Education 2026 2 p<005 1 0.26 {=mall)
(2002} characicristics

foombmued)
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Table 1 (continued)

=
3]
Pastschoo]l (atcome Statistical Significance
Refermnos N Drismabiility Chber [Mmmographics Predictor Vanabls ‘Variablc Analysis Relaticaship Laovel Effect Siox
1997 falow-up:
1. Imtoragency council 1. Education 1.034 1. p <05 1. 034 (modium)
charactcristics
L. Transition program 1. Education 2.039 2 p=0n] L 0.39 (meodium)
charactrristics
3. Transition scrvice 3. Education 3. 036 3. p<0s 1. 036 (modium)
characieristics
4. Transition support 4. Education 4,045 4, p il 4. 045 (meodium)
charactrristics Pearsom r
Rossber, I8 Mild MR, LD 55% malc 1. Dhailly livineg sills 1. Employmont Corrclation 1. 053 1. p=10.01 1. 053 (large)
Brolin, & 45% fomals {bcacher rading)
Jaohrsan TE% Cancasian 1. Porsomal'sowisl skills 2. Emplernymont 2047 2 p=0i2 1 047 (mecdium)
(15990) 24% A frican American {beacher rating)
3. Qcoupatiomal guidanos 3. Employment 3. 056 3 p=001 1. 056 (large)
and proparation
{tcacher rating)
4. Dhaily livineg skills 4. Indopondont Living 4. 039 4 p=0a02 4. 0.39 {modium)
(studem ruting} (0L}
5. Personal’social skills 5. Indcpendeont Living 5044 5. p=0a01 5. 0L44 (meodium))
(studen rading] (0L
fi. Deoupatiomal guidanos 6. Indecpendont Living 6. 037 6. p =003 6. 037 (modium)
and proparation (0L) Porsom r
[ studcnt rading)
Shandra & 2,254  Disability defined ax 55 5% male 1. Participation in school- 1. Employment Genemalived 1. 1.27 1. p <05 1. 0,09 {small)
Hogan ome ar more serions 23.6% Black based program of study (stability: bomefits, ostimating
(2008 functional 15.9% Hispanic insurance, paid oquations
limitations, or n sick days)
serious limitation 1. Participation in school- 2. Employment (full- L1 2 p<00s 1 0.08 (small)
‘st omc or more based program of study timc)
meslcraic
limitations; concopt
of dhsability drawn
from World Health
Crganiction's
Imtermational
Classification of
Functioning,,
Disahility, and
Health (FCF) model
Wehmoyer & L] MR, LD 55% fomabc 1. Psychological Employmont (howrdy  Multiple 1072 1 p=0id 1. 072 (large)
Schwartr 45% male empow arment pay rats) TEgTTEsian
(1597) 6575 White 1. Selfrealization 2070 2 p=0.05 1 070 (large)
21% Black 3. Sclfrogulation 3. 086 3 p=0.02 1. 0.B6 (large)
5% Hispanic Sumndardized
5% Mative American ar regrossion
Asian A merican cocffcionts

Foomimued)



T ol e ) s bl e p kg b e g

]l

Table 1 (contimwed)

Pastschool Cutcome Statistical Significanco
Rchorcnsce N IMzability Other Demographics Predictor Warable Wariable Analysis Relationship Levd Effoct Sizx
Whitc & 104 Sevare dissbilities 53.5% malc I. Dogres of school 1. Emplanyment Comrclation 1. 036 1. p = D] I (346 |[meodtium)
‘Weiner 46.1%; fomale integration with age-
200y 53% Caucasian appropriaic poors
IE% Hispamic 1. Duration af 1. Employment 2,039 2. p=0u05 20039 [meodium)
13% Asian cammumnity-based Poarson r
4% African Amezican training
1% Pacific lclander
T9.8% living at home with
parcnts

20.1%; living in group
home

Mote: ED = Emustional Disturbance; LI = learning disabilities; MR = Mental Retardation; QOL = Clality of Life; SES = socineconomic status.
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Summary of Predictor Categories, Level of Evidence, and Descriptions

Table 2

Predictor
Category

Qutcome
Ares(s)

Level of
Evidence

Description

Effect Sizes

+ Career
AWarcness

* Community
experiences

+ Exit exam
requirements/
high school
diploma
status
Inclusion in
general
education

Education
Employment

Employment

Employment

Education
Employment
Independent
Living

Potential
Potential

Potential

Potential

Muoderate
Muoderate
Moderate

Students in the School to Work Transition Program who
exited school with high job search skills were more likely 10
be engaged in postschool employment {Benz et al., 1997)
Stadents in the School o Work Transition Program who
exited school with high career awareness skills were
mare likely to be engaged in postschool employment or
education (Benz et al., 1997)

Sudents who participated in community-based training
that involved instruction in nonschool, natural
environments focused on development of social skills,
domestic skills, accessing public transportation, and
on-the-job training were more likely tc be engaged in
postschool employment (White & Weiner, 2004)
Students who had high scores on adaptive and academic
skills, self-care skills, GPA on academic activities,
received a diploma, and higher IQs as reported in school
records were more likely to be engaged in pestschool
employment (Heal & Rusch, 1994)

Students who participated in regular academics were 3
times more likely to panticipate in postsecondary
education {Baer et al,, 2003)

Students who took academic courses in repular education
placements were more likely to be engaged in postschool
education, employment, and independent living
{Blackorby ct al,, 1993}

Students with high performance in five areas, inchuding
reading, writing, math, behaving responsibly, and
problem-solving skills, were more likely to be enpaged in
pustsecondary education {Halpern et al., 1995)

Students who passed more than half or all courses in
eight currienlom areas (remedial academics, traditional
content classes, personal finance, comnunity access,
behaving responsibly, goal-setting or problem solving,
specialized vocational education, regular vocational
education) were more likely to be engaged in
postsecondary education (Halpern et al., 1995)

Students who had high scores on adaptive and academic
skills, self-care skills, GPA on academic activities,
received a diploma, and higher IQs as reported in school
records were more likely to live independently (Heal &
Rusch, 1994)

Students who took more hours of academic and
vecupational courses and spent more time in regular
education were more likely to be engaged in postschool
employment (Heal & Rusch, 1995)

Students who participated in more highly integrated and
less highly specialized school programs were mere likely
to be living independently [i.e., high independence
defined as: (2) parent's prediction of youth's future home
independence, sum of cooking, shopping, washing, and
cleaning skills; (b} sum of phone, time-keeping, counting,
reading skills; (c} sum of dressing, feeding, and poing out
skills; (d) respondent’s claim of youth's ability to respond
on a follow-up questionnaire; Heal et al., 1997]

0.27 (small}

.23 (small)

(.39 (medium)

0.52 (large)

0.55 (large)

0.27 (smadl)

0,74 (large,
Arizona)

0.47 (mediom;
OregonMNevada)
0.53 (large;
Arizona)

0.06 (small)

0.09 (small)

0.37 (medivm;
high
independence}
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Table 2 (continued)

Pradictor Chutcome Level of
Categery Areal(s) Evidence Description Effect Sizes

Students who spent more hours in regular education ® 0.48 (medium;
courses were more likely to be living independently [ie., high
high independence, high esteem, minimal—high independence)
independence defined as; (a) parent’s prediction of e 0,32 (medium;
youth's future home independenc e, sun of cooking, high esteen)
shopping, washing, and cleaning skills, {(b) sum of phone,
time-keeping, counting, reading skills; (&) sum of
dressing, feeding, and gaing out skills; (d) respondent's
claim of youths ability to respond on a follow=up
questionnaire, high esteem defined as: (a} respondent’s or
school's claim of therapeutic counseling for youth; (b)
number of developmentai disabiiibies services abiribuied
to the youth, {c} youth used some developmental
disabilitics prosthetic device in the past year; (d) youth
worked for pay in the past year; {e) youth worked with or
without pay in the past year; {f) cducational status,
dropout to college graduation; Heal
etal, 1997] « 0.20 (small)
Stuclents who were integrated into a regular school
setting {ux opposed to speeial schooling for persons with
a disability) for most of their schoeling were more likely
to be engaged in postschool employment {Leonard et al_,
1999}
Students who had the highest degree of integration with » 0.36 (medium)
agc-appropriate peers wére more likely o engage in
postschool employ ment (White & Weiner, 2004
# Interagency + Education + Potential + Students who received assistance from 3 to 6 ¢ (.31 (modium)
collaboration ¢ Employment * Potential community-based agencies (as compared to students
o with assistance from 0 to 2 agencies) were more likely
to be engaged in postschool employment or education
(Bullis eral, 1995}

*

+ Transition interagency council characteristics (1.€., e (.26 (small; 1993}
agency directories, agreements, councils, general + 0.34 (medium;
information, local business advisory boards, parent 1997}

netwaork, statements) were mare likely o be engaged in

postsecondary education (Repetto et al., 2002)
» Tramsition service characteristics {i.e., Association of e 036 (medium;
Retarded Citizens, Department o f Children and 1997)
Families, Developmental Services, Division of Blind
Serwices, VR Rehab, Easter Seal, Iob Service of FL,
Job Training, Mental Health, Social Security Initiatives,
United Cercbral Palsy) were more likely to be engaged
in postsecondary education (Repetto et al,, 2002)
Transition support characteristics (i.e., Agency Referral
FU, Casc Management, Commumnity Services, e (.26 (small; 1993)
Employment Spec., Equipment, Family Services, 0.45 (medium;
Fimancial, Guardianship, Guidance/Counseling, Living 1997
Arrangement, Medical, Parent InFormation, Referral,
Social/Leisure, Support Service, Teacher Regourees,
Transition Spec., Transportation) were more likely to be
engaged in postsecondary education (Repetto et al.,
2002)

-

(eantined)
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Table 2 (continued)

Predictor Outcome Level of
Calegory Arca(s) Evidence Description Effect Sizes
e Qccupational ¢ Education = Potential s Students who passed more than half or all courses in e 0.47 {mediwm;
courses « Employment + Potential eight curriculum arens {remedial acadcmics, traditional Oregon/MNevada)
content classes, personal finance, community access, = 0.53 {large;
behaving responsibly, goal-setting o problem solving, Arizona)
specialized vocatienal education, regular vocational
education) were more likely to be engaged in
postsecondary education (Halpern et al., 1995)
= Students who tock more hours of academic and = 0.09 (small}
occupational courses and spent more time in regular
education were more likely o be engaged in postschool
employment (Heal & Rusch, 1995)
« Paid * Education * Moderate * Siudents who participated in the Youth Transition ® .22 {small)
employment/  » Employment + Moderate Program with two or more paid jobs during high school
waork ¢ Independent » Polential were more likely to be engaged in postschool
experience Living cmployment or education {Benz. et al., 2000)
+ Students in the School to Work Transition Program who = .26 {small)
had two or more jobs during the last two years of high
school were more likely to be engaged in postschool
employment (Benz et al., 1997)
+ Students who had year-round paid job for 1 full year « (.54 (larpe)
during high school were 5 times mare likely to be
engaged in postschool employment and education (Bullis
ctal., 1995}
s Students who had worked for pay during high school were  « 0.2% (small)
more likely 1o be living independently {Bullis et al,, 1995)
» Students with two or more jobs during their last 2 years = .26 (small)
of high school were more likely to be engaged in
postschool employment (Doren & Benz, 1998)
* Swdents who had a job at the tiie of high school exit = 0.54 (large)
were 5.1 times more likely to be engaged in postschool
employment (Rabren et al., 2002)
s Parental + Employment » Patential  » Students with one or more parents who participated {as = (.03 {small;
involvement measured by the percentage) in more [EP meetings employment
during the L1th and 12th grade year were more likely to stability}
be engaged in postschool employment {i.¢., Employment  » 0.43 {medium;
Status defined as employed, skilled laborer receiving employment
more than minimum wage that requires specific skill status)
training prior 1o beginning the job; Employment Stability
defined as high scores on the Employment Training Index
that measure months of full-time and part-time
employment, months out of high school, months enrolled
in postsecondary cducation; Fourqurean et al., 1991)
» Program of + Employment + Potential = Students who participated in scheol-based progtams that « 0.09 (small;
study included career major (“sequence of courses based on employment
occupational goal™), eooperative education (“combines stability}

academic and vocational studies with a job in a related
ficld™), school-sponsored enterprise (*'involves the
production of goods or services by students for sale to or
use by others™), and technical preparation (“a planned
program of study with a defined carcer focus that links
secondary and post-secondary cducation™} were 1.2 times
mare likely to be engaged in postschool employment
[i.e., employment defined as (a) stability with benefits,
insurance, paid sick days and (k) full-time employment;
Shandra & Hogan, 2008]

0.08 (small; full-
time employment)
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Table 2 (continued)

Predictor Outcome Level of
Category Area(s) Evidence Description Effect Sizes
s Self- * Education = Potential = Students whe passed more than half or all courses in = (.21 (small)
advocacy/ + Employment = Potential cight curriculum arcas (remedial academics, traditional
sclf- content classes, personal finance, community access,
determination behaving respensibly, goal-setting or problem solving,
specialized vocational education, reguiar vocational
education) were more likely 1o be engaged in
postsecondary education (Halpern et al., 1995)

» Students with higher self-determination skills were more & (.72 {larpe;
likely be engaged in postschool employment {Wehimeyer psychological
& Schwarlz, 1997) elnpower)

« 0.70 (large; self-
realization}
+ (0.86 (large; sell-
regulation)
= Self-care/ + Education « Potential * Students who had high scores on adaptive and academic » (.06 (small)
independent * Employment » Patential skills, self-care skills, GPA on academic activities,
living skills * Independent * Moderate received a diploma, and higher [Qs as reported in school
Living records were more likely to live independently (Heal &
Rusch, 1994)

¢ Students who had high self-care skills were more likely s 0.27 (small)
to be engaged in postschool education, employment, and
independent living (Blackorby et al,, 1993)

+ Students with high daily living skills (based on teacher e (.53 (large;
and student ratings from the Life Centered Career teacher rating)
Eduecation rating scales) were more likely to have a + (.35 (medium,
higher quality of life (independent living) and be engaged student rating)
in postschool employment {Roessler et al., 1990)

¢ Social skills + Education s Potential  « Students in the School to Work Transition Program who + .43 (medium)
* Employment * Potential exited high school with bigh social skills were more Likely
to be engaged in postschool employment (Benz et al., 1997)

+ Students who passed more than half or all courses in
eight curriculum areas (remedial academics, traditional * (.47 {medium;
content classes, personal finance, community access, Oregon/Nevada)
behaving responsibly, goal-sciiing or preblem solving, + (.53 (large;
specialized vocational education, regular vocational Arizona)
education) were more likely to be engaged in
postsecondary education {Halpern et al., 1995)

s Students with high social skills (based on teacher ratings » .47 (medium;
from the Life Centered Career Education rating scales) teacher rating)
were more likely to have a higher quality of life * (.44 (medium;
(independent living) and be engaged in postschool student rating)
employment (Roessler et al,, 1990)

* Student » Education + Potential  + Students who had support from self-family—friend * 031 (medium;
suppuort s Employment * Potential network to find 2 job were more likely to be engaged in males)

o Independent
Living

* Potential

postschool employment {Doren & Benz, 1998)

Students who indicated high levels of sanisfaction with
instruction received (reading, writing, math, behaving
responsibly, and problem solving) during high school
were more likely to be engaged in postschool education
{Halpern et al., 1995)

0.46 {medium;
females)

0.82 (larpe;
OrepondMNevada)
0.85 (large;
Arizona)
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Table 2 (comtinued)

Predictor Dutcome Level of
Category Arcafs) Evidence Diescription Effect Sizes
* Students who spent more time per week with friends or s 0.28 (medium;
family (i.e., days per week that youth interacied socially independence)
with friends or family members) during school were o .06 (small; social
more likely to experience higher quality of life [i.e, relationshipsy
independence defined as (a) self-sufficiency, (b)
community living skills, (c) youth has post-high school
education, (d) youth has checking/savings account, and
(¢} adaptive behavior; social relationships defined as (a)
how well youth gets along with others, (b) days per week
youth sees friends or family, () whether youth attending
sogial groups in past twelve months, (dy if parent says
youth is not socially isolated, and () days per week
youth usually sees family; Heal et al., 1999]
& Students with high oceupational goidance and * (.56 (large;
preparation (based on teacher student ratings from the teacher rating)
Life Centered Career Education rating scales) were more  » 0.37 (large;
likely to have a higher quality of life (independent living sludent rating)
and be engaged in postschool employment (Roessler
et al, 1990)
¢ Transition + Education « Moderate = Students who participated in the Youth Transition o (146 (medium})
program ¢ Employment + Polential Program with four or more transition goals met were

more likely to be engaged in postschool employment or
education {Benz et al., 2000)

Students who received transition planning services during
the year prior o leaving school were more likely to be
engaged in postschool education {(Halpemn et al., 1995)
Transition service characteristics (i.e., Association of
Retarded Citizens, Department of Children and
Families, Developmental Services, Division of Blind
Services, DVR Rehab, Easter Seal, Job Service of FL,
Job Training, Mental Health, Social Security Initiatives,
United Cerebral Palsy) were more likely to be engaged
in postsecondary education (Repetto et al, 2002)
Transition suppert characteristics {i.e., Agency Referral
FLJ, Case Management, Conmunity Services;
Employment Spec., Equipment, Family Services,
Fimancial, Guardianship, Guidance/Counseling, Living
Arrangement, Medical, Parent [nformation, Referral,
Social/Leisurc, Support Service, Teacher Resources,
Transition Spec., Transpertation) were more likely to be
engaged in postsecondary education (Reperto et al,
20:02)

Transition program characteristics (i.e., academic, adult
ed., carcer education, college, community training, course
mod., developmental training, employment,
entreprencurship, follow=-up services, goodwill, job coach,
Job Corp, life skills, military, vocational training,
vocational evaluation/assess) were more likely to be
engaged in postsecondary eclucation (Repetto ct al., 2002y

0.41{mediom;
Oregon/Mevada)
0.61 (large;
Atona)

¢ (145 (medium)

» 0.26 (small, 1593}
* 045 (medium;
19973

-

0.39 {medium,
1997}
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Table 2 (continued)

Predictor Qutcome Level of
Category Area(s) Ewvidence Description Effect Sizes
= Vocational * Education « Moderate  + Students who participated in vocational education were 2 » 0.34 (medium)
education » Employment + Moderate times more likely to be engaged in full-time posischool
(Baer et al,, 2003}

+ Students who passed more than half or all courses in + 047 (medium;
cight curriculum areas {remedial academics, traditional Oregon/Nevada)
content classes, personal finance, community access, + 0.53 (large;
behaving responsibly, goal-setting or problem solving, Anzona)
specialized vocational education, regular vocational
education) were more likely to be engaged in
postsecondary education (Halpern et al., 1595)

« Siudents with vocational education credits in high school  « 0.21 {small)
were more likely to be engaged in postschool
employment and postschool education (Harvey, 2002)

+ Students who received technology training were inore * 0.2 (small)
than twice as likely to be employed (Leonard et al.,

1999}

= Students who took more hours of academic and s 0.09 (small)
occupational courses and spent more time in regular
education were more likely to be engaged in postschool
employment {Heal & Rusch, 1995)

* Work study + Employment s Moderate = Students who participated in work study were 2 times + 0.45 (inedium

.

more likely to be engaged in full-time postschool
employment (Baer et al,, 2003}

Students in the Bridges School to Work Program who
accepted a postinternship job offer and who completed
the internship were more likely to engage in postschool
employment (Fabian ct al., 1998)

(.23 (small)

+ Students who participated in the Bridges School to Work o {051 (large;
program in their last year of high schoel and completed 6 months)
the internship were 4 times more likely to be employed e .22 (small;
({Luecking & Fabian, 2000} 12 menths)

» Students who received a job offer after complction of the o (155 (large;
Bridges School to Work internship were § times more & months)
likely to be employed (Luecking & Fabian, 2000) e (140 (medium;

12 menths)

Note; GPA = Grade Point Average; IEP = Individualized Education Program; DYR = Division of Vocational Rehabilitation; FL = Florida;
FL = University of Florida; Spec. = Specialist; ed. = education; mod. = modifications.

Bull, & Johnson, 1995) and one exploratery study Paid employment/work experience. Paid employment/

(Repetto, Webb, Garvan, & Washington, 2002).
Effect sizes ranged from .26 (small) to .45 (medium)
with a median of .33 (medium). It was also a predic-
tor of employment with a potential level of evidence
based on one a priori study {Bullis et al., 1995) and
a medium effect size of .31,

Qccupational courses. Occupational courses had a
potential level of evidence for education based on
one a priori study (Halpern et al., 1995) with effect
sizes of .47 (medivm) and .53 (large). It also was a
predictor of employment with a potential level of
evidence based on one a priori study (Heal &
Rusch, 1995) with a small effect size of .09.
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work experience was a predictor of education with
a moderate level of evidence based on two a pricri
studies (Bengz, Lindstrom, & Yovanoff, 2000; Bullis
et al., 1995), with effect sizes of .22 (small) and .54
(large). It was also a predictor of employment with
a moderate level of evidence based on {five a priori
studies (Benz et al., 2000; Benz ct al., 1997; Bullis
et al., 1995; Doren & Benz, 1998; Rabren, Dunn, &
Chambers, 2002). Effects sizes ranged from .22
(small) to .54 (large) with a median of .26 (small}.
Additionally, paid employment/work experience
was a predictor of independent living with a poten-
tial level of evidence based on one a priori study
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(Bullis et al.) with an effect size of .29 (small).

Parental involvement. Based on one a priori study
(Fourqurean, Meisgeier, Swank, & Williams, 1991},
parental involvement had a petential level of evi-
dence for employment with a small effect size of .03
(multiple R).

Program of study. Program of study had a potential
level of evidence for employment based on one a
prion study (Shandra & Hogan, 2008) with small
effect sizes of .08 and .09.

Self-advocacy/self-determination.  Self-advocacy/sclf-
determination had a potential level of evidence for
education based on one a priori study (Halpern etal.,
1995) with a small effect size of .21, It was also a
predictor of employment with a potenual level of
evidence based on one a priori study (Wehmeyer &
Schwartz, 1997) with large effect sizes ranging from
0 to 86 and a median of .72.

Self-care/independent living. Self-care/independent
living had a potential level of evidence for educa-
tion based on one a priori study (Blackorby ct al,,
1993) with a small effect size of .27, It was also a
predictor of employment with a potential level of
cvidence based on one a priori (Blackorby et al.,
1993) and one exploratory study (Roessler, Brolin,
& Johnson, 19907 with .42 (medium} and .53 (large)
respectively, In addition, it was a predictor of inde-
pendent living with a moderate level based on two
a priori studies (Blackorby et al., 1993; Heal &
Rusch, 1994) and one exploratory study (Roessler
et al.). Effect size ranges for independent living
could not be calculated because different effect size
scales (i.e., r, multiple B*) were used.

Social skills, Social skills was a predictor of ¢ducation
with a potential level of evidence based on one a
priori study (Halpern et al., 1993) and effect sizes
of .47 (medium) and .53 (large). 1t was a predictor
of employment with a potential level of evidence
based on one a priori (Benz et al., 1997) and one
exploratory study (Roessler et al., 1990).

Student support. Student support was a predictor of
education with a potential level of evidence based
on one a prieri study (Halpern et al.,, 1995) with
large effect sizes of .82 and .85. It was a predictor of
employment with a potential level of evidence based
on one a priori (Doren & Benz, 1998) and one
exploratory study {Roessler et al., 1990} with effect
sizes ranging from .31 (medium) to .56 (large) and a
median effect size of 42 (medium). It was also a
predictor of independent living with a potential level
of evidence based on one a priori {Heal, Khoju,
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Rusch, & Harnisch, 1999) and one exploratory study
{Roessler et al.). Effect size ranges for independent
living could not be calculated because different
effect size scales (i.e., r, multiple R?) were used.

Transition program. Based on two a prioni studies
{Benz et al., 2000; Halpern et al., 1995) and one
exploratory study (Repetto et al., 2002}, transition
program had a moderate level of evidence as a pre-
dictor of educatien. Effect sizes ranged from .26
(small) to .61 (large) with a median effect size of .45
(medium). Additionally, it was a predictor of employ-
ment with a potential level of evidence based on one
a prior study (Benz et al,, 2000) with a medium
effect size of 46.

Vocational education. Vocational education was a pre-
dictor of education with a moderate level of evidence
based on two a priori studies (Halpem et al., 1995;
Harvey, 2002) with effect sizes ranging from .21
{small) to .53 (large) and a median of .47 (medium}.
It was also a predictor of employment with a mod-
erate level of evidence based on four a priori stud-
ics (Baer et al., 2003; Harvey, 2002; Leonard et al.,
1999; Heal & Rusch, 1995). Effect size ranges for
employment could not be calculated because differ-
ent effect size scales (i.e., r, multiple £%) were used.

Work study. Work study was a predictor of employ-
ment with 4 moderate level of evidence based on
three a prion studies (Baer et al., 2003; Fabian ¢t al.,
1998; Luecking & Fabian, 2000). Effect sizes
ranged from .22 (small) to .55 (large) with a median
of .41 (medium).

Negative Findings

In addition to significant positive relationships, all 22
studies included in this systematic review were examined
for any significant negative findings that may have con-
tradicted the evidence supporting each predictor category,
Two studies (i.e., Heal et al., 1997; Rabren et al,, 2002)
reported significant negative relationships between
secondary transition predictors and one or more post-
scheol cutcome variables. Specifically, Heal etal. (1997)
reported a significant negative correlation (» = —.35)
between percentage of time students with disabilities
spent in regular education and the support variables under
the quality of life domain {i.e., independent living). In
this study, the support variable set included: (a) number
of sources of public aid, (b) number of family and friend
sources of services for youth, (¢) respendent’s relation-
ship to the youth, (d) number of community services,
{e) youth has used special developmental disabilities



transpottation at some time, and (f) degree of involve-
ment with state vocafional rehabilitation. A significant
negative correlation between those students having a
mild disability and the support variable set was also
reported (r = —47). Heal et al. stated that these negative
comrelations suggested support was greater for partici-
pants with more severe disabilities who had spent a sub-
stantial amount of time in special education.

Finally, Rabren et al. (2002) reported significant nega-
tive findings that students with disabilities who received
support from vocational rehabilitation (VR) and mental
health/mental retardation (MH/MR) had significantly
lower odds (i.e., —.377 and ~1.410, respectively) of being
engaged in postschool employment. Rabren et al. stated
that this finding did not suggest receiving assistance
from VR or MH/MR agencies hinders an individual’s
ability to become gainfully ermployed, but that level of
funictioning likely influences outcomes related to these
service variables.

Discussion

The purpose of this study was to conduct a systematic
review of the secondary transition correlational literature
to identify in-school predictors of improved postschool
outcomes for students with disabilitics. Based on results
of this review, 16 evidence-based, in-school predictors of
postschool outcomes were identified. Of the 16 predictor
categories, 4 (25%; inclusion in general education, paid
employment/work experience, self-care/independent liv-
ing skills, student support) predicted improved outcomes
in all three postschool outcome areas. Seven (43.8%;
career awareness, interagency collaboration, occupa-
tional courses, self-advocacy/self-determination, social
skills, transition program, vocational education) were
predictors of improved outcomes for both postschool
education and employment. The remaining 5 (31.3%;
comrnunity experiences, exil exam requirements/high
school diploma status, parental involvement, program of
study, work study) were predictors of improved post-
school outcomes in the area of employment only.

Of the 11 categories predicting improved outcomes in
postschool education, 4 were moderate levels (i.e., imclu-
sion in general education, paid employment/work experi-
ence, transition program, vocational educatiomn) and 7 were
potential levels of evidence (i.e., career awareness, inter-
agency collaboration, occupational course, self-advocacy/
self-determination, self-carefindependent living, social
skills, shudent support). All 16 predictors predicied improved
postschool employment, with 4 indicating moderate lev-
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els (i.e., inclusion in general education, paid employment/
work experience, vocational education, work study), and
the remaining 12 had potential levels of evidence. Four
cateporics predicted improved outcomes in postschool
independent living, with two being a moderate level (ie.,
inchision in general education, self-care/independent liv-
ing) and two being a potential level of evidence (i.c., paid
cmployment/work experience, student support).

The findings of the literature review support and
expand what is currently known. For example, since the
initial descriptive and correlational postschool outcomes
studies conducied in the 1980s (e.g., Hasazi et al., 1985;
Kortering & Edgar, 1988; Mithaug et al, 1986}, and
continuing into the 2000s (e.g., Baer et al., 2003; Rabren
et al., 2002), we have known that taking vocational edu-
cation classes, participating in paid job experiences, and
Teceiving transition programming lead to better student
postschool employrment outcomes. Though the results of
this study provide further support for these same vari-
ables, the list is now extended to additional predictors
and each predictor is now coerrelated with a specific type
of postschool outcome (i.e., education, employment,
independent living), [ addition, given the current
emphasis on evidence-based practices in education, the
field of secondary transition can now say that we have a
set of gvidence-based predictors of postschool success
hased on criteria for quality cormrelational research sug-
gested by Thompson et al. (2005).

Limitations and Implications
for Future Research

There are several limitations to this systematic review.
First, the results of this study are limited because correla-
tional designs are not the best way to establish causality.
However, Thompson et al. (2005) noted that correlational
approaches that are statistically based or logic based (as
were the studies included in this review) can help inform
causal inferences and evidence-based practice. Future
research must employ high-quality experimental designs
that colleet lengitudinal data on the effects of secondary
transition practices, if definitive causal conclusions are to
be made.

Second, because the literature review was designed to
in¢lude only studies that met a current and rigorous set of
correlational quality indicators (Thompson et al., 2005),
it limited the number of studies that were included.
Specifically, studies were only included that reported
significant positive and negative relationships between
secondary transition predictor variables and the three
postschool outcomes areas. Nonsignficant findings were
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not reported or discussed. The application of this new
set of standards did cause seme correlational studies
that were considered of sufficient quality based on past
standards to be excluded from the current review. These
limitations signal the need for an in-depth meta-analysis
to be conducted on the secondary transition predictors of
postschool success by extending the analysis to include
reviewing less rigorous correlational studies, analyzing
mediating relationships among variables, and investigat-
ing nonsignificant findings.

A third limitation is that this review only focused on
research in the area of secondary transition program char-
acteristics and did net focus on outcomes disaggregated
by disability label. Future research could focus on disag-
gregating data by disahlity category to identify predic-
tors of positive postschool outcomes for specific disability
groups. Third, several articles used discriminant function
analysis that posed a limitation for interpretation because
a combination of predictor variables were entered into the
equation simultaneously and results were reported on
variables in combination with each other and could not be
analyzed individually. However, if future researchers
report the structure coefficients of each factor, then the
most important variables for discriminating between two
groups can be identified.

Fourth, as mentioned previously, each predictor was
defined based on the findings provided in the studies
reviewed and categorized to refleet a comprehensive
term to support the findings. The categorizations were
determined based on consensus by the researchets.
Although the current categorization process resulted in
16 predictars, a different set of reviewers may sort them
differently or name the categories differently. In addition,
researchers and practitioners should pay careful attention
to the descriptions of each predictor category. Though
the predictor category names make it convenient to talk
about cach category, the category descriptions in Table 2
describes the specific “predictor” that was used in each
study. Researchers should consider using these desciip-
tions as they design fumre studics to allow for consis-
tency across findings.

Next, the results of this smdy may be limited by the
nwmber of high-quality studies found. As a resuli, it
becomes critical that more rigorous correlational research
be conducted. This will allow for a more comprehensive
understanding of in-school predictors that lead to post-
school success for students with disabilities, In addition,
research is needed to determine if these predictor variables
hold up over multiple points in time. In the current
review, 86.4% (n = 19) of the studies measured partici-
pant outcomes at only one point in time. Additionally,
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31.8% (n = 7) gathered data 6 months to 1 year after
participants left school, 18.2% (n = 4) gathered data from
1 to 2 years after participants left school, 18.2% (n =4)
gathered data from 2 to 4 years afler participants left
school, and 31.8% (n = 7) did not report how long after
school exit data were gathered. Finally, it is important for
researchers to recognize the NLTS2 data files as an avail-
able resource for which these types of rigorous studies
can be conducted (NLTS2, 2009).

Implications for Practice

These results provide the field with a springboard for
creating systems change by providing practitioners
information about secondary transition program charac-
teristics that have been empirically linked to improved
postschool suceess for students with disabilities. As state
and local education agencies seek strategies to improve
their State Performance Plans/Annual Performance
Report (SPP/APR) data for Part B Indicator 13 (post-
school goals and transition IEP [Individualized Education
Program] services) and Indicator 14 (postscheol out-
comes), these 16 predictors should provide information
that ¢an be used to develop and expand programs, evalu-
ate existing programs, and improve the quality of student
IEPs. First, state and local education agencies should
begin by ensuring school programs offer student oppor-
tunities in, at least, the four predictots (i.e., inclusion in
general education, paid employment/work experience,
self-cara/independent living skills, student support) that
correlate with successful postschool outcomes in the
three outcome areas. Next, adding the remaining pre-
dictors may improve postschool oulcomes even more,
Third, for existing programs, the list of predictors can
be used to assess the current status of a program to iden-
tify strengths and areas that may need to be improved.
Finally, as students and families engage in the IEP plan-
ning process, the predictors can help [EP teams design
annual IEP goals and iransition services that arc more
likely to help students achieve their stated postscheool
goals. For example, to increase the likelihood of a student
meeting a goal of postsecondary education, the student’s
IEP should reflect activities in career awareness, inclusion
in general education, interagency collaboration, occupa-
tional courses, paid employment/work experience, self-
advocacy/sell-determination, self-care/independent living,
social skills, student support, transition programs, and/or
vocational education.

In conclusion, by combining the 16 in-scheol predictors
of postschool success, with the evidence-based instruc-
tional practices identified by Test et al. (2009), state and



local cducation agency personnel now have an cxcellent
set of evidence-based strategies as a foundation on which
to base program improvements. Ultimately, this should
lead to improved school services and postschool outcomes
for all students with disabilities, which 1s after all what the
field of secondary transition is all about.
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