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ABSTRACT
Preparing students for post-secondary life is essential, especially for those with
learning disabilities. Transition planning is where students with disabilities and their
Individualized Education Plan (IEP) team prepare for post-secondary transition. It is
necessary for students with disabilities to practice developing skills that will enable
them to become autonomous. Skills such as self-advocacy, self-determination, and
independence. It is also necessary for students to have educators who are
knowledgeable about transition, strong support groups, and be able to set goals and
utilize resources. The research presented in this project will present areas where
transition planning can be improved and areas where autonomy can be supported. The
research presented in the literature review is the basis for the creation of a
student/parent transition guide, a professional development, and an informational
presentation.
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CHAPTER I
BACKGROUND
Students with significant disabilities, such as intellectual disabilities, need
purposeful and continuous assistance throughout their lives. Students can be
identified as having an intellectual disability, described as significantly subaverage
general intellectual functioning. These students may need assistance throughout their
entire lives; therefore, it is important for students to develop autonomy and selfadvocacy skills in order to become as independent as possible. Students with
intellectual disabilities usually are afforded an additional layer of support while
enrolled in school, which is provided through the Individuals with Disabilities
Education Act (IDEA). Necessary programs and services to support the students are
detailed in an Individual Education Plan (IEP).
Typically, consideration for an IEP is initiated by either the family or the
school. The plan is a legally binding document that will guide any programs and
services needed to help the student reach their maximum potential. Families (i.e.,
parents or guardians) must consent to have their student assessed by a
multidisciplinary team (i.e., school psychologist, special education teacher, speechlanguage pathologist) via an assessment plan. Once consent has been received by the
school, the district has 60 calendar days to assess the student, gather information, and
conduct an IEP meeting.
While the IEP describes specific information to help the student while in
school, a strong emphasis is placed on post-secondary education. As students become
1
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adults, they may not know how to advocate for themselves or articulate needs if not
properly taught and supported. Skills that support autonomy can be addressed during
the IEP meeting specifically by developing goals that foster independence and
autonomy. Additionally, should more support be needed (i.e., language development,
assistive technology) the IEP team will ensure that these services are included to
support the student. The team discusses the student’s strengths and areas in need of
support, goals, least restrictive environment, and services and accommodations that
are to best support the student’s learning. Goals are determined and re-evaluated
annually, and the student is re-evaluated for eligibility for special education services
every three years.
One aspect of the IEP that is essential for students with intellectual disabilities
is the Individual Transition Plan (ITP). According to the IDEA, by the age of sixteen,
IEP teams must include a plan that will support life after high school. The IDEA
includes specific mandates on what the ITP should include:
Appropriate measurable postsecondary goals based upon age-appropriate transition
assessments related to training, education, employment, and, where appropriate,
independent living skills; and (2) The transition services (including courses of study)
needed to assist the child in reaching those goals. [§300.320(b)
Transition planning is essential for students with significant disabilities
because it assists in preparing them for postsecondary education and adulthood. The
ITP will include a set of transition goals, which have been developed by the IEP
team, based on age-appropriate assessments, the student’s aspirations and interests,
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and family input and needs (Sawyer, 2020). Goals will be developed that address
needed training, education, employment and independent living skills that will allow
the student as much autonomy as appropriate. Bassett et al. (2009) found that
educators were less involved in activities of job development, including selecting
appropriate vocational training facilities with appropriate modifications and
accommodations and identifying and selecting potential careers.
Unfortunately, many high school classes are large, and teachers are unable to provide
individualized assistance and support for students to learn what they need for postsecondary success (Benz et al., 2000). Special Education teachers must consider the
aspirations of the student with disabilities that are relevant, rigorous, and will
encourage self-determination and preparation for post-secondary life. To that end, the
California Transition Association has created a list of transition goals and services
aligned to a students’ strengths and aspirations.
While the IDEA is clear that students with disabilities should be involved as often as
possible in the development of their IEPs at the age of majority, many families may
be uncomfortable in relinquishing their control (Chan, 2016). A key component to
cultivate autonomy is helping students use their voice to self-advocate. Students are
essential to the ITP process as it allows them to speak about their strengths, goals, and
dreams, which are integral to self-advocacy and autonomy (Test et al., 2005). The
importance of transition services and the development of Self-Determination cannot
be underscored and are important factors for the post-secondary transition success of
students with disabilities.
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Statement of the Problem
Post-secondary success is influenced by educational opportunities and academic
achievement. Students with disabilities require an IEP program that includes a
transition plan that considers students’ assets, needs, and desires to support them once
they finish high school. For students with intellectual disabilities, there is a need for
additional transition services/support that will nurture students’ self-determination
skills. The problem is that students with disabilities may not be adequately prepared
for postsecondary life. Research indicates that the majority of students with
intellectual disabilities do not live dependently, do not attend post-secondary
education, were not currently employed, and further had not worked in any paid
capacity since leaving high school (Bouck, 2012). Further, while 73% of students
with disabilities graduated high school, 16% of students with disabilities between the
ages of 20-24 were unemployed, and only 9% were college and career ready (Sawyer,
2020). This data suggests that there is a definite issue in the way students with
disabilities are prepared for college and careers and post-secondary life. This can be
from students lack autonomy and self-determination skills needed to be successful in
their postsecondary lives. The lack of autonomy and self-determination can be from
less autonomy supported systems (teachers, classrooms, at home).
Rationale
Students with disabilities must receive appropriate transition services and training
to develop self-determination skills to prepare them for life and to become
contributing members of society. Self-Determination can relate to a student’s ability
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to self-advocate and can play an important role when they turn eighteen. According to
the Family Educational Rights and Privacy Act (FERPA), a federal law enacted in
1974, once students with disabilities turning eighteen, students will become
responsible for their educational decision making and parents will no longer have the
right to make educational decisions. That is unless the family of the student with
disabilities has completed the process for either a partial or full conservatorship where
the family will continue to hold the educational rights for the student. However, if a
full or partial conservatorship is not complete, it is important for students to develop
Self Determination skills because if they are to seek post-secondary education or
employment, they will need to be able to advocate for themselves. In the study by
Chan (2016), she discusses that students with disabilities must initiate their services
for high education through self-advocacy if they feel that services/accommodations
are needed. There is a need for the development of self-determination skills for
students with disabilities. By improving those skills, it will assist the student with
disabilities by providing them with more independence from their families and the
confidence to advocate for themselves. Self-advocacy is a part of self-determination.
In the study by Test et al. (2005), described components of the framework of selfadvocacy as, “Knowledge of self and knowledge of rights are viewed as the
foundations of self-advocacy because it is necessary for individuals to understand and
know themselves before, they can tell others what they want” (p. 45). This research
found describes the importance of self-advocacy for students with disabilities and
how it can translate to their ability to articulate their needs. In the data presented by
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the California Transitions Alliance, it is concerning that only nine percent of students
with disabilities were college and career ready. That data demonstrates a need for
additional support for students with disabilities in that area. The research gathered in
this project will provide special education educators with insight on how to better
support transition services for students with disabilities. The research gathered will
also provide a rationale for the importance of the development of self-determination
skills for students with disabilities. This information is important because it can be
used to better support students with disabilities and their transition to post-secondary
education, careers, and independent living.
Guiding Questions
Guiding questions for this project include:
(1) How can transition services and support ensure students with disabilities
maximize opportunities for students with disabilities?
(2) How can autonomy inclusive of self-advocacy be taught and fostered for
students with disabilities?
Purpose of the Project
The purpose of this project will be twofold: create an Informational Guide for
Postsecondary Success for students with disabilities and a Professional Development
program that will enable special education teachers and support staff to provide
appropriate transition planning for their students. The purpose of the guide is to help
students with disabilities and their families understand the importance of transition
planning, provide information about conservatorship if needed, post-secondary
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educational programs, post-secondary day programs, and agencies that support
individuals with disabilities. A key aspect of this informational guide will be to
support self-determination and self-advocacy for students with disabilities by
providing resources related to transition and life after high school. Further, the guide
will provide special education teachers and staff information that they can use with
their students and families.
The professional development training will provide special education teachers
and staff educators transition planning essentials that include the importance of
transition planning as well as resources to foster independence. Topics will include:
the importance for a summary of performance, self-advocacy goals, developing
student’s self-determination skills, conservatorship, the transfer of rights at the age of
majority, Regional Center, programs, the difference between a certificate of
completion and a high-school diploma, and the importance of including the student’s
interests/strengths/goals in the transition planning process.
Conceptual Framework
The conceptual framework will be based on the works of Ryan & Deci: SelfDetermination Theory. The Self-Determination Theory (SDT) is the study of human
motivation and personality. SDT takes on the assumption that “people are inherently
prone toward psychological growth and integration, and thus toward learning mastery
and connection with others (Ryan & Deci, 2020, p. 1).” Though they are not viewed
to be automatic and need conditions that support them to be supportive and robust.
SDT argues that for, “Healthy development to unfold, individuals require supports for
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basic psychological needs (Ryan & Deci, 2020, p. 1).” The three needs viewed as
fundamental for this development are Autonomy, competence, and relatedness Ryan
& Deci describe autonomy as the sense of initiative and ownership of one’s actions
(Ryan & Deci, 2020). They describe competence as the feeling of mastery; a sense of
one’s ability to grow and succeed (Ryan & Deci, 2020). Additionally, competence
involves the understanding of how to attain different external and internal outcomes
and being effective in performing the necessary actions (Deci et al., 1991, p.327).
Lastly, Ryan & Deci describe relatedness as the sense of belonging and connecting
(2020). Relatedness is the ability to develop secure and satisfying relationships with
others within their social circle (Deci et al., 1991).
SDT discusses the difference between intrinsic and extrinsic motivations.
Intrinsic motivation refers to activities as being done “for own sake,” or for the
person’s inherent interest and enjoyment (Ryan & Deci, 2020). Both self-determined
behaviors and controlled behaviors can be motivated or intentional, but their
regulatory processes are different (Deci et al., 1991 p. 327). Examples of intrinsic
motivation are playing, exploring, investigating, and curiosity. These actions are
pursued one’s own personal enjoyment and do not rely on other outside motivations
or pressure (Ryan & Deci, 2020). Intrinsically motivated behaviors represent the
blueprint of self-determination, in that they both come from the individual’s desire
and willingness to be involved in their interest. Extrinsically motivated behaviors are
outside influences that compel an individual to complete a task. Deci et al. (1991)
discuss that these behaviors are “not performed out of interest, but because theta re
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believed to be instrumental to some separable consequence.” This can be interpreted
as a person completing a task because they have to or endure the consequences of not
doing so. There are four types of extrinsic motivation and they are external
regulation, introjected regulation, identified regulation, and integrated regulation.
Deci et al. (1991) discuss external regulation as the behaviors for the outside
influence of the initiation of a task. An example of this would be a student completing
their homework to avoid potential disciplinary consequences from their families. This
behavior is based on external contingencies and is the focus for initiation and
regulation (Deci et al. 1991). This is the least self-determined form of extrinsic
motivation.
Introjected regulation is the internalization of rules or demands that pressure a
person to behave (Deci et al., 1991). An example of this would be arriving early to
school so that the student does not have to worry about being tardy and the potential
punishment. Deci et al. (1991) discuss that “Although introjected regulation is
internal to the person, it bears more resemblance to external control than selfdetermined formed of regulation (Deci et al., 1991, p. 329).” This is because the
process does not allow for true choice.
Identified regulation happens when a person comes to the understanding of
the value of behavior and has identified with it and accepted it as part of their
regulatory process (Deci et al., 1991). By identifying the behavior, the person is able
to complete the activity with more willingness. An example of this would be an
English language learning student studying and practicing more because they feel that
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it will help them be more successful in learning the language. The motivation for this
is extrinsic because it is done for its potential usefulness in improving their language
skills instead of being interested. Deci et al. (1991) find that this behavior is relatively
self-determined because the action is done willingly, for more personal reasons than
external consequences.
Integrated regulation is considered the most advanced form of extrinsic
motivation (Deci et al., 1991, p. 330). Integrated regulation is the assimilation of
certain behaviors into a person’s coherent sense of self. An example of this would be
a person’s understanding and identification of what a good athlete is and what a good
employee is. These two understandings/identifications can cause friction between the
two even though the person values both of them. However, once a person is able to
find harmony or balance between the two identifications, they are then able to
internalize them into their own sense of self. Behaviors regulated by integrated
processes are considered fully self-determined and tend to appear in the adult stages
of development (Deci et al., 1991, p. 330).
The Self-Determination Theory (SDT) when applied to the education realm is
focused on promoting in students their interest in learning, a value of education, and
confidence in the student’s capacities and attributes (Deci et al., 1991). SDT differs
from other theories on motivating behaviors in that SDT distinguishes the difference
between self-determined and controlled types of intentional regulation (Deci et al.,
1991, p.326). When a behavior is considered self-determined, the regulatory process
is choice versus with behavior is controlled, the regulatory process is compliance
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(Deci et al., 1991, p. 327). In the education realm, more often than not, many people’s
experiences with education are that of controlling classrooms and contingency-based
tasks with negative consequences that lead to the development of autonomous selfregulation (p 336). Teachers’ orientations can influence a classroom climate and
results have shown that students of teachers who provide autonomy support display
more intrinsic motivation, perceived confidence, and self-esteem than students with
teachers who were more controlling (Deci et al., 1991, p. 337). By providing an
environment with autonomy support strategies, students are able to gain more
autonomy and internalize behaviors that lead to self-determination skills.
Additionally, being able to provide feedback to students in a positive way was shown
to increase intrinsic motivation, however, if it was presenting in a controlling manner,
it decreased intrinsic motivation (Deci et al., 1991, p. 336).
Self-determination is important for all students to learn and gain experience within
order for them to feel and be successful. It is important to understand how selfdetermination is developed and how to best support students in their development.
Students with disabilities need the most support in the development of selfdetermination in order to become autonomous. When a student is autonomous, they
are able to determine their own interests, needs, wants and they are able to advocate
for themselves.
Definitions
Autonomy: According to Disability Rights California, the right to personal autonomy
is a basic right of every human being. It includes an individual’s right to develop their
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personality, to express hopes and dreams, and make choices and not be unreasonably
limited. It means choosing whether to act in a certain way or have certain
experiences. A person has a right to determine their own life and make their own
decisions, even when those decisions are not one’s others would make.
Self-advocacy: Self-Advocacy is learning how to speak up for yourself, making your
own decisions about your own life, learning how to get information so that you can
understand things that are of interest to you, finding out who will support you in your
journey, knowing your rights and responsibilities, problem solving, listening and
learning, reaching out to others when you need help and friendship, and learning
about self-determination.
IEP: Individualized education program or IEP means a written statement for a child
with a disability that is developed, reviewed, and revised in accordance with
§§300.320 through 300.324.
Independent Living Skills: Independent Living skills can be categorized as related to
our daily lives, such as housing, personal care, transportation, skills needed to obtain
a job, and social and recreational opportunities.
Intellectual disability: Intellectual disability means significantly subaverage general
intellectual functioning, existing concurrently with deficits in adaptive behavior and
manifested during the developmental period, that adversely affects a child’s
educational performance. The term “intellectual disability” was formerly termed
“mental retardation.”
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Self-Determination Theory (SDT): a formal theory that defines intrinsic and varied
extrinsic sources of motivation, and a description of the respective roles of intrinsic
and types of extrinsic motivation in cognitive and social development and in
individual differences.
Summary of Performance: a summary of academic achievement and functional
performance, along with recommendations for the future; a public agency must
provide the child with a summary of the child's academic achievement and functional
performance, which shall include recommendations on how to assist the child in
meeting the child's postsecondary goals.
Transition Services: Beginning at age 16 (or before if appropriate), an annual IEP
must have appropriate measurable postsecondary goals, including transition services
and courses of study, and include a statement that the child has been informed of the
child’s rights transferring at the age of majority. A transition service is based on the
individual child’s needs, taking into account the child’s strengths, preferences, and
interests; and includes instruction, related services, community experiences, the
development of employment and other post-school adult living objectives, and
acquisition of daily living skills and functional vocational evaluation.
Summary
The intention of this stud is to explore the answer to the research questions through
literature review of previous studies and data collections. The researcher intends to
investigate the self-determination theory and the importance of self-advocacy. The
intention of this project is to investigate what factors contribute to the postsecondary
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success of students with disabilities, identify the importance of self-advocacy and
self-determination and how they support the development of autonomy through a
literature review.

CHAPTER II
LITERATURE REVIEW
All qualified persons with disabilities are entitled to free and appropriate
education (FAPE). Appropriate education can be described as the qualifying person
having education services specifically designed to meet their individual needs. The
quality of the services provided to the person with a disability should be equal to the
quality of services provided to nondisabled persons. Keeping FAPE in mind, students
with disabilities should be equally prepared for life consider post-secondary life postsecondary education. As students get older, it is important for special education
teachers to identify transition services and needs for students with disabilities so that
they can maximize their opportunities for post-secondary education. FAPE and
transition services and transition support correspond together, in that in order to
provide FAPE educators need to ensure that transition services are discussed, and
those appropriate services are offered. If educators do not discuss transition services
or do not discuss transition, they are not meeting a student’s FAPE and are not
following the guidelines of IDEA. In order for teachers to provide FAPE, they need to
ensure that as the students with disabilities become older, they receive the appropriate
transition services needed to prepare them for post-secondary education life.
Developing and supporting a student’s autonomy is something that is learned,
taught, and supported throughout a student’s time in school. Autonomy can be
described as in control of one’s actions and interests. For students with disabilities, it
is important to receive support in developing autonomy throughout their school
15
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career, so students feel capable of making decisions on their own and so that they are
not relying on others as much to help them. When students are at the transition age,
they should be included in the transition planning process to provide the student with
an opportunity to practice autonomy skills such as self-advocacy and selfdetermination. During the transition meeting, the student is practicing self-advocacy
skills by stating their interests/goals for post-secondary living. The student has an
opportunity to learn about self-determination by listening to the goals being
developed and how to break those main goals down into smaller more manageable
goals.
This literature review will identify what transition services are, the areas for
improvement in transition, and how transition services and support can maximize the
opportunities for students with disabilities. Additionally, this literature review will
identify what autonomy is, why it is important for individuals with disabilities, and
how teachers can support autonomy. This literature review seeks to identify
Autonomy and how Autonomy practices support Self-Advocacy, Self-Determination,
and Independence. This literature review will identify factors that support postsecondary transition and show the interconnectedness between these factors, and how
they are all necessary for the development of autonomy.
Autonomy
Autonomy can be defined as the quality or state of being self-governing. A
person who is considered to be autonomous, has gained the skills for self-advocacy
and self-determination. Autonomy is a goal that all students, especially those with
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disabilities, should strive for. By being autonomous students with disabilities can
identify their needs, their strengths and weaknesses, their disability, and are able to
self-advocate. Wrightslaw describes self-advocacy as learning to speak for oneself,
making one’s needs known, making their own decisions, knowing one’s rights, and
seeking help when needed (2020). Self-Determination can be defined as free choice
of one’s own acts. What this can mean is that the individual is free to pursue and
make their own educated decisions on items that are important to them. For a
majority of a student with disabilities life, their decisions are made for them by family
members and or IEP teams with little to no input from the student themselves. Life
skills are essential for all students to learn, especially for the students with disabilities
who require more support and guidance In a transition guide compiled Sawyer
(2020), self-advocacy and self-determination are skills deemed as essential for
children with disabilities. Self-advocacy and self-determination are important skills
for students with disabilities to develop and practice because it can help them gain
more autonomy. The more that students with disabilities are able to recognize and
advocate for their needs the more confidence they gain in themselves to create an
intrinsic motivation (belief) that they can rely on themselves.
Self-determination and self-advocacy skills should be developed and practiced
throughout the student’s time in school and emphasized more during transition
planning. During transition planning, the goals created should reflect the interests and
strengths of the students. In order for the IEP team to create these goals with the
student’s interests and strengths in mind, the students should be able to advocate, in
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some way, what their post-secondary goals are. Test et al. (2005) reviewed research
from Aune (1991) that teaching students to understand their strengths and weaknesses
was beneficial towards their self-advocacy development (p.50). This research
supports the necessity for children with disabilities to practice self-advocacy and selfdetermination because it will benefit them when it is time to transition out of high
school to either college or their next program.
Self-advocacy
Self-Advocacy can be described as a person’s ability to identify and request
their wants and needs. Self-Advocacy is a skill that all individuals need to be
independent. For students with disabilities, it is an essential skill needed for them to
gain independence and be successful in their lives. Students with disabilities require
more guidance and practice in developing this skill. The ability to self-advocate is a
skill that adds to an individual’s ability to be autonomous. In a study conducted by
Test et al. (2005), the researchers summarize the definitions and components of selfadvocacy. The researchers identified the following as components of self-advocacy
knowledge of self, knowledge of rights, communication, and leadership (Test et al,
2005, p.45). The researchers found that knowledge of self to be the first step in
learning how to self-advocate. Knowledge of self is the ability to gain the knowledge
of ones’ interests, preferences, strengths, needs, learning style, and one’s disability
(Test et al., 2005, p. 50). Being able to learn oneself is important because then an
individual is able to describe themselves and their needs.
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Knowledge of rights was found by the researchers to be the second step in
being able to self-advocate. Knowledge of rights includes knowing a person’s own
rights, community rights, human services rights, educational rights, and knowledge of
resources (Test et al., 2005, p. 50). Knowing ones’ rights is essential in being able to
self-advocate because if a person understands their rights, they can understand when
those rights are being violated.
Communication was found to be third step in being able to self-advocate by
the researchers. Communication is described as a foundational skill of self-knowledge
and knowledge of rights because an individual will need to be able to communicate
those items (Test et al., 2005, p. 50). Communication is an important component of
self-advocacy because it demonstrates the individual’s ability to effectively put their
wants and needs into words clearly and get those wants and needs met. Leadership
was found to be the last component of self-advocacy.
Leadership involves the learning of roles and the dynamics of a group and the
skill to function in a group (Test et al., 2005, p.50). The researchers discussed
leadership in the form of a student taking the lead in their IEPs. By being taking the
lead in one’s IEP, it demonstrates that the student has an understanding of their
disability, what they rights are, and how to communicate for their goals (i.e., wants)
and what supports/services they need.
In a study by Goldberg et al. (2003), they sought to identify variables that
predicted successful outcomes for adults with disabilities. The researchers had built
their study off of previously described general research procedures and quantitative

20

results conducted previously by Raskind (Goldberg et al., 2003, 225). There were 41
participants in this study with learning disabilities (Goldberg et al., 2003). Direct
interviews were conducted with each participant. The focus of the information
gathered by the researchers was qualitative comparing experiences of successful and
unsuccessful informants to gain more understanding of each attribute and how it
relates to a successful adult life (Goldberg et al., 2003, p. 226). The success attributes
found in the study were: self-awareness, proactivity, perseverance, goal setting,
presence and use of effective social support systems, and emotional
stability/emotional coping strategies. For the self-awareness attribute, it was found
that all participants experienced academic problems, organizational/attention
problems, and nonacademic difficulties such as motor deficits as children (Goldberg
et al., 2003, p.226). One component of self-awareness that separated the successful
participants from the unsuccessful participants was the ability to compartmentalize
their disability (Goldberg et al., 2003, p. 226). In doing this, the participant
understands that they have some limitations due to their disability, but their disability
is not defining who they are. The researchers found that best form of self-awareness
was the participants finding a profession that was an appropriate fit for their needs
and lifestyle (Goldberg et al., 2003, p. 226). Being able to find a job that fits an
individual’s needs and works for their disability is the ultimate expression of selfawareness because the individual knows what they need to be successful in a job and
what they like doing. The researchers also found that some of the participants
repeatedly chose and failed in careers that made their disabilities more noticeable
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(Goldberg et al., 2003, p. 226). Self-Awareness is an essential skill because it is a part
of self-advocacy, if an individual is aware of their limitations, they are able to
advocate for what they need to be successful.
Proactivity was another success attribute discussed by the researchers. The
researchers found that successful individuals engaged in the environment around
them, socially, economically, and politically (Goldberg et al., 2003, p. 226). The
researchers also found that successful individuals participated in community events,
took leadership roles in their careers and in social settings. It was noted that, “The
successful believed that they had the power to control their own destiny and affect the
outcome of their life" (Goldberg et al., 2003, p. 227). That belief represents what selfadvocacy is about, having control and being able to make one’s own decisions.
Another difference between successful individuals and unsuccessful individuals
found in the research was that successful individuals sought out and consulted with
others on decisions, whereas unsuccessful individuals either did not make a decision
or picked an easier answer/path (Goldberg et al., 2003, p. 227).
Perseverance was something that all participants expressed doing in the face
of challenges/adversity. The researchers found that successful participants had the
ability to demonstrate various coping mechanisms and strategies for difficult
situations that allowed them to persevere. In contrast, those who were unsuccessful
were found to be more rigid and lacking the strategies needed in difficult situations.
Furthermore, the researchers had discovered that successful individuals felt that
difficult situation were necessary in order to learn something from them (Goldberg et
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al., 2003, p. 227). Being able to gain knowledge and persevere in difficult situations
are necessary skills for individuals to gain, but especially those with disabilities so
that they can push through difficult situations independently and know that they have
the ability to do it.
The researchers (Goldberg et al., 2003) found that goal setting was an attribute
that both successful and unsuccessful individuals referred to. Successful individuals
had practiced setting goals in their past and had continued to do so with their future
goals. These individuals had learned to create goals that were specific to their wants
and were flexible enough for them to attain them. The researchers had found that
adults stated that when transition planning had occurred prior to leaving high school.
This finding is important because these successful individuals had received guidance
and assistance to find a career that fits their needs. In comparison, the less successful
individuals demonstrated poor goal planning, were not specific enough, did not
appreciate the steps necessary in goal setting, and did not mention any early
identification of career interests (Goldberg et al., 2003, p. 228). From the research
gathered in this section it is important for individuals with disabilities learn the
importance of goal setting and how to set appropriate goals in order to be more
successful in postsecondary life. By being able to set specific and attainable goals,
individuals are able to become more autonomous.
The presence and use of effective social support systems was an attributed that
was mentioned by all participants. Successful participants described receiving help
from mentors and significant others who provided them with concrete support
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(Goldberg et al., 2003, p. 228). It was found that successful participants first sought
out help from others (i.e., coworkers/mentors), but after time they were able to handle
doing things on their own and even aid others (Goldberg et al., 2003, p. 229). This is
an important finding because it demonstrates that after time and support the
individual was able to complete tasks own their own and internalize what they were
doing and communicate that to others who needed assistance. However, those
individuals in the study who were unsuccessful described continuing to receive
support from significant others and mentors and described them as caretakers,
remaining heavily dependent on them. Having an effective support group is important
for the success of individuals with disabilities because it provides them with
somebody to discuss decisions and ideas from and it provides them with support
needed to learn to complete tasks independently.
The last attribute the researchers discussed was emotional stability/emotional
coping strategies. In this section, it was found that all participants struggled
consistently with emotional regulation. The researchers found that successful
individuals developed coping mechanisms to deal with stress, frustration, anger, and
other emotions. These individuals were able to identify what triggered their emotions
in certain situations and used various strategies to combat them (Goldberg et al.,
2003, p. 230). Learning how to identify what is triggering an unpleasant emotion is an
important skill needed for individuals to develop in order for them to successfully
advocate for themselves and what they need to cope for that emotion.
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Self-Advocacy is an important skill for individuals with disabilities to learn in
order to become autonomous. Self-advocacy means that a person is aware of their
disability and aware of what they need to be successful. Goldberg et al. (2003) found
that self-awareness in successful individuals looked like individuals knowing about
their disability, their limitations, and using that knowledge to find a career that fits
them and their needs. As discussed in the research by Test et al. (2005), selfadvocacy is knowledge of oneself, knowledge of one’s rights, communication, and
leadership. Knowing one’s rights and what they are entitled to is important because it
allows an individual to ensure that they are getting all of their needs met by law and
that they are not being discriminated against. Communication is an important aspect
of self-advocacy because it demonstrates that individual knows what they need are
they are able to clearly articulate it. Leadership is an important aspect of selfawareness because it demonstrates an individual’s understanding of a task and their
ability to take charge and lead/help others with that task. Goldberg et al. (2003) also
discussed leadership as being a benefit of a strong social support group. Once
individuals felt confident in their abilities in completing tasks, they were able to work
independently and lead others in learning how complete the same tasks. Selfadvocacy allows individuals to demonstrate their understanding of themselves and
communicate with other effectively in order to gain what they want/need.
Self-determination
Self-determination can be described as one’s ability to self-govern and make
decisions independently. Self-determination is similar to self-advocacy in that both
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are necessary skills for individuals to gain in order to autonomous. For individuals
with disabilities, self-determination is learning how become intrinsically motivated to
complete goals, instead of extrinsic motivation. It is important for individuals with
disabilities to learn how to become intrinsically motivated so that they do not rely on
outside motivation from other individuals to complete tasks. This skill becomes
increasingly important as individuals get closer to exiting out of high school because
once an individual turns eighteen, they are responsible for their own decision
making.
In a study by Carter et al. (2006), the researchers examined the perspectives of
special educators, parents, and students about the self-determination of adolescents
with emotional disturbance (ED) and learning disabilities (LD) (Carter et al., 2006,
333). In this study there were 85 high school students, 39 diagnosed with emotional
disturbance and 46 diagnosed with learning disabilities (Carter et al., 2006, p. 335).
Teachers were selected if their student was participating in the study, all teachers in
the study were female. Parents were selected if their child qualified as a participant
and either parent was able to participate. The researchers noted that parental data was
not collected for this study (Carter et al., 2006, p.336). The researchers used the AIR
Self-determination scale which is an assessment instrument designed to measure
students’ capacity for an opportunity to engage in self-determined behavior (Carter et
al., 2006, p.337). This instrument can be summed up under two sections: Capacity
and Opportunity. Capacity to Self-determine refers to the students’ adjustment
capability by measuring to what extent the student connects their beliefs about what
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they need, want, and could do with their choices (Carter et al., 2006, p. 337). The
opportunity to self-determine was designed to evaluate the opportunities the students
have to engage in self-determined behavior at school or at home (Carter et al., 2003,
p.337). Consent and assent were obtained from participants prior to the determination
scale being conducted.
Through data collection and data analysis the researchers found that
adolescents with ED in this study were judged to have limited capacity to engage in
self-determined behavior (Carter et al., 2006, p. 340). Parents and special educators
rated the capacity of adolescents with LD higher than those with ED. Special
educators rated those with ED as being less knowledgeable about self-determination
and that they lacked the confidence. The researchers also found that there were few
identified opportunities for self-determination opportunities both at home and at
school for students with ED to participate in (Carter et al., 2006, p.341). Special
educators assert that families do not provide enough self-determination opportunities
for students at home and assert the same as teachers. This situation is an example of
poor communication. The researchers also found that both self-determination skill
development and provided opportunities must be a combined intervention in order for
there to be success (Carter et al., 2006, p. 342). Lastly, the researchers found that
teachers rated students’ with ED’s capacity for self-determination were lower than
their self-appraisal (Carter et al., 2006, p. 341).
The information found in this study by Carter et al. (2006) demonstrates a
need for self-determination skills opportunities and training. The researchers had
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found the participants with ED in their study had less opportunities to practice selfdetermination and that their teachers had felt that the participants lacked the capacity
to participate in self-determination opportunities. The researchers also found that
students with the teachers of students with ED expressed concern for their lack of
self-determination skills. This study is showed that students with LD had more
opportunities and were more familiar with self-determination compared to those with
ED. Since the students with LD had more opportunities for self-determination than
those with ED, they performed better. Self-determination skills are important for
students with LD and ED to learn and practice so that they are able to make their own
decisions and gain more autonomy.
In another study by Shogren et al. (2018) the researchers sought to examine
the differential impact of implementing the Self-Determination Learning Model of
Instruction (SDLMI) only to SDLMI + Whose Future is it Next? (WF) on selfdetermination and goal attainment outcomes (Shogren et al., 2018, p. 174). The
sample size for this study was 340 transition-age students, ages 10-21 years old) All
of the students had the classification of intellectual disability. In this study, there were
teachers who had learned SDLMI in the first year of the study. In the second-year
new teachers received a one and half day training on the SDLMI and on WF and were
provided curriculum necessary for implementation in the classroom (Shogren et al.,
2018, p. 170). The teachers were also supported by coaches within their districts.
Coaches were responsible for going visiting classrooms with teachers who were
implementing SDLMI and WF three times a year and rating those teachers on the

28

fidelity of implementation (Shogren et al., 2018, p.170). In this study the researchers
assessed self-determination by using a piloted version of the Self-Determination
Inventory: Student report and parent/teacher-report. The researchers also measured
student progress on transition goals using Goal Attainment Scaling (GAS) (Shogren
et al., 2006, p. 171).
The researchers found that changes in self-determination and its essential
characteristics were document by students and teachers over the first year (Shogren et
al., 2018, p. 171). It was shown in the data that students in the SDLMI group had
more growth in their self-determination scores and GAS than those in the SDLMI +
WF group (Shogren et al., 2018, p. 175). The researchers also found significant
change in student’s self-determination scores over time of students in the
SDLMI+WF. The study highlighted that focus on SDLMI had a better influence on
better goal attainment (Shogren et al., 2018, p.175). The information presented by the
researchers was important in helping districts decided on what to implement,
instruction versus curriculum versus both.
Self-determination is an essential component necessary for individuals to be
autonomous. Self-determination is a necessary skill for individuals to have
opportunities to learn and practice so that they can develop and improve their skill
and are able to be less dependent on others. As discussed in Carter et al. (2006), the
researchers found that there needed to be more opportunities made available to
students at home and at school for self-determination practice. The researchers had
also found that there was a lack of communication between parents and teachers
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when it came to what types of opportunities were being made available. The
researchers also found that there was a need to teach students with ED about selfdetermination and provide them with more opportunities, as they were rated lower in
their self-determination model. Shogren et al. (2018) found that focusing on selfdetermination learning model instruction was more effective than the combination of
SDLMI and WF. The participants in SDLMI only group had demonstrated higher
Goal attainment scores and higher self-determination scores. This information is
important because it highlights that focus on SDLMI can be more effective because
the teachers are more focused on teaching self-determination and working on specific
goals as opposed to doing both that and providing curriculum. With better Self
Determination teaching and opportunities provided, students are more likely to
develop the skill and utilize it in their lives.
Independence
Learning the skills to develop and support one’s independence is important for
all students. It is even more important for students with disabilities to learn these
skills so that they are not as reliant on others. Supporting the development of
autonomy is an essential skill for students with disabilities to gain so that they are
able to live as independently as possible. With learning skills for self-determination
and self-advocacy a person is able to create life goals based on their interests and
advocate for how to go about getting them or asking for assistance. It is important for
individuals with disabilities to gain these skills to help them gain autonomy.
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Pelletier & Joussemet (2016) conducted a study where they evaluated the weather
Autonomy support (AS), as defined by SDT, can satisfy the need for autonomy of
individuals with mild intellectual disabilities (Pelletier & Joussemet, 2016, p.3). The
researchers distinguish the difference between independence promotion and AS
independence promotion can be described as encouraging students to do things
without support (Pelletier & Joussemet, 2016, p. 2). Autonomy support is compatible
with structure in the sense that there are limits, rules, and expectations (Pelletier &
Joussemet, 2016, p.2). Additionally, autonomy support involves the socializing
agents.
In the study reviewed two groups, one that would receive autonomy support
and the other was the control group, who did not receive the support. The participants
all had a mild intellectual disability and were recruited from users of a rehabilitation
center. There were initially 66 participants, but after further investigation, 11 of the
referred participants did not meet all of the criteria areas for the study. The accepted
participants were randomly assigned to one of the groups with autonomy support or
without autonomy support. In total the final sample consisted of 51 participants.
Each of the participants participated individually with the help of the animator, who is
also the principal investigator, and in the presence of an assistant, who is also the
observer (Pelletier & Joussemet, 2016, p.4). The consent forms provided to the
participants was read aloud and explained a way that was clear enough for them to
understand. The animator introduced herself and the assistant and stated their roles in
the study. The animator presented the activity ensuring the participants that it was not
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a ‘test’ and explained the participant expectations. The animator presented the first as
an introduction to the activity. At the conclusion of the first activity, the animator
thanked the participant and offered constructive feedback before they left to complete
a questionnaire. During the questionnaire, the assistant described the importance of
expressing one’s opinion in order for the researchers to improve their activity
(Pelletier & Joussemet, 2016, p.4). At the end the participants received a twentydollar gift certificate and a water bottle as compensation for their time (Pelletier &
Joussemet, 2016, p.4).
The experimental task was a problem-solving activity on self- assertion.
Within this activity there were two problems, each lasting approximately twenty to
thirty minutes. The problems selected were chosen due to their simplicity and low
level of stimulation. The questions focused on assertiveness with characters having to
find a way to express their needs. These problems were drawn (comic books style)
and read aloud to the participants by an animator. For the autonomy support group,
the animator attempted to support the participants need for autonomy by using
rationale, empathy, choice, and non-controlling language (Pelletier & Joussemet,
2016, p.5). The group who did not receive autonomy support the animator presented
the information in a neutral style and did not actively support the participants’ need
for autonomy. The use of rationale, empathy, and choice were not present.
The researchers found that levels of engagement and anxiety were
significantly different between the two groups (Pelletier & Joussemet, 2016, p.8).
They found that students with learning disabilities who were provided with autonomy
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support strategies reported greater satisfaction levels of their need for autonomy and
they tended to view tasks given to them as more valuable (Pelletier & Joussemet,
2016, p.9). The students that were provided with the autonomy supports were found
to be more engaged during activities and less anxious (Pelletier & Joussemet, 2016, p.
10). The data collected in this study demonstrates that with autonomy support
students with disabilities can gain and develop more autonomous behaviors/
tendencies, such as confidence in their abilities and feeling supported. By developing
these autonomous behaviors/tendencies, students with disabilities are gaining the
skills needed to live as independently as they can. Building up their confidence and
abilities to advocate for themselves can assist in their future success in postsecondary
education and vocational careers.
In another study conducted where the researchers identified nonacademic
behaviors that were associated with post-school employment and education.
McConnell et al. (2013) completed an analysis of secondary transition qualitative and
quantitative research literature to rate a comprehensive list of student nonacademic
behaviors associated with post-school employment and education (McConnnell et al.,
2013, p. 174). The way this study was conducted was by having several experienced
researchers review the research literature and developed categories of student
behaviors that were associated with employment and education post high school. The
research team consisted of seven purposely selected members. The research team’s
goal was to develop a new transition assessment based on the secondary transition
research already completed. Consensus decision making was utilized by the
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researchers to identify and review studies and to build constructs and associated lists
of behaviors from which the assessment would be written (McConnnell et al., 2013,
p. 175). The researchers used a five step process to identify studies that included
nonacademic behaviors of students with disabilities associated with success in post
school employment and education (McConnnell et al., 2013, p. 175). In order to
create the constructs and associated lists of behaviors, the researchers implemented a
seven-step process over the course of four months to define their constructs and build
the lists (McConnnell et al., 2013, p. 176).
The results came from 35 studies that met the inclusion criteria and 10
constructs and behaviors associated with post school outcomes were identified. The
first construct identified was knowledge of strengths and limitations. The researchers
found many studies had discussed individuals with disabilities knowing their
strengths and limitations and how that added to their participation in post-secondary
education and employment (McConnnell et al., 2013, p. 177). Being able to identify
one’s strengths and weaknesses is an important part in the development of a student
with disabilities autonomy. By understanding their strengths and weaknesses they are
able to take actions to advocate for assistance. McConnnell et al., 2013, 177). There
were several studies that examined individuals with disabilities knowing their
strengths and limitations and taking actions to best support themselves by either
selecting a profession that best suited their strengths (McConnnell et al., 2013, p.
177). This construct supports and is related to self-advocacy in that the individuals
know and understand their needs and take actions to support themselves. Individuals
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who had gained understanding of their disabilities was identified as another construct
which supported the success of individuals with disabilities in postsecondary
education and employment.
Persistence was found to be another construct related to postsecondary
success in education and employment. There were several studies that discussed
students with disabilities understanding that they would need more time to complete
college or vocational training compared to their typically developing peers
(McConnnell et al., 2013, p. 183). This understanding allowed for the students to
persist through their coursework and work hard.
Proactive involvement was another construct identified as a contributing
behavior to post-secondary success in education and employment. This section
discussed how positive interactions with other individuals in various settings added to
the success of individuals with disabilities. An example found in one of the studies
used for this study was that an individual had found employment through their social
network (McConnnell et al., 2013, p. 183). This construct supports one of the three
important pieces of the SDT, which is relatedness. For a person to be autonomous
they need to feel like they belong and are connected to others.
Goal setting and attainment was another construct identified by the
researchers as a contributing behavior in postsecondary employment and education.
The researchers had found that those individuals with disabilities who had attended
post-secondary education and employment were able to independently break down
larger goals/tasks into smaller, more manageable sections (McConnnell et al., 2013,
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p. 183). This construct is related to the SDT in that the individuals had used intrinsic
motivation to break down large goals into smaller goals that allowed them to be more
successful.
Employment was another construct identified by the researchers in their study.
In this section, the researchers had found that individuals who had expressed an
interest in finding/having a job were more likely to find success in post school
employment (McConnnell et al., 2013, p. 183). The researchers had also found other
studies that had discussed that students who had experience in their high school
careers with employment were more likely to become employed after high school.
Self-advocacy was identified as a construct for successful post-secondary
education and employment opportunities. The researchers had found several studies
that discussed the importance of individuals with disabilities understanding their
strengths and weaknesses, their disability and their rights and how that is beneficial to
post-secondary success. The researchers discussed that self-advocacy is necessary for
individuals with disabilities to be able to express their needs and their rights when
they are in post-secondary education (McConnnell et al., 2013, p. 184).
Lastly, supports and the utilization of resources were found to be behaviors
that supported post school employment and education success. Student who had
positive support, advice, and encouragement from teachers, friends, family, and
others were found to have better achievement in college (McConnnell et al., 2013, p.
184). Individuals who participated in post school education and employment sought
out people and resources outside their network to help meet their needs (McConnnell
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et al., 2013, p. 184). These constructs are important because they assist in the support
and development of autonomy and an individual’s ability to be independent.
Both studies are important because they highlight how certain strategies and
nonacademic behaviors can improve autonomy and support independence. Pelletier &
Joussemet et al. (2016) found that by providing autonomy support to individuals
during a task can help them develop more self-confidence and become less stressed.
Confidence is important because it means that the individual believes in their abilities
to complete a task which means that over time, that individual will not require any or
as much support in completing that task, making them more independent and
autonomous. The researchers also found that by supporting autonomy in the activity,
the individuals began to develop autonomous behaviors. McConnell et al. (2013)
found several nonacademic factors that led to post-secondary successes of individuals
with disabilities. The researchers had found that persistence, proactivity, selfadvocacy, and utilizing resources led to the participants being successful in their
postsecondary lives. Developing independence skills is essential for individuals with
disabilities because assists them in becoming autonomous and less dependent on
others for decision making.
Factors that Support Post-Secondary Transition: Educator Knowledge
It is important that educators who are working with students with disabilities
are knowledgeable about how to support their students in the classroom and
knowledgeable about how to prepare them for post-secondary life. By preparing
students with disabilities during their school career can aid in the amount of
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independence the student can gain and how successful. Having a teacher who is
knowledgeable about transition planning is essential so that they are able to fully
support their students. It’s equally important that the teacher is knowledgeable of the
student’s strengths, weaknesses, and interests so that they can adequately assist in the
creation of goals and include the appropriate services to support the student’s
postsecondary transition.
Sprunger et al. (2018) conducted an investigation to examine the perceptions
of special education directors, assistant directors/program coordinators, and
secondary education teachers about their current knowledge, usage, and effectiveness
of evidence-based transition predictors in Indiana. The participants in this study
included special education directors, assistant directors and program coordinators,
and secondary special education teachers working in public school
cooperatives/corporations in Indiana (Sprunger et al., 2018, p. 117). The Indiana
department of education website in combination with direct communication with
schools were used to identify the sample. Small sampling selections guidelines were
utilized to identify a sampling of the special education directors. The sampling was
done systematically and included: (a) Indiana’s special education directors were
identified as the target population; (b) assistant directors of special education/
program coordinators associated with the directors; and (c) secondary special
education teachers associated with the school districted served by the special
education director (Sprunger et al., 2018, p.117-118). The superintendents associated
with the special education director and their respective high school principals were
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asked to provide permission for participation (Sprunger et al., 2018, 118). The last
sample conducted included the actual respondents included a random sample
selection of 103 of the states 175 special education directors who were invited to
participate in the survey. 42 special education directors returned permission to
participate in the survey and 34 out of the 42 participated in the study (Sprunger et al.,
2018, 118). 51 assistant special education directors/ program coordinators associated
with the 42 special education directors were invited to participate, but only 37 out of
the 51 participated (Sprunger et al., 2018, p.118). Lastly, 175 secondary special
education teachers were contacted to participate. 112 out of the 175 participated in the
study.
The researchers (Sprunger et al., 2018) developed a survey and administered it
using Qualtrics survey software. A panel of six members of state and national subject
matters experts reviewed the survey and piloted it with a group of 25 university
faculty and graduate students familiar with transition practice. The final instrument
included 28 forced-choice questions and 48 Likert-type scale questions. The survey
sections focused on demographic knowledge, respondents’ knowledge of the 16
evidence-based transition predictors, respondents’ perceptions of their school
setting’s usage of the 16 evidence-based transition predictors, and respondents’
perceived effectiveness of the 16 evidence-based transition predictors used currently
in secondary special education programs (Sprunger et al., 2018, p.119). The survey
was distributed electronically via the participant’s email.
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The researchers found that the respondents had agreed that they had
comprehensive knowledge of the following areas: career awareness, community
awareness, interagency collaboration, occupational coursework, paid employment/
work experiences, programs of study area, self-care; independent living skills, strong
student support, vocational education, and work study programs (Sprunger et al.,
2018, p.119). As a predictor for post-school success, parent involvement was rated as
“agree” but had “strongly agree’ noted as the highest percentage noted by special
education directors. Self-advocacy/ self-determination skills predictors were rated
“agree’ but had “strongly agree” noted as the rating with the highest percentage
indicated by special education assistant directors/program coordinators and secondary
special education teachers (Sprunger et al., 2018, p.119). Self- care/independent
living skills predictors were rated overall as “strongly agree” (Sprunger et al., 2018,
p.119). Study respondents rated the following predictors inclusion practice, social
skills, and exit exam/high school diploma as “strongly agree” (Sprunger et al., 2018,
p.119). When it came to using the transition predictors, 96% of the respondents
indicated using vocational education (Sprunger et al., 2018, p.121). About 89% of the
respondents indicated using inclusion practices in the high school setting. Of the
respondents, 88% of them indicated using high school diploma/exit exam. When it
came to using self-care/independent living skills in their secondary transition
programs, eighty-seven percent of the respondents indicated that they use it.
Respondents in this survey also rated the effectiveness of the transition predictors.
The respondents agreed that the following areas were effective for students with
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disabilities: career awareness, community awareness, interagency collaboration,
occupational coursework, paid employment/work experiences, programs of study
area, self-care/independent living skills, social skills, strong student support, strong
transition program, exit exam/high school diploma, vocational education, and workstudy programs (Sprunger et al., 2018, p.121). Special education directors had the
highest percentage indicating “strongly agree” to the effectiveness of Selfadvocacy/self-determination skills (Sprunger et al., 2018, p.121). Special education
teachers indicated “strongly agree” in the effectiveness of parental involvement
(Sprunger et al., 2018, p.121).
The researchers discussed that secondary special education teachers had less
knowledge of work study programs, interagency collaboration, and strong transition
programs and were not aware if interagency collaboration for work-study programs
were being utilized at their school settings as part of transition (Sprunger et al., 2018,
p.123). The researchers also discussed that their current findings identified that
secondary special education teachers did not use a specific program of study related
to an academic/vocational content area to support students with disabilities secondary
transition programs (Sprunger et al., 2018, p.125). The researchers also discussed the
importance of paid employment/work experience, identified that the majority of
respondents in their study lacked knowledge about paid employment/work
experience, and the failure to make use of paid employment/ work experience.
Teachers and educators should be knowledgeable about transition planning
and the options that students have postsecondary. These teachers and educators
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should have the knowledge about their student’s strengths and weakness and should
be able to explain them to the students. By doing this, teachers are developing the
student’s ability to self-advocate and are developing their independence. In addition
to the teacher being knowledgeable about the student’s strengths and weaknesses, the
teacher can assist the student in developing a transition plan that can meet their
individual needs and best support their postsecondary goals. By not having this
information to provide to the student, it can cause students and their families to feel
lost and alone in their decision making. This can lead to students with disabilities
being unsuccessful or ill prepared for postsecondary life.
Support Groups
Support groups are necessary for all students and individuals to feel secure
and successful. It is even more essential for students with disabilities to have a strong
support group because it will help reduce stress, provide those students with people
they can discuss important issues with, and can improve their ability to cope with
difficult situations. In this section, the support groups will refer to the relationships
that students with disabilities have with their families and teachers. The importance of
having a support group for students with disabilities is huge because they are there to
help support the student in their understanding of things. These support groups
provide students a safe place to ask questions, try new skills, and develop autonomy.
Families can provide the student with direct support at home and be help the student
advocate for their needs. Teachers can help provide support to students with
disabilities by providing them with the skills necessary for independence, a safe place
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to practice these skills, and provide them with information about post-secondary
transition and what they may expect. Additionally, these support groups can ensure
that the student’s needs are being met appropriately.
Griffin et al. (2010), investigated the issues that families considered when
making decisions regarding post-secondary education for young adults with
intellectual disabilities (ID) (Griffin et al., 2010, p. 339). Participants for this study
included 108 family members of transition-age students with ID in Tennessee. Of the
respondents 94% of the 108 were parents or guardians and of that 94%, 91% were
female, and 87% of those females were the student’s mother. The researchers used a
survey to gather their information (Griffin et al., 2010, p. 340). The survey created
was to learn more about family perspectives toward Post-Secondary Education
programs. The survey was made available electronically and through print formats
(Griffin et al., 2010, p. 341).
The survey was developed in collaboration with the Tennessee Task Force for
Post-Secondary Education for Students with Intellectual Disabilities members,
researchers, disability advocates, and family members of students with intellectual
disabilities (Griffin et al., 2010, p. 341). The feedback they gave helped create the
final survey which included 50 items and divided into four sections. The first section
of the survey went over information about primary respondents and included 12
questions. The questions were either multiple choice or open-ended questions asking
about the respondent's age, gender, ethnicity, relationship to the student, place of
residence, level of education, employment status, occupation, marital status, and
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number of children (Griffin et al., 2010, 341). The second section of the survey
gathered information about the student with intellectual disabilities This section had
twenty-two questions about the student’s age, gender, ethnicity, place of residence
and disability diagnosis (Griffin et al., 2010, p. 341). The third section of the survey
was about perspectives of Post-Secondary Education. This section asked respondents
about post-secondary options, specifically about characteristics of Post-secondary
education programs (Griffin et al., 2010, p.341). The last section of this survey was
comprised of open-ended questions asking about what would help families make
decisions for their child after high school, the advice they would give other parents in
their situation, and how would they design a program for their child to participate in
after high school (Griffin et al., 2010, p.342)
In results of the survey were broken down into sections/themes. The first
section was parental perspectives on transition planning section, the researchers found
that there was an inconsistency between parent and teacher perspectives. Where
parents noted that post-secondary opportunities would help their child transition to
adulthood, the educators were seen as being less encouraging of students pursuing
post-secondary education (Griffin et al., 2010, p. 342). The researchers also found
that only 26% of parents had confirmed that their child’s IEP included a plan for the
time immediately following high school (Griffin et al., 2010, p.342). Fifty-three
percent of the respondents reported their child’s IEP did not include a plan for the
time immediately following high school. (Griffin et al., 2010, p. 342). The remaining
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21% of respondents were not sure whether their child had this in their IEP (Griffin et
al., 2010, p. 342).
The second theme of results reviewed barriers to parents understanding
postsecondary education options. Respondents reported that there was inadequate
transition planning amongst other barriers (Griffin et al., 2010, p. 342).
Approximately 73% of respondents expressed, a lack of general information or
guidance (Griffin et al., 2010, p. 342). The respondents also felt that the school
personnel did not assist them in understanding post-secondary education options and
the financial constraints (Griffin et al., 2010, p. 342). Respondents identified other
barriers such as different services not working well together, having a long waiting
list for the explanation of services, staff from different services providing conflicting
information, and written and online materials being difficult to understand (Griffin et
al., 2010, p. 342). There were about nine percent of respondents that reported that
they did not encounter any barriers (Griffin et al., 2010, p. 342).
In the third theme of the results was the student’s reading ability as a correlate
to parent perspectives. The researchers found that parents of students with lower
reading levels were not as likely to feel that post-secondary education would aid in
their child’s transition to adulthood. The results showed that parents did not feel that
their child would be interested in post-secondary education, felt less encouraged by
school staff, and were therefore less likely to enroll their child into those
opportunities (Griffin et al., 2010, p. 342).
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The next section of results discussed the parental concerns and priorities
regarding post-secondary education programs. The parents were found to be more
concerned about their child’s safety in a post-secondary education program over the
program’s ability to provide an experience that was similar to a college (Griffin et al.,
2010, p. 343). The most important component of a post-secondary program to the
parents was a focus on employment. It was also found that parents were less
concerned with a program having access to a college campus and residential options
(Griffin et al., 2010, p.343).
The following section discussed the information gathered from the openended questions asked on the survey. The first open ended question dealt with
transition decisions and whether respondents would help their child make them. It
was found that 57% of the 92 respondents needed more information in order to make
an informed decision (Griffin et al., 2010, p. 343). The respondents alluded that the
information could be provided to them from teachers, service providers, postsecondary education representatives, and other parents (Griffin et al., 2010, p. 343).
Thirty-seven percent of respondents wrote about program characteristics such as, the
program location, cost, safety, and employment training. Approximately 16% of
respondents discussed the importance of a program matching the student’s
characteristics. Lastly, approximately six percent of respondents wrote about the need
for more options or opportunities.
The next section of the results discussed the advice the respondents had for
other families. Eighty-four respondents answered this question and 56% of those
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respondents recommended that families educated themselves about their rights and to
plan ahead (Griffin et al., 2010, p. 344). Of that 56%, approximately 17% of the
respondents advised parents to work with the school, community organizations, and
other families (Griffin et al., 2010, p. 344). However, there was 10% of all
respondents to this question who suggested to not rely on others. A group of 15% of
the respondents to this question indicated the importance of having high expectations
and individualized goals for students (Griffin et al., 2010, p. 344).
Not preparing students with disabilities and their families with pertinent and
necessary information can cause students and families to feel like their high school
experience was not complete or well planned. As demonstrated in the research
gathered by Griffin et al. (2010), the respondents to their survey discussed not having
enough information about post-secondary education programs to help their child
make an informed decision about what to do. One respondent was quoted stating
that, “It would be great if the school system had the information to give the parents on
the options for their children (Griffin et al., 2010, p. 343).” This respondent’s
statement is important because it shows that the respondent felt that they were not
adequately supported by their school district. The researchers also found that over
half of the respondents’ students with disabilities did not have a plan discussed or
created for their student immediately following high school. It is necessary that
school districts and special education teachers discuss the post-secondary education
options for students with the students and their families and help them create a plan
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for after high school. In doing this the student and their families can be more prepared
and can make the appropriate decision on what program is the best fit.
In another study, the researchers identified the variables that facilitate
academic success of college students with learning disabilities (LD). Skinner (2004)
discussed the characteristics of older adolescents and adults with LD. These older
adolescents and adults with LD are more likely to experience problems successfully
navigating higher education in comparison to their typically developing peers
(Skinner, 2004, p.92). Being able to identify the variable that contribute to the success
of students with disabilities in postsecondary education is important because it will
better help those who are supporting these individuals by providing them variable to
encourage and develop.
Skinner’s study is a qualitative one in which his method of sampling
participants was that of purposive sampling. Purposive sampling requires the
researcher to select a small sample of participants for in-depth study based on
experience and knowledge of the group (Skinner, 2004, p.93). Twenty participants
were selected from the same mid-sized liberal arts college located in the southeastern
United States and all participants had already graduated. There were 10 males and 10
females who participated in this study. Twelve of the participants had been identified
as having a LD in college, 3 were identified in high school, 2 in middle school, and 3
in elementary school. All of the participants indicated being eligible for and
participated in various accommodations. These participants first participated in preinterview questionnaire that elicited basic background information from each
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participant (Skinner, 2004, p. 95). Following that a semi-structured interview was
used as the main data collection tool.
The results of this study were categorized into themes. The first theme was
about knowledge of disability and concomitant accommodations. It was found that
seventeen of the twenty students discussed the disability-related knowledge they had
learned over their academic careers and the strategies they used to avoid these
problems. All of the participants were aware of their learning weaknesses and had
developed strategies to minimize them (Skinner, 2004, p. 97). This result relates back
to the discussion about the importance of developing a student’s autonomy in order
for them to identify their weaknesses and their needs to support those weaknesses.
Skinner goes on to discuss that students who lack awareness of their strengths and
weaknesses and the strategies to support them are likely to experience academic
failure.
The following theme was the explanation of psychoeducational evaluation.
This section discusses the importance of explaining the results of a psychoeducational
evaluation to students clearly and implying potential strategies to assist them. It was
found that nine of the participants recalled their experience, but did not remember
having a detailed explanation of their results from a psychologist. If students are not
adequately informed about their disability then they are not able to fully advocate for
themselves. Knowledge of disability law was another theme in the postsecondary
success of students with LD. Of the twenty participants, none of them were aware of
their specific rights or responsibilities under Section 504 or American Disabilities Act
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(ADA) (Skinner, 2004, p. 98). Skinner found this alarming because in order for a
person to be able to self-advocate for themselves, they must be knowledgeable about
themselves, including their rights. The importance of Self-Advocacy was the next
theme discussed by Skinner. Eleven of the 20 students were able to provided relevant
examples of self-advocacy, many being approaching the instructor for assistance (p.
98). It was found that successful students with LD in this study appeared to
demonstrate competency in the knowledge of their disabilities and the communication
of their rights and need (Skinner, 2004, p. 99). These results demonstrate the
necessity and importance in the development of self-advocacy skills for students.
The study also discussed the importance of accommodations and course alternatives.
With the proper accommodations and course alternatives, the participants felt that
they were able to be successful. Support systems were another section of the results
that were discussed. These support systems included family, friends, instructions,
and/or academic support personnel and the participants acknowledged them as part of
their success in post-secondary education (Skinner, 2004, p. 99). Having a good
support system can encourage students to seek out other positive and supportive
individuals. Having these systems can support students with disabilities by providing
them with the emotional support the need in order to persevere. The next section of
Skinner’s results discussed the importance of perseverance. Seventeen of the 20
participants emphasized their hard work involved in their success (Skinner, 2004, p.
100). The last theme discussed was about goal setting. Sixteen of the 20 participants
indicated that they had set their own goals and consciously planned their lives to
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achieve them (Skinner, 2004, p. 100). The ability of these students to set their own
goals relates to the SDT in that they were intrinsically motivated to complete their
goals.
Support systems are important for the success of students with disabilities
because they are able ensure that the students are receiving the necessary support
needed to be successful. Support systems are necessary in assisting with the
development of self-advocacy by providing the students with the clear explanations
of their disabilities and rights and providing them with strategies they can use to
support themselves. Support systems also assist students with planning their future
and providing them with an example of how to set future goals. Support systems also
promote perseverance by providing students with encouragement and support needed
to keep moving forward.
Post-Secondary Goals and Utilization of Resources
Other factors that contribute to a successful transition for students with
disabilities are setting smart goals and being able to identify and utilize resources. For
a successful transition plan, goals should be created with input of the student and
should focus on their post-secondary aspirations. Having the student involved in their
IEPs promotes the student’s self-advocacy skills by providing them an opportunity to
express their unique interests and can encourage intrinsic motivation to meet the
goal. Additionally, students are able to observe how a goal is created around their
interests and abilities and how it is broken down into smaller, manageable goals.
Learning how to set goals is beneficial to all students, but especially for students with
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disabilities in order to be successful. Being able to advocate for necessary resources is
an essential skill that students with disabilities should practice. This skill is essential
to the success in post-secondary life. By being able to identify the resources needed to
support their disability, the student is able to provide themselves with the best
opportunity for success in postsecondary education or employment.
In post-secondary education facilities and in jobs, persons with disabilities are
expected to advocate for their own needs in order to be successful and receive the
necessary services/accommodations. Research conducted by Newman et al. (2019)
sought to understand two questions:
(1) To what extent did students with Learning Disabilities (LD) access support
services at their two- or four-year colleges and how did that rate of receipt
compare with receipt during high school?
(2) What was the effect of support receipt on postsecondary persistence and
completion for students with learning disabilities at two- or four-year
colleges?
The findings were based on secondary analysis from the data collected from
the National Longitudinal Transition Study 2 (NLTS2) (Newman et al., 2019, p. 8).
The sampling procedures were to first randomly select 540 school districts and
special schools that served students within the eligible age range, stratified by region,
student enrollment, and wealth (Newman et al., 2019, p. 8). Criteria for selection
included participants who were students in December 2000 students who were
between the ages of thirteen and seventeen, in grades 7 to 12, and who were receiving
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special education in each of the 12 special education disability categories (Newman et
al., 2019, p.8). These students and their families participated in survey data collection
between 2001 to 2009. The researchers included a sample of 220 youth who had been
identified by their districts as receiving special education services for a learning
disability, who were out of high school and who had at least one parent or youth
interview/survey during their attendance at a two- or four-year college (Newman et
al., 2019, p.8). The researchers found that only 11% of students with learning
disabilities reported receiving disability- specific supports (Newman et al., 2019,
p.11). This data is important because it shows that there is a gap in students being
able to, or knowing, how to access these services. Newman et al. found that
approximately one quarter of students with learning disabilities chose to disclose a
disability to their postsecondary school (Newman et al., 2019, p.11). This data alludes
that the other students with learning disabilities, chose not to disclose that they have a
disability and are not receiving the services provided by those colleges. However, of
the students that disclosed their disability, they were more than twice as likely to
access universally available supports than disability specific supports (Newman et al.,
2019, p.11). The researchers had also found that approximately 24% of postsecondary
students with LD received accommodations that did not change the content being
taught, 14% had received academic focused services, and 2% had received
modifications in college (Newman et al., 2019, p.11). The results from this section are
important because it demonstrates that of the students that did participate in college,
less than half of the participants accessed services to better support themselves. This
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study had found that students at 2-year or 4-year colleges who had received any type
of support with their work were more likely to persevere their college programs
(Newman et al., 2019, p.12). This result is important because it contributes to the
importance of teaching students how to self-advocate in order to be successful in their
postsecondary lives.
IDEA discusses what summary of performance (SOP) is and why it must be
provided for a child with disabilities whose services end after graduation from
secondary school or if the student has reached the maximum age of eligibility (Sec.
1414 (c) (5) (b) (ii)). SOP should include the child’s functional performance,
academic achievement, and recommendations on how to support the student in
meeting their goals (Office of Special Education, 2020). In each of the areas in a
SOP, there should be ample data provided to give the IEP team a picture of what the
student is capable of and what are areas that require support. Functional performance
can be described as the student’s ability to learn and perform skills needed to live
independently. Functional skills can be personal care (hygiene), knowing their
strengths, advocating, making food, travel training, budgeting, and other independent
living skills.
In a study by Southward & Davis (2020), the purpose of their study was to
review the summary of performances, provided recommendations for
implementation, and provided resources for educators to better prepare students with
specific learning disabilities for postsecondary transition (Southward & Davis, 2020,
p.316). The researchers discussed that SOPs should be able to provide other agencies
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and families with a resource that could improve students meeting their postsecondary
goals (Southward & Davis, 2020, p. 317). The researchers found that a SOP should be
thought of as a part of a portfolio that condense key information about the skills and
abilities of students and includes recommendations about how to support the student
and their post- secondary goals (Southward & Davis, 2020, p.318). The student
background information section of a SOP should provide the reader with a clear
picture of the students’ demographics such as disability, (primary and/or secondary),
date of birth, name, projected graduation date, first language, and contact information
(Southward & Davis, 2020, p.318). Included in the summary of performance should
also be the student’s post-secondary goals and should be the foundation of the SOP.
The student’s postsecondary goals should be the focus of the SOP so that the students
is provided with the proper supports and goals needed to attain those goals. The
researchers suggest using age-appropriate transition assessments to narrow down the
interests of students and identify personal strengths and goals. In doing so, that
provides data for planning the student’s goals (Southward & Davis, 2020, p. 318).
The researchers also suggest that the SOP should provide a clear narrative of
the student’s functional performance in areas such as problem solving, self-advocacy,
vocational skills, communication skills, social skills, behavior, and independent living
skills (Southward & Davis, 2020, p. 318). By providing a clear narrative of what the
student is able to do, postsecondary agencies can provide the necessary and
appropriate supports for the student to be successful. The researchers also suggested
ways to assist the students by providing recommendations for services, supports,
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assistive technology, and adaptive services within the SOP (Southward & Davis,
2020, p. 318). Providing these recommendations prior the student exiting high school
is essential because post-secondary education institutions do not have the same legal
obligations as secondary schools (Southward & Davis, 2020, p.318). The researchers
also discussed the importance of student input in the creation of SOPs. The
researchers suggest that including students in the SOP process can foster selfawareness, self-determination, and self-monitoring skills needed for success in
college and future careers and assist in promoting self-advocacy (Southward & Davis,
2020, p.319).
The utilization of resources and creating smart goals are essential factors that
support postsecondary success for individuals with disabilities. Being able to
advocate for the appropriate supports and services are essential for individuals with
disabilities to persevere through. Newman et al. had found that of the participants in
their study, those who were able to access and utilize the available resources at their
respective colleges were more likely to succeed and persevere through their college
programs. The ability to identify and advocate for services as discussed in the
research by Newman et al. is an essential skill. This research supports the importance
of teaching students about their disabilities and how to self-advocate for their needs.
Utilizing a SOP is beneficial and essential for the postsecondary for a student.
Research conducted by Southward & Davis (2020) discussed the importance of
creating an SOP and how it should provide the reader with a clear understanding of
the student’s disability, abilities, postsecondary goals, and the recommended
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supports/services. The researchers also discussed the importance of including the
student in the creation of the SOP because it allows the students the opportunity to
practice self-determination and self-advocacy skills.
Conclusion
In order for students with disabilities to successfully transition to their
postsecondary lives, they need to be properly supported. The goal of a transition plan
is to prepare the students with the best chance to be successful in their postsecondary
lives and prepare them to be as independent as possible. It is important for students
with disabilities to develop and practice autonomy skills. Autonomy skills include
being able to self-advocate, which is the ability to know one’s strengths and
weaknesses and advocate for help/services. Being able to self-advocate is important
because it allows students with disabilities to speak up for themselves and their
interests independently. Self-determination is another skill that students with
disabilities need to develop and practice. Self-determination can be described as a
student’s ability to be intrinsically motivated to complete/work towards goals. Selfdetermination skills are important for the development of autonomy because it will
help the student be able to set their own goals for their own interests without having
to feel obligated or needing an extrinsic reward. Developing and practicing both selfdetermination self-advocacy skills can provide students with the skills they need to
live as independent as possible.
Factors that support post-secondary success include having an educator that is
knowledgeable about transition services and post-secondary transition options,
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support groups, and smart goal planning. Through the research collected, it discussed
the importance of having a strong support system in order for the success of
individuals with disabilities in their post-secondary lives. Individuals with a strong
support system are able to discuss decisions with their support members and bounce
ideas and thoughts off of them. Having educators who are knowledgeable about
transition services is important because it allows for better goals to be created and
better information communicated to parents and students about what to expect after
high school. Being able to teach individuals and provide them with clear examples of
how to create and set manageable goals is an essential skill for individuals with
disabilities to learn so that they can learn to intrinsically create their own goals. All of
these components are important for students at the transition age to learn and practice
so that they can be as autonomous as they can be in their postsecondary lives.

CHAPTER III
PROJECT
The purpose of this project is to provide students with disabilities and their
families a guide that contains information about transition and post-secondary
options. Based on the information in the literature review there is a need for better
transition planning and support for students with disabilities. It was found that
individuals with disabilities were more successful and autonomous in their
postsecondary lives if they a strong support system, had self-advocacy and selfdetermination skills, were able to utilize the resources around them, and if their
teachers were knowledgeable about transition planning. The intention of this project
is to assist students in the development of their autonomy by providing them with
information about what happens when they turn the age of majority and other
programs that are available to them.
The information presented in this chapter will highlight the purpose of
transition planning, what self-advocacy is, what happens at the age of 18, the
difference between a diploma and certificate of completion track is, what
conservator/partial conservatorship is, who the valley mountain regional center is, and
where to inquire about disability support services of local colleges. The intention of
this project will be to help students with disabilities be better prepared and support
their autonomy development for the postsecondary transition to the real world by
providing them with this guide. In addition to the guide, a transition training
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presentation will be developed to present to special education teachers in order to
improve their knowledge of what happens to students after high school, what
postsecondary options there are, and the importance of interagency collaboration.
Description of the Project
This project will be created in the form of a mini pamphlet/guide. The guide
will be available in English and in Spanish. The researcher intends to describe each
section of the project and its importance. By providing students and families with the
information, it will help students and families prepare for the future and help them
make informed choices. The desired impact of the project is to help families feel less
“lost” or unsure of what the future will be. The other desired impact of this project is
to assist students with disabilities in a way to self-advocate for themselves by
providing them information that they can also use for their decision-making or future
planning.
Presented in the guide will be information about conservatorship and partial
conservatorship. Conservatorship is an important topic for students with disabilities to
discuss with their families because once students turn eighteen, they hold all of their
rights and are responsible for making all of their decisions. The guide will contain
information about what educational paths they can pursue in a high school, diploma
track or certificate of completion. A high school diploma allows for more
opportunities for students after high school than a certificate of completion. This
guide will include information on other agencies that help individuals with disabilities
and their families find resources and supports after high school. The agencies that will

60

be focused on are regional centers. Regional centers are agencies dedicated to the
support of individuals with disabilities and their families. These agencies can take
over the role of support that school districts provide when the students turn twentytwo. These agencies are able to provide individuals and their families with in-home
support services, postsecondary day programs, vocational training, and other services.
The guide will also include information about post-secondary programs available
within the district for students with disabilities who earned a certificate of
completion.
To better support, special education teachers a transition planning presentation
will be created to discuss the importance of creating/utilizing the summary of
performance for students about to leave high school/exit a program and the
importance of developing a student’s autonomy. The presentation will discuss the
importance of developing self-advocacy skills and the importance of including
students in their transition goals. The presentation will also seek to discuss the
importance of communication between parents, students, and IEP staff and the
importance of interagency communication. The presentation will also go over the
guide developed for students and families so that they are aware that it exists and that
they can use it as a resource to provide parents during IEPs. Based on the findings in
the literature review, teachers need more information and training in transition
planning for students. By providing this information to teachers within a school
district they are able to understand the importance of developing a student’s
autonomy, the importance of communication amongst the entire IEP team,
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Summary
The hope of this project is that this pamphlet/guide will be given to families
with students with disabilities during their first year of high school, but no later than
when the student turns 16 years old. The special education teacher (case manager)
will provide the parent and student with the information at the end of an IEP meeting
for them to review on their own. This project also seeks to develop a presentation
about transition planning for special education teachers to provide them with more
knowledge about it and better ways to support their students. This project aims to aid
in the support and development of a student’s autonomy by providing them with
information necessary to understand what decisions and choices they have
postsecondary.

CHAPTER IV
IMPLEMENTATION
This project discussed the importance of preparing students with disabilities
for life after high school with the information and skills needed to be successful.
Within the study, it was found that families and students did not feel adequately
prepared for what happens after high school. Individuals with disabilities were found
to be more successful in their postsecondary lives when they were provided the
information and prepared with the skills needed. To better support students and their
families with transition, the guide developed and created for this project is intended to
be provided to both students and parents at the beginning of the school year but no
later than their first transition planning meeting, which should occur by the age of
sixteen or as early as age fourteen. By providing students and families with this
information can help them make better, informed decisions about what steps to take
in the future. When provided with the information, students and families can review it
at their convenience and if they have any questions, they can contact their case
manager.
Within this project, it was identified that educators were not adequately
prepared for or knowledgeable about transition planning. The project found that the
educators who best prepared their students and supported them, aided in the
postsecondary success of individuals with learning disabilities. It was identified that
students who had a strong support system found more success in their post-secondary
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lives. To better prepare and provide teachers with the knowledge needed to support
students and their transition planning needs, a professional development class will be
offered to the secondary teachers within the district, with a focus on secondary special
education teachers. The professional development will go over items in the transition
guide to be provided to students and families so that they are aware of the information
and can help answer questions if any were to arise. The professional development will
discuss the importance of developing a student’s autonomy during transition planning
and the importance of involving them in their IEPs.
As another way to prepare educators for transition planning, a transition
planning presentation will also be offered to prospective special educators in the local
credential program. The information presented will be pulled from the professional
development presentation. By presenting prospective educators about the importance
of transition planning and developing autonomy, it will help instill how important
they and make provide the prospective educators with more knowledge, making them
better prepared to support their future students. Providing this information to
prospective educators will help create and develop more knowledgeable and prepared
teachers.
It is the responsibility of special educators to prepare their students with
disabilities as best as they can for post-secondary life. Educators are to provide
students with opportunities that support the development of autonomy. When students
with disabilities are supported and provided with the information necessary to make
an informed decision, they are more likely to have a successful transition into

64

postsecondary life. It is the intention that the guide, professional development, and
prospective educator presentation will improve educator’s knowledge about transition
planning, the importance of autonomy, and what is included in the guide for students
and their families.

CHAPTER V
DISCUSSION
It is important for all students to be prepared for life after high school,
especially those who have disabilities. For the students with disabilities, it is
important to provide them with additional resources, support, and opportunities to
develop their autonomy skills such as self-advocacy and self-determination. The more
autonomous a student can be the less dependent they are on others and are more
likely to advocate for their needs. Test et al. (2005) identified the following as
knowledge of self, knowledge of rights, communication, and leadership as
components to self-advocacy (p.45). By knowing oneself, an individual is able to
advocate for their needs, communicating their needs clearly, and taking leadership in
making their own decisions. These are skills that students with disabilities need the
most guidance in how to develop the skills and strategies needed to advocate for
themselves, the most opportunities to practice self-advocacy, and support when they
make their own decisions. Based on the information discussed in the literature review,
the ability for individuals to advocate for themselves is an important factor in the
success of the individual. Goldberg et al. (2003) found that self-awareness,
proactivity, perseverance, goal setting, presence and use of effective social support
systems, and emotional stability/emotional coping strategies were all attributes that
contributed to the success of individuals with disabilities. Ryan & Deci (2020)
discuss the importance of developing an individual’s ability to become intrinsically
motivated. Being intrinsically motivated is a component of autonomy. Once an
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individual with disabilities develops the skills and utilizes the strategies necessary to
become intrinsically motivated, they are able to understand their needs and how to set
specific, measurable, and attainable goals. McConnell et al. (2013) found that those
individuals with disabilities who had attended post-secondary education and
employment were able to independently break down larger goals/tasks into smaller,
more manageable sections (McConnell et al., 2013, p. 183). This study suggests that
the students were intrinsically motivated by their goals to finish their college program
and utilized a strategy to better support themselves.
Teachers who are trained and knowledgeable about transition services were
found to be key components to the postsecondary success of individuals with
disabilities. Sprunger et al. (2018) discussed that secondary special education teachers
had less knowledge of work-study programs, interagency collaboration, and strong
transition programs and were not aware if interagency collaboration for work-study
programs was being utilized at their school settings as part of transition (Sprunger et
al., 2018, p.123). In order to best support students with disabilities and prepare them
for postsecondary transition, it is important that educators are knowledgeable about
transition, communicate with other professionals/agencies/families, and are aware of
post-secondary steps for students with disabilities. By being more knowledgeable,
prepared, and clear in communication educators can develop a strong support system
with their students. Griffin et al. (2010) found that respondents felt that the school
personnel did not assist them in understanding post-secondary education options and
the financial constraints (Griffin et al., 2010, p. 342). By not assisting students and
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their families in understanding their postsecondary options, educators are not
providing adequate support for their students and their families to make informed
decisions.
Based on the findings in the literature review, it is the intention of this project
to provide resources to meet the need for better transition planning and developing
and supporting autonomy. The hope is that other school districts will implement
similar resources in order to better support educators and students with disabilities.
This project is intended to be an example for other educators and school districts to
utilize as a resource.
Recommendations
Further research is needed to identify if there is a curriculum that available to
meet the needs of students with disabilities when it comes to postsecondary transition
planning. Additional research is also needed to identify what strategies work the best
in developing and providing autonomy support. By identifying more information
about these items, educators can provide better transition services to their students.

REFERENCES

69

REFERENCES
Bassett, Diane S, Hutchinson, Susan R, & Li, J. (2009). Secondary special educators'
transition involvement. Journal of Intellectual and Developmental Disability,
34(2), 163–172. https://doi.org/10.1080/13668250902849113
Benz, M.R., Lindstrom, L., & Yovanoff, P. (2016). Improving graduation and
employment outcomes of students with disabilities: Predictive factors and
student perspectives. Exceptional Children, 509–529.
https://doi.org/10.1177/001440290006600405
Best, S. (2011). PARC v. Pennsylvania: The right to special education [PowerPoint
slides]. Retrieved from: http://www.slideshare.net/casandoval1/parc-vpennsylvania-1971
Bouck, E.C. (2012). Secondary students with moderate/severe intellectual disability:
considerations of curriculum and post-school outcomes from the National
Longitudinal Transition Study-2. Journal of Intellectual Disability Research,
56(12), 1175-1186. https://doi-org.libproxy.csustan.edu/10.1111/j.13652788.2011.01517.x
Cai, R.Y., & Richdale, A. L. (2015). Educational experiences and needs of higher
education students with autism spectrum disorder. Journal of Autism and
Developmental Disorders, 46(1), 31–41. https://doi.org/10.1007/s10803-0152535-1

70

Carter, E.W., Lane, K.L., Pierson, M.R., & Glaeser, B. (2006). Self-determination
skills and opportunities of transition-age youth with emotional disturbance
and learning disabilities. Exceptional Children, 72(3), 333–346.
https://doi.org/10.1177/001440290607200305
Chan, V. (2016). Special needs: scholastic disability accommodations from K-12 and
transitions to higher education. Current Psychiatry Reports, 18(2), 1–7.
https://doi.org/10.1007/s11920-015-0645-2
Deci, E. L., Vallerand, R. J., Pelletier, L. G., & Ryan, R. M. (1991). Motivation and
Education: The Self-Determination Perspective. Educational Psychologist,
(26), 325–346.
Disability Justice. The Right to Education. Disability justice.
https://disabilityjustice.org/right-to-education/
Goldberg, R. J. , Higgins, E. L., Raskind, M.H., & Herman, K.L. (2003). Predictors of
success in individuals with learning disabilities: A qualitative analysis of a
20‐year longitudinal study. Learning Disabilities Research and Practice,
18(4), 222–236. https://doi.org/10.1111/1540-5826.00077
Griffin, M.M, McMillan, E.D., & Hodapp, R.M. (2010). Family perspectives on
post-secondary education for students with intellectual disabilities. Education
and Training in Autism and Developmental Disabilities, 45(3), 339–346.
Individuals with Disabilities Education Act. Transition services. (Sec. 300.43 (a)(1)).
https://sites.ed.gov/idea/regs/b/a/300.43/a/1

71

Individuals with Disabilities Education Act. Summary of performance. (Sec. 1414 (c)
(5) (b) (ii)) https://sites.ed.gov/idea/statute-chapter-33/subchapter-ii/1414
Individuals with Disabilities Education Act. Transition services. (Sec. 300.320 (b)).
https://sites.ed.gov/idea/regs/b/d/300.320/b
McConnell, A.E. , Martin, J.E., Juan, C. Y., Hennessey, M. N., Terry, R.A., ElKazimi, N.A., Pannells, T.C., & Willis, D.M. (2013). Identifying
nonacademic behaviors associated with post-school employment and
education. Career Development and Transition for Exceptional Individuals,
36(3), 174–187. https://doi.org/10.1177/2165143412468147
Newman, L. A., Madaus, J.W., Lalor, A.R., & Javitz, H.S. (2019). Support receipt:
effect on postsecondary success of students with learning disabilities. Career
Development and Transition for Exceptional Individuals, 42(1), 6–16.
https://doi.org/10.1177/2165143418811288
Pelletier, J.E., & Joussemet, M. (2017). The Benefits of supporting the autonomy of
individuals with mild intellectual disabilities: An experimental study. Journal
of Applied Research in Intellectual Disabilities, 30(5), 830–846.
https://doi.org/10.1111/jar.12274
Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a selfdetermination theory perspective: Definitions, theory, practices, and future
directions. Contemporary Educational Psychology, 61, 101860.
https://doi.org/10.1016/j.cedpsych.2020.101860

72

Sawyer, S. (2020, January). Secondary transition planning: The basics.
http://6abb391c-dbc9-4e2e-9cd4f10c9c4bb967.filesusr.com/ugd/c055a4_f1b186d9ab24411eb8971d6583e849b
5.pdf
Shogren, K.A., Burke, K.M., Anderson, M.H., Antosh, A.A., Wehmeyer, M.L.,
LaPlante, T., & Shaw, L.A. (2018). Evaluating the differential impact of
interventions to promote self-determination and goal attainment for transitionage youth with intellectual disability. Research and Practice for Persons with
Severe Disabilities, 43(3), 165–180.
https://doi.org/10.1177/1540796918779775
Skinner, M. E. (2004). College students with learning disabilities speak out; what it
takes to be successful in postsecondary education. Journal of Postsecondary
Education and Disability, 17(2), 91–104.
Test, D.W., Fowler, C.H., Wood, W.M., Brewer, D.M., & Eddy, S. (2005). A
conceptual framework of self-advocacy for students with disabilities.
Remedial and Special Education, 26(1), 43–54.
https://doi.org/10.1177/07419325050260010601
Southward, J.D., & Davis, M.T. (2020). Summary of performance: bridging the
transition from high school to Post-Secondary education for students with
SLD. Preventing School Failure, 64(4), 316–325.
https://doi.org/10.1080/1045988X.2020.1769012

73

Sprunger, N.S., Harvey, M.W., & Quick, M.M. (2018). Special education transition
predictors for post-school success: Findings from the field. Preventing School
Failure, 62(2), 116–128. https://doi.org/10.1080/1045988X.2017.1393789

APPENDICES

75

APPENDIX A
WHAT HAPPENS AT 22?

76

APPENDIX B
WHAT IS CONSERVATORSHIP?

77

APPENDIX C
TYPES OF CONSERVATORSHIP

78

APPENDIX D
REGIONAL CENTER TEMPLATE

79

APPENDIX E
HIGH SCHOOL AND AFTER

80

APPENDIX F
DIPLOMA VS. CERT

