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Abstract

This article presents a comprehensive transition mogel
for moving chlldren from early chlldhood speclal education
Into mainstream kindergarten - the SRA Model of

: s . This model
outlines transition practices to be Implemented by the
sending, receiving, and administrative staff wlth
suggestions for Including parents throughout the process.
Transition practices are |ntegrated Into this model to
prepare students for transiticn, facllitate the move |tself,
and provide for an approprliate follow-up. A suggested
timeline emphasizes transition as a year long process with a
variety of practices occurring throughout the year. Whille
this model was developed for movement from early ch!lghood
speci!al education into kindergarten, it could easily be
adapted for other transitions that occur for young students

with speclal needs.
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S RA Translitlon Model:

Senders, Receivers, Administrators

Professionals and parents who are concecned with the
education of young children with disabllitlies are faced with
the decisions of how to successfully move children from
early chlldhood speclal education programs |nto malastream
kindergarten. Frequently students who are successful In
early chlldhood speclal education move into kindergarten and
experlience a difflcult adjustment which sc.-etimes results in
fallure and a subsequent change in placement. The question
to ask is: Could Implementation of selectea transition
practlices pbetter prepare these chlldren tqr’thts transition?

A review of the literature emphaslze;-;heélmportance of
transition planning and identifies major transition
practices that should be Implemented In orger to adequately
prepare students for transitlion, facilitate the move itself,
and provide for an appropriate follcw-up. Implementation of
approprlate transition practices can increase each student’s
opportunity for success in the new environment (Fowler,

1982; Haines, Rosenkoetter, & Fowler. 1985: Vincent,
Salisbury, Walter, Brown, Gruenewald, & Powers, 1980)

Blaska (1989) conducted a study to identify which
transition practices were being routinely implemented by 22
School districts in Minnesota as children moved from eacly

chlldhood special education Into klnderyarten. Forty-five

practices had been |dentifled In the |iterature and by an
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expert panel as being important to incorporate into tne
transition process, yet, according to this study, only 49%
(22 practices) of these practices were actually being
implemented. Few districts had an organized plan for
transition. The findings of this study were consistent with
earlier findings In the 1iterature (Hutinger & Swartz, 1980;

Rocklage, 19803>.

SRA Transition Madel

The SRA Transition Model: Senders, Recelvers,
Administrators has been developed based on a review of the
transition literature and on research findings regarding the
transition from early chlldhood speclal educatlion lntol
kindergarten (Blaska. 1989>. This model outlines the
transition practices that should be included in a
comprehensive transition process for moving children from
early chlldhood special education programs into
kindergarten. While th!s model was based on research
regarding the transition from early childhood special
education into kindergarten, with minor adaptations the
model could be utiljzed for other early childhood
transitions (]l.e. nursery school to klndergarten; early
chlldhood special education to nursery school). This
transiticn model could be further adapted for use auring
other educational transitions (l.e., elementary to mliddle
school).

The SRA Transition Model integrates essentlal

transition practices from the literature, identifles the e

)
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staff who would be responsible for Impiementation, and
provides a suggested timeline. In this mogel, the
transition practices have been organized into three sections
according to staff responsibllity: sending teacher,
recelving teacher, and administrator. There is no sectlon
exclusively for parents as this model embraces the
Philosophy that parent participation Is needed and wanted
throughout the entire transition process. This mode! also
supports the phllosophy that senders, recelvers and
administrators are all important players in the transition
process. As Will (1984) indicated In his bridge analogy, in
order to have a secure bridge upon which c;;:hl_.l'_g, can mdve-.to
the next program, the sending and recelving foﬁhdatlons must
both be secure.

Sending Teacher. Sending teachers are responsible for
the transition practices |[dentified in Table 1.
Environments and programs are very different when comparing
early chlldhood speclal education and kindergarten (Fowler,
1982; Rosenkoetter 8 Fowler, 1986). Recognizing these
differences, It seems apparent that sound preparation for
moving chlildren into kindergarten IS necessary |f they are
going to have the best opportunity for a good adjustment and
a successful experlence. It is important that the sending
teacher become famlliar with the next environment, tne
program requirements, and the teacher expectations In order
to be able to prepare students adequately (Fowler, 1982;

Hutinger, 1981; Sanford & Mathers, 1988; Vincent et al.,
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1980>. Teachers can learn about the recelving environment
by: a) visiting and conducting a structured observation In
the fall (Fowler, 1982; Gerlock, 1985;: Halnes, et al.,
1985), b) meeting with the receiving teacher, and ¢)
utlllizing appropriate on-going communication (l.e. telephone
calls, Informal contacts, meetings) (Fowler, 1982: Hutlnger,
1981; Halnes, et al., 1985). If it becomes !mpossible for a
teacher to visit the next environment, the next best
Practice |s to conduct an interview with the receiving
teacher to acquire the necessary information (Saintc & Lyon,
1989).

Early chlldhood speclal education teachers should
Incorporate into the student’s Individual Educatlion Plan
objectives which are approprlate for prepar.ag the student
for transition. Often teachers implement some of the
transition practices icdentiflied In this mode! out fail to
Incorporate them into the chilid’s IEP (Blaska, 1989).

There should be on golng communication with the parents
about the transition process. Parents should be encouraged
to be active participants throughout the entire process
(Fowler, 1982; Halnes, et al., 1985; Hanline, 1988).

When preparing chlidren for :ransition, one methad that
has been successful !s when teachers begin worklng toward
the goal of transition from the first day of programming.
Very gradually throughout the entire academ!c year,
Prerequisite skills are taught, changes are made within the

preschool . eavironment, procedures, and expectations, and by
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spring the program has evolved Into a class that iooks
simllar to a receiving kindergarten In terms of expectations
(Fowler, 1982;: Forness, 1977; Halnes, et al., 1985;: Hutlinger
& Swartz, 1980; Maddox & Edgar, 1985). Using thls process
of gradually changing procedures and expectations, Fowler
(1982) has emphasized, “The preschool preparat ons are not
Intended to turn the preschool Intc an early kindergarten,
rather, much of the transition training can be accompl|shed
In the context of typlical preschoc! activities* (p. 321).
This method would be the most effectlve In preparing
chlildren when the recelving kindergarten utllizes
developmentally approprlate practices (Bredekamp, 1989)
When training the students for a successful transition
Into kindergarten, a number of other ski!!s and behaviors
have been ldentifled as |mportant for the sending teacher to
Incorporate into the early chllidhood program as the year
progresses: a) reduction of teacher attention and
reinforcement (Fowler, 1982), b) rcduction of teacher
Prompts and cues (Fowler, 1982), ¢) introduces more group
work as year progresses (Fowler, 1982), d) increases
student’s responsibliity for self and bel-nglngs (Fowler,
1982), e) gradual change in procedures for in-class
transition to be similar to next environment (Hutinger &
Swartz, 1980: Rosenkoetter & Fowler, 1986), f) introductlon
of rules used In kindergarten (Carden-Smith & Fowler, 1983:

Fowler, 1982; Halnes, et al., 1985; Vincent, et al., 1980),

0
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@) training for generallzat.un of skills (Fowler, 1982;
Halnes, et al., 1985), and h) training In prerequisite
skills which are most frequently referred to as survival
skills (Cobb, 1972; Gerlock, 1985; Haines, et al., 1985;
Hutinger & Swartz, 1980; Innocent!, Flechtl, Rule, &
Stowitschek, 1986; Lange, 1979; McCormick & Kwate, 1982;
Rosenkoetter, 1990; Vincent et al., 1980).

The sending teacher needs to ommunicate with the
recelving teacher in order to facilitate a smooth
transition. There should be communicatlion prlor to
plac~ment of the student as will as follow-up communlcation.
The receiving teacher should attend the;atqugt’s staffing
and be an active participant In planning the child’s
transition.

Some of these sending practices have not always been
viewed as |mportant to the transitlon process, however,
these practices clearly prepare children for the next
environment and without thils preparation children wil! have
a more dlfflcult time with adjusting and feeling successful

In the their new environment.

Insert Table ! about here

Receiving Teacher. Receiving teachers need to be an

Integral part of the transition process in order for the

Q

Q (v
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transition to be effective. Recelving teachers are
responsible for the practlices ldentlfled In Table 2. It |s
important that recelving teachers visit the early ch!idhood
special education or sending classroom i{n the spring In
order to understard the sending teacher’s expectatlions and
observe teaching strateglies that are effective. It |s
Probably more appropriate to view classroom visliting as
"exchange visltation" because It |s equally Important for
sending and recelving teachers to take paré Iin thls practice
(Fowler, 1982; Gerlock, 1985; Haines, et al., 1985; Hutlnger
& Swartz, 1980; Simon & Glllman, 1979).

The recelving teacher should attend }he student’s [EP

| S .‘, -

conference where future placement and the transition are
pPlanned (Gerlock, 1985: Halnes, et al., 1985; Hutlinger &
Swartz, 1980). This also glves the recelving teacher an
opportunity to meet the student and parent(s) prlior to
placement into the receiving environment (Fowler, 1982;
Halns, et al., 1985). The receiving teacher needs to become
famillar with the student‘s handicapping condition ard the
e ucational implicatlions (Gerlock, 1985). Thlis allows the
teacher to make necessary adaptations in teaching
strategies, materlals and to the environment. The receiving
teacher can make accommodations in the kindergarten
enviconment to facliltate the students’ adjustment by using
famlllar materlals, activitlies, and relinforcers (Fowler,
1982; Halnes et al., 1985). Ongolng communication with the

sending teacher and the parent(s) |s Important. Once the

ERIC LY
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student has moved into the recelving environment, fol low-up
communlication should occur with the sending teacher
(Gerlock, 1985; Halnes, et al., 1985; Johnson, et. al.,
1986; Sanford & Mathers, 1988). There are many practices
that contribute to a successful transition and lts necessary
to understand the important role that the recelving teacher

plays iIn thls process,.

Insert Table 2 about here

Adminlstrator. Table 3 provides a listing of the
practices to be implemented by the administrator. In order
for transiton to occur smoothly, it must be well coordinated
(Hutinger & Swartz, 1980; Hutinger, 1981). The
adninistration needs to assign an idministrator or staff
member to coordinate the transition process. (Haines, et
al., 1985; Hanlline & Knowlton, 1988: Hut'nger & Swartz,
1980).

The assigned administrator would coordinate with staff
the following components: a) prioritize the process of
transition as an important component of the ECSE program
(Hutinger & Swartz, 1980: McLoughlin & Kershman, 1979), b)
establish individual transition plans for each student
(Brown, Pumpian, Baumgart, Vandeventer, Ford, Schroeder, &

A Gruenwala, 1981;: Fowler, 1982), c) provide for consistent

ERIC 11
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and adoquaté fol low-up of students (Coonrod, 1980; Fowler,
1982; Halnes, et al., 1985; Hutlnger, 1981; Maddox & Edgar,
1985), d) provide parents and sending teachers some choices
among classrooms when placlng studsnts in the next
envircnment (Forness, 1977; Halnes, et al., 1985), and e)
develop procedures for on-going communication witn parents
(Coonrod, 1980; Fowler, 1982; Halns, et al., 1985; Johnson
et al., 1986; Sanford & Mathers, 1988) which would include
opportunities for parents to have Informal contacts wlith
staff (Hutinger & Swartz, 1981).

The aaministrator would also facllitate the scheculing
of meetings for parent/s regarding transition to the next
environment (Fowler, 1982; Halnes, et al., 1985:; Hutinger &
Swartz, 1980: Johnson, et al., 1986; Maddox & Edgar, 198S;
Sanford & Mathers, 1988: Turnbull & Blacher-Dixon, 1981:
Winton, Turnbull, & Blacher, 1984). Visitation to the
receiving environment would be arranged for student and
parent(s) (Fowler, 1982; Halnes, et al., 1985, Hutinger &
Swartz, 1980). These visits should occur in the fall so
parents would have the opportunity to observe students who
had Just begun their klndergarten experlence. Actlvitlies
and teacher expectations would be similar to when their
child would enter the new environment.

The administrator would work with staff to develop an
evajuation procedure which would measure the effectiveness
of the transition process and provide recommendations for

revision. Thls indlvidual would be responsible for

12
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facllltating the evaluatlon procedures (Halnes, et al.,
1965; Halnes, Fowler, & Chandler, 1988; Hutinger & Swartz,
1980). The administrator would designate the

support staff who would work with students prior t2 the
placemznt of students in the new environment (Bricker &
Sandall. :979; Fowler, 1982; Melsels, 1977), and would
develop a process for sending student files to receiving
staff prior to students’ L lacement (Halnes, et al., 1985;
Johnson, et al., 1986; Edgar & Maddox, 1985). Agaln, this
would give the recelving teacher an opportunity to prepare
for the new student.

[.’s Important that the administrator provides
appropriate |[nservice training for the recelving staff prior
to the placement of students, and continue inservice
tralning throughout the year as it’s needed (Bricker &
Sandall, 1979;: Ganshow, Weber, & Davis, 1984;: Gerlock, 198S;
Halnes, et al., 1985; Hutinger & Swartz, 1980; Karnes, 1977;
Meisels, 1977: McLouchlin & Kershman, 1979;: Simon & Gilliman,
1979; Turnbull & Schultz, 1979: Winton, 1986).

The importance of providing appropriate inservice
tralning for staff |s emphaslized throughout the literature
(Bricker & Sandall, 1979; Grenot-Scheyer & Falvey, 1986:;
Jamleson, 1984; Johnson & Cartwright, 1979: Stephens &
Braun, 1980). Many mainstream staff members have asked for
Inservice tralning to help them be better prepared to work
with thls speclal population (Hutinger & Swartz, 1980).

Yet, teachers znd administrators report that inservice

Q !3
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tralning In many school districts ls |nadequate (Blaska,
1989). Grenot-Scheyer and Palvey (1986) have Indlcated that
attltudinal barrlers among malnstream staff often exist as a
result of lack of Informatlon or "fear of the unknown."

In order to !ntegrate students with speclal needs
effectively, approprlate staff tralning needs to be

addressed (McLean & Hanline, 1990).

Insert Table 3 about here

Timeline for Implementation. A timeline for

implementing the transition process is needed in or ‘er to
help ensure that the p.actices will be impiemented. It
should he noted that while many transition practlces occur
in the spring of the year, transition is not a "May event."
Many of the transition practices outlined in this model
should be occurring throughout the academic year.

Figure 1 illustrates a suggested timeline for
implementatlion of the transition practices in the SRA
Transitlon Model for the academic year prior to the move.
Figure 2 depl:ts the timeline for the follow-up practices
which begin the academic year following the move for this
same group of students. Figure 3 is a comprehensive
timeline whic: illustrates the follow-up practices that

begin - In the fati far one group of students and the new

14
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cycle of transition practices which begins again In the fall

for a hew grcup of students.

Insert Figures 1,2, & 3 about here

In the fall, sending teachers begin to implement the
transition process for students who will move out the
following year, and at the same time these teachers
Implement follow-up practices for students who have Jjust
moved Into kindergarten. Meanwhile, the receiving teachers
implement practices for thls group of students who has just
moved lnto thelr kindergaten programs. Tables | and 2
provide listings of the practices for sending and receiving
teachers which are [ncorporated [nto and iilustrated in the
timeline.

Throughout this model acministrators are responsible
for practices that are instrumental in making the transtilion
process work. In the fall, the administration must assign
and provide time for an administrator or teacher to be
responsible for coordinating the transition process. In the
winter, this person must arrange for parent meetlngs
regarding the transition process. In the spring, support
staff must be designated for recelving teacher3s, files sent,
and |nservice training provided. The following fall (or

continued longer |f needed) thls |nservice tralning should

15
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continue. Throughout the entire process, this person must
coordinate the transition process, ensuring that sending and
recelving staff ¢ e implementing approprliate transition
practices throughout the year as indicated by the timeline
on the SRA Transition Model. It |s also important that the
administrator provide approprlate support and relnforcement
to sendiny and receiving staff throughout the process.

Evaluation should be conducted in December. This
evaluation should examine the entire transition process for
one group of students, which would include practices for one
academic year and the follow-up practices occurring the
following year up to, approximately, December. Parents,
sending teachers, receiving teachers, and the administrator
should be involved in this evaluatlion process. The findings
from this evaluatlion should result in making appropriate
changes and adjustments in the current set of practices
which make up the transition process.

The timeline in the SRA Transition Model is based on a
nine month school calendar with stucents moving from early
chiladhood speclal education programs into kindergarten in
September. In schools where programs are operational
throughout the calendar year, the timeline could be adjusted
to reflect a calendar year program with students moving at
other times.

It is recommended that early childhood special
ecducation and kindergarten programs adopt a comprehensive

transition process, such as the SRA Transition Model, to

16
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ensure that approprlate transition practices are Implemented
withln an effectlive timeline, by staff who are well tralined
and clearly understand their roles and the expected student
outcomes. This model does not support the pholosophy that
students must meet a particular set of criteria or wait to
enter kindergarten. On the contrary, the SRA Transition
Mode! supports having chlldren work toward learnlng
developmentally appropriate skills needed in kindergarten,
helping students develop as much as each |s capable, and
continue this learning process upon entering kindergarten.
It Is only through the Implementation of an appropriate
transiton process that professionals and parents can
Increase the probabillty of succcess for young children with
speclal needs as they move into the next environment and

become Integrated with their peers.

17
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Table 1

S R A Transition Model
(Senders, Raceivers, Administrators

SENDERS - PRACTICES

3.

S.

6.

7.

Visits the receiving environment:

= identifies the differencas between programs
* gtaff/student ratio

teacher attention and reinforcement

physical arrangement

daily schedule

classroom rules and routines

self-help skills

academic skills

support systems

- determines the skills required of receiving enviromment
* gurvival skills

L N R R NS NS N

Incorporates into IEP objectives appropriate for transition:
= places student in integrated sstting prior to transiction as 1is
appropriate

Communicates with pareut/s about tramsition:
provi/es opportunities for parent/s to have informal contacts
and communication with staff

= encourages child and parent/s to regard positively the new
environment, personnel, etc.

Prepares student for transition:

- gradually changes savironment, teaching methods and
expectations throughout the year so by spring they become
similar to the receiving environment:

* reduces reinforcement

reduces teacher instruction, prompts, and cues

introduces more group work

increases student's responsibility for self and belongings

changes methods of in-class transitions

introduces classroom rules

utilizes specific strategies to promote generalization

> % % ¢ N

Communicates with receiviag teacher prior to placement of

students:

- meets vith receiving teacher to plan practices to be utilized
during the transition process

Conducts year-end staffing including receiving ceacher

Conducts follow-up communication with recaiving teacher:
= during first month of placement and remaining months




Table 2

S R A Transition Model
(Senders, Receivers, Adainistracors)

RECEIVERS - PRACTICES

1.  Visics che sending envirooment:
- identify diffecances between programs
* expectations
* strategies
* curricula
- communicates with sending teacher

2. Atte ds IEP staffing prior to placement of student
3. Meets gtudent and parent/s prior to placement

4, Familiarizes self regarding the handicapping condition and
education implications, and the available support services

5. Develops appropriate programming for student:
- makes accommodations in the receiving environmer. to
facilicate the student's adjustment '
- incorporates strategies previously determined to be appropriate
(1.e., behavior management and teaching strategies)

6. Communicates and works effectively vwith parent/s:
- establishes on-going communication with parent/s
= provides opportunities for parent/s to have informal contacts
and communication with staff

7. Follow-up communication with sending teacher

.)3




Table 3

S R A Transition Model
(Senders, Receivers, Administrators)

ADMINISTRATIVE - PRACTICES

L.

2.

3.

Assigns administrator or staff to coordinate transition:
= prioritizes transition as an important program component
- establishes a transition process
* estadblishes an individualized trangition plan for each
student, or clearly identifies transition objectives on
1EP
* provides adequate and consistent follow-up
* provides parent/s and staff some options as to which
receiving program the student will attend
= provides opportunities for formal and informal interactions and
communication betwien sending and receiving teachers

Provides meetings for purent/s regarding transition to the next
eavirooment

Arranges visitation to recaiving environment for student and
parent/s

Develops and implements an evaluation procedura:
= includes the sending and receiving teachers, administrator, aad
parent/s

Designates support staff prior to placement.
Sends student's file to receiving teacher prior to placement
Provides appropriate training to staff:

= provides inservice training for receiving staff prior to
placement of student and during the year, as appropriatse

24




Figire 1. Practices implemented yesr prior to transition
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Figyre 2. Practices implemented as followeup
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Figyre 3. Comprenensive transiti.
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