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ABSTRACT 

MARGARET ANN RODEN SANDERS, B.A., M.ED. 

A COMPARATIVE INVESTIGATION OF PARENT AND STUDENT 
ATTENDANCE AT IEP/TRANSITION MEETINGS FOR 

STUDENTS WITH DISABILITIES 

MAY 2010 

The objective of this study was to investigate the attendance patterns of parents 

and students at IEP /transition meetings where transition plans for students with 

disabilities are developed. Transition plans were developed to determine the level of 

assistance the student with disabilities required as he/she graduates or ages out of public 

school. Parent and student participation in the transition planning process is important to 

the successful outcomes for the student. 

An investigation of parents' and students' attendance at the TEP/transition meeting 

for students with disabilities was conducted. This research study determined the 

percentage of parents' and students' attendance at the TEP/transition meeting according to 

the students' disability category, ethnicity, and level of students' instructional settings. 

The parents' and students' attendance at the TEP/transition meeting was also examined 

according to the students' state assessment level, age, grade, gender, and socio-economic 

status. Another area of this investigation examined at what grade the students' last Full 

Individual Evaluation (FIE) was conducted and if this affected the parents' and students' 

attendance at the TEP/transition meeting. 
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The participants of this study included high school students with disabilities in~ 

grades nine through twelve from three different high schools of a suburban public school 

district in Texas. This research examined the existing data obtained from the students' 

special education eligibility folders. Student participants had to meet specific criterion 

established for the study. Two hundred eighty-four students with the primary eligibility 

ofleaming disability, mental retardation, or emotional disturbance were used in this 

study. 

A total of 170 parents of the 284 participants attended the IEP /transition meeting 

of the students, and 114 parents did not attend. A total of 245 students of the 284 

participants attended, and 39 parents did not attend. 
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CHAPTER I 

INTRODUCTION 

The entitlement to public education ends when a student exits school. To prepare 

for the future, young people and their families are faced with many decisions and options. 

For many students without a disability, the most common choices for the future include 

pursuing vocational training, seeking further academic education, obtaining employment, 

and living independently. For students with disabilities, choices typically require a great 

deal of planning for this next transition. According to the Individuals with Disabilities 

Education Improvement Act (IDEIA; 2004) transition planning for students with 

disabilities must begin before the student reaches 16 years of age. A transition plan is part 

of the student's Individual Education Plan (IEP) and is updated annually. 

Transition services identified in the transition plan are designed to prepare a 

student with a disability to make the transition from the world of school to the world of 

adulthood. The IEP/transition team considers the needs of the student in the areas of 

postsecondary education and/or vocational training, employment, independent living, and 

community participation. The transition plan is a set of coordinated set of activities that 

are based on the student's needs and reflects the interests and preferences of the student. 

Transition services may include community experiences, instruction, employment skills, 

and other post-school adult living skills. Other services include the acquisition of daily 

living skills and functional vocational assessment. 
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The transition plan is designed to prepare the student and his/her family for the 

important task of identifying appropriate providers to assist the student after high school. 

Public school educators, parents, and the student are responsible for developing the 

transition plan. The transition plan is expected to assist the student in preparing for life 

after high school. The student with a disability is entitled to specific educational and 

related services provided by the public school while the student remains enrolled in the 

public school. Once the student exits public school, entitlement issues are different from 

the centralized services provided by a public school system. After leaving high school, 

the student and family often are required to organize their own lives and to navigate the 

array of adult service providers that includes federal, state and local programs available 

for individuals with disabilities. 

Since 1990, transition plans have been a requirement of federal and state law for 

students who receive special education services and are 16 years of age or older or 

younger if deemed appropriate by the Individual Education Plan (IEP)/transition team. 

Transition plans are developed at the student's IEP/transition meeting to which the 

student is typically present. Legislation provided students with the opportunity to be 

involved in the planning of their own education, while looking to the future, and 

expressing their preference and desires. Specifically, the student acquired the opportunity 

to share in decision making on issues that would directly affect the student (Storms, 

O'Leary, & Williams, 2000). 

A variety of individuals in the IEP/transition meeting may become involved in the 

planning by bringing their respective expertise to the meeting. The student and his or her 
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parents are core members of the team. Other members of the team include a special 

education teacher, a general education teacher, a school administrator, assessment 

personnel, and related service providers when appropriate. A transition specialist who is 

knowledgeable may also be beneficial to the team. In Texas, additional individuals may 

include a representative from the Texas Department of Assistive Rehabilitative Services 

(DARS) and/or the Mental Health and Mental Retardation Agency (MHMR). 

OARS is an agency funded by federal and state money to assist individuals with 

disabilities to attain employment and increase independence. DARS services are typically 

provided for a limited period of time, and are based on an individual's needs as identified 

by a vocational assessment given by a DARS counselor. Other services offered by DARS 

include vocational guidance and counseling; medical, psychological, vocation 

assessments; job development, placement, and follow-up services; rehabilitation, 

technological services, and adaptive devices, tools, equipment, and supplies (Texas 

Department of Assistive & Rehabilitative Services, 2009). DARS also gives assistance 

with apprenticeship programs, vocational training, and/or college training toward 

vocational goals as paii of an eligible student's financial aid package. Housing or 

transpotiation supports needed to maintain employment, interpreter services, and 

orientation and mobility services are other services made available by DARS. 

MHMR is an agency that offers a comprehensive system of services to meet the 

needs of individuals with mental illness or mental retardation. Federal, state, and local 

funding are used to support MHMR services and operate regional offices. Services are 

provided on a sliding scale. MHMR may offer supported employment, sheltered 
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employment, or competitive employment with support for those who need minimal 

assistance. Adult and independent living services provided by MHMR include case 

management services to access and obtain local services, and respite care. Therapeutic 

recreation and residential services are also available through MHMR (Texas Department 

of Mental Health and Mental Retardation, 2009). 

Statement of the Problem 

Some students with disabilities have difficulties with the academic areas of high 

school due to cognitive disabilities. Students with mental retardation may experience a 

host of ban-iers in seeking work-based learning opportunities, employment, and careers 

(National Council on Disability, 2000). Post high school unemployment remains 

disproportionately high for youth with disabilities (Blackorby & Wagner, 1996). The 

Department of Labor began tracking employment for individuals with disabilities in 

October 2008. The data covers individuals with disabilities over the age of 16 who do not 

live in institutions. According to the latest data from the U. S. Department of Labor 

(2009), the unemployment rate for individuals with disabilities rose to 14% compared 

with 8. 7% for the rest of the population in February 2009. That is an increase from 13 .2% 

and 8.3%, respectively, in February 2009. Cun-ently, just 19.8% of individuals with 

disabilities are employed compared to 64.8% for the rest of the population (U. S. 

Department of Labor). 

There is often a gap between individuals with disabilities and the remainder of the 

population with regard to education, transition, economic, and independent living 

outcomes. Despite decades of federal and state initiatives to improve employment 
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outcomes for youth with disabilities, employment outcomes continue to reflect this wide 

gap between youth with disabilities and the general population (Blanck, 2000). 

According to the Census Bureau (Simmons & O'Neill, 2000), only 30% of working-age 

individuals with disabilities were employed full-time, compared to 80% of people in the 

rest of the population. Fabian, Lent, and Willis (1998) reported that two years after high 

school , 43% of young people with disabilities were employed in contrast to 69% of their 

peers (Cameto, 2005). Currently, 20% of students in special education who complete 

high school are enrolled in postsecondary education measured to 68% of the general 

student population (Wagner, Newman, Cameto, Garza, & Levine, 2005). Three to five 

years after high school , only a little more than half of individuals with disabilities become 

employed compared to 69% of their peers. 

Transition plans are not always implemented due to the lack of services provided 

by public agencies. For example, the public school may include a public agency in the 

transition plan, but the school cannot dictate what services a public agency will provide 

for the student with a disability. Public agencies may not provide services due to funding 

issues or the individual may not meet eligibility criteria for the services. 

On some occasions the parents or the student may not follow through on 

providing consent, attending meetings, or permitting required assessment for the services 

to be conducted. DARS counselors report that some families fail to keep appointments or 

provide signed consent for evaluation that is required for services. In these instances, 

students are not able to access the needed services that can provide assistance. Some 

parents are not fully informed about the services that are available free of charge to the 
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student. In many cases, students with mild dfSabilities are able to find and maintain 

competitive employment and attend vocational training or college without the help of 

outside agencies. However, students with more severe disabilities may require the 

assistance of agencies to help them find and maintain employment. 

Another reason for the absence of transition planning and/or services may be that 

students are undecided as to what path to pursue after high school. Students may not 

know what interests them at the time the transition plan is written and annually updated. 

Students with disabilities often do not learn employment skills during high school. 

With ever increasing state requirements for a high school diploma, students with 

disabilities typically struggle to complete all the mandated credits in four years. As a 

result, they have little space in their schedule to take courses that will help them with 

employment at the end of their high school career (Kochlar-Bryant & Greene, 2009). 

Another area of concern is the number of career and technology courses that now 

have higher academic prerequisites for enrollment due to licensure issues. Students who 

have deficits in reading skills may not be accepted into some courses due to an inability 

to pass a state-licensing exam. 

Exposure to the workplace can improve the employment outcomes for individuals 

with disabilities by enabling students to develop employment skills and career choices. 

Studies show that work-based instruction leads to improved post school outcomes for all 

students with disabilities regardless of the disability and the level of required support 

(Benz, Yovanoff, & Doren, 1997). Few students with disabilities are participating in 
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these learning experiences even though the value of work-based learning has been 

demonstrated (Colley & Jamison, 1998). 

Although more than half of the students with disabilities had a goal of finding 

competitive employment after leaving high school, many who choose to enter directly 

into employment after graduation were not adequately prepared to reach their goals 

(Wagner, Newman, Cameto, & Levine, 2006). Students with disabilities are reported to 

be less likely than students without disabilities to complete courses in high school that 

prepare them to succeed in skilled employment (Scholl & Mooney, 2003). 

State agencies can provide the support necessary for students, such as job 

coaches, that bridge the gap between the employer and employee. The job coach can 

assist the student with the appropriate job skills and behavior skills needed to keep a job. 

Work-based learning is a program designed by the school to complement the 

students' career selection. It includes instruction in specific occupational competencies as 

well as competencies related to business or industry gained through paid or unpaid work 

with on-the-job mentoring. Work-based learning experiences have become more 

available to students with disabilities over the past 15 years (Wagner, Cadwallader, 

Newman, & Marder, 2003). Through work-based learning, approximately 15% of 

students with disabilities held work-study jobs in a given year (6 percentage points more 

than in 1987). Additionally, increases in the work-study jobs of 14-18 percentage points 

were significant for students with mental retardation, emotional disturbance, or multiple 

disabilities. The most common work-study placements include food service (19%), 
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maint~nance ( 16% ), and clerical (15%) jobs (Cameto, Marder, Wagner, & Cardoso, 

2003). 

More than 90% of youth in work-study jobs receive school credit and/or pay for 

their work. Work-study employment rates are approximately 10% for students 15 years 

of age or younger, 15% for 16 year-olds, and 9% for 17 year-olds (Wagener & Cameto, 

2004). The percentage of students with work-study jobs varies for students in different 

disability categories. Students with speech impainnents or learning disabilities are the 

least likely to have work-study jobs (7% and I 0%, respectively). Approximately 30% of 

students with mental retardation, autism, multiple disabilities, or deaf-blindness hold 

work-study jobs in contrast to other special education categories (Wagener & Cameto ). 

Work-based learning patiicipation is associated with successful outcomes for students 

with disabilities. The transition planning team can play a significant role in determining 

the appropriate contribution of work-based learning experiences in the student's 

education and transition plan. 

Statement of the Purpose 

The purpose of this study was to investigate the attendance of students with 

disabilities and the students' parents at the IEP/transition meetings. Transition plans are 

developed during the IBP/transition meetings to dete1mine the level of assistance the 

student with a disability will need to transition from school to the adult world. The 

interests and needs of the student must be taken into consideration if a transition plan is to 

be effective in guiding the student as he or she navigates through high school and 

graduates into adulthood. Goals for students with disabilities cannot be based on adult 
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recommendations only, but should reflect the student's personaPgoals. Parent and student 

participation in the transition planning process at a student's annual IBP/transition 

meeting is an important factor in student success in transitioning. This study examined 

the attendance patterns of students and parents at the annual IBP /transition meeting where 

the transition plan was developed. Identifying the parent and student attendance patterns 

will result in a better understanding of the attendance during the IBP/transition meeting. 

Definition ofTenns 

The fol lowing terms were defined for use in this study: 

Emotional Disturbance: A condition exhibiting one or more of the following 

characteristics over a long period of time and to a marked degree, which adversely 

affects educational performance: an inability to learn that cannot be explained by 

intellectual, sensory, or health factors; an inability to build or maintain 

satisfactory interpersonal relationship with peers and teachers; inappropriate types 

of behavior or feelings under nonnal circumstances; a general pervasive mood of 

unhappiness or depression; or a tendency to develop physical systems, pains, or 

fears associated with personal or school problems. This term includes children 

who are schizophrenic but does not include children who are socially maladjusted 

unless it is determined that the child is seriously emotionally disturbed (Texas 

Education Agency, 2009). 

Individualized Education Program (IEP): A management tool used to identify and 

organize individual educational and related services for students (Texas Education 

Agency, 2009). 
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Leaming Disability: A disorder in one or more of the basic psychological processes 

involved in understanding or in using language, spoken or written, which may 

manifest itself in imperfect ability to listen, think, speak, read, write, spell, or do 

mathematical calculations. The disorder does include such conditions as 

perceptual disabilities, brain injury, minit11:al brain dysfunction, dyslexia, and 

developmental aphasia. This disorder does not include a learning problem that is 

primarily the result of visual, hearing, or motor disabilities; of mental retardation; 

of emotional disturbance; or of environmental, cultural, or economic disadvantage 

(Texas Education Agency, 2009). 

Mental Retardation: A disability characterized by significant limitations in both 

intellectual functioning and in adaptive behavior as expressed in conceptual, 

social, and practical adaptive skills. This disability originates before the age of 18 

(Texas Education Agency, 2009). 

Outside Agency: Any agency outside the school district that may be involved in 

transition planning ( e.g., state agencies, community resources, and advocacy 

groups; National Center on Secondary Education and Transition, 2004). 

Public Education Infonnation Management System (PEIMS): The Texas system 

mandated to monitor all data relating to public education including student 

demographic and academic performance, personnel, financial, and organizational 

info1mation (Texas Education Agency, 2009). 

Self-advocacy: Speaking up for one's self and effectively communicating personal 

interests, preferences, and needs- to others (Martin et al., 2004). 
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Self-detennination: Students gaining confidence in their own abilities and understanding 

their own personal attributes. Students who are self-determined individuals are 

those who take pride in their accomplishments, are assertive when necessary, 

have realized self-actualization, and can act as self-advocates (Martin, Marshall, 

& Sale, 2004). 

Sheltered Employment: A structured program of activities involving work evaluation, 

work adjustment, occupational skills training, and remunerative employment 

designed to prepare individuals either for competitive employment or for 

continued work in the protective work environment (Gilmore, Schuster, 

Timmons, & Butterworth, 2000). 

TAKS: A state assessment developed by Texas to measure a student's mastery of the 

state-mandated cu1Ticulum, The Texas Essential Knowledge and Skills (TEKS; 

Texas Education Agency, 2009). 

T AKS- Accommodated: A state assessment developed by Texas to test students served 

by special education who meet the eligibility requirements for certain specific 

accommodations (Texas Education Agency, 2009). 

TAKS- Modified: A state assessment developed by Texas to meet federal requirements 

mandated under the No Child Left Behind (NCLB) Act to test students who meet 

paiiicipation requirements. However, only two percent of the tested population 

can count as proficient for Adequate Yearly Progress (A YP) calculations (Texas 

Education Agency, 2009). 
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T AKS-Altemate: A state assessment developed by Texas to meet federal requirements 

mandated under No Child Left Behind (NCLB) Act to test students who meet 

patiicipation requirements based on modified academic achievement standards 

designed for students who are receiving special education services. However, only 

one percent of the tested population can count as proficient for Adequate Yearly 

Progress (A YP) calculations (Texas Education Agency, 2009). 

Work-study: A method of teaching secondary level students specific work skills by 

assigning the student to obtain employment in competitive jobs for partial days or 

sometimes full days. If the student is assigned to partial days, the remainder of the 

day is spent in school. The student may receive pay or may serve in a volunteer 

position while participating in the work-study program (Van Dycke, 2005). 

Limitations 

This study was subject to the following limitations: 

1. The study was limited to one school district; so results will not generalize to 

other districts that do not have the same demographic make-up. 

2. The study was an ex post facto examination; so results were limited to the 

infonnation captured within the eligibility folders. 

3. The study was limited by the age of the students and their relationship to the 

stage of the transition process. Different ages would be receiving different 

levels of transition services thus causing differences in outside agencies 

providing services. 
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4. The study was limited by the year the study was conducted. Participation of the 

students or the parents may have been different during a different year of the 

student's high school years. 

Research Questions 

1. What is the percentage of parent attendance at the IEP/transition meeting by 

student disability category (learning disability, mental retardation, and 

emotional disturbance)? 

2. What is the percentage of student attendance at the IBP/transition meeting by 

student disability category (learning disability, mental retardation, and 

emotional disturbance)? 

3. Does the ethnicity of students with learning disabilities, mental retardation, 

and emotional disturbance affect the parents' or student's attendance at the 

IEP /transition meeting? 

4. Does the instructional setting level (mild, moderate, severe) affect the 

percentage of parent and student attendance at the IEP /transition meeting? 

5. Does the student's testing level on the state assessment (TAKS, TAKS

Accommodated, TAKS-Modified, and TAKS-Altemate) affect the attendance 

of the parents and students at IEP/transition meeting? 

6. Does the age, gender, or grade of the student with disability affect the parents' 

and student's attendance at the IEP /transition meeting? 

7. Does the student's socio-economic status (free or reduced lunch) affect the 

parents' and student's attendance at the IEP/transition meeting? 
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8. Does the grade the student recerved his/her last full individual evaluation (not 

a Re-Evaluation using Existing Data) affect the percentage of parent and 

student attendance at the IEP /Transition meeting? 
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CHAPTER II 

REVIEW OF LITERATURE 

Partnerships that include the student's family, school, community, state, and 

national agencies are central to accomplishing a successful transition to adult life for 

students with disabilities. Parents' expectations for the future help shape the achievement 

of students with disabilities particularly with regard to academic engagement and 

achievement (Newman, 2004 ). The findings of the National Longitudinal Transition 

Study -2 (2005) reported that parent participation in the IBP/transition meeting is the 

most crucial factor in the development and educational success of a student with a 

disability. 

Over the past I 7 years, the number of federal and state efforts to improve access 

to transition planning and services to improve education, employment, and community 

living outcomes for young people with disabilities has emerged. Due to this effort, some 

improvements have been made. Some examples of improvement include increases in 

graduation rate, enrollment in postsecondary education, and the number of young people 

entering the workforce. Too many young people with disabilities continue to experience 

difficulties in achieving appropriate postsecondary outcomes (National Longitudinal 

Transition Study-2, 2005). 

Historically, students with mental retardation were excluded from public schools, 

and were either kept at home or institutionalized. Brown v. Board of Education (1954) 
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became the foundation for future litigation for the inclusion of students with mental 

retardation in the public education system (Alschuler, 1978). Public schools argued for 

exclusion on the basis that there was insufficient funding, inadequate facilities, and a 

shortage of trained personnel. The exclusion issue was resolved through the impact of a 

major court case, The Pennsylvania Association.for Retarded Children (PARC) v. The 

Commonwealth of Pennsylvania (1972), and the enactment of The Education for All 

Handicapped Children Act (Public Law 94-142) in l 97 5 (Boyle & Weishaar, 2001 ). 

The Vocational Rehabilitation Act of 1973 was put in place to correct the problem 

of discrimination against individuals with disabilities. Individuals who qualify as having 

a disability had experienced discrimination both because of negative attitudes in regards 

to their ability to be an effective employee, as well as the physical barriers at work 

facilities. Federal regulations and requirements of the 1973 amendments to the 

Vocational Rehabilitation Act dete1mined that rehabilitation agencies could not pay for 

services that are the legitimate responsibility of some other agencies. 

The Office of Career Education (1974) was established within the U.S. Office of 

Education. The establishment of this office was the beginning of the career education 

movement. Career education emphasized the learning of academics, daily living skills, 

personal-social relationships, occupational knowledge, and specific vocational work 

skills in the least restrictive environment possible (Halpern, 1992). At this time, the most 

common vocational placement transition programs were segregated sheltered workshop 

settings. 
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The Education for all Handicapped Children Act (199 5) of the United States of 

America, Public Law 94-142, mandated that individuals with disabilities would receive a 

free appropriate public education that emphasized special education instruction and 

related services designed to meet the individual's unique needs. An Individual Education 

Plan (IEP) developed by the IEP committee members including the parents of the student 

with disabilities was also a part of the requirements. The IEP is a legal agreement 

between the school and parents detailing the educational services, goals and objectives, 

instructional modifications, and timelines for services for students identified as having a 

disability. 

The Career Education Implementation Incentive Act (1982) was repealed, and a 

federal transition initiative emerged. The transition model or the "bridges model" 

contained three phases of services to facilitate the transition from school to work. The 

first bridge, "transition without special services," refers to the use of generic services 

with or without accommodations. The second bridge, "transition with time limited 

services," refers to specialized, short-tenn services. The third bridge, "transition with 

ongoing services," refers to supported employment (Halpern, 1992). 

Supported employment was an important service provided by the vocational 

rehabilitation system. This initiative gave individuals with mental retardation the 

opportunity to obtain integrated employment in their communities (Gilmore, Schuster, 

Timmons, & Butterworth, 2000). Facilitating transition from school to the work place is a 

three-step process. First, the public school must provide instruction through a functional 

curriculum outlining major goals that reflect skills required in actual local employment 
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situations. Secondly, oppo1iunities to work in integrated settings must be provided in 

order to expose students to real life experiences and expectations. Third, job-training sites 

should be established and staff must be provided to assist in instruction at these sites. A 

formal individualized transition plan must be developed. The plan should include annual 

goals and short-tenn objectives. Transition services should also be specified and 

comprehensive (Wehman, Kregel, & Barcus, 1985). 

The 1986 Amendments to the Rehabilitation Act of 1973 established Title IV Part 

C funds for supported employment services. Even with these initiatives, follow-up 

studies through the late 1980s repo1ied continued trends in low employment rates and 

low salaries. 

The Rehabilitation Act (1992) amendments addressed policy changes for 

vocational rehabilitation services. The amendments stressed greater access to services, 

consumer involvement, and improved services. Greater emphasis was placed on the 

outcome of competitive employment and an increase in the use of supportive 

employment services (Gilmore, Schuster, Timmons, & Butterworth, 2000). 

With the ·passage of Public Law 101-476 (1990), the Individuals Disabilities 

Education Act (IDEA) now required including services for students with disabilities to 

successfully make transitions from school into adult life in each student's individualized 

transition plan (ITP) and be in place by age 16. The ITP must include a coordinated set of 

activities for a student, which promotes movement from school to post school activities 

including vocational training, integrated employment, continuing education, adult 
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services, independent Fiving, and/or community participation (Grigal, Test, Beattie, & 

Wood, 1997). 

In the reauthorization of the 2004 Individuals with Disabilities Education 

Improvement Act (IDEIA), transition was mandated . IDEIA requires transition planning 

to be in effect when a student with a disability turns 16 years of age, measurable post 

secondary goals be included in the student's Individual Education Plan, and an invitation 

to the IEP meeting be extended to outside agencies provided the parent have given 

written consent. A Summary of Performance (SOP) also must be provided by the local 

school district to all students with a disability when the student is graduating or aging out 

of school (IDEIA, 2004). According to Section 300.43 ofIDEIA 2004 Regulations: 

(a) Transition services means a coordinated set of activities for a child with a 

disability that (I) Is designed to be within a results-oriented process, that is 

focused on improving the academic and functional achievement of the child with 

a disability to facilitate the child's movement from school to post school 

activities, including postsecondary education, vocational education, integrated 

employment (including supported employment), continuing and adult education 

services, independent living , or community participation; (2) Is based on the 

individual child's needs, taking into account the child's strengths, preferences, 

and interests; and includes - (i) Instruction; (ii) Related services; (iii) Community 

experiences; (iv) The development of employment and other post-school adult 

living objectives; and (v) If appropriate, acquisition of daily living skills and 

provision of a functional vocational evaluation. 
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(b) Transition services for children with disabilities may be special education, if 

provided as specially designed instruction, or a related service, if required to assist 

a child with a disability to benefit from special education. (Authority: 20 U.S.C. 

1401(35) 

Along with the regulations of IDEIA (2004), the No Child Left Behind Act 

(NCLB; 2001) complements ID EIA to support transition services for special populations 

of youth and has also become pmi of the transition process for students with a disability. 

The No Child Left Behind Act (2001; NCLB, P.L. 107-110) requires strategic cross

agency planning and collaboration to support transition needs of several special needs 

groups. 

NCLB includes specific provisions for transition services and supports for youth, 

particularly minority populations, transferring into the community from correctional 

facilities such as adult jails, juvenile detention centers, less secure detention facilities, or 

protective shelters. School districts are required to focus on the transition and academic 

needs of students returning from correctional facilities. As students transition from 

correctional facilities to their local schools, follow-up services can help the student meet 

the same challenging state standards required of all students. 

NCLB devotes Title VII to Native American, Hawaiian, and Alaskan education 

and support for career preparation and postsecondary education. Native American 

students with disabilities face unique challenges to successful transition. High 

unemployment (70% in some reservations), lack of familial support, and high poverty 

- levels all play a role in the high dropout rates as well as the heightened risk for failure to 
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assume adult roles and responsibilities after leaving high school (Leake, Kim-Rupnow, & 

Leung, 2003). It is imp01iant for transition personnel to become familiar with NCLB 

provisions that support transition, as well as the provisions in IDEA, particularly for 

youth with disabilities who are integrated into general education, those with transition 

needs who do not have I EPs, and those with 504 plans. Transition leaders are able to 

educate general educators about the complementary provisions on NCLB (2002) and 

IDEIA (2004) that can be coordinated on behalf of all youth. 

Transition issues that are currently at the forefront include the Texas State 

Perfonnance Plans (SPP) Indicators (Texas Education Agency, 2009), graduation 

requirements, self-advocacy, self-determination, fonn driven IEP meetings, age for 

transition services, and involvement of outside agencies in transition planning. 

The first issue of transition planning is state indicators regarding transition 

planning. The Annual Report to the Public (2008) on the performance of each local 

educational agency, according to the targets in the Texas State Performance Plan (SPP), 

outlines 20 indicators that must be reported annually. This report provides data sources 

and measurements, delineates measurable and rigorous targets, and outline improvement 

activities on the 20 indicators. Four of the 20 indicators deal directly with transition 

efforts of the school district. 

Indicator I reports the percent of youth with individual education programs (IEP) 

graduating from high school with a regular diploma compared to the percent of all youth 

in the State graduating with a regular diploma. Indicator 2 reports the percent of youth 

with IEPs dropping out of high school compared to the percent of all youth in Texas 
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dropping out of high school. Indicator 13 reports the percent of youth aged 16 and above 

with an IEP that includes coordinated, measurable, annual goals and transition services 

that will reasonably enable the student to meet the postsecondary goals. Indicator 14 

reports the percent of youth who had IEPs, are no longer in secondary school, and who 

have been competitively employed, enrolled in some type of secondary school, or both 

within one year of leaving high school (Texas Education Agency, 2009). 

Analysis of the Texas State Perfonnance Plan (2007) for Indicator 13 showed that 

29% of the districts reporting had measurable post secondary goals for student's 

transition plans, 29% had related annual goals, 20% had related transition services, 87% 

had parent/student consent for interagency collaboration, 60% had age appropriate 

transition assessment, and 40% indicated an appropriate course of study was provided 

(Texas Education Agency, 2009). 

The second issue of transition planning deals with graduation with a regular 

diploma. A student receiving special education services may graduate and receive a 

regular high school diploma based upon the IEP committee determining the student no 

longer meets age eligibility requirements and has completed the requirements specified in 

the IEP. Graduation with a regular diploma communicates high expectations and 

academic rigor, aligns with NCLB's requirements that graduation rate be an indicator to 

detennine whether districts are making adequate yearly progress, improves students' 

access to employment, and improves students' access to postsecondary education. While 

graduation with a high school diploma does not guarantee a job, health benefits, or a 

steady income, leaving high school without a diploma puts individuals at an increased 
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risk for unemployment, dependence on social programs, and possible criminal 

involvement. 

One of the earliest programs for students with mental retardation was the Special 

Day Class (SDC; MacMillan, Semmel, & Gerber, 1994). These classes were offered for 

students with mental retardation. The teachers in the programs had specialized training 

and a low pupil-teacher ratio. SOC programs focused on vocational and social goals, and 

were nonacademic. Another popular program was the Cooperative Work/Study Program. 

The goal of this program was to create an integrated academic, social, and vocational 

curriculum accompanied by appropriate work experience designed to prepare students for 

eventual community adjustment. The program was a cooperative agreement between the 

public schools and rehabilitative industries. Public school teachers worked half the day as 

a work coordinator for the rehabilitation agencies. Follow up studies of the work-study 

programs were mixed. A study by Chaffin, Spellman, Riggin, and Davison (1971) 

followed students who had participated in a work study program required for high school 

graduation. Three fourths of the experimental group was employed two years after 

leaving the work-study program. 

Mithaug and Horiuchi (1983) found that of the 284 Colorado students who 

graduated from special education programs in 1978 and 1979, only 32% were employed 

full-time. Mithaug and Horiuchi also reported that while over 60% of the recent graduates 

of the work-study program were working, there was a high level of underemployment 

and very poor wages. These types of programs were not continued due to funding issues. 
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" A Haring and Lovett (1990) follow-up study examined the social and vocational 

adjustment of 129 special education high school graduates who had been previously 

placed in sheltered workshops or day activity centers. Their findings indicated that only 

6% of the subjects were competitively employed. Most subjects were in low paid entry

level positions and had no contact with non-disabled peers. In addition, the majority of 

the subjects were still living with their families or in an agency environment (Haring & 

Lovett). 

The focus of the 1990s was on transition components that complied with IDEA's 

mandates. Grigal, Test, Beattie, and Wood ( 1997) evaluated transition components of IEP 

programs for 94 high school students. They found that, although the components 

complied with the IDEA, the components were deficient in many elements reflective of 

best practices in transition planning. Statements of student outcomes were vague, lacked 

long range planning goals and objectives, and did not provide opportunities for 

interaction with non-disabled individuals. 

National studies and reports have documented that students with disabilities are 

less likely to receive a regular high school diploma and drop out of school twice as often 

as compared to their non-disabled peers. Enrollment in postsecondary education 

programs for students with disabilities is half the rate of non-disabled peers. Adults with 

disabilities, aged 18 to 64, are employed at a rate of approximately 32% as compared to 

81 % of non-disabled (National Council on Disability, 2003 ). Achieving positive 

academic and postschool outcomes are intensified by other factors such as disability 

characteristics, race and ethnicity, limited English proficiency, and poverty. 
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According to the National Leadership Summit on fmproving Results for Youth in 

(2003 ), more than 250 state agency leaders, policymakers, families of students with 

disabilities, and professionals representing general education, special education, 

workforce development~ technical education, postsecondary education, vocational 

rehabilitation, and other agencies participated to build state leadership capacity to 

develop results-driven state systems focused on achieving desired academic postschool 

outcomes for youth with disabilities. 

In an effoti to continue to suppo1i state and local activities, another National 

Leadership Summit was held in Washington, D.C. on June 14-15, 2005. This meeting 

brought together more than 500 individuals participants representing 46 states, the 

District of Columbia, the U.S. Virgin Islands, Pacific Rim entities, and the Bureau of 

Indian Affairs . Fifty teams were created that represented a broad range of agencies and 

professionals much like the representation at the 2003 Summit. Disabled youths and 

families were represented on leadership teams, as presenters, and as context experts. The 

leadership teams initiated action plans that were organized around the National Standards 

for Secondary Education and Transition for All Youth (2005). This Summit provided the 

opportunity for leadership teams to engage in substantial dialogue and strategic planning 

focusing on improvement of secondary education and transition services. 

The findings that emerged in the 2003 Summit were also identified in the 2005 

Summit. Specifically, strategies were identified to include support for interagency 

agreements, training to map and align existing community resources, expanding 

opportunities to participate in leadership development, and training focused on 
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facilitating and managing interagency cooperation at the state, regional, and local levels. 

In the 2005 Summit two new priority areas emerged. States reported the need to align and 

connect special education and general education high school reform initiatives. Federal 

education policy, coupled with high school refonn initiatives, required that high schools 

be accountable for teaching all students, improve teacher quality, restructure schools to 

support student learning, provide effective interventions for those students who are not 

learning at grade level, and promote collaborative relationships to improve school and 

postschool results for all students. 

The National Center on Secondary Education and Transition (NCSET) technical 

assistance and dissemination center, funded by the Office of Special Education Programs 

in the U.S. Department of Education, identified seven components for improving state 

and local systems. The first component was to develop new, and expand existing, 

technical assistance strategies to effectively improve secondary transition services and 

practices, specifically in the high priority areas of: (a) academic and postschool collection 

and use, (b) interagency collaboration and planning, ( c) professional development, ( d) 

access to workforce development service and employment opportunities, (e) youth 

development and youth leadership programs, and (f) inclusion of students with 

disabilities in current and emerging high school reform initiatives. These areas are the 

high priority of need for action identified by the 50 leadership teams participating in the 

2005 Summit. 

The second component for improving state and local systems was to continue to 

engage in comprehensive interagency strategies that join planning and delivery of 
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services at all levels (federal, state, and local). During the 2005 Summit, modeling by 

interagency collaboration in planning and implementing was exhibited by the twenty

three federal and national organizations that were engaged in this innovative event. 

The third component was to assist states in adopting and using national standards 

on secondary education and transition for planning and monitoring purposes. The 

national standards and quality indicators served as the organizing framework structure for 

identifying state needs, setting priorities, and developing goals and action plans for all 

team paiiicipating in the 2005 Summit. 

The fourth component was to ensure students with disabilities have access to, and 

participate in, current and emerging high school reform initiatives. At the 2005 Summit, 

states indicated a need and an interest to learn more about, as well as connect, emerging 

high school rcfom1 initiatives. Opp01iunities to gain information and implement practical 

reforn1 initiatives need to be available. 

The fifth component for improving state and local systems was to involve youth 

and families in state and local planning and improvement efforts. A significant increase 

in youth and family participation from the 2003 to the 2005 Summit was noted. Several 

of the 50 leadership teams reported that they continue to involve youth and family 

representatives on the planning team in order to be better infonned for planning and 

decision-making at the state and local level. 

The sixth component was to develop and implement high-quality professional 

development opportunities that are consistent with evidence-based research. Professional 

development continues to be a concern for states. States suggest the need for 
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collaborative staff development programs that include co-training, train-the-trainer, team 

building, and other approaches using collaborative relationships between state and local 

agencies. Additionally, a variety of methods are needed to promote collaboration and 

coordination between general education and special education in transition planning and 

programming. 

The seventh and final component for improving state and local systems was to 

continue to offer strategies, like the National Leadership Summit, for strengthening state 

capacity and building communication networks for state leaders on critical secondary 

education and transition issues. Leadership teams indicated the 2003 and 2005 Summits 

provided critical and important opportunities for them to communicate, collaborate, 

network, and share information and strategies. 

At-risk youth are more likely to drop out of school than their peers, experience 

educational failure, or be involved in activities detrimental to their health and safety. 

Children raised in economically disadvantaged families are at greater risk oflow 

academic achievement, behavioral problems, poor health, and have difficulties with 

adjustments to adulthood (Hale, 1998; Land & Legters, 2002). Approximately one 

million youth leave school without completing basic educational requirements each year 

(Barr & Parrett, 2001 ). Youths with emotional and behavioral disabilities have a 41.9% 

graduation rate and the highest drop out rate of any disability category (25th Annual 

Report to Congress, 2001 ). NCLB devotes Title I, Part D to prevention and intervention 

programs for children and youth who are neglected, delinquent, or at-risk and provides 

support for those in transition out of institutions into their home schools. 
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Youth with disabilities are substantially over-represented in the juvenile justice 

system (Quinn, Rutherford, & Leone, 2001 ). Youth with specific learning disabilities are 

also more vulnerable to alternative placement outside their home campus or in juvenile or 

adult con-ections than youth not identified as disabled. Youth placed at risk for 

involvement in the juvenile justice system, including students with disabilities, must 

receive support and preventative services to minimize their vulnerability. Also, ethnic 

minorities are dramatically over-represented in the population of youth-offenders. 

According to the U.S. Census Bureau (2005), the average annual income of a high 

school dropout was $19,169, while the average annual income of a person with a high 

school diploma was $26,645. The average person with a technical degree earns $39,856 

annually, with a college degree earns $51, 554 annually, and with an advanced degree 

earns $78,093 annually. 

In addition, arrest rates for youth with emotional and/or behavioral disabilities 

who drop out of school are 73 %. More than 80% of individuals incarcerated are high 

school dropouts. Research-based strategies that appear to be effective include systemic 

renewal, school-community collaboration, safe learning environments, family 

engagement, early childhood education, early literacy development, mentoring and 

tutoring, service-learning, alternative schooling after-school opportunities, professional 

development, active learning, educational technology, individualized instruction, and 

career and technical education. 

Sweeny (1997) reported students who were taught Self-Directed IEP procedures 

learned the leadership steps, had significantly higher levels of involvement in their IEP 
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meetings, attended more meetings, and knew significantly more of their goals after the 

meeting ended. Snyder and Shapiro ( 1997) reported Self-Directed IEP instruction 

increased IEP participation for students with emotional and behavioral problems. 

Snyder (2000) also reported the Self-Directed IEP instruction increased 

IEP/transition participation behaviors for students with learning disabilities. Again 

Snyder (2002) reported Self-Directed I EP instruction increased IEP participation 

behaviors for students dually diagnosed with mental retardation and emotional and 

behavioral problems. Snyder's previous studies clearly demonstrate that self-directed IEP 

is an effective practice to assist students with disabilities to be self-advocates and active 

participant in their transition planning. 

Martin, Marshall, and Sale (2004) reported that when students attend educator

directed IEP/transition meetings the student simply sat, listened, and seldom participated. 

Martin et al., (2004) rep01ied that students wanted to participate, but instead passively 

respond because they felt unwelcome and not respected at their IBP/transition meetings. 

Martins et al.'s (2004) three-year study on secondary IEP/transition meetings reported the 

perceptions of 1,638 IEP team members from almost 400 IEP/transition meetings. The 

study repo1ied students who knew the reasons for the meetings, how to behave at the 

meetings, understood what was said, and talked significantly less than all other team 

members. Special education teachers and parents talked about interests more than 

students (Martin, Marshall, & Sale, 2004). 

Martin et al. 's, (2004) three year study included 130 middle and high school 

IBP/transition meetings. Fifty-two of the meetings were held at three middle schools, 78 
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meetings were held at six high schools, and 764 team members were participants in the 

study. Sixty-four percent of the team members were male and 36% were females. 

Members of the IEP/transition team ranged in ages from 13 - 17 years of age (85%), 18 

years or older (11%), and 12 years of age (4%). Disability categories included learning 

disabilities (77%), emotional behavioral disorder ( 4%), multiple disabilities (1 %), mental 

retardation (5%), autism (3%), and other health impairments (9%). 

In the teacher directed IEP/transition meetings, the special education teacher 

talked 51 % of the time, family talked 15% of the time, general education teacher talked 

9% of the time, administrator talked 9% of the time, support services personnel talked 6% · 

of the time, multiple conversations 5% of the time, no conversation 2% of the time and 

the student talked 3% of the time. The average length of the meeting in a teacher directed 

meeting lasted 29.05 minutes while the student self-directed meeting lasted 33.57 

minutes. Student directed meetings are not statistically significantly longer than teacher 

directed meetings. 

According to Van Dycke (2005), the written IEP document of students who 

received Self-Directed IEP instruction had more comprehensive postschool goals and 

vision statements than those who attended teacher-directed IEP/transition meetings. 

Successful transition to postsecondary education and employment is a process that 

requires the active participation of the student with disabilities in his/her future planning. 

Self-advocacy and self-determination of students with disabilities was one of the 

, most critical practices to immediately improve the development and delivery of transition 

services. Self- advocacy and self-determination impact postschool results by providing 
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the,student with disabilities with the tools to actively engage in all discussion and 

decision-making in their IEP/transition meeting. Beginning with the first IEP to be in 

effect when the student turns 16 years of age, the student must be invited to attend their 

IEP/transition meeting. The parent notice is not an invitation to the student to attend their 

IEP/transition meeting. Students must also be invited to the IEP/transition meeting in 

writing. Invitation to attend does not equate to equal oppo1iunity for participation or 

decision making (IDEIA, 2004). 

IEP/transition fom1s driving the IEP meeting instead of prompting the 

IEP/transition team to do what is required needs to be addressed. The forms typically use 

antiquated terms and language such as statements of postschool vision or outcome. 

IEP/transition discussion needs to center around the basic transition requirements of 

measurable postsecondary goals, age appropriate transition assessment, and transition 

services such as course of study and coordinated set of activities. 

Summary 

Students 16 years of age with disabilities are entitled to transition planning for the 

transfer from high school to the adult world. According to legislation, students and 

parents need to be paii of the transition planning process. Parent and student participation 

must provide input to the process for a better outcome. Paiinerships that include the 

studenf s family, school, outside agencies, and community are central in accomplishing a 

successful transition to adult life for students with disabilities. Texas considers transition 

planning an important process and has required school districts to report on the activities 
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the IBP/transition committee members develop for the student. Texas expects high 

standards and academic rigor for students with disabilities that align with NCLB. 

Self-advocacy and self-determination are critical practices to improve the 

development and delivery of transition services. Parent and student attendance at the 

IBP/transition meeting is important for developing a transition plan that will be 

appropriate for the student with disabilities. 

Educators working in public high schools are required to provide academic 

instruction and transition planning for students with disabilities as well as instruction in 

social skills and independent living skills, when appropriate. Re-evaluation of students 

with disabilities is required to be performed every three years for each student to maintain 

eligibility for special education services. 

Some students maintain his/her eligibility through the use of a re-evaluation using 

existing data (REED). The student is not formally tested. The assessment personnel use 

existing data to detennine the student's eligibility for special education services. The 

existing data used for the student to maintain special education eligibility may be testing 

data from the student's elementary or middle school year's assessments. 

Students with disabilities are entitled to an individualized education plan to meet 

the student's unique needs. As a student exits public school by either graduation or aging 

out, the public school is required to provide a Summary of Perfonnance (SOP) to the 

student. The SOP contains infonnation unique to the student such as the student's current 

Full Individual Evaluation (FIE), student's strengths, student's needs, and the student's 

transition plan. CmTent testing data should be used in the SOP so the student will be able 
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to present current assessment data to the college, vocational school, or employer. These 

postsecondary institutions need current data to assist the student with disabilities to 

access reasonable accommodations and supports for individuals with disabilities. 

Parent involvement in transition planning is considered an important best practice 

in transition planning. IDEIA (2004) requires parent notification when transition planning 

is scheduled as part of an [EP/transition meeting. Parent and professional collaboration is 

important because it promotes real change in students, as well as coordination and 

linkage between home and school. Parents often represent the hopes and dreams of 

students with disabilities. Parents also possess a wealth of information about the student's 

strengths, abilities, likes, dislikes, limitations, and idiosyncrasies (Kochhar-Bryant & 

Greene, 2009). 

Transition planning should be student-centered, promote self-determination 

and self-advocacy, and involve parents and students in the transition planning process. 

IDEIA (2004) requires transition planning to take into consideration the student's 

interests, preferences, and needs. Historically, research shows that parents have low 

participation rates in IEP/transition meetings, not because they lack desire or interest, but 

rather because of multiple barriers. Parents need to play a more active role in the 

IBP/transition process (Kochhar-Bryant & Greene, 2009). 
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CHAPTER III 

METHOLOGY 

The purpose of this study was to examine existing data to determine the 

participation of students and parents in the transition process during Individual Education 

Planning (IEP/transition) meetings. This investigation was conducted using existing 

student data collected from each student's eligibility folder, which contains the 

IEP/transition meeting documents. These documents contained the instructional plan for 

the student for a year. The annual IEP /transition meeting was held to review and update 

student eligibility infonnation, review the current IEP, develop a new IEP, review and 

update the transition plan, and consider student course options. 

The I EP /transition committee also decided which state assessment level was the 

appropriate test for the student. The IEP/transition committee decided between the 

TAKS, TA KS-Accommodated, TAKS-Modified, or TAKS-Altemate. During the 

IEP/transition meeting the student's strengths, preferences, and needs were considered. 

The IEP /transition team generally consisted of the student, the student's parents, a 

school administrator, school assessment personnel, a general education teacher, and a 

special education teacher. Also included, when appropriate, were related service 

personnel, a speech pathologist, outside agency representatives, and/or any other person 

the parent asked to attend who was appropriate for the proceedings. 
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Selection of Participants 

A suburban school district was selected to use in the study. The school district had 

three high schools with a total high school enrollment of 6A46 students. Permission was 

granted by the district's Special Education Director to examine the students' eligibility 

folders to gather data for the study. 

Data procurement involved the acquisition of data from existing student 

infonnation located in the student's special education eligibility folder and the Public 

Education Infonnation Management System (PEIMS). This data was collected by clerks 

and/or educational diagnosticians located on the high school campus. The criteria for data 

collection included students with disabilities who were at least 16 years of age between 

July 1, 2009 and June 30, 2010 and students with disabilities through the age 22. Only 

students classified as having a learning disability, mental retardation, or emotional 

disturbance were included in the study. An alphabetized list of students by campus fitting 

the age and eligibility criteria were selected from the district's PEIMS data collected 

during the 2009 school year. The alphabetized list by campus was coded with a student 

number. This number was used to complete the student data sheet, thus providing student 

confidentially. 

The number of students enrolled in the suburban school district's three high 

schools that met the age and eligibility criteria detennined the sample size. The number 

of participants was 284 special education students that met the criterion. This sampling 

approach provided valid and reliable infonnation due to all student samples meeting the 
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same criterion. Sampling can increase the value and reliable information given the 

variance in student characteristics. 

The study examined the data that was collected from the student's special 

education folder that had the primary special education eligibility classification of 

learning disability (LO), mental retardation (MR), and emotional disturbance (ED). These 

three categories are the three most populated eligibilities in this school district's special 

education program. All identifying personal information was omitted from all data sheets 

prior to the researcher receiving the student data sheets. The student list was sorted by 

grade and disability and then randomly numbered so students were no longer in an 

alphabetized order to further protect student confidentiality. Each student was numbered 

on the coded list for reference purposes only to verify infomiation, if needed. The student 

list remained at the campus level and was destroyed upon completion of the study. Only 

data sheets were returned to the researcher with any identifying information removed by 

the campus clerk and/or diagnostician. Student confidentiality was protected at all times 

for the study. 

Instrumentation 

Information collected from the student data sheet included the high school 

campus the student attended as well as the student's age, gender, grade, and ethnicity. 

Additional data collected included parent and student attendance at the annual IEP 

meeting and the level of the student's disability (mild, moderate, severe) with 

instructional settings as the measure. The level of each student's state assessment 

determined by the IBP/transition committee was also collected. The date of the student's 
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last full individual evaluation was collected as well as the eligibility by disability. The 

student's socio-economic status was dete1mined using the student's eligibility for 

participation in the free and reduced lunch program. No subjective data was gathered. All 

data was factual with a yes or no answer and specific dates or numbers (such as age and 

grade of the student). 

The data collected on parent attendance included data that indicated if a parent 

attended, not how many parents attended. This researcher did not want data to be skewed 

by using the number of parents attending each student's IEP/transition meeting, but to 

detennine if each student had a parent attend the IEP/transition meeting. The number of 

students that had a parent at the IEP/transition was counted one time only and the 

parent(s) counted only one time. This data provided a true picture of the number of 

students that had parent patiicipation at the IEP/transition meeting. 

Research Design and Analysis 

The research is considered ex post facto research because all elements of the 

design have been detem1ined before the study began. This form of research looks back at 

data to detennine if any patterns are evident. Mitchell and Jolley (1992) suggested that 

the quality of ex post facto research is highly dependent upon the types and amount of 

data collected. Mitchell and Jolley ( 1992) indicated that external validity is the greatest in 

ex post facto research when research samples are large and most representative of the 

groups studied. 

The basic design for this study was ex-post facto using the data maintained in the 

eligibility folders of the group. In ex-post facto research, the independent variable has 
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already occurred and cannot be manipulated. The basic ex post facto research design 

involved the selection of two or more groups that differ on a particular variable and 

comparing them on another variable (Fraenkel & Wallen, 1993). This study observed 

each of the dependent variables followed by a retrospective analysis of possible 

relationships. Data for all questions were analyzed utilizing a computer software package 

entitled Statistical Package for the Social Sciences (SPSS) 8.0. 

This causal-comparative study examined existing data to determine if the 

attendance of the student and parents at the IEP /transition meeting affects the students' 

transition planning. Another area examined was the student's grade level and the 

percentage of student's and parent's attendance by disability category. This research 

study answered questions posed in this study. 

This study investigated the patterns that may have existed between two or more 

categorical variables by examining the differences in student and parent attendance at 

IEP/transition meetings by cross tabulating the data and presenting the data in 

contingency tables. The group difference variable in a causal-comparative study was a 

variable that could not be manipulated such as gender or ethnicity. The data was 

established and could not be manipulated. The groups compared were the different 

eligibility categories. The categories were learning disability, mental retardation, and 

emotional disturbance. The study investigated the student and parent attendance at 

IBP/transition meetings of each eligibility group and compared variables such as age, 

grade, gender, ethnicity, and socio-economic status within each group. 
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The first step in an analysis of a causal-comparative study is to construct 

frequency tables and then calculate the mean and standard deviation of each group. 

Because the data is categorical , a Chi-Square test for the difference between proportions 

was used to detern1ine if any statistical significance existed between the groups. A p

value of .05 was set as the level for all statistical analysis. Cramer's V was also calculated 

to determine the symmetric measures of the data. A Phi correlation was calculated to 

detennine the relationship between two variables. 

The independent variables were the age, grade, gender, ethnicity, and disability 

classification of the participants. Also examined were the attendance percentage of 

students and parents that are in the low socio-economic status. These independent 

variables were the same for all patiicipants in the study. The dependent variables were 

student and parent attendance at IEP meetings. 
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CHAPTER IV 

RESULTS 

The purpose of this study was to investigate the student and parent attendance at 

the IEP /transition planning meeting of students with disabilities. Transition plans are 

developed to detennine the assistance a student with disabilities will need to transition 

from school to the adult world. The interests and needs of the student must be taken into 

consideration for a transition plan to be effective in guiding the student through high 

school and into adulthood. Parent and student participation in the transition planning 

process is imp01iant to the studenf s success. Goals for students with disabilities are 

based on adult and student recommendations, and should reflect the students' personal 

goals. Parent and student participation in the transition planning process at a student's 

annual IEP/transition meeting is an important factor in student success in transitioning. 

This study examined the IEP records for attendance of students and parents at the 

annual IEP/transition meeting where the transition plan is developed. The data consisted 

of infonnation collected from the special education records of 284 students enrolled in 

the suburban school district. Data collection was completed in fall of 2009. 

Independent variables included in data collection to answer the research questions 

were grade, ethnicity, eligibility, and instructional setting. 

41 



Research Questions 

Research Question 1 

What is the percentage of parent attendance at the TEP/transition meeting by 

student disability category (learning disability, mental retardation, and emotional 

disturbance)? 

The results of the crosstabulation of parent attendance at the IEP /transition 

meeting (see Table I) indicated no statistical significance between the eligibility groups. 

Although no significance was indicated, results showed that a greater percentage of 

parents attended when the student was mentally retarded or emotionally disturbed. 

Students with a learning disability attended at the expected percentage rate. 

Table I 

Parents · Attendance at the IEP/Transition Meeting by Student Eligibility 

Parents' Attendance at Meetings 

Non-Attending Attending 

Student Eligibility n % 11 % Total 

08 (Learning Disability) 95 43.8 122 56.2 217 

06 (Mental Retardation) 10 33.3 20 66.7 30 

07 (Emotional Disturbance) 9 24.3 28 75.7 59.9 

Total 114 40.1 170 59.9 284 

Note. x2 (2) = 5.626, p = .060, V = 1.41 
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The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. Table 1 data was not significant because 

each column contains more-or-less a 40% to 60% split, which is expected if the two 

variables were not related. 

Research Question 2 

What is the percentage of student attendance at the IEP /transition meeting by 

student disability category (learning disability, mental retardation, and emotional 

disturbance)? 

The results of the crosstabulation of student attendance at the IEP /transition 

meeting (see Table 2) indicated a statistical significance. The significance indicated that 

fewer students with mental retardation attended the IBP/transition meeting than expected. 

Students with a learning disability and emotional disturbance attended at the expected 

percentage rate. 

The results of Table 2 data were significant because the expected percentages of 

14% to 86% were different within the columns; a larger proportion of non-attending 

students were within mental retardation group, while a larger proportion of students 

attending were students within emotional disturbance group. 
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Table 2 

Students' Attendance at the IEP/Transition Meeting by Student Eligibility 

Students' Attendance at Meetings 

Non-Attending Attending 

Student Eligibility 11 % n % Total 

08 (Learning Disability) 23 10.6 194 89.4 217 

06 (Mental Retardation) 13 43.3 17 56.7 30 

07 (Emotional Disturbance) 3 8.1 34 91.9 37 

Total 39 13.7 245 86.3 284 

Note. x.,2 (2) = 24.975, p < .001, V = .297 

Research Question 3 

Does the ethnicity of students with learning disabilities, mental retardation, and 

emotional disturbance affect the parents' or student's attendance at the IEP/transition 

meeting? 

The results of the statistical analysis of parent attendance at the IEP /transition 

meeting ethnicity data (see Table 3) were not significant. The Asian/Pacific group 

attended at a slightly lower percentage rate than we expected, but that was not significant. 

Other ethnicity groups attended more-or-less at the expected percentage rate. 
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Table 3 

Parents' Attendance at the IEP!Transition Meeting by Ethnicity 

Parents' Attendance at Meetings 
Non-Attending Attending 

Ethnicity 11 % 11 % Total 

Asian Paci fie 6 60.0 4 40.0 10 

African 
American 11 42.3 15 57 .7 26 

Hispanic 32 38.6 51 61.4 83 

White 65 39.4 100 60.6 165 

Total 114 40.1 170 59.9 284 

2 Note. X (3) = 1.817,p = .611 , V = .080 

The chi-square test is sensitive to how percentages within the columns depart 

from the percentages in the right-most column. Each column contains more-or-less a 40% 

to 60% split, which is expected if the two variables were not related. 

The results of the crosstabulation of student attendance at the IEP /transition 

meeting (see Table 4) indicated no statistical significance. All ethnicity groups attended 

at or near the expected percentage rate. 

45 



Table 4 

Students ' Attendance at the IEP/Transition Meeting by Ethnicity 

Students' Attendance at Meetings 

Non-Attending Attending 
Ethnicity n % n % Total 

Asian Pacific 10.0 9 90.0 10 

African 
American 3 11.5 23 88 .5 26 

Hispanic 13 15.7 70 84.3 83 

White 22 13.3 143 86.7 165 

Total 39 13.7 245 86.3 284 

2 Note. X (3) = .506, p = .917, V = .042 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. Table 4 data was not significant because 

each column contains more-or-less a 14% to 86% split, which is expected if the two 

variables were not related. 

Research Question 4 

Does the instructional setting level (mild, moderate, severe) affect the percentage 

of parent and student attendance at the IEP /transition meeting? 
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The results of the crosstabulation of parent attendance at the TEP/transition 

meeting (see Table 5) indicated no statistical significance between the instructional 

setting levels. The data indicated that parents attended at a higher percentage rate when 

the student was in a self-contained instructional setting ( 44). Students in self-contained 

instructional settings spent the majority of his/her day in special education classes. The 

students in a self-contained instructional setting typically had more severe needs than 

students in other instructional setting levels. 

Table 5 

Parents' Attendance at the !EP!Transition Meeting by Instructional Settinga 

Parents' Attendance at Meetings 

Non-Attending Attending 
Instructional 
Setting n % n % Total 

40 23 46.0 27 54.0 50 

41 26 45 .6 3 l 54.4 57 

42 45 40.5 66 59.5 111 

43 5 55.6 4 44.4 9 

44 15 26.8 41 73.2 56 

85 0 .0 100.0 1 

Total 114 40.1 170 59.9 284 

Note. x2 (5) = 7.150, p = .210, V = .159, aTexas definition of each instructional setting 
may be found in Appendix D 
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The students in the instructional setting ( 43) spent at least three classes per day in 

special education classes. This instructional setting ( 43) indicated that a lesser percentage 

of parents attended than were expected. This instructional setting ( 43) could include 

students with a learning disability that were enrolled in three resource classes. 

Instructional setting 43 included a small number of students compared to the other 

instructional settings. Instructional setting 85 included one student in foster care. This 

instructional setting does not indicate the number of special education students the 

classroom. 

The results of data shown in Table 5 are not significant because each column 

contains more-or-less a 40% to 60% split, which is expected if the two variables are not 

related. The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. 

Table 6 data is significant because the expected percentages of 14% to 86% are 

different within the columns; a larger proportion of non-attending students were within 

instructional setting level 44; while a larger proportion of attending students were within 

instructional setting level 40. 

Research Question 5 

Does the student's testing level on the state assessment (T AKS, TAKS

Accommodated, TAKS-Modified, or TAKS-Altemate) affect the attendance of the 

parents and students at the IEP/transition meeting? 
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Table 6 

Students ' Attendance at the IEP/Transition Meeting by Instructional Settinga 

Students' Attendance at Meetings 
Non-Attending Attending 

Instructional 
• Setting n % n % Total 

40 2 4.0 48 96.0 50 

41 10 17.5 47 82.5 57 

42 9 8.1 102 91.9 111 

43 11.1 8 88.9 9 

44 17 30.4 39 69.6 56 

85 0 .0 100.0 1 

Total 39 13 .7 245 86.3 284 

Note. /(5) = 20.937, p < .001, V = .272, aTexas definition of each instructional setting 
may be found in Appendix D 

The results of the crosstabulation of parent attendance at the IEP /transition 

meeting (see Table 7) indicated no statistical significance between the students taking 

T AKS and not taking the T AKS test. The data indicated that parents attended at a higher 

percentage rate when the student was taking the T AKS test. Special education students 

who were administered the T AKS test were typically in all general education classes. The 
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students taking the TAKS test were typically students with a learning disability rather 

than a more severe eligibility category. 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. Table 7 data was not significant because 

each column contains more-or-less a 40% to 60% split, which are expected if the two 

variables were not related. 

Table 7 

Parents' Attendance at the IEP/Transition Meeting by TAKS 

Parents' Attendance at Meetings 
Non-Attending Attending 

State 
Assessment n % 11 % Total 

Not taking 
TAKS 109 41. l 156 58.9 265 

Taking TAKS 5 26.3 14 73.7 19 

Total 114 40.1 170 59.9 284 

Note. x2 ( l) = 1.620, p = .203, phi = .076 

The results of the crosstabulation of student attendance at the IEP /transition 

meeting (see Table 8) indicated no statistical significance between the students taking 

T AKS and another assessment. The data indicated students attended at a higher 

percentage rate when the student was taking the T AKS test. Special education students 
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who were administered the T AKS test were typically in all general education classes. 

Special education students taking the T AKS test typically could self-advocate for 

themselves and paiiicipate in the IEP/transition meeting. 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. Table 8 data was not significant because 

each column contains more-or-less a 14% to 86% split, which is expecedt if the two 

variables were not related. 

Table 8 

Students' Attendance at the IEP/Transition Meeting by TAKS 

Students' Attendance at Meetings 

Non-Attending Attending 
State 
Assessment 11 % 11 % Total 

Not taking 
TAKS 39 14.7 226 85.3 265 

Taking TAKS 0 .0 19 100.0 19 

Total 39 13.7 245 86.3 284 

Note. x2 (1) = 3.241, p = .072, phi= .107 

The results of the crosstabulation of parent attendance at the IEP/transition 

meeting (see Table 9) indicated no statistical significance between the students taking 

TAKS-Accommodated and another assessment. The data indicated parents attended -at an 
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expected percentage rate when the student was assigned to take the T AKS

accommodated test. Special education students who were administered the T AKS

Accommodated test were typically in all general education classes. The students taking 

the TAKS-Accornrnodated test were typically students with a learning disability rather 

than a more severe eligibility category. 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. Table 9 data was not significant because 

each column contains more-or-less a 40% to 60% split, which is expected if the two 

variables were not related. 

Table 9 

Parents · Attendance at the !EP/Transition Meeting by TAKS-Accommodated 

Parents' Attendance at Meetings 

Non-Attending Attending 

State Assessment n % n % Total 

Not taking T AKS-Accommodated 58 41.1 83 58.9 141 

Taking T AKS-Accommodated 56 39.2 87 60.8 143 

Total 114 40.1 170 59.9 284 

Note. x2 (1) = .115, p = .734, phi =.020 
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The results of the crosstabulation of student attendance at the IEP/transition 

meeting (see Table l 0) indicated no statistical significance between the students taking 

T AKS-Accommodated and another assessment. The data indicated students attended at 

an expected percentage rate when the student was assigned to take the T AKS

Accomrnodated test. 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. Table IO data was not significant because 

each column contains more-or-less a 14% to 86% split, which is expected if the two 

variables were not related. 

Table 10 

Students' Attendance at the IEP!Transition Meeting by TAKS-Accommodated 

Students' Attendance at Meetings 

Non-Attending Attending 

State Assessment n % n % Total 

Not taking TA KS-Accommodated 22 15.6 119 84.4 141 

Taking T AKS-Accommodated 17 11.9 126 88.1 143 

Total 39 13.7 245 86.3 284 

Note. x2 (1) = .827, p = .363, phi= .05 
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The results of the crosstabolation of parent attendance at the IEP /transition 

meeting (see Table 11) indicated no statistical significance between the groups. The data 

indicated parents attended at an expected percentage rate when the student was assigned 

to take the TA KS-Modified test. Special education students who were administered the 

TAKS-Modified test were typically in special education classes for the subjects tested. 

The students taking the TA KS-Modified test were typically students with a more severe 

learning disability or mental retardation category. Students taking the T AKS-Modified 

were typically in special education classes for the majority of the day. Only 2% of the 

student population tested could take the TA KS-Modified test. 

Table 11 

Parents' Attendance at the IEP!Transition Meeting by TA KS-Modified 

Parents' Attendance at Meetings 

Non-Attending Attending 

State Assessment n % n % Total 

Not taking TAKS-Modified 72 38.5 115 61.5 187 

Taking T AKS-Modified 42 43.3 55 56.7 97 

Total 114 40.1 170 59.9 284 

Note. x2 (1) = .611, p = .434, phi= -.046 
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The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. Table 11 data was not significant because 

each column contains more-or-less a 40% to 60% split, which is expected if the two 

variables are not related. 

The results of the crosstabulation of student attendance at the IEP/transition 

meeting (Table 12) indicated no statistical significance between the students taking 

T AKS-Modified. The data indicated students attended at an expected percentage rate 

when the student was assigned to take the T AKS-Modified test. 

Table 12 

Students' Attt'ndance at the IEP/Transition Meeting by TA KS-Modified 

Students' Attendance at Meetings 

Non-Attending Attending 

State Assessment n % 11 % Total 

Not taking TA KS-Modified 30 16.0 157 84.0 187 

Taking T AKS-Modified 9 9.3 88 90.7 97 

Total 39 13.7 245 86.3 284 

Note. x2 (1) = 2.467, p = .116, phi= .093 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The data (Table 12) was not significant 
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because each column contains more-or-less a 14% to 86% split, which is expected if the 

two variables were not related. 

The results of the crosstabulation of parent attendance at the IEP/transition 

meeting (see Table 13) indicated no statistical significance between the students taking 

T AKS-Altcrnate. The data indicated parents attended at or near an expected percentage 

rate when the student was assigned to take the T AKS-Altemate test. Special education 

students who were administered the TA KS-Alternate test were typically in self-contained 

classes and did not do paper/pencil tasks in the classes. The students taking the T AKS

Altemate test were typically students within the more severe mental retardation category. 

Students taking the TAKS-Altemate were in special education classes for the majority of 

the day. Only I% of the student population tested could take the TAKS-Altemate test. 

Table 13 

Parents' Attendance at the /EP/ Transition Meeting by TAKS-Alternate 

Parents' Attendance at Meetings 

Non-Attending Attending 

State Assessment n % n % Total 

Not taking TAKS-Alternate 104 39.8 157 60.2 261 

Taking TA KS-Alternate 10 43.5 13 56.5 23 

Total 114 40.1 170 59.9 284 

Note. x2 (1) = .116, p = .733, phi= -.020 
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The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The data (see Table 13) was not 

significant because each column contains more-or-less a 40% to 60% split, is expected if 

the two variables were not related. 

The results of the crosstabulation of student attendance at the IBP/transition 

meeting (see Table 14) indicated a statistical significance between the groups. The data 

indicated students attended at a lower percentage rate than expected when the student was 

assigned to take the T AKS-Alternate test. The statistical difference indicated could be 

due to the cognitive disability of the students assigned to take the TAKS-Altemate test. 

Students assigned to take the TAKS-Alternate had more severe mental retardation than 

students taking TA KS-Modified. Only I% of the student population tested was allowed 

to take the TA KS-Alternate. 

Table 14 

Students' Attendance at the IEP/Transition Meeting by TAKS-Alternate 

Students' Attendance at Meetings 
Non-Attending Attending 

State Assessment 11 % n % Total 

Not taking T AKS-Altemate 26 10.0 235 90.0 261 

Taking TAKS-Alternate 13 56.5 10 43.5 23 

Total 39 13.7 245 86.3 284 

Note. x2 (1) = 38.680, p < .001, phi= -.369 
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The results of Table 14 data is significant because the expected percentages of 

14% to 86% are wildly different within the columns; a larger proportion of non-attending 

students are administered T AKS-Alternate, while a larger proportion of students 

attending are students not taking T AKS-Altemate. 

Research Question 6 

Does the age, gender, or grade of the student with disability affect the parents' 

and student's attendance at the IEP/transition meetings? 

The mean age of students (see Table 15) with parents attending the IEP/transition 

meeting was 16.87 years of age. Descriptive statistics was used to find the mean of the 

student's age. Levene's test for equality of variance was met, indicating equal variance 

between groups . Independent t-test (t = .087, p = .931) was not a significant difference. 

Table 15 

Parent and Student Attendance at the IEP/Transition Meeting According to Age 

n 

Parents 
Not Attending 114 
Attending 170 
Total 284 

Student 
Not Attending 39 

Attending 245 

Total 284 

% 

40.0 
60.0 

100.0 

14.0 
86.0 

100.0 
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Mean Age 

16.86 
16.87 

17.12 
16.82 

SD 

1.05 
1.03 

1.45 
.95 



The mean age of students attending the IEP/transition meeting was 16.82 years of 

age. No statistical difference was indicated by the data. Levene's test for equality of 

variance was run, indicating equal variance between groups. Independent t-test (t = 1.232, 

p = .225) showed no difference between groups. 

The results of the crosstabulation of parent attendance at the IEP/transition 

meeting (see Table 16) indicated no statistical significance between the male and female 

groups. 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The results of the data (see Table 16) was 

not significant because each column contains more-or-less a 40% to 60% split, which is 

expected if the two variables were not related. 

Table 16 

Parents ' Attendance at the IEP/ Transition Meeting by Gender 

Parents' Attendance at Meetings 

Non-Attending Attending 

Gender n % 11 % Total 

Male Student 73 37.8 120 62.2 193 

Female Student 41 45.1 50 54.9 91 

Total 114 40.l 170 59.9 284 

Note. x2 (I) = 1.346, p = .246, phi = -.069_ 
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The results of the crosstabulation of student attendance at the IEP /transition 

meeting (see Table 17) indicated no statistical significance between the male and female 

students. Student attendance was at the expected percentage rate between males and 

females . 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The results of the data (Table 17) was not 

significant because each column contains more-or-less a 14% to 86% split, which is 

expected if the two variables were not related. 

Table 17 

Students ' Attendance at the IEP!Transition Meeting by Gender 

Students' Attendance at Meetings 

Non-Attending Attending 

Gender 11 % 11 % Total 

Male Student 25 13.0 168 87.0 193 

Female Student 14 15.4 77 84.6 91 

Total 39 13.7 245 86.3 284 

Note. x2(I) = .309, p = .579, phi= -.033 

The results of the crosstabulation of parent attendance at the IEP /transition 

meeting (Table 18) indicated no statistical significance between the groups by the 
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student's grade level. Parent attendance was at or near the expected percentage rate 

between grade level student groups. Ninth grade students included in the study was at a 

significantly lower number due to the age criteria established in the study. Typically, 

students are 15 years of age during the ninth grade 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The results of the data (see Table 18) was 

not significant because each column contains more-or-less a 40% to 60% split, which is 

expected if the two variables were not related. 

Table 18 

Parents' Attendance at the IEP!Transition Meeting by Grade 

Parents' Attendance at Meetings 

Non-Attending Attending 

Grade n % n % Total 

9 5 38.5 8 61.5 13 

10 40 41.7 56 58.3 96 

11 33 37.1 56 62.9 89 

12 36 40.1 50 58.1 86 

Total 114 40.1 170 59.9 284 

Note. x2 (3) = .561, p = .905, V = .044 
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The results of the crosstabulation of student attendance at the IEP /transition 

meeting (see Table 19) indicated no statistical significance between the groups by the 

student's grade level. Student attendance was at, or near, the expected percentage rate 

between grade level student groups. Ninth grade students included in the study were at a 

significantly lower number due to the age criteria established in the study. Typically, 

students are 15 years of age during the ninth grade. The low numbers indicated a 

difference in the percentage rates as compared to the other grade levels. 

Table 19 

Students· Attendance at the IEP/Transition Meeting by Grade 

Students' Attendance at Meetings 

Non-Attending Attending 

Grade n % n % Total 

9 3 23.1 10 76.9 13 

10 16 16.7 80 83.3 96 

11 8 9.0 81 91.0 89 

12 12 14.0 74 86.0 86 

Total 39 13.7 245 86.3 284 

Note. x2 (3) = 3.350, p = .341, V = .109 
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The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The results of the data ( see Table 19) 

were not significant because each column containes more-or-less a 14% to 86% split, 

which is expected if the two variables were not related. 

Research Question 7 

Does the student's socio-economic status (free or reduced lunch) affect the 

parents' and student's attendance at the IEP /transition meeting? 

The results of the crosstabulation of parent's attendance at the IEP meeting (see 

Table 20) noted the number of parents attending the IEP/transition meeting by student's 

socio-economic status. Student infom1ation by eligibility for free and reduced lunch was 

used to detem1ine socio-economic status. The family income and number of people living 

in the household was used by the school district to determine the eligibility for the free 

and reduced lunch program. If the student was receiving free or reduced lunches, the 

student was deemed in a low socio-economic status. 

This data was collected and used for statistical analysis to determine the socio

economic status of each student. The statistical analysis indicated a significant difference 

between the parents attendance according to socio-economic status. Students deemed to 

have low socio-economic status had parents that attended at a lower percentage rate than 

students not in a low socio-economic status. Parents may have not been able to attend due 

to a job responsibility that prohibited the parent from taking off work to attend meeting 

without being docked pay. Transportation could also have be an issue in low socio

economic status. Parents with low socio-economic status may not have had the means to 
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attend school. Parents with a higher socio-economic status may have had the autonomy 

and the means to attend school meetings without any loss. 

The results of the data (see Table 20) is significant because the expected 

percentages of 40% to 60% are different within the columns; a larger proportion of 

parents not attending were within the lower socio-economic status, while a larger 

proportion of parents attending were in the higher socio-economic status. 

Table 20 

Parents ' Attendance at the IEP/Transition Meeting by Socio-Economic Status 

Parents' Attendance at Meetings 

Non-Attending Attending 

Socio-Economic Status n % n % Total 

No Free/Reduced Lunch 47 29.2 114 70.8 161 

Free/Reduced Lunch 67 54.5 56 45.5 123 

Total 114 40.1 170 59.9 284 

Note. x2 (I)= 18.545, p < .001, phi= -.256 

The results of the crosstabulation of parent's attendance at the IEP meeting (see 

Table 21) noted the number of students attending the IBP/transition meeting by student's 

socio-economic status. The statistical analysis indicated no significant difference between 

the students' attendance according to socio-economic status. Students deemed to have 
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low socio-economic status attended at the expected percentage rate as did the students 

without a low socio-economic status. 

The chi -square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The results of the data (see Table 21) was 

not significant because each column contains more-or-less a 14% to 86% split-, which is 

expected if the two variables were not related. 

Table 21 

Students' Attendance at the IEP!Transition Meeting by Socio-Economic Status 

Students' Attendance at Meetings 

Non-Attending Attending 

Socio-Economic Status n % n % Total 

No Free/Reduced Lunch 18 11.2 143 88.8 161 

Free/Reduced Lunch 21 17.1 102 82.9 123 

Total 39 13.7 245 86.3 284 

Note. x2 ( 1) = 2.044, p = .153, phi= -.085 
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Research Question 8 

Does the grade the student received his/her last full individual evaluation (not a 

Re-Evaluation using Existing Data) affect the percentage of parent and student 

attendance at the IEP/Transition meeting? 

The data (see Table 22) on the grade the students' last formal Full Individual 

Evaluation (FIE) was evaluated was collected as pa1i of the study. The number of 

participants was 284 students. One student's eligibility folder did not contain the 

student's last FIE information. Because of the lack of infonnation on this one student, 

283 was the number used for the statistical analysis of this research question. 

Students receiving special education services were required to be evaluated every 

three years according to federal law (IDEIA, 2004). Many students have been formally 

assessed many times during their school years. Due to the many assessments, some 

students were not given a formal evaluation, but were assessed using previous assessment 

data, class grades, state assessment results, and student needs. This informal assessment 

was usually done when students were in high school. According to the statistical analysis, 

no significant difference was indicated in the parent's attendance at the IBP/transition 

meeting according to the grade the student's last FIE was conducted. 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The results of the data (see Table 22) was 

not significant because each column contains more-or-less a 40% to 60% split, which is 

expected if the two variables were not related. 
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Table 22 

Parents' Attendance at the !EP!Transition Meeting by Grade o_f Full Individual 

Evaluation 

Parents' Attendance at Meetings 

Non-Attending Attending 
Grade of Full 
Individual Evaluation n % n % Total 

3 3 75.0 25.0 4 

4 6 50.0 6 50.0 12 

5 9 45.0 11 55.0 20 

6 25 36.8 43 63.2 68 

7 26 43.3 34 56.7 60 

8 26 39.4 40 60.6 66 

9 10 33.3 20 66.7 30 

10 6 50.0 6 50.0 12 

11 2 20.0 8 80.0 10 

12 1 100.0 0 .0 I 

Total 114 40.3 169 59.7 283 

Note. x2 (9) = 7.530, p = .582, V = .163 
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According to the statistical analysis (see Table 23) no significant difference was 

indicated in the student's attendance at the IEP/transition meeting according to the grade 

the students' last FIE was conducted. The students' attendance was at or near the 

expected percentage rate. The data indicated the majority of the students were last 

formally assessed in the middle school grades. The data indicated 194 of the 283 

participants in the study were last fonnally evaluated in grades six, seven, and eight, but 

continued to receive special education services. 

Students with mental retardation continued to show a need for special education 

due to the severity of needs. Students with learning disabilities could sometimes close the 

gap between the student's intellectual level and instructional level. Students with 

emotional disturbance could also recover from the disability through counseling, positive 

changes in the student's life, or controlled through medication. Students with emotional 

disturbances or learning disabilities may no longer have qualified for special education 

services if fonnal evaluations were administered. 

The chi-square test is sensitive to how the percentages within the columns depart 

from the percentages in the right-most column. The results of the data (see Table 23) was 

not significant because each column contains more-or-less a 14% to 86% split, which is 

expected if the two variables were not related. 
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Table 23 

Students' Attendance at the IEP/Transition Meeting by Grade of Full Individual 

Evaluation 

Students' Attendance at Meetings 

Non-Attending Attending 
Grade of Full 
Individual Evaluation n % n % Total 

3 25.0 3 75.0 4 

4 3 25.0 9 75.0 12 

5 6 30.0 14 70.0 20 

6 9 13 .2 59 86.8 68 

7 10 16.7 50 83.3 60 

8 4 6.1 62 93.9 66 

9 4 13.3 26 86.7 30 

10 10.0 I I 90.0 12 

11 10.0 9 90.0 10 

12 0 .0 100.0 1 

Total 39 13.8 244 86.2 283 

Note. x.,2 (9) = I 0.456, p = .315, V = .192 
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Summary 

This study examined the attendance of parents and students at the IEP/transition 

planning meeting of students with disabilities. Parent and student participation are 

important in the development of the transition plan that is developed at the student's 

IBP/transition meeting held annually. Research questions were analyzed using statistical 

analysis. The data was collected from students' special education eligibility folders at a 

suburban school district's three high schools. Research questions were answered by 

focusing on frequencies and percentages. The level of measurement used within the study 

was nominal data. The results of this study revealed no significant findings. Results of 

these findings will be discussed in Chapter V. 
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CHAPTER V 

DISCUSSION, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

Discussion 

Transition planning must be provided for every student by age 16 receiving 

special education services in public schools. The transition plan must reflect the student's 

strengths, needs, and interests in a coordinated set of activities. School-based transition 

services for students in special education require the participation of a varied group of 

people in order to provide a successful post-secondary transition. The parent and student 

provide the infom1ation needed to develop an appropriate plan for the student's 

successful transition into the adult world. This study was a comparative investigation of 

parent an<l student attendance at IEP/transition meetings for students with disabilities. 

A total of 284 students folders were reviewed in this study. The special education 

eligibility folders provided the data on parent and student attendance at the annual IEP 

meeting. All data was ex-post facto research and the independent variables have already 

occurred and could not be manipulated. A total of 170 parents of the 284 participants 

attended the IEP meeting of the students, and 114 parents did not attend. 

Research question number one addressed the parents' attendance at the IEP 

meeting by student disability category (learning disabled, mental retardation, and 

emotional disturbance). The data indicated the percentage of parents attending the 

IBP/transition meeting according to the student's disability category. The parents' 
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attendance was at the expected percentage rate with the exception f the parents of 

students with mental retardation. 

Without parent patiicipation in the IEP/transition meeting, the transition plan may 

not contain all pe1iinent infomiation needed for a successful transition. The National 

Leadership Summit on Improving Results for Youth (2003) reported families of students 

with disabilities need to be represented on the planning team in order to inform and be 

informed on the transition planning and decision-making to provide a better outcome for 

postschool outcomes for students with disabilities 

Research question number two addressed the percentage of student attendance at 

the IEP meeting by student disability category (learning disabled, mental retardation, and 

emotional disturbance). The results (Table 2) indicated that 245 (86.3%) students 

attended the student's IEP/transition meeting, while 39 ( 13. 7%) stude9ts did not attend. 

Students provide important infonnation to the IEP committee concerning the 

student's dreams, hopes, and needs for the student's future after high school. The 

percentage rate of participants with mental retardation (N = 30) who did not attend the 

IBP/transition meeting was lower than expected. The largest percentage of the groups of 

students attending was the learning disability eligibility category. The students with 

mental retardation are not always in attendance due to the student's intellectual 

functioning level. Students with severe mental retardation are limited in the level of 

contributions to the IBP/transition meeting they can provide due to cognitive and physical 

limitations. IDEIA (2004) provided students with a new opportunity to be involved in the 
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planning of their own education, while looking to the~ future, and expressing their 

preferences and desires (Storms, O'Leary, & Williams, 2000). 

Research question number three addressed how the ethnicity of students with 

learning disabilities, mental retardation , and emotional disturbance affected the parents' 

and student's attendance at the IEP/transition meeting. Student attendance was high for 

each ethnicity category with the exception of Asian/Pacific Islanders. The Asian/Pacific 

Islander group (Table 3) had 40% of the parents attending the IEP/transition meeting. The 

number of participants in this group was small and there was of no significance in the 

ethnicity category. The students' attendance and non-attendance by ethnicity category 

was in proportion to the other ethnicity groups. 

NCLB includes specific provisions for transition services and supports for youth, 

particularly minority populations. High unemployment, lack of familial support, and high 

poverty levels have been reported as a role in the high dropout rates and heightened risk 

for failure to assume adult roles and responsibilities after leaving high school (Leake et 

al., 2003). 

Research question number four addressed the students' instructional setting level 

and how it affected the percentage of parent and student attendance at the IBP/transition 

meeting. The instructional setting (see Appendix D) identified the amount of special 

education services required. A student with an instructional setting of 40 received 

minimal special education services while a student with an instructional setting of 44 was 

in a self-contained unit for the majority of the day due to the special needs of the student. 
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The instructional setting of 85 denoted the student was living in foster care and did not 

denote the student's instructional setting (see Appendix D). 

All instructional settings (Table 5) are at or near the expected percentage rate 

with the exception of instructional setting 44. The students in the self-contained 

instructional setting ( 44) had parents who attended the meetings at a higher rate than the 

other instructional setting groups. These finding may be due to the fact students' 

disabilities in a self-contained instructional setting ( 44) have more severe disabilities than 

the other groups, thus these parents may attend more because the students cannot 

represent themselves. Conversely, student attendance (Table 6) had lower percentage 

rates in the self-contained instructional setting ( 44) than in the other instructional settings. 

Again, this may be due to the severity of the students' disabilities. Student attendance 

was somewhat evenly represented in the other instructional settings. Instructional setting 

85 had only one student in the group and the student was in foster care. This setting does 

not indicate the student's academic needs, only the student's status as being in foster care. 

Research question number five addressed the student's testing level on the state 

assessment (T AKS, T AKS-Accommodated, T AKS-Modified, and T AKS-Altemate) and 

how it affected the attendance of the parents and students at the IEP/transition meeting. 

The percentage of parent attendance having students taking the T AKS test was larger 

than expected. The T AKS test is the test administered to all general education students as 

well as students with disabilities who are enrolled in all general education classes. Parent 

attendance may be due to the parent's expectations for their student in regards to 
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academics. AH of the 19 students with disabilities taking the T AKS test(Table 8) attended 

their IEP/transition meeting. 

An expected percentage rate (Table 9) of the 87 parents of students taking the 

TAKS-Accommodated test attended the IEP/transition meeting with 126 of the students 

attending (Table 10). This test was the same as the T AKS test with the exception of the 

omission of field questions, fewer questions on a page, and a larger font. The students 

taking the T AKS-Accommodated test were typically enrolled in general education classes 

in all subjects tested. 

Fifty-six percent of parents of students taking the T AKS-Modified test (Table 11) 

attended the IEP/transition meeting. This result was at, or near, the expected percentage 

rate. Ninety-one percent of the students taking the TAKS-Modified test (Table 12) 

attended the IEP/transition meeting. This result was a slightly higher rate than expected. 

The parents of the students taking the TAKS-Alternate test (Table 13) attended at 

the expected percentage rate. The students with the instructional setting ( 44) in a self

contained class typically take the TAKS-Alternate test. The student attendance (Table 14) 

was at a lower percentage rate than expected. These, again, are the students that typically 

had lower cognitive levels and do not participate in IEP/transition meetings as well as the 

students with less severe disability levels. Again, this may be due to the severity of the 

students' disabilities. 

The National Council on Disability (2003) reports that the enrollment in 

postsecondary education programs of students with disabilities was half the rate of non

disabled peers. Students must pass or paiiicipate in a state level assessment to be eligible 
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to receive a high school diploma. Four year colleges and universities will accept a 

passing rate on the T AKS for admission while two year community colleges will accept 

the T AKS-Accommodated test for admittance into academic programs. Graduation with 

a high school diploma does not guarantee a job, health benefits, or a steady income 

however; leaving high school without a diploma puts individuals at risk for 

unemployment and dependence on social programs (Green & Kochhar-Bryant, 2003). 

Research question number six addressed the age, gender, and grade of the student 

with disability and if it affected the parents' and student's attendance at the IEP meeting. 

According to Table 15, the mean of the student's age with parents attending was 16. 87 

years of age. The mean of the student's age of students attending was 16.82 years. 

Levene's test for equality of variance was run and indicated equal variance between 

groups . Independent t-test (t = 1.232, p = .225) showed no difference between groups. 

This study included 193 male students and 91 female students. Sixty-two percent 

of the parents attending (Table 16) the IEP/transition meeting had male students and 

54.9% of parents attending had female students. The students attending (Table 17) the 

IEP/transition meeting included 87.0% of the male students and 84.6% of the female 

students. 

Table 18 displays the number of parents that attended the IEP meeting which 

consisted of 8 (61.5%) parents of ninth grade students, 56 (58.3%) parents of tenth grades 

students, 56 (62.9%) parents of eleventh grade students, and 50 (58.1 %) parents of 

twelfth grade students. These percentage rates were expected rates for parent attendance. 

Table 20 indicates the students attending the IEP/transition meeting were 10 (76.9%) 
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students in the ninth grade, 80 (83.3%) students in the tenth grade, 81 (91.0%) students in 

the eleventh grade students, and 74 (86.02%) students in the twelfth grade. These 

percentage rates were expected percentage rates with the exception of the ninth grade 

students. The number of ninth grader students was much lower than the other grades. 

This lower number is due to the age criteria of the study. 

Research question number seven addressed the student's socio-economic status 

(detennined by free or reduced lunch eligibility) and if it affected the parents' and 

student's attendance at the IEP /transition meeting. A total of 123 of the students in the 

study were on free or reduced lunches. These students were considered to be low socio

economic status due to family income. The parents attending (Table 20) the 

IBP/transition considered to be low socio-economic status included 45.5% of the parents. 

The data based on the free/reduced lunch indicator was significant between 

parents' attendance at the IEP/transition meeting of the free/reduced lunch groups and the 

group not receiving free/reduced lunch. The students attending the IBP/transition meeting 

with free/reduced lunches was 82. 9% and was at the expected percentage rate for students 

attending with low socio-economic status. Children raised in economically disadvantaged 

families are at greater risk of low academic achievement, behavioral problems, poor 

health, and have difficulties with adjustments to adulthood (Hale, 1998; Land & Legters, 

2002). 

Research question number eight addressed in what grade the student was given 

his/her last Full Individual Evaluation (not a Re-Evaluation using Existing Data (REED). 

The majority of the students were administered the last fo1mal FIE in the middle school 
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grade level. Students in grade~six (68), seventh (60), and eighth (66) were the grades 

where the last formal testing was predominant. 

Table 23 displays the number of students who were fonnally tested at different 

grade levels. Participants in the study most often received their last formal evaluation 

during the middle school years. It should be noted that 36 of the students were given their 

last fonnal evaluation in the elementary school years. Students receiving special 

education services are required to be evaluated every three years according to federal law. 

Due to the many assessments, some students were not given a fonnal evaluation, but 

were assessed using previous assessment data, current class grades, state assessment, and 

student needs. This informal assessment was usually done when students were in high 

school. According to the data, even though students were not fonnally tested, they 

continued to receive special education services. Students with mental retardation may not 

have the option of not being formally evaluated every three years once the mental 

retardation label had been established. Mental retardation typically does not change over 

time. Students with mental retardation continue to show a need for special education due 

to the severity of needs. 

IDEIA (2004) required a Summary of Performance (SOP) be provided by the 

local school district to all students with a disability when the student was graduating or 

aging out of school. The SOP must contain FIE information. Information will not be 

current if the student was last evaluated during the middle school years. Students receive 

services from the college or university disability office if the student can provide current 
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information noting a student has a disability. Postsecondary institutions will not accept ;; 

information that is not cmTent. 

Conclusions 

This study showed differences in the parent or student attendance at the 

IBP/transition meeting. The important issue in the transition planning was the need to 

have both the parent and the student in attendance while developing this important plan 

for the student. Decisions were made at the IBP/transition meeting regarding the student's 

instructional plan as well as the transition plan. When parents and students were not in 

attendance they could not be included in the discussion and decision-making concerning 

the student's future. The public school should not try to make these important transition 

decisions without parent and student input. 

lmp01iant decisions regarding the special education program such as the student's 

graduation plan, modifications needs, state assessment level, related services needs, 

transportation needs, and the least restrictive environment were some of the important 

items the parents and students can provide during the IEP/transition meeting. Without the 

parents and student in attendance, this imp01iant infonnation was not part of the 

discussion or part of the final transition plan. Students need to be part of such an 

important meeting that detennines the student's educational goals and objectives. 

Data on student attendance at the IEP/transition meeting by eligibility categories 

indicated a difference in eligibility groups. The mental retardation eligibility category 

appeared to have a higher percentage of students not attending the IBP/transition meeting 

than students with emotional disturbance and learning disabilities. This issue can be 
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addressed by providing self-determination and self-advocacy training to assist students in 

special education in knowing how to speak up for themselves and know their individual 

strengths and needs. 

Another area of concern indicated by the data was student attendance by 

instructional settings. The instructional setting of 44 (self-contained) indicated a higher 

percentage of students not attending the IEP /transition meeting. This instructional setting 

is more likely to have students with mental retardation included. Students in this 

instructional setting typically were the students with more severe disabilities. Again, this 

can be addressed by self-determination and self-advocacy instruction. 

Data on student attendance at the IEP/transition meeting indicated that the 

difference in students taking the T AKS-Alternate assessment was significant. As 

previously stated, students with mental retardation are the students eligible to take this 

particular assessment and due to the level of cognitive functioning typically do not attend 

the IEP/transition meeting. Attention should be paid to this issue to make sure no student 

was overlooked who could participate in any form. Student attendance will allow those 

members of the IEP /transition team to get a first hand view of the student's particular 

behaviors and needs. By getting to observe the student's behavior at the IEP/transition 

meeting, a better transition plan can be developed for the student. 

Another area indicating a significant difference was between the socio-economic 

groups. A parent not attending was significant between the groups of those qualifying for 

free/reduced lunches and not qualifying for free/reduced lunches. The free/reduced lunch 

group had a higher percentage (N=67, 54.5%) of parents not attending the IEP meeting. 
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This may be due to financial issues such as transportation or not being able to leave work 

without losing pay. Educators should make arrangements to hold meetings when parents 

in this situation can attend. 

The above mentioned items were the areas of significant differences between the 

groups. No differences were indicated according to age, gender, or grade. 

Implications 

This study may only be comparable to another suburban school district with the 

same demographic make-up by size, ethnicity, and socio-economic status. The data was 

accurate for the suburban school district used in the study, but cannot be generalized to 

other districts. 

Parent support is needed and parents are the most consistent member of the 

IEP/transition planning team. There are students whose parents do not get involved in the 

IEP/transition planning for a multitude of reasons. As indicated by the data, socio

economic status was one reason parents may not be able to attend. Students were in 

attendance at school and were available for IEP/transition meetings. The IEP/transition 

meeting concerns the student and the student's educational outcomes. Consideration 

should be provided to the student to allow ease of attendance from class to attend the 

IEP/transition meeting. 

IDEIA (2004) mandates the student be evaluated every three years. Assessment 

personnel can detennine eligibility without new fonnal assessment. An evaluation can be 

determined using existing data from the student's last evaluation. This data can be taken 

from the student's elementary or middle school years and applied during the student's 
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high school years. The IEP committee then detennines the student continues to be 

eligible for special education services. 

Transition is an important function of the IEP/transition meeting. Parent and 

student attendance is important to provide input on the student's future and the pathway 

to achieve that future. 

Recommendations 

Additional studies that include transition planning outcomes would provide 

infomrntion on the success of cmTent transition planning. An examination of the 

outcomes can examine the shared responsibility of parents, schools, and agencies in the 

coordination of services between the school and community. Effective interagency 

coordination must be viewed as an intervention or planned effort designed to produce 

intended outcomes for students with disabilities. A focus on measuring student benefits 

and impacts should become central to evaluating the performance of IEP /transition 

meeting with the parents, student, educators and the community providers. 

An additional area to investigate would be the reasons parents and students do not 

attend the IEP /transition meeting. Ways to raise parent attendance can be developed 

using the data collected from the students and parents. The goal would be to have every 

student and every parent attend the IEP/transition meeting every year and be a full 

participant in the discussion and decision-making. 

Schools can begin to make the IEP/transition process more comfortable for 

parents and students. Educators can help ease the anxiety, pressure, and distrust of the 

parents during the IEP/transition process. Educators need to make parents feel they are an 

82 



important p>art of the IEP process, value their opinions, and listen to their concerns. This 

feeling of welcome and respect may influence the parents' attitude concerning the 

IEP/transition process and parents may be more receptive to the invitation to attend the 

IEP/transition meeting. 
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APPENDIX A 

HUMAN SUBJECTS REVIEW COMMITTEE LETTER 
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EXAS WOMAN'S UNIVERSITY 

DENJON ULLAS HOUSTON 

July 28, 2009 

Ms. Margaret Sanders 

Dear Ms. Sanders: 

ln,titutional Review Board 
Office of Research and Spoo~red Programs 
P.O. lk,x 425619, Denton, lX 76204-5619 
940-898-3378 Fax 940-898-3416 
e·moil: IRB@lwu.edu 

Re: A Comparative Investigation of Parent and Student Attendance at IEP/Iransition Meetings Jot 
Students with Disabilities 

The above referenced study has been reviewed by the TWU Institutional Review Board (IRB) and was 
determined to be exempt from further review. 

If applicable, agency approval letters must be submitted to the IRB upon receipt PRIOR to any data 
collection at that agency. Because a signed consent form is not required for exempt studies, the filing 
of signauires of participants with the TWU IRB is not necessary. 

Another review by the IRB is required if your project changes in any way, and the IRB must be notified 
immediately regarding any adverse events. If you have any questions, feel free to call the TWU 
Institutional Review Board. 

Q'"~1. W 
Dr. David Nichols, Chair 

Institutional Review Board - Denton 

cc. Dr. Nan Restine, Department of Teacher Education 

Dr. Lloyd Kinnison, Department of Teacher Education 

Graduate School 
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APPENDIX B 

PERMISSION LETTER FROM SPECIAL EDUCATION DIRECTOR 
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Birdville Independent School District 
6125 East Belknap• Haltom City, Texas 76l I 7 • B17 -547-5700 • Fax 817-838-726! •http://www.birdville.ld2.tx.us 

Margaret Sanders 

Dear Margaret, 

This letter grants you permission to use existing data from Birdville Independent 
School District Special Education student eligibility folders for your research 
project. Students with disabilities in grades 9 to 12 with emotional disturbance, 
mental retardation, and learning disabilities will be part of the research project. 
Student data will not be identified with the student's riame once the data is 
entered on the data sheets you will provide the diagnosticians at each high school 
campus. I am confident you will maintain student confidentiality in con4ucting 
your research project. 

Birdville ISD Special Education Department is interested in your research 
project. Please ·share your research findings with the department when you 
complete your dissertation. · 

_Sincerely, 

s, Ph.D. 
Special ervices Director 
Birdville Independent School District 
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APPENDIX C 

DATA COLLECTION PROTOCOL 
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STUDENT DAl'A SHEET 

Please circle or fill in the blanks with the existing data from the students last annual ARD 
meeting. Do not include any infomrntion that will identify the student. 

Campus: Birdville Haltom Richland Student Number: 

Date of Bi1ih: 

Grade: 9 1 0 I I 12 

Gender: Male Female 

Ethnicity:_ 

Eligibility Code: LD MR ED 

Instructional Code: 40 41 42 43 44 Other: 

Level of State Assessment: T AKS T AKS-Acc T AKS-M T AKS-Alt 

Grade at last FIE (not REED):_ 

Parent(s) attended ARD meeting: Yes No 

Student attended ARD meeting: Yes No 

Student on free or reduced lunch: Yes No 

*Please attach a copy of the minutes of the last ARD meeting with any identifying 
information blacked out 
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DESCRIPTION OF INSTRUCTIONAL SETTING 
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lnstrnctional Settings to Determine Severity Level of Students with Disabilities 

Instructional Description of Student Services According to Instructional Settings 
Setting 
40 Student is enrolled in all general education classes. 

Content Mastery assistance is the only special education service 
Mild student receives. Typically, students with a mild learning disability 

will have this instructional setting. 
41 Student is enrolled in one special education class. All other classes are 

in general education with Content Mastery assistance available for the 
general education classes the student is enrolled. Typically, students 

Mild with a learning disability will have this instructional setting. 

42 Student is enrolled in two special education classes. All other classes 
are in general education with Content Mastery assistance available for 

Mild the general education classes the student is enrolled. Typically, 
students wit.h a learning disability will have this instructional setting. 

43 Student is enrolled in three special education classes. All other classes 
are in general education with Content Mastery assistance available for 

Moderate the general education classes the student is enrolled. Typically, 
students with a moderate learning disability will have this 
instructional setting. 

44 Student is enrolled in self-contained special education classes for 
Moderate to more than 60% of the school day. Typically, students with moderate 
Severe to severe mental retardation will have this instructional setting. 

85 This code does not determine the student's level of disability or 
Foster Care special education services, but indicates the student is living in foster 

care. 

Texas Education Agency. (2090-2010). Student Attendance Accounting Handbook 
Version 2. Retrieved September 12, 2009 from, 
http://ritter.tea.state.us/school.finance/handbook. 
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