
+

Paper presented at

NZASID 7th ANNUAL CONFERENCE  24 – 26 August 2010 

Scenic Hotel Southern Cross, Dunedin

Transitions - Perspectives and Practices

Deborah Espiner,  University of Auckland

Transition 

planning:

not just sitting 

there.



+ Transition

Ward, Mallett, Heslop & Simons (2003)

Parents of young people with learning 

disabilities felt their son or daughter left 

school without transition planning

Young people little, if any involvement

 Focus on what the professionals wanted

Carnaby, Lewis, Martin, Naylor & Stewart (2003)

 a critical period for young people with learning disabilities 

and their families

 students requiring moderate to high levels of support 

were less likely to be included



+ The student voice

 Bray and Gates (2000) acknowledge that the ‗absent voices of 

students with disabilities is of particular concern‘ (p.58)

 Students ‗have been recipients of instructional programmes 

designed and delivered by teachers‘ (Wehmeyer 2002, p.54). 

 Plans typically had a deficit and school-based focus precluding 

the student and the family (Stoeckel and D‘Amato 2006). 

 A shift from assuming ‗we [professionals] know best, towards 

putting those whose lives we affect in the driving seat‘ is 

advocated (Department of Education and Skills 2001)

 A student-centred philosophy and value base and a 

commitment to deep listening will encourage the student to 

voice and make decisions (Sanderson, 2000) 



+ Building the narrative 

Based upon a set of shared values

 Used to plan with not for a student 

Support the student think about 

what is important in their lives now

what would make a good future. 

Build the student's circle of support and involve all 

the people who are important in that student's life.

Making Action Plans  (MAPS)

Planning Alternative Tomorrows with Hope (PATH)

Circle of Courage



+ Circle of Courage

Brendtro, L., Brokenleg, M. and Van Bockern, S. (2002), Reclaiming youth at risk: 

Our hope for the future, Solution Tree, Bloomington.

Stage 1: Whole school professional  learning and 

development

Realized the potential for this 

philosophy to provide a unifying 

framework for cohesive 

practices and programming 

within the school.



Stage 2: A planning process in which the student:

• had a voice
• was central to the process 
• was engaged in the process
• had greater ownership of the plan

+

Circle of Courage

and 

Graphic Facilitation



+
Research method

 Transition plans were facilitated in small groups consisting of

 the student 

 members of their family and whanau, 

 residential caregivers (if relevant) 

 the student‘s teacher

 school staff member responsibile for transition arrangements. 

 An independent evaluator facilitated individual interviews using a 

semi structured interview schedule 

 Three focus groups for parents, human service workers, school staff 

were facilitated seven months after the planning meeting

 The interview and focus group transcriptions were coded to identify 

common themes.  



Belonging

―I am important to somebody.‖
Mastery
“I am able to solve problems ”

Independence
“I am in charge of my life.

Generosity
“My life has value.”
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others
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Whare Tapa Wha
Taha Wairua

Spiritual

Taha Tinana

Physical

Taha Whanau

The family

Taha Hinengaro

Thoughts

and

feelings

Model based on the four walls of the house. 

Each 

• is necessary to ensure strength and balance

• represents a complementary dimension of well being         Durie, 1994





SEGMENT NOW ACTION DREAM 
 

Belonging Loves to sing and dancing 
Uses karaoke at home to sing with TV 
Shoots goals 
Plays with his siblings 
Has a special relationship with 
Grandma 
Culture Club is operating at school 

School will provide Information on 
Special Olympics 
Family will select a Special Olympics 
activity for Sione to join 
Join Johnôs rugby team 
Play Saturday rugby and go to school 
practice 
Watch the members of the Culture 
Club practice and perform 
 

Have more friends at school and 
church 
Keep in touch with family in 
Samoa 
Visit Samoa when older to meet 
family and understand the culture 
Join the school culture club and 
learn Samoan songs and dances 

Mastery Answers straightforward questions 
Uses short phrases to express his 
needs 
Has a growing vocabulary  
Speaks in two languages  ï Samoan 
and English 
 

Work on sucking exercises 
Spreading and buttering  
Encourage staying on task  
Encourage completing small tasks 

Talk more clearly 
Prepare a simple meal 
Wash himself 
Clean own teeth 
 

Independence Clears the table 
Takes his bag home 
Cuts fruit 
Names objects 
Picture reads 
Writes the letters óaô and óp 
Has difficulty focussing on activities 
Dresses himself at home with physical 
prompts from  Grandma 
 

School and family will provide  more 
time for Sione to complete activities  
Dress himself 
Help with dishes at school, at home 
and in community settings (church)  
 

Read a book 
Write own name 
Choose own clothes to wear 
Look after belongings better 
 
 

Generosity Does something if asked 
Participates in class and school 
activities 
Does messages for mum 
Lets class mates help him 
Watches wrestling on television and on 
the computer 
 

Stack chairs in the classroom, school 
and at church 
Pick up and tidy up (classroom, school 
and church) 
Be a chair monitor 
Folding activities ï eg: Help to fold 
laundry at school and at home  

Have more friends at school 
 
Tidy up after church  
Be involved in  team activities 
Play rugby at school 
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+ Parents

School

 ‗him into the discussion‘

 ‗focused on the student and what he wanted‘ encouraging 

him to ‗be part of the process‘ and designing a plan that 

was ‗more real‘ for him. 

 ‗it was refreshing to have the change of philosophy where 

the student was participating—rather than the rush, let‘s 

just get it done, tick it off and move on.‘ 

 ‗enabled people supporting him to be working on the 

same wavelength together‘.

 staying longer at meetings at the agency and attribute this 

to the planning meeting held at school.

staff

Residential caregivers



+ Andrew‘s meeting- 1½ hours

Some teachers felt this was too long but 

acknowledged that it would be ineffective to hurry or 

split it into two sessions. 

One and a half hours is a long time but you needed 

that time to cover everything... Andrew stayed the 

whole time and that just shows you –he knew it was 

about him – he was interested … and this was 

something he wanted, so he stayed. This is a young 

man you could not usually get in the door—but he 

wanted to come in – when he went out to the toilet I 

asked him, ‗Do you want to go back in?‘ and he went 

straight in.



+ The chart

 ‗the chart was important as the drawing was always 

in front of him making it easier to recall the 

conversation and follow the process‘. 

 the photo personalised the process and reinforced 

that the meeting was about Andrew.

 the large size of the template enabled everyone to 

see and reflect on the recorded discussion 

 ‗…if we talk the words, you hear them and they are 

gone. For our students the pictures are up there for 

them to look back to—it is part of being visual—it is 

permanent‘.  



+ The use of graphics

All agreed it was effective

 ‗They were done with writing and symbols that Andrew 
could understand and relate to. The graphics made a big 
difference … he was able to figure what we were actually 
talking about.‘ 

 ‗We remember things that are visual easier than text‘ 

 Techniques: simple, different people in the same colour

Most appropriate for Andrew as he understands visuals 
and enjoys fine detail. 

Andrew could ‗see his dream‘, could understand the 
pictures and see himself on the chart. 



+
Convert to a programme

 Incorporating and blending the ideas from the school transition 
plan into the planning format of the organisation was a 
straightforward process. We were able to work across all three 
environments—where Andrew lives, his home and his school. 

 From the chart we wrote the ‗who‘, ‗what‘, ‗where‘, ‗when‘ and 
‗how‘ -so the graphic was the first part of the whole.

 A very clear idea of skills and experiences they must 
concentrate on with Andrew at home and in the community. 

 ‗a great teaching tool coming from a different angle 
completely. It gives a guide as to what to do with Andrew—
what are we are going to do.‘

 The plan ‗gave a balance for people working with Andrew as it 
crosses all environments.‘ 



+Involvement

 ‗…when people were talking Andrew would look at them … 

he was listening very intently—he wasn‘t just sitting there 

doing his own thing... ‗

 ‗He was sitting at the table and as everyone was talking, 

every so often, somebody would make a comment about 

what he really enjoyed doing and he would ‗yah yah yah 

yah mmmm‘—as he is nonverbal. He watched as it was 

recorded on the chart and he would smile, there was his 

body language and he stayed there for an hour and a half.‘

 Similar comments about engagement and believed body 

language and eye focus  demonstrated this

 Andrew was looking, smiling, listening and responding by 

tapping his mother‘s hand (Andrew‘s expression of ‗yes‘ 

and ‗no‘), and staying for the entire time of the planning. 



+
Control

 ‗greater control of part of his life instead of something being 
planned for him‘

 ‗Andrew responded to the things he liked, he was really 
banging my hand ‗yes‘ and other things he was pushing my 
hand away … and he was able to get his point across‘. 

 This process modelled … that you can include the student and 
have them as part of it.

 Demonstrated through his interactions with his mother. 
Questions were directed to Andrew through his mother and he 
responding physically with ‗yes‘ and ‗no‘ and sometimes with 
verbalisations.



+Ownership

All agreed that the process had created ownership

 ‗…if you just had an IEP chart on the wall—Andrew has 
never gone over and checked it out, even though I talked 
about it, it was only just written words. In this plan you 
drew pictures, ... his bike, ... his house with him inside it, 
you drew sharing with him … he comes over and looks at 
it, he checks out his chart. ‗

 ‗He is doing these tasks—before he would have walked 
off. He is coming up to the sink and handing me a glass 
and hand over hand we are putting them in the 
dishwasher—before he would not do this.‘



+Ownership

 ‗Before it was different because each organisation would 

have a different way of doing it. Now it‘s not three 

different meetings, three different lots of people involved. 

We are all on the same pathway, are all doing the same 

thing. …it was just a totally different atmosphere. It brings 

people together.‘

 It was the first time they had been involved with school-

based planning. 

 ‗It was ‗enlightening to have everyone together… it wasn‘t 

an ―us‖ and ―them‖… it was everyone together for 

Andrew‘. 



involvement

choice

engagement

celebrating

collaboration

ownership



Community Connections

RelationshipsBUILDING


