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Abstract
The transition to kindergarten can be a memorable, yet stressful time for children and families. For children with disabilities 
and their caregivers, the transition to kindergarten can be especially difficult due to changes in environment, supports, and 
services that occur as part of the transition. The purpose of this article is to highlight specific practices and strategies that 
can enhance collaboration throughout the transition to kindergarten. Fictional vignettes are used to describe the perspectives 
of, and also the practices and strategies used by, members of an education team as they support a child with a disability and 
her caregiver. Readers are provided with examples of practices and planning tools that can be used to support children with 
disabilities throughout the transition to kindergarten process. High-intensity transition practices and strategies that can be 
used before, during, and after kindergarten transition are specifically highlighted. Additionally, the need for both preschool 
and kindergarten collaboration and support is emphasized.
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Introduction

Talia receives special education services and supports 
within a half-day, blended preschool classroom at Stone-
bridge School District’s Early Childhood Center. An outgo-
ing 5-year-old, she has developmental delays and receives 
support from her preschool special education teacher in 
an inclusive setting. Talia also receives speech-language 
therapy, occupational therapy, and services and support 
from a social worker. During parent-teacher conferences, 
her preschool teacher asks Talia’s mom, Naomi, if she has 
any questions about her child’s transition to full-day kinder-
garten. “I’m not sure. But, I hate to think about leaving the 
preschool program. We love it here. I’m not sure if Talia’s 
even ready for kindergarten. Aren’t the expectations in kin-
dergarten different? What will her day look like? How will 

she get the support she needs if she is in a general education 
classroom? I feel like we are heading into the unknown.” 
While the preschool teacher has nurtured a strong relation-
ship with Naomi and wants to make sure Talia’s transition 
to kindergarten is smooth, she is not sure how many of the 
things she has implemented in the preschool classroom will 
be feasible in the kindergarten classroom at the elementary 
school. She wonders what she can do to make sure Naomi 
and Talia have the support needed to make the transition 
successful.

The Need for Collaboration Throughout 
the Transition to Kindergarten

Each year, many children served as part of the early child-
hood special education services under Part B of the Indi-
viduals with Disabilities Education Act (IDEA, 2004) make 
the  transition from preschool to kindergarten and may 
encounter changes in classroom environments, including 
setting, size, and expectations (Gill et al., 2006). Because 
children with disabilities may have limited social-emotional 
and/or academic competencies to support them during this 
time of change, the transition to kindergarten may be par-
ticularly difficult (McIntyre et al., 2010). In this article, we 
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highlight transition practices and strategies that enhance 
collaboration throughout (before, during, and after) the 
transition of children with disabilities to kindergarten and 
which align with the Division for Early Childhood’s (DEC) 
Recommended Practices for transition (2014). Fictional 
vignettes created by the authors were based on real scenarios 
and designed to illustrate practices and strategies used to 
support Talia, a child with a developmental delay, and her 
mother, Naomi during her final year of preschool, during 
the transition to kindergarten, and after her first few weeks 
in kindergarten. The DEC Recommended Practices support 
practitioners, including teachers and support staff, as they 
pursue the ultimate goal of transition—“to support children 
with disabilities’ developmental, academic, and social suc-
cess in the next environment” (Rous et al., 2007a, 2007b). 
Because transition is a process that begins prior to a child’s 
actual departure from a program and continues as a child and 
family acclimate to the new environment, creating oppor-
tunities throughout this transition process where preschool 
and kindergarten staff can share information, and implement 
activities and experiences using strategies that will promote 
a child and family’s successful adjustment and positive out-
comes is essential (DEC, 2014). Programs and practitioners 
can determine how to best support individual children with 
disabilities by establishing early opportunities to understand 
future environments and critical factors related to classroom 
or teacher, family, and child characteristics (Rous & Hallam, 
2012).

While researchers have focused on supporting intera-
gency collaboration or supporting families and children dur-
ing transition (Branson & Bingham, 2009; Connelly, 2007), 
past research has focused primarily on the transition from 
EI to preschool. However, the transition to kindergarten is 
unique as many parents still perceive kindergarten as the 
start of a child’s academic career. Additionally, while pre-
school classrooms are strongly encouraged to use family-
centered practices (Division for Early Childhood, 2014) and 
often do make an attempt to use a family-focused approach, 
many elementary schools may or should desire family 
engagement yet utilize a more child-centered approach. 
Additionally, for children with disabilities, the transition 
process may include changes in eligibility, future place-
ment, services, and instructional support—all of which can 
further challenge a child’s successful transition to kindergar-
ten (U.S. Department of Education, 2009, 2016). For these 
children, the already challenging transition to kindergarten 
can include less support and monitoring than what they had 
received in preschool, and in some cases fewer opportuni-
ties to participate in general education settings (Guralnick 
et al., 2008). The effective use of kindergarten transition 
practices may increase opportunities for inclusion by engag-
ing staff, families, and community members in collaborative 
processes in which alignment and continuity of inclusive 

practices between preschool and kindergarten can better 
occur.

Concerns about the kindergarten transition process are 
expressed more often from families of children with disabili-
ties, when compared to families of children who are typi-
cally developing (Welchons & McIntyre, 2015). Researchers 
believe possible reasons for the additional concerns may be 
the planning meeting decisions and eligibility determina-
tions that may accompany the transition process for children 
with disabilities. Parents who have children with disabilities 
often feel the need to demonstrate strong advocacy during 
the transition to kindergarten (Burke et al., 2016) and teach-
ers express concerns regarding this process (Welchons & 
McIntyre, 2015). General education teachers may have a 
desire to participate in the transition process but face bar-
riers in doing so, and may lack an understanding of how to 
support diverse learners in their classrooms (Walker et al., 
2012). Furthermore, for children who are culturally and/or 
linguistically diverse participation, the transition process 
may need to include additional staff that can ensure family’s 
full participation and address strategies to ensure cultural 
responsivity (Rivera et al., 2020; Acar & Blasco, 2018).

The Transition Process for Young Children with Disa-
bilities conceptual framework (Rous & Hallam, 2006; Rous 
et al., 2007a, 2007b) is based on the idea that “the goal of 
transition is the child’s developmental, academic and social 
success in the next environment” (Rous et al., 2007a, 2007b, 
p. 158). The framework is based on ecological (Bronfen-
brenner, 1979) and organizational theories (Shafritz & Ott, 
2005) and is specific to the bioecological forces (i.e., child, 
family, and community factors) that influence the experi-
ences of young children and their families. In their expanded 
conceptual model, Gooden and Rous (2018) describe three 
key elements of the transition process for children with dis-
abilities (i.e., relationships, collaboration and training, and 
individualized services). Use of transition practices and 
strategies throughout the transition process can help sup-
port a child and family’s adjustment to a new environment 
and lead to positive child outcomes.

Transition Practices and Strategies

Researchers have categorized different types of kinder-
garten transition practices, by intensity and procedure. 
High-intensity transition practices are individualized for 
certain children (e.g., phone calls, home visits, planning 
meetings), while low-intensity transition practices are not 
(e.g., providing handouts, facilitating general informa-
tion meetings) (Daley et al., 2011; Pianta et al., 1999). 
Formal transition practices are often routinely conducted 
and based on local or state policies (e.g., open houses, 
conferences, meetings; Rimm-Kaufman & Pianta, 2000), 
whereas informal transition practices may be offered less 
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uniformly across programs (e.g., phone calls, parent/
teacher conversations, conversations with kindergarten 
teachers). For children with disabilities, transition prac-
tices that are high-intensity or individualized can address 
and support the specific strengths, needs, and character-
istics of individual children and families (Rous, Meyers 
et al., 2007a, b; Rous & Hallam, 2012). However, kinder-
garten transition practices used to support young children 
with disabilities and their families are often low-intensity 
and lack teacher collaboration (Daley et al., 2011; La Paro 
et  al., 2000; Quintero & McIntyre, 2011; Rous et  al., 
2007a, b; Welchons & McIntyre, 2015).

While transition practices are “key elements of transi-
tion planning that are regularly and consistently imple-
mented across staff and programs,” transition strategies 
are “specific program or classroom activities used to 
implement a practice” (National Early Childhood Tran-
sition Center, 2011, p. 1). Use of transition strategies that 
are differentiated to support individual children as they 
transition to kindergarten can facilitate program continu-
ity while also allowing for the individualization necessary 
based on a specific context, or at a child or family level 
(Rous, 2008; Rous & Hallam, 2012; Rous et al., 2010).

Collaboration and Support Throughout 
the Transition Process

Although there has been a large body of literature focused 
on the need for interagency collaboration as children tran-
sition from IDEA Part C (early intervention services) to 
IDEA Part B (school-age special education), collabora-
tion and support within district grade levels or programs 
is equally as important during the transition from pre-
school to kindergarten. Creating opportunities for col-
laboration between preschool and kindergarten teachers 
may require creativity and flexibility, but it can lead to 
positive child outcomes (Rous et al., 2006). Preschool 
and kindergarten teacher communication during transition 
has been positively associated with kindergarten teach-
ers’ positive perceptions of children’s social skills (Cook 
et al., 2017; LoCasale-Crouch et al., 2008).

Successfully supporting children with disabilities as 
they transition is an ongoing process that requires col-
laboration and support. Researchers have suggested tran-
sition collaboration and support begin when a child is 
still in preschool, and then continue as a child begins kin-
dergarten, and even after a child has spent several weeks 
in the new kindergarten classroom (Rous et al., 2006; 
see Table 1). The fictional vignette illustrates moments 
during the transition to kindergarten process from the 
perspective of a preschool special education teacher, a 
parent, and a kindergarten teacher, and highlights the use 

of various transition practices and strategies to support a 
child with a disability.

During the Final Year of Preschool

Naomi appreciated that the preschool teacher had shared 
her questions and concerns about the transition to kinder-
garten with a kindergarten general education teacher and 
a special education teacher at their neighborhood elemen-
tary school. When she received a call from the kindergarten 
teachers to arrange a visit to their classroom, Naomi was 
relieved but also anxious. She had heard that the expecta-
tions in kindergarten had changed a lot since she was in 
school and knew that the number of children in the general 
education kindergarten classroom was larger than in the 
preschool classrooms. When Naomi and Talia arrived, the 
kindergarten teachers introduced themselves and gave both a 
chance to look around and observe during large group time 
and center time. While the children went to music class, the 
kindergarten teachers answered Naomi’s questions about 
the transition process and kindergarten expectations. After 
the visit, Naomi and Talia both had a better idea of what 
a kindergarten looked like and some of the expectations. 
Naomi also felt more comfortable scheduling the transition 
planning meeting with the preschool teacher, kindergarten 
teachers and support staff.

Families will feel more confident about the transition to 
kindergarten if they know that preschool and kindergarten 
staff have established positive and collaborative relationships 
with one another. Therefore, preschool programs and kin-
dergarten or elementary staff, including general and special 
education teachers, need to prioritize having opportunities to 
meet and plan for individual children’s transition to kinder-
garten. Ideally, these meetings would include all members of 
a child’s current educational team, in addition to those who 
will serve the child in the kindergarten setting. Preschool 
and kindergarten teachers have both expressed the need for 
more opportunities to collaborate with one another and with 
families (Rous et al., 2010) and ongoing opportunities to 
do so could be used to better understand and align devel-
opmentally appropriate program expectations, and identify 
general and individualized kindergarten transition practices 
as well as roles and responsibilities of staff. Opportunities 
to visit possible placements, and collaboratively plan for the 
transition to kindergarten, provide families with opportuni-
ties to meet with preschool and kindergarten practitioners 
and familiarize themselves with the staff, environments, and 
expectations. It also provides families with an opportunity 
to share their child’s unique history, strengths and needs 
with kindergarten practitioners. Preschool and kindergarten 
staff (e.g., teachers, speech-language pathologists, school 
psychologist, etc.) should be in communication prior to vis-
its and transition planning meetings to ensure each have the 
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information that may be needed to prepare for these activi-
ties (e.g. child’s current IEP, etc.). Together as a transition 
team, families, preschool and kindergarten practitioners can 
then create individualized plans for transition to kindergar-
ten (see example Fig. 1).

As part of an individualized transition plan, teams 
should consider establishing specific transition goals for a 
child based on their strengths and needs, as well as parents’ 

desires. Then, a child’s team can discuss the individual-
ized practices to use to support the child’s achievement of 
these goals. Teams can then identify accommodations or 
modifications that might be used to support implementa-
tion of these practices. Accommodations and modifications 
can range from specific materials (e.g., social story, visual 
schedule, sensory supports) to additional support (e.g., peer 
model, 1:1 assistance), and also can include modifications 

The information below should be determined as a kindergarten transition planning team and should include 
contributions from parents/caregivers and practitioners who are directly working with a child or who will be in the 
upcoming school year.  

What are some of the family’s strengths that will 
help her successfully transi
on to kindergarten? 

Both of Talia’s parents are familiar with how to use social stories and 
visuals to help her during transi�ons. Both are eager to collaborate 
with kindergarten team members. 

What are some of the child’s individual strengths 
that will help her successfully transi
on to 
kindergarten? 

Talia currently uses social stories and visual cues/schedule to help her 
understand expecta�ons or to support her during transi�on. She uses 
3-4 word sentences to communicate her needs/wants. 

Talia Davis  5/7/2015  8/31/2020  8:05 AM – 2:50 PM 
Child’s Name  Date of Birth  First Day of K Start/End Times 

2/1/2021  1/26/2023  
Mark Twain 
Elementary  Naomi Williams (Mother) 

Annual Review Due  Reevalua�on 
Due 

 Elementary School  Primary Contact 

What is needed to best support family’s adjustment 
during the transi
on to kindergarten? Related Transi
on Ac
vity/Strategy Person(s) Responsible 

and Roles: 

Talia’s parents have requested a copy of their child’s 
daily schedule to facilitate conversa�ons at home 
about her day.  

Talia and her parents will visit the 
kindergarten classroom and walkthrough 
her daily schedule with teachers before 

the school year begins. A copy of the 
schedule will be provided. 

K General Educa�on and 
Special Educa�on 

Teachers 

Talia’s parents have requested that a copy of the 
classroom expecta�ons be provided before the start 
of the year for them to review together over the 
summer. 

A personal copy of visual classroom 
expecta�ons will be sent home at the 

beginning of the summer.  

K General Educa�on and 
Special Educa�on 

Teachers 

What is needed to best support the 
child’s adjustment and success during 

the transi
on to kindergarten? 

Related 
Goal(s) Related Transi
on Ac
vity/Strategy Person(s) Responsible 

and Roles: 

Talia needs visual supports and verbal 
reminders to help her successfully 
transi�on between ac�vi�es 
throughout the day. 

Goal 1 

A visual schedule will be posted in every 
classroom and Talia will have access to a 

personal visual schedule at her desk. 
Teachers will provide her with verbal cues 
to when an ac�vity is ending/beginning. 

K General Educa�on and 
K Special Educa�on 

Teachers 

Talia needs visual and verbal 
reminders of classroom expecta�ons to 
successfully engage with peers and 
adults.  

Goal 2 

Each classroom will have classroom 
expecta�ons posted visually. Talia will 

have access to a personal copy of 
classroom expecta�ons at her seat. 

K General Educa�on and 
K Special Educa�on 

Teachers 

KKiinnddeerrggaarrtteenn TTrraannssiittiioonn PPllaann

Fig. 1  An example of an individualized kindergarten transition plan
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such as changes to the daily schedule and seating arrange-
ment. Lastly, teams should determine what information they 
will collect throughout the transition process (e.g., anecdotal 
notes, systematic observations) to evaluate the child’s pro-
gress towards goals and the effectiveness of the transition 
practices and strategies. By working together to create and 
implement a comprehensive transition plan, team members 
(parents, preschool teachers and staff, and kindergarten 
teachers and staff) can develop a common understanding of 
how to best support child success in the new environment, 
what their roles/responsibilities are, and whether or not they 
have been successful.

During the Child’s Transition to Kindergarten

The kindergarten special education teacher receives an 
email over the summer from Naomi, Talia’s mom. In the 
email, Naomi shares that Talia had recently been seen 
by their pediatrician and he has referred her to an audi-
ologist with concerns about her hearing. Based on the 

communication plan that was created together with Talia’s 
preschool teachers, both of the kindergarten teachers, and 
others at the transition planning meeting, Naomi wanted to 
know if the team could meet prior to the start of the school 
year to discuss the results of the audiologist’s findings. Since 
the kindergarten special education teacher was designated 
by the transition team as the primary contact, and because 
he had called to touch base with Naomi the month prior, 
he shares this information with the rest of the team and 
gives mom a call to schedule a meeting for the week prior to 
school starting. When scheduling the meeting, he reminds 
Naomi about the meet and greet event for kindergarteners 
and their families that week. Naomi thanks him and adds 
the date of their team meeting to the timeline of general and 
individualized transition activities she had received from the 
team at the transition planning meeting in April. The teacher 
lets Naomi know that if anything changes or comes up prior 
to the team meeting, she should feel free to contact him.

The transition to kindergarten often occurs immediately 
after a summer break. Yet, maintaining communication over 

Fig. 1  (continued)
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the summer months can be challenging due to changes in 
staff and family availability and contact information. One 
way to ensure communication is maintained during these 
months is to establish a communication plan and designate 
one practitioner on a child’s kindergarten team to serve as 
a primary contact. Changes that occur related to a child’s 
abilities, needs, or staffing, and parent concerns and ques-
tions may necessitate updating a child’s transition plan or 
accessing additional resources. To ensure that teams are 

able to take proactive measures to address a child’s needs, 
parents and the primary contact might schedule opportuni-
ties to touch base several times during the summer. Addi-
tionally, the collaborative creation of a timeline that can be 
distributed to families and practitioners, and that includes a 
schedule of individualized activities and scheduled contact 
meetings would support a family’s and staff’s involvement 
throughout the summer leading into the child’s transition to 
kindergarten (see example in Fig. 2).

Communication Plan: 
:liamE/enohP:elbisnopseR)s(nosrePemiTdnaetaD:lamroF

Initial Kindergarten Team 
Meeting 

9/15/2020 
Time – TBD and will be 
determined by 8/20/2020 

Matt Douglas 
(Kindergarten Special 
Education Teacher) 

Alexis Cross 
(Kindergarten General 
Education Teacher) 

(555) 555-5555 / 
efgh@sdxxx.org 

(555) 555-5555 / 
efgh@sdxxx.org 

Informal: Frequency: Person(s) Responsible: Phone/Email: 
Phone Conversations Monthly   

(June and July, 2020) 
June: Matt Douglas 
(Kindergarten Special 
Education Teacher) 

July: Alexis Cross 
(Kindergarten General 
Education Teacher) 

(555) 555-5555 / 
efgh@sdxxx.org 

(555) 555-5555 / 
efgh@sdxxx.org 

Child and Parent Visit to 
Classroom/School 

May 24, 2020 

August 15, 2020 

Matt Douglas 
(Kindergarten Special 
Education Teacher) 
and 
Alexis Cross 
(Kindergarten General 
Education Teacher) 

(555) 555-5555 / 
efgh@sdxxx.org 

(555) 555-5555 / 
efgh@sdxxx.org 

Questions or Concerns (Available Throughout the Summer):
Donna Brook (Early Childhood Administrator)            Phone/Email: (555) 555-5555 / efgh@sdxxx.org 

Janet Fox (Mark Twain Elementary Administrator)     Phone/Email: (555) 555-5555 / efgh@sdxxx.org 

PPaarreenntt//TTeeaamm
CCoommmmuunniiccaattiioonn PPllaann

Talia Davis  5/7/2015 

Mark Twain Elementary 
School 

Naomi Williams 
(Mother) 

tcatnoCyramirPhtriBfoetaDemaNs’dlihC
(Parent/Caregiver) 

2/1/2021 1/26/2023 Ma� Douglas 
Annual Review Due  Reevalua� )ffatS(tcatnoCyramirPno

Fig. 2  An example of a kindergarten transition communication plan
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As the school year begins, collaboration between families 
and preschool and kindergarten teachers remains important. 
Preschool teachers and staff may already be familiar with a 
child and their family, whereas at the start of the year kin-
dergarten teachers and staff will be building rapport with a 
child and their family and becoming familiar with the child’s 
strengths and needs within the new environment. Working 
together, families and practitioners can create unique experi-
ences for children with disabilities and their families at the 
start of the year to ensure each child and member of their 
transition team feels supported. One example of intra-agency 
collaboration is hosting a welcome week at the elementary 
school where preschool and kindergarten teachers and team 
members spend the first couple of days of kindergarten wel-
coming children together. In this scenario, a district estab-
lishes a slow start for their preschool program and children 
come for 30 min the first two days to allow teachers and team 
members to then use the rest of their day working alongside 
kindergarten teachers and staff to support the first two full 
days of kindergarten together. This action supports all chil-
dren as they adjust to the different environment and allows 
preschool teachers an opportunity to provide kindergarten 
staff with guidance and support regarding implementation 
of individualized strategies that have been used with spe-
cific children in the past. While this type of collaboration 
may require state and local administrator support, it can be 
beneficial for everyone involved—children and parents see 
a familiar face in the new environment, kindergarten teach-
ers are provided with additional support during a typically 
hectic time, and preschool teachers have another opportu-
nity to observe a kindergarten classroom and learn how they 
might better prepare children for such a transition. Other 
ideas for collaboration and communication at the start of 
the year include kindergarten home visits, and kindergarten 
and preschool teacher co-planning lessons for the first few 
weeks of school.

After a Child’s First Few Weeks of Kindergarten

On the second day of kindergarten, Naomi receives a call 
from Talia’s kindergarten general education teacher. She 
lets Naomi know that while Talia needed one-on-one sup-
port from the special education teacher, to transition to the 
library early in the day and back to the classroom after 
recess, she transitioned independently to music class in the 
afternoon. Naomi asked if she thought it was helpful that the 
preschool teacher was available the first week to model how 
she used the visual schedule with Talia to help prepare her 
for transitions throughout the day. “I did,” said the teacher. 
“I hadn’t used a visual schedule like that before, so it really 
helped that she was able to show all of us on the team how 
Talia could use it.” The kindergarten teacher then explained 
that the distance to the library could possibly be the reason 

that Talia struggled with the transition. The teacher men-
tioned to Naomi that she and the special education teacher 
thought they might possibly ask Talia to carry some of the 
library books to the library next week as one way to possibly 
keep her more on-task during the transition. “What do you 
think of that idea?” “I think that’s a great idea. Talia loves 
to be a helper,” said Naomi. As part of a communication 
plan that the kindergarten teacher team established with 
Naomi before the end of Talia’s preschool year, parents and 
teachers continue to collaborate and communicate through-
out the start of the new school year to ensure that together 
they can modify any changes that might need to be made to 
the original transition plan. This ensures Naomi understands 
how she can work together with the team to best support 
Talia’s transition, and that she can help the team assess the 
success of the transition.

After the first few weeks of kindergarten, the chance to 
meet as a transition team is an opportunity for families and 
staff to share and discuss child progress towards goals and 
problem solve any concerns with a variety of team mem-
bers. Including preschool and kindergarten team members 
as part of this meeting also provides an opportunity for the 
group to discuss implementation of the transition practices 
and strategies, review data collected during the transition 
process, and assess if the transition practices and strategies 
were effective in supporting the child’s achievement of the 
targeted goals. Opportunities for parents, and the kinder-
garten and preschool teams to reflect can help determine 
next steps and things to consider when planning children’ 
transition to kindergarten.

Conclusion

As previously mentioned, supporting successful kindergar-
ten transitions for children with disabilities and their families 
is contingent on the collaboration and communication that 
occurs throughout the transition process (Hojnoski & Mis-
sall, 2020; Rous et al., 2006). Furthermore, it is important 
that families and staff are actively engaged in the transition 
process and are provided opportunities to share information 
and ideas, ask questions, and when needed, problem solve 
ways to support their child’s desired outcomes (Rous et al., 
2020; Starr et al., 2016).

With this in mind, it is important for teachers and staff 
to ensure that all members of a child’s preschool and kin-
dergarten team have opportunities to plan, collaborate, and 
have open communication throughout the transition process. 
High-intensity transition practices, such as individualized 
transition planning meetings or one-on-one classroom visits, 
may require more coordination of resources, yet they pro-
vide the best opportunity for members of the child’s educa-
tional team, including families, to connect and collaborate. 
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Additionally, high-intensity transition practices can best 
support the individual strengths and needs of children and 
families (Rous & Hallam, 2012; Rous et al., 2007a, b) during 
what can be a challenging transition to kindergarten.

Because research has found that a majority of transition 
practices used by teachers are low-intensity or lack collabo-
ration between preschool and kindergarten (Daley et al., 
2011; La Paro et al., 2000; Quintero & McIntyre, 2011; 
Rous et al., 2007a, 2007b; Welchons & McIntyre, 2015), 
additional research is needed to better understand the barri-
ers to use of high-intensity transition practices and potential 
ways of addressing these. Researchers should also consider 
exploring how technologies such as teleconference, text mes-
saging, and other communication applications may enhance 
or ease classroom or programs’ use of these recommended 
practices, especially in response to COVID-19. Finally, there 
exists limited research to describe to what extent use of high-
intensity transition practices can impact a child’s social or 
academic outcomes in kindergarten, or which high-intensity 
transition practices may have more of an effect in compared 
to others. By understanding which high-intensity transition 
practices have a more significant impact on positive child 
and family outcomes, this could help individuals in the field 
prioritize their use.
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