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ABSTRACT 

When enrolling in a postsecondary institution, students with learning disabilities 

(LD) often move from an environment where they were carefully guided to a setting 

where they are expected to achieve on their own (Brinckerhoflf, Shaw, & McGuire, 1992; 

Dalke & Schmitt, 1987; Ryan & Price, 1992). Though students with LD are usually 

provided with transition services, most are unprepared for this transition and need 

assistance in navigating through the continuum of programs and services provided by 

institutions of higher education (Aune, 1991; Brinckerhoflf, 1996; Siperstein, 1988; Vogel 

& Adelman, 1992). 

The purpose of this program evaluation study was to investigate the eflfectiveness 

of one such program, the New Student Experience (NSE) which was a specialized 

orientation program designed for entering college students with learning disabilities. A 

utilization-focused program evaluation model, which includes ultimate, intermediate, and 

immediate outcome goals (Patton, 1986) provided the framework for this study. The 

ultimate outcome goal of the study was to investigate if participation in the NSE had an 

effect on participants' academic achievement (i.e., grade point average (GPA) and 

retention) during their first year at college. Also investigated were the intermediate and 

immediate outcome goals designed to determine if these students and the education 

specialists involved in the NSE perceived the strategies and information presented during 

the NSE as valuable and if the students reported implementing them. Using an ex post 

facto criterion group design, the participant group (N=22) was compared on academic 
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achievement to a sample of freshmen students with LD (N=22) matched on gender and 

high school GPA and SAT or ACT scores. In analyzing the intermediate and immediate 

outcome goals, qualitative and quantitative methods were employed with information 

gleaned from several questionnaires and interviews given to the participants and the 

educational specialists involved in the NSE. Results for the ultimate outcome goal 

showed no differences between the intervention and comparison groups on GPAs earned 

during the first two semesters at college or retention in the university for the second and 

third semesters. Results which addressed the intermediate and immediate outcome goals 

indicated that participants' and education specialists' perceived the information and 

strategies presented at the NSE as valuable for transition into college. Participants also 

reported applying some of the strategies and information presented during the NSE. This 

program evaluation study provided an exploration into the effectiveness of specialized 

orientation programs for students with LD and called attention to the importance of 

evaluating these initial transition activities for the purpose of informing practice. 
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CHAPTER 1 

INTRODUCTION 

Over the past decade, the number of students with disabilities enrolled in colleges 

and universities in the United States has more than tripled (Henderson, 1995; Henderson, 

1999). The percentage of freshmen citing a disability in any category was 2.6% in 1978, 

compared with 9.2% in 1998 (Henderson, 1999). The disability category exhibiting the 

largest growth among undergraduate students was learning disabilities (LD). Between 

1988 and 1994, the percentage of college freshmen with disabilities citing LD as their 

disability more than quadrupled, from 15.3% to 67% (Bureau of Labor Statistics, 1998; 

Henderson, 1995; Henderson, 1999; National Center for Education Statistics, 1997). 

The increase in the aforementioned statistics began with the passage of Public 

Law 94-142. Public Law 94-142, or the Education for All Handicapped Children's Act 

of 1975, was the first law affording students with disabilities the right to a free and 

appropriate public education through high school graduation or age 21, whichever came 

first. The current law, reauthorized in 1997 and renamed the Individuals with 

Disabilities Education Act (IDEA), continues to afford students with disabilities this 

same right. Due to increased awareness and services provided by IDEA for students wath 

LD in the United States school systems, the number of students identified as having LD 

in public and private elementary and secondary schools has increased dramatically. 

When enrolling in postsecondary institutions, students with or without LD are 

assuming the college experience will assist them in obtaining the skills necessary to find 
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gainful employment and to remain competitively employed (Boorstin, 1974). "In 

American Society, it is more likely that individuals with degrees from four-year colleges 

and universities will obtain higher paying jobs that provide opportunities for upward 

socioeconomic mobility than those who do not" (Levine & Nourse, 1998, p. 2). This 

supposition is supported by the United States Department of Education Strategic Plan 

1998-2000 (1997) which reported that in 1982, workers with college degrees earned an 

average of 38% more, over a lifetime, than workers with high school diplomas. 

According to that report, the current lifetime difference in earnings is estimated at 73% 

(United States Department of Education Strategic Plan 1998-2000, 1997). 

Many researchers and professionals believe that if students with LD are to be 

successful in a postsecondary setting, graduate, and have additional earning potential, a 

systematic transition plan and services must be provided during their high school years as 

they transition into postsecondary settings or the workforce (Aase & Price, 1987; Aune, 

I99I; Baker & Blanding, 1985; Bassett & Smith, 1996; Dowdy, Carter, & Smith, 1990; 

Evelo & Price, 1991; Getzel, 1990; Michaels, 1987; National Joint Committee on 

Learning Disabilities, 1987; Scheiber & Talpers, 1985; Vogel & Adelman, 1990b). With 

systematic transition services, students with LD should have the opportunity to learn the 

skills necessary to be successful in postsecondary institutions while still attending high 

school (Aase & Price, 1987; Bassett & Smith, 1996; Vogel & Adelman, 1990b). 

Historically, transition services have focused primarily on the needs of students 

with more severe cognitive and physical disabilities, whereas students with LD were 
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thought to possess the cognitive skills necessary to make transitions into adult life 

i^Bassett & Smith, 1996). When professionals began to realize that learning disabilities 

do not disappear with age, but are in fact chronic and lifelong in nature, transition efforts 

for students with LD began (National Joint Committee on Learning Disabilities, 1994). 

Research has demonstrated that students with LD who were associated with 

transition programs in high school were more likely to attend college than their peers who 

were not associated with such programs (Aune, 1991; Bassett & Smith, 1996; Dalke & 

Schmitt, 1987; Dowdy et al., 1990; Vogel & Adelman, 1990b). Though associated with 

transition programs, students participating in these studies still reported feeling under-

prepared to enter college, both emotionally and academically (Dowdy et al., 1990). 

Additionally, many of the transition efforts were coordinated primarily by general 

educators rather than special education teachers, vocational rehabilitation (VR) 

counselors, or vocational education teachers. Researchers subsequently concluded that 

students with LD were not receiving appropriate transitional services and that high 

school, postsecondary, and vocational educational institutions must do a better job with 

transition services (Aune, 1991; Dalke & Schmitt, 1987; Dowdy et al., 1990). 
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Statement of the Problem 

One way to support students with LD in their transition from high school to 

postsecondary settings is to provide summer institutes or specialized orientation 

programs. Although some institutions of higher education have developed summer 

institutes and specialized orientation programs for undergraduate students with LD, 

minimal information is available concerning their effectiveness on student performance 

and retention. Aune (1991) and Dalke and Schmitt (1987) found that students with LD 

who enrolled in postsecondary institutions with transition programs which addressed key 

issues achieved higher GPAs and persisted longer toward graduation. Except for this 

limited research little has been done to either quantitatively or qualitatively evaluate the 

effectiveness of such programs. 

There is a major need for research and evaluation in this area. For example, 

Brinckerhoff, Shaw, and McGuire (1993) urged postsecondary institutions to view 

summer transition programs as a way to gather both formal and informal data to assess 

the way undergraduate students with LD are provided services at the postsecondary level. 

Dalke (1991) emphasized that any transition program should include a mechanism for 

recording and summarizing data. McGuire, Hall, and Litt (1991) stated that until 

disability services personnel systematically identify the interventions that facilitate 

positive outcomes for undergraduate students with LD, professionals will simply string 

together services with Umited potential for fostering systematic and predictable success 

among undergraduate students with LD. The consistent use of program evaluation 
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methods is clearly lacking in transition programs for students with LD. 

Purpose of the Study 

The purpose of this program evaluation study was to investigate the effectiveness 

of the New Student Experience (NSE), a specialized orientation program designed for 

entering college students with LD. A utilization-focused program evaluation model, 

which includes ultimate, intermediate, and immediate outcome goals (Patton, 1986) 

provided the framework for this study. The study was based on the need for data-driven 

transition and orientation programs for students with LD as they transition from high 

school to college. 

In designing the evaluation, three levels of program outcome goals were 

considered to respond to the program's culture and to the needs of the stakeholders. The 

first, or immediate outcome level goals, related to program implementation and 

participation. The second, or intermediate outcome level goals, related to 

accomplishments or changes expected from participation in the program. The third level, 

or ultimate outcome goal, focused on long term changes in development or behaviors 

related to participation in the program. Each level of outcome goal is dependent on the 

other, thus providing a conceptual vehicle for linking academic outcomes and 

developmental change when possible (Schwitzer, 1997). 

The ultimate outcome goal for this evaluation study was to determine if 

participation in the NSE, had an effect on students' academic achievement (i.e., GPA and 

retention) during their first year in college. The major research questions that addressed 
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the ultimate outcome goal were; 

1. Did student participation in the fall 1998 NSE for students with LD affect 

their achievement (i.e., GPA and retention) during their first year at 

college? 

la. Is there a significant diflference between the intervention and 

comparison groups on fall and spring GPA when students are 

matched for high school academic GPA, SAT or ACT scores, and 

gender? 

lb. Is there a significant diflference between the intervention and 

comparison groups on retention for the spring and fall semesters 

when students are matched for high school academic GPA, SAT or 

ACT scores, and gender? 

2. Is there a relationship between the number of activities/workshops 

attended during the NSE by participants and their achievement (i.e., GPA 

and retention) during their first year at college? 

2a. For those students who participated in the fall 1998 NSE, is there a 

relationship between the number of activities/workshops attended 

and their fall and spring GPAs? 

2b. For those students who participated in the fall 1998 NSE, is there a 

relationship between the number of activities/workshops attended 

and their spring and fall retention at college? 



18 

The intermediate and immediate outcome goals of the current program evaluation 

were to determine if the students and education specialists involved perceived the 

strategies and information presented during the NSE as valuable and to determine if the 

students reported implementing them. The third and fourth research questions addressed 

the intermediate and immediate outcome goals; 

3. How valuable did the students perceive the strategies and information 

presented at the NSE and did they report implementing them in during 

their transition into college? 

4. Did the education specialists of the Strategic Alternative Learning 

Techniques (SALT) Center perceive the strategies and information 

presented at the NSE as valuable for facilitating student transition into 

college? 

Significance of Studv 

The significance of the present study is that it adds to the limited literature related 

to evaluation of summer transition and specialized orientation programs for 

undergraduate students with LD. The National Joint Committee on Learning Disabilities 

(NJCLD) (1994) recently expressed concern that many students with LD do not consider 

postsecondary educational options. This is largely due to the lack of encouragement and 

assistance fi^om fiiends, parents, and education professionals. Despite this lack of 

encouragement and assistance, the number of students with LD enrolling in 

postsecondary institutions has increased dramatically in the last two decades. Students 
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with LD who are choosing a postsecondary education are searching for eflfective 

transition programs to assist them in these more challenging settings (Aune, 1991; 

Brinckerhoff, 1993; Brinckerhoflfet al., 1992; Brinckerhoflf et al., 1993; Collett-

Klingenberg, 1998). Professionals require well researched practices on which to build 

these programs. If the NSE positively affects students' GPA and retention and if students 

find the strategies and information valuable, other universities might consider transition 

and specialized orientation programs such as the NSE. Other postsecondary institutions 

also need to evaluate their own transition/orientation programs in a systematic manner to 

determine if the needs of their students are being met. This study used a utilization-

focused program evaluation model which could be used as a framework for evaluation by 

other universities. 

Limitations of the Study 

The limitations of the study were primarily associated with the sample. First, all 

participants were volunteers and not randomly assigned to groups. Second, all 

participants were associated with a fee-based program for undergraduate students with 

LD. Third, the program evaluation study was conducted at a large research university in a 

large Southwestern city. Therefore, it may not be representative of the general 

undergraduate student population with LD. Fourth, while the intervention group and 

comparison group were matched for gender, there were more males than females in both 

groups. Fifth, all individuals who participated in the study were Caucasian and therefore 

did not represent a cross-cultural sample of undergraduate students with LD. Sixth, since 
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only two of the participants were receiving financial aid, it was assumed that the 

remaining participants were from middle to upper class backgrounds. This would not be 

representative of the general population of undergraduate students enrolled in 

postsecondary educational institutions. Seventh, only 20% (N=22) of the undergraduate 

freshmen students with LD associated with the fee-based program participated in the 

study, making it impossible to ascertain if the study would have yielded different results 

if an increased percentage of undergraduate freshmen students with LD had chosen to 

participate. The small sample size (N=22) poses a threat to the external validity of the 

study. Additionally, the materials and strategies presented during the NSE were chosen 

based on the experience and knowledge of the presenting personnel, and were not 

necessarily selected based on researched practices. This was in response to time 

constraints associated with developing the activities/workshops. 

Definition of Terms 

Graduate. An individual who has received formal recognition for the successful 

completion of a prescribed program of study (National Center for Education Statistics, 

1997). 

Learning disabilities. Learning disabilities is a generic term that refers to a heterogeneous 

group of disorders manifested by significant difiBculties in the acquisition and use of 

listening, speaking, reading, writing, reasoning, or mathematical abilities. These 

disorders are intrinsic to the individual, presumed to be due to central nervous system 

dysfunction, and may occur across the life span. Problems in self-regulatory behaviors. 
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social perception, and social interaction may exist with learning disabilities, but do not 

themselves constitute a learning disability. Although learning disabilities may occur 

concomitantly with other handicapping conditions (for example, sensory impairment, 

mental retardation, serious emotional disturbance), or with extrinsic influences (such as 

cultural differences, inappropriate or insufi5cient instruction), they are not the result of 

those influences or conditions (National Joint Committee on Learning Disabilities, 1990). 

Postsecondary education. The provision of formal instructional programs with a 

curriculum designed primarily for students who have completed the requirements for a 

high school diploma or equivalent. This includes programs with academic, vocational, 

and continuing professional education purposes, and excludes vocational and adult basic 

education programs (National Center for Education Statistics, 1997). 

Transition. Moving from one educational setting to another. For the purposes of this 

paper the movement of students from a secondary to a postsecondary educational 

institution. 

Undergraduate students. Students registered at a postsecondary education institution who 

are working in a program leading to a baccalaureate degree or other formal award below 

the baccalaureate, such as an associate degree (National Center for Education Statistics, 

1997). 



CHAPTER 2 

REVIEW OF THE LITERATURE 

The first section of the literature review provides an overview of the laws and 

services relevant to students with LD enrolled in postsecondary education institutions. 

The second section includes a definition and overview of transition services. The third 

section provides a review of the literature on transition services for students with LD and 

services outcomes. The fourth section examines literature associated with program 

evaluations conducted about orientation programs within postsecondary institutions. The 

last section provides a review of the literature associated with utilization-focused program 

evaluations. 

Laws and Services 

Research has suggested that service providers in postsecondary settings working 

in offices for students with disabilities often view their primary role as implementers of 

laws and regulations (BrinckerhoflF et al., 1993; Shaw, 1998, February). When working 

with students diagnosed with LD, these providers frequently attempt to juggle the 

provisions of the law with what they think is best for the student(s). Service providers 

need to be proactive in developing appropriate accommodations and comprehensive 

services, rather than just reacting to the latest court ruling or Office of Civil Rights (OCR) 

finding (Shaw, 1998, February). Section 504 of the Vocational Rehabilitation Act of 

1973 and the Americans with Disabilities Act of 1990 (ADA) are the two pieces of 

federal legislation of concern. These two laws outline the minimal provisions institutions 
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of higher education must make regarding students with disabilities, including those 

students with LD. 

Section 504 of the Vocational Rehabilitation Act 

Section 504 provides the primary legal basis relating to college students with LD 

Rothstein (1991). In the context of postsecondary and vocational education services a 

•qualified" person with a disability is someone who "meets the academic and technical 

standards requisite to admission or participation in the recipient's education program or 

activity" (34 CFR 104.3 (k)). When students with disabilities meet these criteria. Section 

504 mandates the following be provided: (a) access to facilities and activities; (b) 

admission policies that do not discriminate on the basis of a disability; (c) testing 

procedures with appropriate accommodations; and (d) provisions of auxiliary aids and 

services (Lynch-Torkelson & Gussel, 1996). Any institution of higher education 

accepting and receiving federal funds is responsible for adhering to the regulations 

outlined by this statute. 

Americans with Disabilities Act 

The authors of the ADA sought to broaden the focus of Section 504 to both public 

and private sectors. It was the continued legislative effort to provide Americans with 

disabilities the same access to activities and opportunities in life that able-bodied people 

had taken for granted (Mishra, 1995). ADA regulations for institutions of higher 

education require that no discrimination be present in regard to; (a) admissions and 

recruitment; (b) treatment of students; (c) academic adjustments, including the provision 
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of auxiliary aids; (d) housing; (e) financial aid and employment assistance; and (f) non-

academic services (Milani, 1996, p. 994). These regulations are based on Title II of the 

ADA that assist institutions of higher education in articulating the rules, regulations, and 

policies for the academic modifications set forth in Section 504. Title III of the ADA 

brought private institutions of higher education into this arena. Title III, a non

discrimination mandate, provides a broad focus that ensures people with disabilities 

access to services, opportunities, and places that society oflfers (McCusker, 1995). 

Professionals within postsecondary institutions interpret their responsibilities under each 

of these laws differently and thus, serve students with LD along a continuum as discussed 

in the next section. 

Continuum of Services under Section 504 and ADA 

The continuum of services offered by institutions of higher education range from 

meeting minimal requirements under Section 504 and the ADA to comprehensive 

services meant to assist students in a variety of areas (Brinckerhoff, 1993; Kroeger & 

Schuck, 1993; Vogel & Adelman, 1993). If an institution offers students with disabilities 

the minimal modifications outlined within Section 504 and ADA, the affirmative action 

officer or ADA coordinator are usually the individual a student sees to receive 

accommodations (Brinckerhoff, 1993; Vogel, Hruby, & Adelman, 1993). An affirmative 

action officer or ADA coordinator usually has limited knowledge, experience, time, staff, 

and resources to meet the needs of students with LD. They primarily provide access 

services or refer students to generic services on campus (Brinckerhoff, 1993; Vogel & 
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Adelman, 1990b). In contrast, comprehensive services can include assistance in choosing 

an academic program, the development of an individualized semester plan, advocates, 

trained tutors, access to assistive technology, and monitoring of academic progress all 

performed by professionals trained in the area of LD (Brinckerhoflf, 1993; Kroeger & 

Schuck, 1993; Vogel & Adelman, 1993). To provide comprehensive services, 

institutions of higher education must meet all the requirements under Section 504 and the 

ADA (1990), while meeting the individual needs of students with LD. 

Gregg, Heggoy, Stapleton, Jackson, and Morris (1996) present a comprehensive 

services frame in discussing system-wide approaches to servicing college students with 

LD. They state that an institution of higher education is required to make reasonable 

accommodations to any student meeting the criteria to access services for LD at that 

particular institution. By law, the term accommodation is a deliberately flexible standard 

designed to incorporate the needs of people with various disabilities. A reasonable 

accommodation for one individual may not be the same as for another individual due to 

type and severity of disability. The appropriateness of accommodations for an individual 

student must be evaluated on its own facts and merit (Americans with Disabilities Act, 

1990). By examining each accommodation individually, the needs of an individual are 

met while still applying the spirit of the law. 

Scott (1996) examined comprehensive services by looking at collaboration as a 

way to service students with LD in institutions of higher education. Scott based her 

definition of collaboration on that used by Pollack and McGuire (1988), who defined 
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collaborative services as "entailing a student-centered, interactive model in which 

cooperation is the key to eflfective service delivery" (p. 82). Collaborative structures of 

support emphasize that diverse constituents, including various departments, agencies, or 

support services, as well as individuals with LD, establish common goals and agree to 

commit power and resources to achieve these mutually exclusive identified goals. 

Collaboration illustrates a seamless service delivery system based on a student-centered 

approach to services rather than focusing on the college's minimal legal requirements. 

In enrolling in a postsecondary institution, students with LD often move from an 

environment where they were carefully guided and instructed in small groups, to a setting 

where they are expected to achieve on their own and in large classes (BrinckerhofF et al., 

1992; Dalke & Schmitt, 1987; Ryan & Price, 1992). Though students with LD are 

usually provided with transition services, most are unprepared for this transition and need 

assistance in navigating through the continuum of services provided by institutions of 

higher education (Aune, 1991; BrinckerhofF, 1996; Siperstein, 1988; Vogel & Adelman, 

1992). 

Transition Services Definition and Overview 

Transition is a process in which people move from one environment to another. 

Throughout a student's academic career they encounter many transitions; for example, 

they make transitions from elementary school to junior high school and then from junior 

high school to high school. For most students without disabilities these transitions are 

taken in stride. For students with LD, these transitions can be wrought with anxiety and 
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fear of the unknown. Transition services are defined within IDEA (IDEA, P.L. 101-476) 

as a coordinated set of activities for a student with a disability that is; 

(a) designed within an outcome orientated process, which promotes 

movement from school to post-school activities, including post-secondary 

education, vocational training, integrated employment (including 

supported employment), continuing and adult education, adult services, 

independent living, and community participation; 

(b) is based upon the individual student's needs, taking into account the 

student's preferences and interests; and, 

(c) includes instruction, related services, community experiences, the 

development of employment and other post-school adult living objectives, 

and, when appropriate, acquisition of daily Uving skills and functional 

vocational evaluation (Section 602 (a) (14)). 

A formal transition program consists of a set of activities designed to assist students in 

preparing for and understanding the new environments they are entering. For these 

transition activities to occur successfully, comprehensive transition services must be in 

place within the secondary educational setting. 

The overarching component within the transition process is the development of an 

Individualized Transition Plan (ITP), which includes objectives to be followed if the 

student is to reach his/her transition goals. The main purpose of the ITP is to prepare 

students to lead productive, independent lives after their secondary education experience. 
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To achieve the goals written in the ITP, students must first be integrated into normalized 

environments within their secondary education. Secondly, paid work experiences are 

essential to provide the students the experiences necessary to secure and hold a job. 

Thirdly, family and friends must be supportive during this time. Finally, coordination of 

services should be by one individual. This insures all resources and information are being 

properly and consistently disseminated. Instruction on how to secure a job and assistance 

in locating a job might be necessary for certain students. Each of these components must 

be assessed and evaluated for educators to see the impact of the transition process. 

Transition Services and their Outcomes for Students with Learning Disabilities 

Transition services have traditionally focused on the needs of students with 

severe cognitive, physical, and senory disabilities. As stated earlier, students with LD 

were long believed to possess the cognitive skills necessary to make transitions into adult 

life (Bassett & Smith, 1996). The need for transition services for students with LD is 

increasingly apparent as outcomes of longitudinal studies report dismal postschool 

outcomes for these students (Collett-Klingenberg, 1998; Edgar, 1987; Schumaker, 

Deshler, Alley, & Warner, 1983). Although students with LD have the highest 

employment rate of all disability categories, they still have high rates of unemployment 

and underemployment when compared to the general population (Edgar, 1987; Humes & 

Brammer, 1985; Sitlington & Frank, 1990). Fairweather and Shaver (1991) found that 

only 17% of students with LD eligible to enroll in postsecondary education do so, 

compared to 56% of the non-disabled population. Transition eflforts, along with research 



to support such programs, were initiated for students with LD once professionals began to 

realize that LD do not disappear with age, but are in fact chronic and lifelong in nature 

(National Joint Committee on Learning Disabilities, 1994). 

In an initial study, Dowdy, Carter, and Smith (1990) examined the self-perceived 

differences in the transition needs of high school students with and without LD. A 

transitional services survey was used to examine diflferences in: (a) identification of 

career goals, (b) self-perceived social network or support system, (c) assistance in 

transition from school to work, (d) post-graduation goals, (e) self-perceived assets and 

limitations in respect to goals after high school, and (f) knowledge of vocational 

rehabilitation services. They found that 50 LD and 27 NLD students participated in 

programs related to transition efforts. When questioned about career goals, both groups 

noted that parents had the greatest effect on these decisions. Parents also helped in 

securing employment during high school. Each group noted they would like more 

assistance in career goals and planning. Students with LD also inquired about how to get 

a job and live independently. Both groups believed personality and behavior problems 

would be the biggest obstacles in getting a job. In relation to college, 63.9% of students 

with LD indicated their parents would provide assistance to them while they attended 

college; compared with 98.3% of NLD students. Forty-two percent of students with LD 

and 18 .8% of NLD students reported they thought academic problems would keep them 

from college. 

Dowdy et al. (1990) found few differences between students with and without LD 
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when asked questions related to the existence of support programs. The support 

programs for students with LD were administered by vocational rehabilitation agencies 

while NLD students were receiving this support in their high school business classes. 

Alarming to those who administered the transition programs for students with LD was the 

report that this group of students felt that their general education teachers were providing 

more transition assistance than their special education teachers, VR counselors, and 

vocational education teachers. The students also reported they felt unprepared to enter 

college, both emotionally and academically. 

While Dowdy et al. (I990)and his colleagues surveyed high school students, Aune 

(1991) followed the progress of 55 students from their junior and senior years of high 

school to the completion of their first year at a postsecondary institution. The focus of 

activities within the transition model utilized were; (a) understanding strengths and 

weaknesses, (b) awareness of post-secondary requirements, (c) exploring career options, 

(d) selecting a college, (e) using study strategies, (f) using accommodations, (g) 

developing self-advocacy skills, and (h) improving self-advocacy skills. The processes 

used to enhance these areas during the participants' junior year of high school were to 

select appropriate course work based on their post school objectives, learn and implement 

study strategies, explore different career options, and become aware of the postsecondary 

school options. 

Aune (1991) found that of the 31 students who were followed through their first 

year in a postsecondary setting, 58% completed a fiill year of postsecondary schooling. 
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An additional 26% of the students completed either a fiiil year in the military or were 

employed full time. Eighty-four percent of the participants were involved in either full-

time education, the military, or full-time employment. Of the students who began 

postsecondary school, 89% completed the first year. Of the 21 students who graduated 

fi-om high school at the end of project, 67% planned to continue on in postsecondary 

settings, 19% planned to enter full-time employment, and 14% were undecided. 

In an attempt to broaden the focus of transition research, Hicks-Coolick and Kurtz 

(1997) studied transition as it relates to factors of success for students with LD in 

postsecondary education. They conducted semi-structured interviews with counselors for 

students with LD in nine postsecondary institutions. To have a broad range of 

experiences represented, nine postsecondary institutions included two private colleges, 

two state universities, two public four-year colleges, one conmiunity college, and two 

vocational schools. The primary question asked was, "What personal characteristics 

contribute to the postsecondary academic success of students with LD?" (Hicks-Coolick 

& Kurtz, 1997, p. 31). 

The researchers reported that three interrelated factors - motivation, preparation, 

and self advocacy - dififerentiated successful from unsuccessful students with LD 

(Hicks-Coolick & Kurtz, 1997). Counselors participating in this study reported that 

students who were successful made completion of a postsecondary education their goal. 

Further, they used whatever services were available to them to achieve that goal. It was 

noted that motivation and hard work toward a goal were not always reflected in the 
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grades earned by students with LD. Students with LD also needed to be prepared 

academically to meet the challenges within a postsecondary setting. These challenges 

were overcome when a student developed self-advocacy skills. The researchers defined 

the characteristics of self-advocacy as; (a) self-awareness; (b) self-acceptance; (c) 

knowledge of laws, policies, and resources; (d) assertiveness skills; and (e) problem 

solving skills. All these characteristics were included because they provided students 

with the skills necessary to articulate their needs, both socially and academically. 

Furthermore, Hicks-Coolick and Kurtz (1997) suggested that school social 

workers can assist students in cultivating the ability to self-advocate. A major focus of 

this effort was to teach students with LD how to articulate their specific LD and how it 

affected them. In addition to assisting students in their understanding of their specific 

LD, social workers also focused on students' acceptance of their LD. The researchers 

suggested that a multi-system approach should be utilized to cultivate the characteristics 

associated with successful students with LD. This approach should be incorporated into 

individual counseling, self-advocacy groups, and collaboration efforts among educational 

professionals. 

In response to the need for transition services many secondary and postsecondary 

institutions initiated summer programs. Dalke and Schmitt (1987) studied the outcomes 

of students who had attended a summer program focused on assisting students with LD in 

transitioning into college. The researchers found that the GPAs at the end of the first 

semester for those students who had attended the program were significantly higher than 
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of those students who had not attended. To further explore the students' transition needs, 

a 17-item questionnaire was administered at the conclusion of the program. Based upon 

the results of this questionnaire, students expressed overall satisfaction with the program. 

Students rated the component on how to secure services as the most helpful. Students 

further noted they understood their individual LD better because of the training they had 

received over the summer. The .students were able to make fnends so they would not feel 

so alone in the fall. At the outset of the semester, it was noted that students contacted 

their professors sooner than they had in the observable past. Another outcome of this 

research was the description of the dififerences between high school and college as 

experienced by students with LD. 

Due to different demands placed on students with LD in postsecondary settings, 

Daike and Schmitt (1987) saw the need for a focused transition process. They outlined 

four important differences between high school and college that can cause difficulty for 

students with LD: (a) a drastic decrease in teacher-student contact, (b) greater academic 

competition, (c) a different personal support network, and (d) loss of protective 

environment. All of these differences should be brought to students' with LD attention 

and addressed either during individual counseling sessions or in activity/workshop format 

before they enter college, or they may already feel as if they are behind the others 

students. 

In summary, transition services relate to a wide array of program options focused 

on providing students with support, information, and resources about post-school 
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environments. The literature supports the premise that the information students with LD 

receive during their high school years can assist them in making appropriate decisions 

about their post-school goals. 

Orientation Programs for Non-Disabled Students 

Postsecondary institutions traditionally assist students with the transition process 

by offering orientation programs during the summer before they enter college. 

Orientation programs are meant to; (a) familiarize students with administrative 

regulations of the institution and expected behaviors, (b) introduce students to student 

services, (c) provide opportunities for students to meet informally with faculty, (d) guide 

students in designing an academic program and/or choosing a major, (e) assist students in 

career planning, and (f) help students develop academic skills essential to their survival as 

college students (e.g., study skills, notetaking, effective writing) (Titley, 1985). The 

duration and format for orientation programs is not consistent among institutions of 

higher education. However, the one common goal in orientation programs is the 

facilitation of the student's successful integration into a new and unfamiliar academic and 

social setting (Pascarella & Terezini, 1991). Even though the use of orientation programs 

is quite prevalent at universities, there are relatively few studies that have evaluated the 

effects of these programs. 

Peterson and Borden (1993) used a qualitative approach to study students' 

perceptions and evaluations of Freshman Orientation at North Carolina State University. 

Of the 2,601 students who attended the orientation, 136 (who were part of a voluntary 
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Freshman Year Experience Program) participated in focus group interviews. The 

students who participated in the Freshman Year Experience were enrolled in a multi-

disciplinary course. Each of nine sections of the multi-disciplinary course were divided 

in half to form the focus groups. A facilitator and a recorder held the focus group 

sessions and presented a set of standardized questions. 

Results from the focus group interviews indicated that while students were 

attending orientation, they were most concerned with obtaining information about 

registration, advising, and the requirements of their majors. The students felt the 

information they received in these areas was presented in an overview fashion instead of 

providing the in-depth information they had desired and anticipated. Students also 

reported that the campus tour was a helpful part of the program. It alleviated their feaxs 

about becoming lost on the large campus. The students further noted they would have 

preferred receiving the information in a variety of formats (e.g., small group discussions 

and role-playing) and in various locations to ease the monotony of lecturing. Overall, 

they believed the orientation process was a helpful first step and offered suggestions on 

how it could be improved to better meet the needs of incoming students. 

Other orientation programs which have been evaluated for their impact on student 

success examine the experiences of at-risk students. Studies conducted by Hardy and 

Karanthanos (1992) and Rita and Bacote (1997) on the impact of a semester long course 

for at-risk students on transition and success at college are reviewed. The results are then 

presented in an aggregated format. 
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The effects of a bridge course on 59 high-risk freshman was the basis for Hardy 

and Karathanos (1992) research. The subjects of the study were defined as high risk by 

comparing their scores on the standardized ACT to other incoming freshmen. The course 

was designed to assist students in making the personal and psychological adjustments 

necessary to transition successfully into university courses. The bridge course included 

sessions focusing on; (a) orientating students to university facilities, resources, and 

services; (b) providing information on advising and academic options; (c) examining 

values and academic goals; and (d) assisting students in personal growth and adjustment 

to college life by developing basic study, time-management, test-taking, decision-making, 

and problem solving skills. To determine whether the semester-long bridge course had 

positive effects on self-concept, academic performance, and persistence of high-risk 

students admitted in the fall of 1987, Hardy and Karathanos (1992) analyzed self-concept 

levels, GPAs, and dropout rates before and after the course. Self-concepts were measured 

by administering the Tennessee Self Concept Scale (Fitts, 1965). 

Similarly, Rita and Bacote (1997) studied the effects of a summer bridge program 

on 52 high-risk students entering college. The researchers defined high-risk as low-

income minority students who had low high school grade point averages. They sought to 

determine the effects of a summer bridge program on the personal, academic, and social 

development of these minority students during their first year at college. The College 

Discovery Prefreshman Summer Program (CDPSP) combined intensive academics in the 

areas of English composition, reading, and math, with study skills and career seminars. 
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A close-ended, five-point likert scale questionnaire aimed at assessing the extent to which 

the goals and objectives of the program were met was utilized (Sana Rita & Bacote, 

1991). This questionnaire and the GPAs were used to assess the effectiveness of the 

bridge program. 

Both evaluation studies found evidence of positive eflfects of transition programs. 

Both evaluation studies concluded that students felt the bridge course had helped them 

within the area of personal development. Hardy and Karathanos (1992) found the self-

concept levels of the students showed significant gains in the scale related to personal 

self Because one of the main purposes of the course was to assist students with their 

personal growth, adjustment to university life, and academic demands, this was 

interpreted as an educationally important gain. The subjects in the Rita and Bacote 

(1997) study reported that they felt a part of the community on campus and that their non-

academic goals (i.e., meeting new people, joining clubs) were being met more than their 

academic goals. Both Hardy and Karathanos (1992) and Rita and Bacote (1997) reported 

that students in the bridge groups earned a higher cumulative GPA than those students 

who had not participated in the course. 

Hardy and Karathanos (1992) found no significant differences in retention figures 

between the two groups, although students in the bridge group completed more unit hours 

than students in the control group did. In contrast, Rita and Bacote (1997) found that 

93% of the participants enrolled for a third semester in college while only 65% of the 

general population enrolled. Overall, the bridge courses were viewed favorably by both 
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groups of students studied. The programs appear to have met the goals of transitioning 

high risk students into the academic and cultural life of the campus. 

The three studies reviewed consistently indicate that orientation and well-

developed transition programs do have a positive effect on students' performance during 

their first year of college. Orientation programs that focus on high-risk, low-income, 

minority students, and students with LD are becoming part of the established recruiting 

efforts of colleges and universities. Research and evaluation of these programs are less 

common even though the outlay of resources to support such programming is great. To 

ensure that these programs will be part of the services offered to students in the future 

more research and a useful program evaluation model is critical. 

Utilization-Focused Program Evaluation 

Program evaluations are conducted by postsecondary institutions so that decisions 

may be informed, options clarified, and uncertainties reduced. Evaluations also provide 

information about programs within the boundaries of time, place, values, and politics. 

Wholey, Hatry, and Newcomer (1994) defined program evaluation as "the systematic 

assessment of program results and, to the extent feasible, systematic assessment of the 

extent to which the program caused those results" (p. 14). 

The theory surrounding utilization-focused program evaluations was developed by 

Patton (1986). His goal was for evaluation information to be applied to program decision 

making and improvement. Patton's (1986) definition of a program evaluation included 

the elements of collection, characteristics, and outcomes of programs so that constituents 
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invested in the outcomes of the program could "reduce uncertainties, improve 

effectiveness, and make decisions, with regard to what programs are doing and affecting" 

(Patton, 1986, p. 14). Thus, the first step in utilization-focused program evaluation is to 

define the primary users of the evaluation. 

Patton (1986) called the primary users of the evaluation stakeholders. He defined 

stakeholders as people who have a vested interest in the program evaluation findings 

(Patton, 1986). The questions that stakeholders have about a program and their intended 

use of the evaluations findings constitute the purpose of the utilization-focused program 

evaluation. Multiple stakeholders can be identified within one utilization-focused 

program evaluation. Since stakeholders can be comprised of university presidents, other 

student services departments, program directors, staff, and students, multiple ways of 

analyzing and gathering information must be utilized. 

Utilization-focused program evaluations allow the researchers to use both 

quantitative and qualitative research methods to construct and analyze information 

gathered to form a more inclusive picture. Because utilization-focused program 

evaluation is undertaken to inform multiple stakeholders and not a specific audience, 

various research methods are employed to answer the research questions. The 

information drawn from quantitative and qualitative research methods is used to inform 

the validity of each methods' findings. Since the goal of utilization-focused program 

evaluation is to conduct relevant, rigorous, and understandable research with results that 

are viable, reliable, and believable, the co-mingling of the research methods adds to the 
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methodological rigor of a given study. Student services departments within institutions 

of higher education use the co-mingling of quantitative and qualitative research to assist 

them in linking measurements of retention and academic outcomes to developmental 

change. 

The idea of linking retention and academic outcomes with developmental change 

is important to student services personnel who report to multiple stakeholders. 

Administrative units within institutions of higher education are concerned with 

enrollment, retention, and revenue, whereas faculty and student services professionals are 

concerned with the development of students. These two areas of concern are addressed 

with the ten basic premises of utilization-focused program evaluation (Patton, 1986): 

1. A concern for use should be the driving force in evaluation. 

2. Utilization is ongoing and continuous from the onset of the evaluation. 

3. Evaluations should be user-oriented. 

4. Once intended evaluation users are identified they should be actively 

involved in making decisions about the evaluation. 

5. There are multiple and varied Interests around any evaluation. 

6. The stakeholders chosen for active participation should be able to do so in 

a high-quality fashion. 

7. Researchers should train the stakeholders how to be involved in the 

evaluation process. 

8. Evaluation processes and findings are used in a variety of ways. 
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9. Situational factors afifect utilization. 

10. Utilizations impacts on financial and staff time costs. 

These ten premises were used to develop utilization-focused program evaluations for 

student services settings. Two examples of program evaluations and their outcomes are 

presented. 

Counseling centers at postsecondary institutions provide students with 

professionals trained in assisting them with the myriad of concerns students face while 

enrolled in college (Winston, 1996). Generally, these counseling centers are utilized by 

students on a voluntary basis. Schwitzer, Grogan, Kaddoura, and Ochoa (1993) studied 

the effects of brief mandatory counseling intervention on help-seeking and academic 

success among at-risk college students. The researchers chose a utilization-focused 

program evaluation model in order to link mandatory counseling and later help-seeking 

actions with eventual academic success. The stakeholders in this were the counseUng 

staff and university administrators. In order to link mandatory counseling and help-

seeking actions, the researchers chose to examine the number of counseling sessions that 

students attended after their initial contact (immediate outcome goal), how CPA changed 

(intermediate outcome goal), and what percentage of students persisted to graduation 

(ultimate outcome goal). 

In this investigation, 131 sophomore students with CPAs below 2.3 who received 

financial aid, were included. The mandatory intervention for the 131 students consisted 

of two phases. Within the first phase, students were required to complete a Survey of 
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Study Habits and Attitudes (SSHA) (Brown & Holtzman, 1966) and the Cooperative 

English Reading Comprehensive Test (CERT) (Educational Testing Services, 1960) to 

ascertain a realistic picture of their academic attitudes and behaviors. The SSHA 

measured students' study and classwork behavior, personal attitudes, and motivation as it 

related to academic demands. The CERT assessed the students' reading and language 

usage skills. In the second phase, students participated in a semi-structured interview 

with a college counselor who provided support, discussed client's perceptions of their 

academic experience and difficulties, and reviewed the written assessment. These 

interviews focused on allowing students to share their freshman year experiences by 

responding to questions from the interviewer based on the SSHA subscales of time 

management and avoidance, study behaviors, attitudes about instructors, and educational 

motivation. The college counselors provided practical suggestions (e.g., writing centers, 

tutoring services) to students as well as recommendations for future use of services. 

Schwitzer et al. (1993) found that participation in a brief mandatory counseling 

session did enhance students' help-seeking behaviors. Regarding immediate outcome 

goals, the researchers found that students who planned a follow-up counseling session at 

the end of the initial session utilized counseling services more consistently over time. 

Those students who did not schedule a follow-up session immediately accessed 

counseling services only when they had academic concerns again. Results associated 

with intermediate outcome goals found that, on average, students' GPAs increased from 

2 .0 to 2 .3. For ultimate outcome goals, two-thirds of the students within this study 
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persisted onto graduation from the university. The results associated with the needs and 

use of counseling by students addressed the concerns of the counseling staflf, while 

information on students' earned GPAs and persistence toward graduation answered 

university administrators interests. 

A utilization-focused program evaluation design was also used by Schwitzer, 

McGovem, and Robbins (1991) to examine the association between participation in a 

college freshman orientation and improved academic and social adjustment. The 

immediate outcome goals were to determine how productive the participants viewed the 

seminar experience. Relative to intermediate outcome goals, researchers examined the 

participants' level of knowledge about the university community and social adjustment 

over the course of the seminar. The ultimate outcome goal was to determine if a 

relationship could be established between enrollment in the seminar and adjustment to 

college life, based on fall GPA, academic credits, and registration for the spring semester. 

Participants in the study included 113 entering freshman who enrolled voluntarily 

in the seminar and participated in the study. Immediate outcome goals were addressed by 

having participants complete a course satisfaction rating. The evaluation measured the 

student's level of satisfaction with the seminar design and content as well as a classroom 

environment scale used to address the psychosocial environment of the classroom. 

Participants completed a campus information survey regarding their knowledge of 

campus procedures and resources as well as a student adjustment to college questionnaire 

(SACQ) (Baker & Sirj'k, 1984) to self-report their adjustment to college life. The 
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measures were in response to intermediate outcome goals. The GPA earned during 

participants' first (fall) semester at college, number of academic units, and registration in 

the spring semester were examined in relation to ultimate outcome goals. 

All of the participants were enrolled in a seminar titled "College 101: Introduction 

to the University." The course met weekly for one hour, for ten weeks. Participants 

earned a letter grade and one academic unit of credit for attending the course. The course 

was designed with both lecture and small group discussion formats. Content included 

issues related to college transition, use of class schedule, interacting with professors, 

career planning, and university resources. 

This study supports the use of a freshman seminar course as an interv ention for 

promoting early academic and social adjustment to college life. Participants reported, in 

relation to immediate outcome goals, the information presented and the seminar 

discussions were useful and relevant. The most helpful seminar sessions focused on the 

University Bulletin, university procedures, exploration of campus resources, and career 

planning; the purposes of undergraduate education was reported as the least helpful. In 

conjunction with the intermediate outcome goals, students stated they felt a high level of 

perceived social support in intervention setting. The researchers also concluded from 

their data that participants' knowledge of the university community increased. The mean 

fall GPA was 2.51, while the mean number of units completed was 12.85; all participants 

returned for spring semester. The researchers concluded the ultimate outcome goal had 

been achieved. By incorporating a utilization-focused program evaluation model, the 
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researchers were able to help student development professionals demonstrate and 

communicate the impact to other university constituencies. 

The orientation programs reviewed in this section offered students semester-long 

classes either during the summer prior to college or during the fall semester to assist in 

the transition from high school to college. Many institutions only offer a one- or two-day 

event. Many of the orientation programs developed are based on the experience of 

student services persormel and not researched-based methods. This indicates a need for 

more program evaluation research. Once students with LD have been admitted into a 

postsecondary institution, they often need further assistance with persistence in order to 

graduate (Aune, 1991; Brinckerhoflf et al., 1992; Brinckerhoflf, Shaw, & McGuire, 1989; 

Goldhammer & Brinckerhoff, 1992; Siperstein, 1988; Vogel & Adelman, 1992). For 

students with LD who encounter significant problems in their transition from the high 

school resource room settings to the college environment (Dexter, 1982), the need for 

program evaluation research is evident. 

Summary 

Chapter Two supports the aforementioned statements about orientation programs 

and the need for research in this area, especially as it relates to students with LD. By 

reviewing the laws and services to which students with LD are entitled once enrolled in 

postsecondary educational institutions, professionals can assess the minimal information 

that must be addressed during orientation for students with LD. An understanding of the 

transition services that students with LD are entitled to also informs the decision on what 



information to share during orientation. The examination of literature associated with 

transition services and their outcomes, program evaluations conducted on orientation 

programs within postsecondary institutions, and utilization-focused program evaluations 

assist professionals in designing eflfective measurements to assess the effectiveness of 

their orientation programs for students with LD. 
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CHAPTER 3 

RESEARCH DESIGN AND METHODOLOGY 

In this chapter, the design, methods, and procedures used in the study will be 

described. The chapter is organized into seven sections; (a) research design, (b) setting, 

(c) participants, (d) measures, (e) intervention, (f) data collection, and (g) data analysis. 

Research Design 

Using utilization-focused program evaluation (Patton, 1986), the ultimate 

outcome goal was to investigate if participation in the fall, 1998 New Student Experience 

(NSE) orientation program presented by the Strategic Alternative Learning Techniques 

(SALT) Center at the University of Arizona (UA) for students with LD would have an 

effect on their academic achievement (i.e., GPA and retention) during their first year at 

college. An ex post facto criterion group design was used to describe the relationship 

between participation in the fall 1998 NSE and academic achievement (i.e., GPA and 

retention) (Shavelson, 1996). An ex post facto design was utilized because students 

could not be randomly assigned to intervention and comparison groups. A matched 

comparison group who did not participate in the NSE was selected, after the fact, so the 

effects of the NSE on academic outcomes could be ascertained. 

The intervention group included students who participated in the NSE and 

completed additional questionnaires and an interview developed by the researcher. The 

comparison group included students who did not participate in the NSE. Students were 

matched based on high school academic GPA, SAT or ACT scores, and gender. These 



48 

demographic factors have been found to correlate with the GPA earned and retention of 

students with LD during their first year at college (Aune, 1991; Dalke & Schmitt, 1987). 

Setting 

The program evaluation was conducted at the UA SALT Center. The UA is a 

land grant research one university that serves over 26,000 undergraduates representing all 

50 states and a number of foreign countries (Department of Decision and Planning 

Support, 1998). The mission of the UA is to provide the citizens of Arizona and others 

with knowledge in the areas of literature, science, and the arts (Department of Decision 

and Planning Support, 1998). The SALT Center is a fee-based program serving 

undergraduate students with LD. The SALT Center serves 488 undergraduate students 

with LD from 28 states. Students are provided with access to education specialists, 

educational workshops, tutoring services, and assistance in written expression. 

The education specialists at the SALT Center work with students to develop self-

awareness and individualized learning strategies. Education specialists support student 

understanding of the impact of their learning disability in academic, interpersonal, and 

social settings. Learning disability/learning strategy profiles are developed for each 

student by their education specialist. These learning strategy profiles are used to promote 

discussion between students and the education specialists on compensatory learning 

strategies consistent with each student's strengths and can be utilized for success within 

the university setting. The education specialists also work with students to build self-
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esteem, self-confidence, and self-advocacy through individual and group sessions, using 

encouraging, accepting, and non-judgmental approaches. 

As part of their participation in SALT, students are encouraged to attend 

educational workshops designed to support the acquisition of learning strategies and 

organizational skills that promote academic growth at the UA. Among the topics covered 

in these workshops are time management, managing reading, self-advocacy, academic 

integrity, and working eflfectively with tutors. The NSE, a recently designed program 

sponsored by SALT, is the focus of this study. 

The SALT Center provides both individual and group tutoring opportunities for 

participating students. These tutors, content specialists in a variety of disciplines, create 

enriched learning environments for students. Tutoring is designed to be interactive and 

content-based, ancillary to the primary relationship between students and professors. 

Tutors provide each student with a cognitive basis upon which the student may construct 

meaningful relationships with course materials. Further, they help students with LD 

recognize their roles and responsibilities in the process of education. 

Writing is a major focus of the SALT Center, thus it provides an extensive range 

of writing support services to enrolled students. These services include one-on-one 

writing tutoring across disciplines, writing tutors and student consultation with a writing 

specialist, workshops in preparation for essay-based finals or writing proficiency exams, 

outreach to and collaboration with university faculty, and access to assistive technology 

with writing-specific software. 



50 

These services assist the SALT Center in achieving its mission. It also empowers 

students toward achieving excellence: 

the SALT Center challenges students with LD to succeed. Supporting the 

ideal education for life, SALT encourages and provides experiences and 

opportunities to build confidence in and beyond the classroom. SALT 

prepares students to improve learning, expression of knowledge, and 

decision making while encouraging growth and independence. Providing 

exemplary, individualized services, SALT facilitates higher education, 

research, and technology in a non-discriminatory environment (SALT 

Website, 1999). 

Participants 

The participants in this evaluation project were entering undergraduate students 

with LD attending the UA. To be included in the present study, students needed to have 

enrolled as a freshman for the fall 1997 or fall 1998 semester at the UA. The 

undergraduate students also had to be associated with the SALT Center and have a 

documented learning disability. The UA requires a formal psychological or 

neuropsychological assessment, performed within the last three years, by a qualified 

professional to demonstrate the existence of a documented learning disability (Center for 

Disability Related Resources, 2000). 

To be considered for the intervention group, undergraduate students with LD had 

to be enrolled as freshman during the fall 1998 semester and be associated with the SALT 
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Center. The number of students fulfilling these criteria was 105. After students had 

attended the NSE they were asked to complete a NSE Program Evaluation Questionnaire. 

The number of students who returned the questionnaire was 44. Based on the information 

provided on the questionnaire, students who had attended five or more 

activities/workshops out of a possible ten were assigned to the intervention group. 

Attendance at five activities/workshops was chosen based on other program evaluation 

studies that considered students who had attended 50% of a program as participants 

(Aune, 1991; Collett-Klingenberg, 1998; Hardy & Karathanos, 1992; Peterson & Borden, 

1993). Twenty-two students composed the intervention group of the study. Of the 

twenty-two students who composed the intervention group eleven of them agreed to an 

individual interview. These eleven students were chosen based on the fact that they 

scheduled individual interviews with the researcher and were enrolled in the spring 1998 

and fall 1999 semesters. All of these participants (n=l 1) signed participants consent 

forms before the onset of the interview. 

The comparison group was selected fi-om undergraduate students with LD who 

entered college as freshman in the fall of 1997. The comparison group did not participate 

in the NSE because it was not offered. Students for the comparison group were selected 

by matching each student on high school academic GPA, SAT or ACT scores, and 

gender, with a student fi-om the intervention group. The criteria for student matching 

were as follows; within .5 range on high school academic GPA, within 100 points on 

SAT, within 10 points on ACT, and same gender. 



To determine if the differences between the intervention and comparison groups 

were significant, analyses of variance (ANOVA) (Shavelson, 1996) were computed on 

high school GPA and SAT or ACT scores. In each statistical test the alpha level was set 

at .01. No significant difference was found between the comparison and intervention 

groups for high school GPA, F(l, 42) = .12, £ >.01, SAT scores, F(l, 30) = .06, £ > 01, 

or ACT scores, F(l, 10) = .09, £ > .01. Table 1 illustrates the demographic 

characteristics of the intervention and comparison groups. 

Table 1 

Demographic Information for the Intervention and Comparison Groups 

Intervention Comparison 

Male Female Total Male Female Total 

n 13 9 22 13 9 22 

Mean Age 18.7 18.6 18.6 18.7 18.5 18.7 

Mean SAT Score 1002 996 999 1003 920 920 

Mean Comp ACT 

Score 22 23 22 21 23 21 

Mean HS GPA 2.81 3.02 2.89 2.91 2.97 2.93 

n of different states 7 7 11 7 7 11 

Intervention: NSE Orientation 

The intervention being examined by this program evaluation was the NSE 

orientation program. The NSE was a specialized orientation program developed to 
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familiarize students with LD with the UA and the services available to them. The NSE 

was developed by a group of eight education specialists at the SALT Center. It was based 

on their observations of freshmen students' questions and concerns during their first 

weeks at the university. During this time, fi^eshmen traditionally asked the following 

questions: (a) Can you help me find my classes? (b) How do I set up note-taking, testing, 

and books on tape? (c) Should I tell my professor that I am LD? (d) I have three papers 

due on the same day; how do the professors expect me to do that? (e) Where is "the 

mall"? and, (f) What do I do with this thing called a syllabus? 

Development of the New Student Experience Orientation Program 

Eight education specialists met for an hour and half to brainstorm and record their 

ideas for activities/workshops that fi^eshmen students with LD would benefit fi^om 

attending before starting college. As one colleague wrote suggestions, the other seven 

education specialists offered topics for activities/workshops. Once this list was compiled, 

the education specialists received a copy and rated each of the topics in order of 

importance. After this was completed, the education specialists met again for an hour and 

a half to edit the list and further develop the content for the activities/workshops. 

The topics agreed upon were: (a) knowing your way around the university, (b) 

time management, (c) setting up accommodations, (d) knowledge of vocabulary specific 

to the college, (e) impact of disclosing a disability, (0 writing expectations, and (g) note-

taking. The education specialists then divided themselves into groups of two or three to 

draft the materials and name each of the activities/workshops to be presented during the 
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NSE. 

To develop the activities/workshops the education specialists conducted library, 

literature, and web searches and gathered previously presented materials. They worked 

within their small groups to design the information they had gathered into handouts and 

overheads to be used during the NSE. Some of the groups chose to develop activities for 

their presentations. The education specialists believed this would be the most appropriate 

way to present the materials. The following is a description of the content and materials 

developed and used during the NSE. 

New Student Experience Content 

The NSE included a welcoming session, three activities, and seven workshops. It 

lasted three days, from August 19, 1998, to August 21, 1998. One activity and a 

workshop were conducted the first day; one activity and six workshops were conducted 

the second day; and one activity, an overall question-and-answer session, was conducted 

the third day. Table 2 presents an overview of the NSE. 
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Table 2 

New Student Experience. Activities, and Workshops 

Date Activity Time Workshop Time 

Allotted Allotted 

Day One Lingo Bingo 45 min. Reflections fi"om 45 min. 

August 19, 1998 returning SALT 

students 

Day Two Campus Tour 1.5 hr. Getting Organized 1.5 hr. 

August 20, 1998 Tutoring 1 hr. 

Accommodations 30 min. 

Disclosure 30 min. 

Writing 30 min. 

Note-taking 30 min. 

Day Three Overall Question 2 hr. 

August 21, 1998 and Answer 

Session 

On the first day of the NSE, 105 students were welcomed by the director of the 

SALT Center. The director outlined the activities and workshops in which they could 

choose to participate over the next three days. To facilitate this welcome and to assist 

students in communicating with each other, an icebreaker activity was used. The 

icebreaker was conducted by giving each of the students a game board with diflferent 
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descriptions in various boxes. The students were instructed to circulate around the room 

and find someone who fit the description in the box and have them sign their name. Once 

the students' game boards were completed, they handed it to a member of the SALT staff 

for a chance at a prize. 

The welcome and icebreaker were followed by an activity entitled, "Lingo 

Bingo." Lingo Bingo is a bingo game developed by the SALT stafif to assist students in 

familiarizing themselves with terms associated with the UA. The bingo board contained 

terms such as mall, advisor, education specialist. Academic Progress Report (APR), and 

Student .Academic Progress Report (SAPR). The students worked in pairs. Each pair of 

students marked each term on their game board as an announcer read off the definitions. 

When the pair of students had bingo they called it out to win a prize. 

Lingo Bingo was followed by a workshop presented by a panel of returning SALT 

students. This workshop was designed to provide the new students a chance to leam fi-om 

their peers' experiences and ask questions of them. Each of the returning SALT student 

on the panel shared the year they were in at school, their major, how they would have 

used SALT differently if they could go back in time, and how they currently used SALT 

services in assisting them at the university. The participants were encouraged to ask 

questions of their peers to gain a clear perspective of what they were about to embark 

upon in their freshman year at the UA. When this workshop was completed, the students 

were excused for the day and asked to meet for a tour the next day. 
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The second day included one activity and six workshops. First, the participants 

gathered at the SALT oflBces to begin a tour of the campus. The students were divided 

into groups of 15, each of which was assigned a tour leader. Each tour leader provided 

the students with maps that highlighted the buildings in which their classes were to be 

held. The campus tour was planned to assist the students in finding their classes and 

various support units during their first few days on campus. 

Next, the participants attended a workshop entitled, "Getting Organized." The 

students were divided into smaller groups of 20 for the Getting Organized Workshop. 

Getting Organized was a workshop aimed at assisting students in obtaining skills for 

preparing for class, reading a syllabus, and using a daily planner. Students received help 

in the practice of planning for finals. Final dates are the only test dates not subject to 

change by a professor as they are predetermined by the university. The participants were 

encouraged to ask questions based on the material presented. The workshop materials 

(Appendix A) were presented by two education specialists fi^om the SALT Center. At the 

conclusion of Getting Organized, students were divided into groups. They rotated 

through the following workshops: "Tutoring," "Accommodations," "Disclosure," 

"Writing," and "Note-taking." 

In the Tutoring Workshop, two tutors presented on the topic of, "What Makes a 

Productive Tutoring Session." The tutors highlighted the student's responsibility within a 

tutoring relationship. Participants were instructed to have their materials read and 

assignments done before they work with a tutor. The assistance a tutor can provide 
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without violating the UA's Code of Academic Integrity was also explained. Questions 

about how students request SALT tutors and the names of assigned tutors were presented 

during this session. 

The Accommodations Workshop was designed to familiarize participants with the 

academic accommodations to which they had access with the proper documentation. This 

workshop also focused on the students' responsibilities associated with accessing 

accommodations. A handout explaining the procedures for requesting and accessing 

extended time testing, note-taking, and texts-on-tape, as well as a comparison of the 

SALT Center and the Center for Disability Related Resources (CeDRR), was presented 

(Appendix B). 

The Disclosure Workshop defined the term "disclosure" for students. Information 

about the impact disclosure could have within a postsecondary institution was also 

provided. The process of disclosing to faculty was discussed. A handout on the process 

of disclosing and a chart outlining the pros and cons of disclosing were given to the 

students (Appendix C). 

The Writing Workshop familiarized students with the writing services available at 

the SALT Center and presented the different writing demands of a postsecondary 

institution. A writing specialist discussed strategies students could use when working 

with a writing tutor or developing an essay for a subject area. The writing specialist also 

reminded students that different disciplines within the university have different writing 
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requirements. The writing specialist urged the students to consult with their professors to 

fully understand the writing requirements associated with each class. 

Within the Notetaking Workshop, participants were given information about four 

different notetaking strategies. Examples were provided for each of the notetaking 

strategies and the type of discipline for which they might be useful. The participants were 

told that notetaking is an individualized process and that they should try a number of 

strategies until they find one that suits their style. The second day was completed at the 

end of these workshops. 

The third day consisted of a question and answer activity. This activity was 

designed to give students the opportunity to ask any questions that they might still have or 

to clarify information about which they were still unclear. Students could also claim 

prizes based on their attendance of the NSE. An emcee conducted the wrap-up session. 

Measures 

The following outcome measures were used in the study; (a) university grade 

point average, (b) university retention, (c) New Student Experience Evaluation 

Questionnaire, (d) number of New Student Experience activities/workshops attended, (e) 

New Student Experience Implementation Questionnaires, (f) New Student Experience 

Participant Interview, and (g) New Student Experience Educational Specialist Interview. 

Universitv Grade Point Average 

The university GPAs of participants in the intervention and comparison groups 

were used as a dependent measure to determine if attendance at the NSE had an effect on 
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GPAs earned for each student's freshman semesters. The university GPA is computed by 

the university and is calculated by dividing the number of quality points by the number of 

quality units. Quality points are assigned based on the grade received in a particular 

class. The range of quality points that a student can receive for a three-unit course is from 

12 points for an A to 0 points for an F, descending by 3 quality points for each letter 

grade. 

Universitv Retention 

The retention of students in both the intervention and comparison groups was 

examined to determine if attendance at the NSE had an effect on students returning and 

attending their second and third semesters at the university. To determine the retention of 

the students within the intervention and comparison groups, the personal school records 

of each student were accessed to determine if they were enrolled after the last day to drop 

without penalty. If they were still enrolled in classes at this point in time, they were 

considered to be retained for that semester. 

New Student Experience Evaluation Questionnaire 

The New Student Experience (NSE) Evaluation Questionnaire (Appendix D) was 

developed to gather data from students in the intervention group about the value of the 

information given during the NSE to their transition into college and the number of 

activities/workshops attended. It was constructed so that items addressed each of the 

three activities and the seven workshops. This questionnaire was adapted from one 

written by Bos, Mather and Roberts (1997) that had been used to evaluate a course 
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associated with early reading and spelling strategies. The NSE Evaluation Questionnaire 

was developed by the researcher and her advisor. It was then reviewed by the director of 

the SALT Center and three education specialists at the SALT Center who were asked to 

judge if students with LD first entering college would be able to complete it 

independently. Based on feedback revisions were made. 

The questionnaire was a likert-type attitude inventory (Huck & Cormier, 1996) 

designed to determine the overall value of the NSE, the emphasis (time allotted) that 

should be placed on each of the activities/workshops, and the value of the information 

given during each of the activities/workshops. The questiotmaire consisted of four 

sections. The first section focused on the value of the entire NSE. The ratings on the 

five-point likert scale ranged fi-om "not valuable" to "extremely valuable." Examples of 

questions asked in the first section were; "How valuable was the overall experience of the 

NSE?" and "How valuable was the content of the workshops attended during the NSE?" 

In the second section, the degree of emphasis (time allotted) for each NSE 

activity/workshop was evaluated. Each activity/workshop was rated as "increase," "stay 

the same," "decrease," or "did not attend." In third section, the value of each individual 

activity/workshop was rated using a five-point likert scale ranging fi^om "not valuable" to 

"extremely valuable." Examples of questions asked were; "How valuable was the 

information given during the reflection fi-om returning SALT students workshop?" and " 

How valuable was the information given during the accommodations workshop?" The 

fourth section used open-ended questions to encourage the students to write about the 
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NSE in their own words. 

Number of Activities/Workshops Attended 

The number of activities/workshops attended by the participants in the 

intervention group was used to examine if the number of activities/workshops attended 

correlated with GPAs earned for the fall and spring semesters and if it correlated with 

retention in the spring and fall semesters. The number of activities/workshops attended 

was determined by responses on the NSE Evaluation Questionnaire. 

New Student Experience Implementation Questionnaires 

The 32-item New Student Experience (NSE) Implementation Questionnaires 

(Appendices E and F) were developed to obtain information associated with the students' 

reports of what strategies and information they implemented from the NSE. The NSE 

Implementation Questionnaires used within this study utilized a likert-type attitude 

inventory (Huck & Cormier, 1996) that allowed the intervention group to select from a 

six-point likert scale in which the ratings ranged from "strongly agree" to "strongly 

disagree." Both questioimaires were constructed so each of the activities and workshops 

was represented. 

The NSE Implementation Questionnaires for the study were developed by the 

researcher and her dissertation advisor to evaluate information related to the 

implementation of the strategies and information disseminated during the NSE. The 

questionnaires were reviewed by the director of the SALT Center and four education 

specialists to determine if the questions were representative of the information presented 



63 

during each of the activities/workshops. Based on this feedback, modifications were 

made. 

Two collection times were used to obtain information from the NSE 

Implementation Questionnaires. The first questionnaire (Appendix E) was completed 

during the first week of the fall 1998 semester and required students in the intervention 

group to predict what strategies and information from the NSE they would implement. 

Examples of questions on this questionnaire were: "I will use the time management and 

daily planner strategies demonstrated during the Getting Organized workshop?", "I will 

have my assignments and class notes read in order to improve my time spent with my 

tutors?", and "By using one of the note-taking strategies shared, the information present 

in my classes will be easier to process?". The second questionnaire (Appendix F) asked 

students in the intervention group (n=l 1) to assess if they utilized the strategies and 

information presented during the NSE and was colleted during the spring 1998 semester. 

The same items were used but the verb tense was changed to past tense. 

New Student Experience Participant Interview 

A semistandardized individual interview (Berg, 1995) was developed and 

conducted with a subsample of the intervention group (n=I I) to determine which 

strategies and information presented at the NSE the participants reported that they 

implemented and if the information was perceived as valuable in facilitating transition 

into college (Appendix G). Consent forms were signed by these participants (n=l 1) 

(Appendix H). A semistandardized interview format was chosen because it combined the 
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use of predetermined questions, while also allowing the researcher to digress and probe 

beyond the prepared and standardized questions (Berg, 1995). 

The questions for the interview were based on the NSE Implementation 

Questionnaire. The interview questions were developed so that students in the 

intervention group could describe educational experiences that had occurred during their 

freshman year. The interview questions were written by the researcher and reviewed by 

her advisor for consistency with the NSE Implementation Questiormaire. The students 

were asked to recall what they remembered in general about the NSE. Students were then 

asked about specific NSE activities/workshops. These questions were formulated to 

assist students in recalling specific information that was provided to them during the NSE 

activities/workshops. Probes also followed each of the questions to assist students in 

eliciting and clarifying more detailed responses. An example of a question and a probe 

is: "What were your feelings on the first few days when you were trying to find your way 

around campus?" followed by, "Did the campus tour conducted during the NSE help you 

locate your classes during the first few days at the University of Arizona?" The last 

question was formulated so that students had the opportunity to express their opinions 

about the value of attending the NSE. 

New Student Experience Education Specialist Interview 

Standardized interviews were conducted with the education specialist through 

e-mail to determine which strategies and information presented during the NSE students 

reported implementing and if the information was perceived as valuable by the education 
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specialists in facilitating transition into college (Appendix I). A standardized interview 

format was chosen so that each of the eight education specialist responded to identical 

questions and the responses could be compared (Berg, 1995). To meet the underlying 

assumptions of this interview format, the researcher had to assume that questions for the 

NSE Education Specialist Interview were worded in a manner that allowed understanding 

and equal interpretation among the education specialists (Berg, 1995). 

The questions for the interview were based on the NSE Participant Interview. The 

interview questions were developed by the researcher and her dissertation advisor. The 

first set of interview questions addressed issues about transition into UA facing students 

with LD associated with SALT. The next set of questions focused on the differences in 

transition into the UA experienced by students within the intervention and comparison 

groups. The final group of questions addressed the education specialists' opinions 

regarding how valuable the NSE was to transition into college and also inquired about 

what activities/workshops each would recommend be added, modified, or deleted to the 

experience. 

Data Collection 

Data were collected by utilizing the: (a) Student Information System (SIS) at the 

UA, (b) NSE Evaluation Questionnaire, (c) NSE Implementation Questionnaires, and (d) 

NSE Participant and Education Specialist Interviews. 

The first step in collecting the data consisted of students who attended the NSE 

completing the NSE Evaluation and Implementation Questionnaires during the first week 
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of the fall 1998 semester. The questionnaires were distributed and collected by each 

student's education specialist. Students were identified as members of the intervention 

group if they reported attending five or more activities/workshops on the NSE Evaluation 

Questionnaire. A subsample of students from the intervention group (n=l 1) were 

interviewed and completed the second NSE Implementation Questionnaire at the end of 

the spring 1998 or beginning of the fall 1999 semesters. 

Once the intervention group was identified, students who entered the university in 

the fall of 1997 were matched with students in the intervention group on high school 

academic GPA, SAT or ACT scores, and gender. These students formed the comparison 

group. The high school academic GPA, SAT or ACT scores, and gender of both the 

intervention and comparison groups were found using SIS. 

SIS was also used to obtain intervention and comparison groups' university 

GPAs. University GPAs for each student's first two semesters (i.e., fall 1997/spring 

1998, or fall 1998/spring 1999) were collected. Students' retention at the university was 

also gathered using SIS. 

The NSE Participant Interviews were conducted with a subsample of participants 

in the intervention group (n=I 1) in the researcher's office from April to May 1999 and in 

August 1999. Before each interview began, the student was asked to complete the second 

NSE Implementation Questionnaire. Interviews were audiotaped and transcribed. 

The NSE Education Specialist Interviews were conducted over e-mail during 

October 1999. In each e-mail the researcher reminded the education specialists of the 
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students on their rosters that were in the intervention group. The responses sent to the 

researcher were printed. 

Data collection for the study was completed during the course of a year. Students 

were assigned codes for confidentiality. As each instrument was completed, it was coded 

and the information entered into a statistical computer program used in the analysis. 

Data Analysis 

The data were analyzed to address each of the research questions. 

Research Question One 

Research Question One asked if student participation in the fall 1998 NSE for 

students with LD affected their achievement (i.e., GPA and retention) during their first 

year at college. For this question, statistical analyses were conducted for each of the two 

subquestions: 

la. Is there a significant difference between the intervention and comparison 

groups on fall and spring GPA when students are matched for high school 

academic GPA SAT or ACT scores, and gender? 

lb. Is there a significant difference between the intervention and comparison 

groups on retention for the spring and fall semesters when students are 

matched for high school academic GPA, SAT or ACT scores, and gender? 

For subquestion la, a 2-group (intervention and comparison) x 2-time (fall and 

spring) mixed ANOVA design was conducted in which group served as the between 

subject factor and time served as the within subject factor with GPA as the dependent 
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variable. An alpha level of .05 was set. Tests for main effects for group and time, as well 

as the group by time interaction were conducted. Descriptive statistics were also 

computed. 

A comparison of cumulative percentages of students who were retained was 

utilized to answer the subquestion lb. Cumulative percentages (Shavelson, 1996) were 

used so that the number of participants who withdrew could be quantified and compared 

across the intervention and comparison groups. 

Research Question Two 

Research Question Two asked if there was a relationship between the number of 

activities/workshops attended by participants in the NSE and their achievement (i.e., GPA 

and retention) during their first year at college. For this question statistical analyses were 

conducted for each subquestion. 

2a. For those students who participated in the NSE, is there a relationship 

between the number of activities/workshops attended and their fall and 

spring GPA? 

2b. For those students who participated in the NSE, is there a relationship 

between the number of activities/workshops attended and their retention at 

college? 

For subquestion 2a, Pearson product-moment correlation coefficients between the 

number of activities/workshops and GPA for each semester were computed to determine 

if significant relationships existed. The independent variable was the number of 
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activities/workshops attended; the dependent variables were the fall and spring GPAs for 

the intervention group. Pearson product-moment correlation coefficients were utilized to 

ascertain the strength of the association between the two variables (Jaccard & Becker, 

1990; Shavelson, 1996). The alpha level was set at .05. 

Descriptive statistics were run to provide a picture of the relationship (Shavelson, 

1996) presented in subquestion 2b. The mean number of activities/workshops attended 

by those students that withdrew and those that did not were compared. Table 3 

summarizes the independent and dependent variables and data analysis for Questions 1 

and 2. 
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Table 3 

Data Analysis for Research Questions One and Two 

Question Independent Variable Dependent Variable Analysis 

la .  Participation in the fall GPA Mixed design ANOVA 

NSE spring GPA 

lb.  Participation in the spring retention Comparison of 

NSE fall retention cumulative percentages 

2a. Number of fall 1998 GPA pearson-product 

activities/workshops spring 1999 GPA moment correlation 

attended 

2b. Number of fall 1998 retention Descriptive statistics 

activities/workshops spring 1999 retention 

attended 

Research Question Three 

Research Question Three asked how valuable did the students perceive the 

strategies and information presented at the NSE and did they report implementing them in 

facilitating their transition into college. For this question both quantitative and 

qualitative analyses were conducted. 

The quantitative method used in examining the value of each activity/workshop to 

the participants' transition into college involved computing descriptive statistics on the 

responses to the questions related to each of the activities/workshops on the NSE 
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Evaluation Questionnaire. The frequencies were calculated by first assigning a score to 

each of the ratings on the five-point likert-scale which ranged fi-om "not valuable" (1) to 

"extremely valuable" (5). A mean value rating for each participant on each 

activity/workshop was calculated by adding the value scores for all the items related to 

each activity/workshop and then dividing by number of items. The mean value rating for 

the group was computed by adding the participants' mean value scores and dividing by 

the number of participants. The rating was then used to produce a rank order of the 

activities/workshops (Shavelson, 1996). When two activities/workshops received the 

same rating, the activity/workshop that had more participants was ranked higher. The 

rankings demonstrate what activities/workshops the students perceived as most valuable 

to their transition into the university. 

The second quantitative analysis involved running descriptive statistics on the 

responses to questions on the NSE Implementation Questionnaire related to each of the 

activities/workshops. The fi-equencies were calculated by assigning a score to each of the 

responses associated with the six point likert-scale which ranged fi-om "strongly disagree" 

(I) to "strongly agree" (6). The mean implementation score for each activity/workshop 

was calculated by adding the implementation score for all items related to each 

activity/workshop and then dividing it by the number of items. The mean across 

participants was computed, and a rank order was produced. The rankings demonstrate 

which materials the students reporting implementing. This was completed for both data 

collection points. 



72 

The qualitative method utilized was a content analysis (Berg, 1995). The type of 

content analysis was used so the information obtained by the NSE Participant Interview 

could be analyzed systematically. Statements in relation to the value and implementation 

of the information presented during the NSE were coded and analyzed. 

The researcher first analyzed the transcript statements that related to the value the 

participants placed on the strategies and information presented during the NSE. 

Questions three, four, five, six, eleven, fourteen, and fifteen fi-om the NSE Participant 

Interview were used to elicit responses in relation to the value of the information 

presented during the NSE. The theme (Berg, 1995) of value was associated with the 

words: important, welcomed, helpful, connection, yes, reminder, and knowledge. The 

words were then used as a guideline for the researcher and an independent coder to code 

responses to the questions listed. Inter-reliability between the researcher and the 

independent coder was 90%. The inter-rater reliability was computed by dividing the 

number of agreements divided by the number of agreements plus disagreements (Pope & 

Ziebland, 2000). Disagreements between the researcher and independent coder on coding 

were resolved by discussion. The statements made by the students were used to illustrate 

the rank ordering of the activities/workshops in relation to value. 

The same data analysis procedures were used to ascertain information regarding 

the implementation of strategies and information obtained fi^om the NSE Participant 

Interview. For each of the questions analyzed different words were determined to 

represent implementation. Table 4 outlines the questions analyzed and the phrases and 
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words associated with implementation for coding purposes. 

Table 4 

Phrases and Words Used for Codinp NSE Participant Interviews for Implementation 

Question 

Number 

Session Titles Phrases and Words Used 

for Coding Implementation 

5 

6 

7 

10 

Lingo Bingo Activity 

Tour of Campus Activity 

Getting Organized Workshop 

SALT Tutoring Information Workshop 

Accommodations Workshop 

Disclosure Workshop 

Notetaking Workshop 

read over, leam 

use maps, location 

schedule, putting on, due, 

calendar, planner 

assignments complete, 

homework complete, ask 

questions, paper written, 

looking over assignments 

notetaking, books on tape, 

testing 

disclosing, telling, told, let 

them know 

write down, listen, ability to 

name a strategy, copy, naming 

tools used on notetaking 
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Inter-rater reliability between the researcher and the independent coder was 86%. The 

statements made by the students were used to illustrate the rank ordering of the 

activities/workshops. 

Research Question Four 

Research Question Four asked did the education specialist of the SALT Center 

perceive the strategies and information presented at the NSE as valuable for facilitating 

student transition into college. A similar content analysis (Berg, 1995) as was used for 

the NSE Participant Interview was utilized for the NSE Education Specialist Interview 

(Appendix I). The transcripts of the interviews were analyzed for statements that 

represented the value the education specialist placed on the strategies and information 

presented during the NSE to students transition into college. Questions seven and ten 

were determined by the researcher to elicit responses in relation to the value of the 

information presented at NSE to transition into college. The theme (Berg, 1995) of value 

was associated with the words; help, successful, meet, prepared, effective, schedule, and 

experience. These words served as a guideline for coding the transcripts. Inter-rater 

reliability between the researcher and the independent coder was 87%. The computation 

of the inter-rater reliability for Question Four is identical to Question Three. 

Within the data analysis for the present study, both quantitative and qualitative 

analyses were utilized to triangulate the data within the current study. Quantitative 

analysis was undertaken so that variance among the groups could be ascertained. 

Qualitative research methods were employed to determine "an understanding of the 
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qualities of phenomena within their particular contexts" (Bos & Richardson, 1994, p. 

179). Triangulation for the purposes of the present study "was used to describe multiple 

data-collection technologies designed to measure a single concept or construct" (Berg, 

1995, p. 5). The results section outlines the outcomes of each of the research methods 

utilized. 
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CHAPTER 4 

RESULTS 

Chapter Four presents the results of a study that evaluated a new student 

experience orientation program. The results are presented according to the research 

questions posited, and the chapter is organized as follows (a) the NSE and achievement 

(i.e., GPA and retention), (b) relationship of activity/workshop attendance to 

achievement, (c) participants' perceptions of the value of the NSE, (d) students' reported 

implementation of the NSE strategies and information, (e) education specialists' 

perceptions of the value of the NSE, and (f) summary. 

The New Student Experience and Achievement 

Research Question One addressed the effectiveness of the NSE on student 

achievement both for GPA and retention in college. 

For grade point average, results from the two-way, mixed design ANOVA 

indicates no significant differences for group (intervention vs. comparison), F (1 ,41) = 

II,>.05, or time (fall vs. spring), F (1, 40) = .04, >.05. Table 5 reports the mean 

GPA earned by the intervention and comparison groups for the fall and spring semesters 

of their first year in college. 
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Table 5 

Mean GPA for Fall and Soring Semesters 

Fall GPA Spring GPA 

Group M SD n M SD n 

Intervention 2.44 .76 22 2.48 .73 21 

Comparison 2.38 .61 21 2.34 .81 21 

The retention rate (percentage of students attending that semester), is also similar 

for the two groups with the percent of students retained about 5% higher for the 

comparison group. A statistically sound chi-square could not be computed on the data 

associated with retention because the number of students who left the UA did not exceed 

five (Shavelson, 1996). The retention rate for the participants in the intervention and 

comparison groups are reported in Table 6. 

Table 6 

Number and Percentage of Retention bv Group for Spring and Fall Semesters 

Intervention Comparison 

Semester Retained n % n_ % 

Spring 20 90.9 21 95.5 

Fall 18 81.8 19 86.4 
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Research Question Two explored the relationship of the number of 

activities/workshops attended by the intervention group and achievement both for GPA 

and retention in college. 

Results from Pearson-product moment correlation analyses indicates no significant 

relationships between the number of activities/workshops attended and the students' GPAs 

with a slight negative relationship between the number of activities/workshops attended 

and the GPAs for the fall 1998 and spring 1999 semesters (see Table 7). The mean 

number of activities/workshops attended by participants in the intervention group (n=22) 

was 8.8 (SD= 1.7), the mean GPA for fall 1998 was 2.4 (SD= .8), and the mean spring 

1999 GPA was 2.5 (SD=.7). 
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Table 7 

Pearson Product-Moment Correlations between Number of ActivitiesAVorkshops 

Attended and GPAs for Fall 1998 and Spring 1999 Semesters 

Variables 

Number of 

Activities/ 

Workshops 

Fall 1998 GPA Spring 1999 GPA 

Number of 

Activities/ 

Workshops 

Fall 1998 GPA 

Spring 1999 GPA 

1.00 

(n=22) 

-.23 

(n=22) 

-.05 

(n=21) 

1.00 

(n=2I) 

.36 

(n=21) 

1.00 

(n=2i) 

To determine the relationship between the number of activities/workshops attended 

and retention in college, the mean number of activities/workshops for the students in the 

intervention group that were retained was compared to students in the intervention group 

that withdrew (see Table 8). As is evident from the results reported in Table 8, the 

differences between the number of activities/workshops attended by retained and 

withdrawn students are similar with a trend for the retained students to attend more 

activities/workshop in the fall semester and the withdrawn students to attend more in the 

spring semester. 
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Table 8 

Mean Number of ActivitiesAVorkshops Attended by Retained and Withdrawn Students in 

the Intervention Group for Spring 1999 and Fall 1999 Semesters 

Type of Student Spring 1999 Fall 1999 

Retained Students 

M 8.8 8.7 

SD 1.7 1.7 

_n 20 18 

Withdrawn Students 

M 8.5 9.3 

SD 2.1 1.5 

_ri 2 4 

Participants' Perceptions of the Value of the New Student Experience 

Research Question Three focuses on participants' perceived value of the NSE and 

their reported implementation of the strategies and information presented at the NSE. 

Quantitative and qualitative data represent participants' perceived value and reported 

implementation. 

Participants' Perceived Value Ratines for the ActivitiesAVorkshops 

To provide information about the activities/workshops that the students within the 

intervention group found valuable to their transition into college, descriptive statistics 

were run, value ratings were computed from the NSE Evaluation Questionnaire, and the 
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activities/workshops were ranked by order of perceived value. Table 9 presents the rank 

ordering of the activities/workshops along with the mean value rating for each 

activity/workshop. The top three ranked activities/workshops, "SALT Tutoring 

Information Workshop," "Tour of the Campus Activity," and "Accommodations 

Workshop" respectively, had very similar mean value ratings with all three rated 

"valuable" to "very valuable." The next four ranked activities/workshops were rated as 

"valuable," and the remaining four ranked activities/workshops were rated as "somewhat 

valuable" to "valuable." Across the activities/workshops, the perceived values ranged 

from "somewhat valuable" to "very valuable" with no ranking falling in the "not valuable" 

or "extremely valuable" ratings. 
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Table 9 

Rank Order and Mean Value Ratines for the ActivitiesAVorkshops 

Rank Activity/Workshop M 

1 SALT Tutoring Information Workshop 3.38 (n=21) 

2 Tour of Campus Activity 3.31 (n=l9) 

J Accommodations Workshop 3.30 (n=20) 

4 Notetaking Skills Workshop 3.17 (n=17) 

5 Reflections of Returning SALT Students Activity 3.09 (n=22) 

6 Getting Organized Workshop 3 .00 (n=20) 

7 SALT Writing Services Workshop 3.00 (n= 18) 

8 Question and Answer Activity 2.74 (n= 19) 

9 Disclosure Workshop 2.72 (n= 18) 

10 Lingo Bingo Activity 2.23 (n=21) 

Note: Rating values used to compute the mean were as follows: 1= not valuable, 
2=somewhat valuable, 3=valuable, 4=very valuable,5=extremely valuable. 

Participants' Comments on the Value of the New Student Experience 

Participant interviews (see NSE Participant Interview in Appendix G) were 

conducted with a subsample (n=l I) of selected students from the intervention group. The 

interviews were conducted to gain the students' perspectives on what they found valuable 

during the NSE for their transition into college. Content analyses were completed, for 

questions three, four, five, six, eleven, fourteen, and fifteen for statements of value. 

In response to question fifteen, " Do you think the NSE was usefiil to you during 

your first year at college?, all eleven of the students said yes. Responses can be grouped 



into two categories; general positive value and value associated with social aspects. 

Representative responses from the general value category are; 

"When I think back on it now it was pretty helpful." 

"Yes, definitely, most definitely." 

"I mean overall now that I look back on it, I really think that, you know, it 

was extremely helpfiil." 

"It did remind me of a lot of things that I needed to get done once I got 

here." 

"I think it has helped a lot in the beginning, but as second semester and 

stuff like that I don't think it has helped as much because I kind of already 

went through last semester and so it was kind of routine now I guess." 

The social benefits were reflected in several comments; 

• "Coming to SALT and the NSE and meeting new people because it really 

makes me feel welcome" 

"I mean it was important because it helped jog your memory of orientation 

which was important. And it was helpful to see other people and kind of 

see that you are not the only one and see who you would be running into at 

SALT. I enjoyed it and got a lot out of it." 

The SALT Tutoring Information Workshop, the Tour of Campus Activity, and 

Accommodations Workshop were ranked as the top three activities/workshops in relation 

to value. Although the Lingo Bingo Activity was rated the least valuable, according to 
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the value ratings, it still elicited statements of value during the NSE Participant Interview. 

Comments associated with each of these four activities/workshops are presented. 

The SALT Tutoring Information Workshop was ranked first on the value rating. 

The statements students made in relation to their perceived value fall into two categories: 

general value and value in learning the policies and procedures for tutoring. Statements 

that represent general value include: 

"That tutoring is very important and that you should totally take advantage 

of it." 

"Yeah. If you are not happy, let one of the SALT people know right away, 

don't wait. If you wait you might have to wait a long time and not get 

good tutors." 

The value of learning the policies and procedures of SALT tutoring are reflected in the 

statements: 

"They gave us a list of tutors during it and they told us about tutor fair and 

how to get a hold of them and what to say if you call and you get their 

answering machine and they pretty much explained how to do it from 

ground zero." 

"Pretty much the way it operates here. You know how I'll get my lists of 

tutors and call them." 
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Overall, the responses for the Tutoring Information Workshop indicated that students 

associated value with the information provided and gained insight into how the tutoring 

services at SALT operate. 

For the Tour of Campus Activity, ranked second on the value rating, 

representative statements students conveyed about the value of the experience were; 

"It helped just getting the general feel." 

"They highlighted the buildings where the classes were and that was like 

helpful." 

• "I mean we went over every inch of this campus. Just being familiar, just 

knowing that was helpful." 

"When we walked around they showed us our classes. That helped. That 

really helped. It lessened some of the stress of the first day." 

A derivation of the word help appears in all five of these statements thus, illustrating the 

value of the campus tour. None of the participants interview (n=l 1) made negative 

statements in regard to the Tour of Campus Activity but stated that the temperature that 

morning was extremely hot. In the last statement presented, this concept is further 

illustrated by the student seeing the value of the exercise in regard to their first day of 

classes. 

The Accommodations Workshop, third on the value rating, also consistently 

elicited statements of perceived value. Students statements reflected that the perceived 
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value was in the way in which the workshop informed them about how to establish 

accommodations. Representative value statements are; 

I went to the accommodations part and that liked helped me because I use 

books on tape and they told me how to go get them." 

• "Well I liked the accommodations...like notetaking and CeDRR because 

that was kind of confusing in my first week." 

"Information about how to go about getting accommodations and all that 

stuff was helpful." 

Students perceived that they gained knowledge about the processes of securing 

accommodations on their college campus. 

The Lingo Bingo activity highlighted vocabulary associated with different aspects 

of campus life at the UA. Students indicated that they perceived activity to be "somewhat 

valuable" to "valuable." Their responses can be categorized into two frames of thought. 

The first being the value of learning the vocabulary and the second understanding the 

vocabulary in conversation. These first statements illustrate how students valued learning 

the vocabulary: 

"Just being presented all the vocabulary in somewhat organized point of 

view. So we get used to seeing it and we would know what it all means. 

That was very helpful." 

"Yes. The more you hear certain words, the more you think about them 

and leam to use them." 
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In comparison, the following statements illustrate how knowledge of the vocabulary 

assisted the students with conversation: 

"And I like learned them and it really helped me learning them because 

once I got in school and people used them I knew exactly what they were 

talking about." 

• "They are helpful because I understood what was being said and what was 

trying to be told and taught you know. I was understanding what they 

were implying." 

During the interviews many students at first referred to this activity as "1 remember that 

game we played. Lingo Bingo." They would then share that they thought the game was 

dumb but as illustrated above they perceived value in the information presented. The 

value of this information to transition is that it allowed students to have an understanding 

of the vocabulary being used by faculty, staff, and students and assisted them in 

understanding the culture of the university in which they had enrolled. 

Students' Reported Implementation of the NSE Strategies and Information 

Participants' Implementation Score 

To determine the strategies and information that the students within the 

intervention group reported they implemented, descriptive statistics were computed from 

the NSE Participant Implementation Questionnaires (see Appendix E and F) and a mean 

implementation score for each activity/workshop was generated. The mean 

implementation score and the rank order for each activity/workshop for each time the 
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NSE Implementation Questionnaire was given (i.e., beginning and end of the 1998-99 

academic year) are presented in Table 10. Based on Table 10, the activity/workshop for 

which students most strongly agreed that they reported implementing the information was 

the Accommodations Workshop with a mean score of 5 .35 at the beginning of the year 

and 5.14 at the end of the academic year. The Accommodations Workshop, SALT 

Tutoring Information Workshop, Getting Organized Workshop, and Tour of Campus 

Activity all ranked within the top four implemented on both administrations of the NSE 

Implementation Questionnaire. The rankings across the activities/workshops were stable 

over both administrations for all but the Tour of Campus Activity and Disclosure 

Workshop which only varied by one rank from beginning to the end of the academic year. 

When students rated how much they agreed they "will implement" (beginning of 

academic year) or "did implement" (end of academic year) the strategies and information 

presented during the NSE, all mean scores computed ranged from "mildly agree" to 

"agree/strongly agree" except for Lingo Bingo. 



89 

Table 10 

Mean Score and Rank Order for Students' Reported Implementation of Information and 

Strategies Presented in NSE ActivitiesAVorkshops 

Beginning of 1998-1999 End of 1998-1999 

Activity/Workshop Academic Year Academic Year 

M Score Rank M Score Rank 

Accommodations Workshop 5.35 (N=22) 1 5.14 (n=12) 1 

SALT Tutoring Information 

Workshop 5.23 (N=22) 2 5.00 (n=12) 3 

Getting Organized Workshop 5.19 (n=21) 3 4.98 (n=ll) 4 

Tour of Campus Activity 5 .02 (n=20) 4 5.05 (n=ll) 2 

Notetaking Skills Workshop 4.95 (n=19) 5 4.54 (n=12) 5 

SALT Writing Services 4.44 (n=21) 6 3.94 (n=12) 7 

Workshop 

Reflections of Returning SALT 4.18 (N=22) 7 3.83 (n=12) 8 

Students Activity 

Disclosure Workshop 4.07 (n= 19) 8 4.12 (n=12) 6 

Lingo Bingo Activity 3.45 (n=20) 9 3.33 (n=12) 9 

Note; Implementation Scores used to compute the mean were as follows; l=strongly 
disagree, 2=disagree, 3=mildly disagree, 4=mildly agree, 5=agree, 6=strongly agree. 



90 

Panicipants' Comments on the Implementation of the NSE Strategies and Information 

The NSE Participant Interview (Appendix G), conducted with a subsample of 11 

students, was used to identify what specific strategies and information participants 

implemented and how students used them during their first year at college. Questions 

five, six, seven, nine, ten, eleven, and thirteen were analyzed for statements of 

implementation. Concepts that conveyed how students utilized the strategies and 

information presented during the NSE were coded. Statements regarding the top four 

ranked activities/workshops as well as the lowest ranked activity are presented. 

On the NSE Implementation Questiotmaire, the Accommodations Workshop was 

ranked first both at the beginning and end of the academic year indicating that the 

students "agreed" to "strongly agreed" that they reported implementing the information 

and strategies presented in this workshop. Comments from the interviews support this 

finding and provide more specific information regarding what acconmiodations students 

reported using. Representative comments included: 

"The double time, the testing, notetaking, I guess tutoring would be an 

accommodations, too. I guess, if you consider taking those sheets to 

closing, that has been kind of helpful for working with some of my 

teachers." 

"I have used the notetaking services, tutoring, testing accommodations, my 

ed spec." 

"Notetaking and double time." 
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The activity that was ranked second at the beginning of the year and fourth at the 

end of the year was the Tour of the Campus. Statements made regarding this activity 

indicate that students found their classes based on the information given to them. During 

the interviews several students stated; 

"So it gave me a really good opportunity to go and look around the campus 

and kinda get a little familiar with the buildings and stuff" 

"I looked on the map and got to my classes." 

The SALT Tutoring Information Workshop was ranked third at the beginning of 

the year and second at the end of the year. In this workshop students were given 

information about how to contact their tutors as well as how to use a tutor effectively. 

Within the portion of the workshop that highlighted how to work with your tutor 

effectively, strategies were presented on how to prepare for a tutoring session. During the 

NSE Participant Interviews, students noted that they prepared for tutoring sessions by 

completing their homework before the tutoring session, reading over notes, and 

brainstorming ideas. Representative responses about completing homework or 

assignments were: 

"I just try and do my homework." 

"I try do the homework ahead of time. Like I can't get it all done there are 

some problems I don't understand or can't do then I bring it along." 

" I have assignments done and have the readings done before. So that way 

when I go there I know exactly what needs to be done." 



• "Like with English, I would usually have my paper written before I would 

even show up for tutoring. Some days I am really prepared and some days 

it is, " What are we doing?" 

The use of notes during tutoring sessions were reflected in the statements; 

" Each session we go through all my notes and she asks me questions and 1 

answer them." 

"I get all of my notes in order. I look at any up coming assignments or 

tests or something like that and try to remember as much as I can of the 

information given out in the lectures for any questions I should get." 

The concept of brainstorming ideas during tutoring were seen in; 

"Tutoring helps me to like talk about and think about what I am to do to 

get either my papers done or my test studied for or what I need to so before 

the next tutoring session." 

"When I go to tutoring we go over the assignment together and then 

brainstorm together what I should be writing about. We then come up 

with an outline of what I should write and have prepared for next time." 

"I bring my books and notes from class and sometime I will have a paper 

written so the tutors can help me brainstorm and edit." 

" I bring whatever the tutor asks me to bring." 

Students reported using a variety of knowledge that was covered in the content of the 

tutoring workshop. 
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The Getting Organized Workshop was ranked third at the beginning of the year 

and fourth at the end of the year by the participants. In this workshop participants were 

given information on how to use a daily planner, what a syllabus is, scheduling final 

exams, how to use the schedule of classes and a list of important phone numbers all 

aimed at assisting them with transition into college. Participants consistently reported 

implementing the time management strategies and some shared the following statements 

about the time management strategies they reported implementing during their first year 

at college: 

"Pretty much I lay out all my tests on a like I have a calendar and I have 

when my test papers are due and I schedule my weeks accordingly." 

"One was picked up or at least the method of putting all my tests out on 

the calendar." 

• "I always have it mapped out like my days I know when projects are due, 

how long an average assignment might take me." 

• "I got a little planner. That is the one I have always has so I can remember 

what goes on everyday." 

• "I get the calendar of the week that has hourly boxes on it and I mark off 

the times where I have permanent appointments and ones that are only 

going to be for that week. In every blank space I write in big bold letters ' 

MUST STUDY." 

"I have a time planner and it really helps so I know exactly when my tutors 
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are, and know exactly when I need to get stuff done." 

All of these actions suggest that students did implement the time management strategies 

presented during the Getting Organized Workshop. 

Lingo Bingo was ranked last and rated mild disagree with the implementation of 

the content during both administrations of the NSE Implementation Questionnaire. The 

activity was intended to assist students in their understanding of the community they had 

just joined. Though ranked last, participants were able to describe how they used 

vocabulary presented within the Lingo Bingo Activity within the following excerpts: 

• "I read over the definitions and it all seemed so elementary, but in the end 

it really does play an integral part of your college experience I think so 

keep it up." 

• "Yes, the more you hear certain words, the more you think about them and 

leam to use them." 

In sum, there is evidence fi'om the interviews to support the findings fi-om the 

questionnaires. Overall, student report using some of the information and strategies 

presented at the NSE. 

Education Specialists' Perceptions of the Value of the NSE 

New Student Experience Education Specialist Interviews (Appendix I) were 

conducted via e-mail with seven education specialist affiliated with the SALT Center and 

who assisted in designing the NSE and had students who participated in it. The 

interviews were conducted to gain the education specialists' perspective about what 
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strategies and information were valuable for students' transition into college. The 

questions were asked regarding all students associated with SALT; however, the 

researcher did specify which of the participants were on the individual education 

specialist's roster. Questions seven and ten were analyzed for statements of value. 

Question seven asked education specialist, "Has the NSE been successful in 

assisting students' who attended with their transition into the University of Arizona?" In 

each of the responses the education specialist expressed that they believed that the NSE 

was helpful to some extent in assisting students in their transition into the UA. For 

example, one education specialist noted, "I think the NSE helped some students feel more 

comfortable. For others, it created more anxiety because it was 'one more thing to do' ." 

Another specialist also commented on anxiety, "I think it relieved anxiety for some 

students so they were more prepared for the first day/week than they might have 

otherwise been." Other educational specialists commented on how the NSE provided the 

students with information on policies and procedures. One specialist was specific, noting 

that, 

I believe it has been successful because these students know that they will 

be responsible for their education. They know how to request 

accommodations from their Ed Spec, and they know that their Ed Spec 

will approve or deny their request and WHY the decision was made. They 

know how to get their accommodations started. They know how and why 

or why not to disclose. We don't have to go over these procedures over 
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and over again. They know about services oflFered within SALT (writing, 

tutoring, computer lab, etc.). 

Several of the education specialists also reported that the NSE was helpful to the students 

in meeting staff and fellow classmates. Several examples reflective of this are, "Yes, in 

giving them a base to start from or help in meeting other new students or in meeting 

staff." and "Yes, I think students seeing all the other SALT students in attendance is a 

good thing. At no other time will they probably feel like they are the only LD person on 

campus." 

Question ten asked education specialists, " In general, do you feel the NSE has 

been successful in assisting SALT students with their first year of college at the 

University of Arizona? If yes, how?" In each of the responses education specialists 

thought that it was successful to some extent but that changes needed to be made in order 

to have a greater impact. For example, one education specialist replied; 

Yes, but I think it could be more eflfective if we condensed it and involved 

more continuing students (mentors, sort of). I think NSE was successful 

for those students who took it seriously. Some of the students who 

attended seemed to have fewer procedural questions and appeared to have 

a clearer understanding of how things at U of A work. I think it gave some 

students a jump start on the semester-they perhaps has a better idea what 

to except. 

Other education specialists felt that the timing of the NSE was not appropriate due to the 



97 

other activities going on at the beginning of a semester. One education specialist was 

specific, remarking that, " I think students are not thinking about the next two weeks. I 

think students want to take things as they come. They want to set up their dorm rooms 

and make new fiiends. I think if we are to schedule something similar at a different time, 

then the material may be more relevant." In contrast, another educational specialist stated 

that, "I believe it has been helpful and more relevant to students because it's offered at 

the beginning of the semester, rather than during the summer." The education specialists' 

comments reveal that although they believe the NSE to be helpful with transition into 

college for SALT students, they also believe that the program needs to be adjusted to 

better prepare students for entry into the UA. 

Summary 

The results presented within this chapter analyzed the NSE's affect on 

achievement (i.e., GPA and retention), the participants' and educational specialists' 

perception of the value of the strategies and information presented at the NSE, and the 

participants' reported implementation of the strategies and information presented at the 

NSE. Although the quantitative results indicate that there were not significant effects for 

the NSE on student achievement, the qualitative analysis does indicate that there was 

some student impact. Both participants and education specialists articulated the 

helpfulness of the strategies and information given during the NSE on transition. In 

addition, participants reported some implementation of the strategies and information 

shared during the NSE into their first year of college. 
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CHAPTER 5 

SUMMARY, DISCUSSION, AND IMPLICATIONS 

This evaluation study investigated the effectiveness of a specialized orientation 

program (NSE) for freshmen college students with LD. The program evaluation was 

completed for the NSE conducted by the SALT Center at the University of Arizona (UA) 

in fall 1998. The study was based on literature that has explored transition services for 

students with LD, program evaluations conducted on orientation programs within 

postsecondary institutions, and literature associated with utilization-focused program 

evaluation. The research questions within this study focused on gaining insight into the 

NSE's effect on achievement (i.e., GPA and retention), participants' perceived value and 

reported implementation of the strategies and information presented at the NSE, and the 

education specialists perceived value of the NSE on assisting students with their transition 

into college. This final chapter contains; (a) a discussion of the results, (b) suggestions 

for program changes for future NSEs, (c) implications for future research, and (d) final 

conclusions drawn from this study. 

Discussion of the Results 

The ultimate outcome goal of the current program evaluation was to investigate 

whether participation in the NSE, a specialized orientation program for students with LD, 

had an effect on their academic achievement (i.e., GPA and retention) during their first 

year at the UA. To gain insight into this goal, GPA and retention in college were compared 

across an intervention and comparison groups. The results of the quantitative analyses 
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indicated no significant differences between the groups on achievement (i.e., GPA and 

retention) during the first year at the UA. 

In exploring reasons why there may not have been differences, one reason is that 

the NSE itself was not powerful enough to illicit change in academic achievement for 

students who attended. The NSE consisted of three days of orientation at the beginning of 

the year with no systematic follow-up. In contrast, research in which students enrolled in 

semester-long courses to assist with transition issues from high school to college resulted 

in significant differences between the intervention and comparison groups for achievement 

related to either GPA or retention (Hardy & Karathanos, 1992; Peterson & Borden, 1993; 

Rita & Bacote, 1997; Schwitzer et al., 1991). 

The SALT Center, as detailed in Chapter Three, provides students with a myriad of 

ongoing services aimed at assisting them in their achievement while enrolled at the UA. 

Since students in both groups received these extensive support services it may be that 

these services overpowered any effects the NSE might have had on achievement. The 

national retention rate of students who persist and graduate with LD is 50% (Henderson, 

1995; Henderson, 1999; United States Department of Education Strategic Plan 1998-2000, 

1997). An interesting finding fi-om this study is the retention rate of students with LD in 

both the intervention and comparison groups was 82 and 86 % respectively after their first 

year of college and the overall graduation rate for SALT students is approximately 88% 

(SALT Website, 1999). 

To further investigate the ultimate outcome goal of the present study, potential 
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relationships between degree of participation in the NSE and achievement (i.e., GPA and 

retention) for the intervention group were explored. Pearson-product moment correlations 

demonstrated a nonsignificant low negative correlation between the number of 

activities/workshops attended and GPAs earned during the fall (-.23) and spring (-.05) 

semesters. As posited previously one reason for this finding could be due to the NSE's 

limited power. For example both Hardy and Karathanos (1992) and Rita and Bacote 

(1997) conducted semester long transition courses for at-risk students and found 

significant effects for GPAs. Rita and Bacote (1997) also found a significant effect on 

retention with 90% of the students within their intervention group enrolling in a third 

semester. This level is similar to those in both the intervention and comparison groups in 

this study even though the interventions in Hardy and Karathanos (1992) as well as Rita 

and Bacote's (1997) research were of longer duration. 

Also relevant to these findings is the performance of one student in the intervention 

group who was asked to leave the university due to low academic achievement (i.e., GPA) 

and attended all ten activities/workshops. With the small sample (N=22) the performance 

of one student has the ability to substantially impact the correlations. 

This study also investigated immediate and intermediate outcome goals to further 

understand the results. Immediate outcome goals are associated with implementation and 

participation within a program. Intermediate outcome goals are accomplishments or 

changes expected from participation in the program. Both types of goals were analyzed. 

Both the value students perceived and the reported implementation of the strategies and 
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information presented at the NSE were investigated. 

When looking across the quantitative results of the study in relation to value and 

reported implementation the top four activities/workshops were SALT Tutoring 

Information (M=3.38), Tour of Campus (M=3.31), Accommodations (M=3.30). and 

Getting Organized (M=5.19). The conclusion then, is that the activities/workshops 

associated with obtaining tutors, locating classes, accessing accommodations, and time 

management strategies were most helpful. Peterson and Borden (1993) also reported in 

their research that students thought a campus tour was helpful because it alleviated fears 

about becoming lost on a large campus. These researchers also found that two of the 

areas students were most concerned about gaining information about were registration and 

advising. The Accommodations and Getting Organized Workshops had elements of 

registration and advising contained within them. This study then reveals that students with 

LD are looking for the same types information that the general population is when 

attending orientation programming. 

When students with LD transition into institutions of higher education they are 

entering a culture that is often extremely different from their experiences in the past. In 

research conducted by Dalke and Schmitt (1987), they outlined four distinct experiences 

that are different between high school and college. One of the areas is a drastic decrease 

in teacher-student contact. By rating the SALT Tutoring Information Workshop as the 

most helpful it can be suggested that students see time with their tutors as a replacement 

for time spent with their professors. Time with tutors was also seen by students as a way 
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to increase their grades and prepare them for the greater academic competition they find in 

college a second area identified by Daike and Schmitt (1987). To also assist them with the 

greater academic competition, students recognized the value in learning information about 

how to secure their accommodations which is supported by the high ranking of the 

Accommodations Workshop. The Getting Organized Workshop also could be interpreted 

as assisting with the greater academic competition in that it outlined for students what to 

take to class, what a syllabus was, how to determine a schedule, and time management 

strategies. The third and fourth areas identified by Daike and Schmitt (1987) are students 

encounter different personal support networks and loss of protective environments. Each 

of the activities/workshops incorporated lecture, small group, and hands on activities 

allowing the students to interact with their peers so that finendships might be developed. 

By establishing fnendships students are building personal support networks and creating a 

protective environments. The conclusion drawn then is that students chose 

activities/workshops that were aligned with assisting them in making a successful 

transition into college. 

In college students are expected to take responsibility for their learning and to 

advocate on their own behalf Students who attended the NSE were taught within each of 

these activities/workshops how to access information or services that would assist them in 

overcoming obstacles they may encounter during their first year in college. The 

Accommodations Workshop specifically taught students how to access services within the 

university setting in relation to extended time for test, notetakers, and books on tape. 
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Within the handouts given for this workshop it states; "It is the student's responsibility to 

make timely requests for accommodations, to provide appropriate documentation to 

support such requests and to follow procedural guidelines in order to secure 

accommodations" (Appendix B). The responsibility is placed on the student to make sure 

they receive the accommodations that are necessary for their success. Research suggests 

that if students are capable of self-advocacy, can navigate the system within their 

postsecondary setting in accessing services, and can create a supportive community; their 

potential for success in college is increased (Aune, 1991; Brinckerhoflf, 1993; Brinckerhoff 

at al., 1992; Dalke & Schmitt, 1987; Dowdy et al., 1990; Hicks-Coolick & Kurtz, 1997; 

McGuire, Norlander, & Shaw, 1990; Siperstein, 1988; Sitlington & Frank, 1990; Vogel & 

Adelman, 1990b; Vogel & Adelmaa, 1992; Vogel & Adelman, 1993). 

Hicks-Coolick and Kurtz (1997) suggested that the following characteristics define 

self advocacy: (1) self awareness; (2) self-acceptance; (3) knowledge of the laws, policies, 

and resources; (4) assertiveness skills; and (5) problem solving skills. To be a self 

advocate you need to be equipped with the ability to gain or given information to assist 

you when you are experiencing difficulty in achieving a goal. For the students in the 

study, the goal was to first transition into college successfiilly and then persist to earn a 

college degree. When answering questions regarding obtaining and working with tutors, 

accessing accommodations, locating classes, and managing time, students' statements 

provided descriptions of the information and strategies presented during the NSE with the 

implication that they had been "put into action" during their first year in college. Examples 



104 

of the information and actions are; 

Information; "They gave us a list of tutors during it and they told us about the tutor fair 

and how to get a hold of them and what to say if you call and you get their 

answering machine and they pretty much explained how to do it from 

ground zero." 

Action; "Tutoring helps me like talk and think about what I am to do to get either 

my papers done or my test studied for or what I need to do before the next 

tutoring session." 

Information; "I went to the accommodations part and that liked helped me because I use 

books on tape and they told me how to go get them." 

Action; "Yeah, through the form letter to my professors to let them know that I am 

going to need accommodations for exams." 

Information; "So it gave me a really good opportunity to go and look around the campus 

and kinda get a little familiar with the buildings and stuff." 

Action; "I always map out my days. I know where I am going, when projects are 

due, and how long an average assignment takes me." 

Participants expressed the strategies and information gained during the NSE and how they 

used them to secure support in carrying out activities associated with self-advocacy and 

their ultimate success in college. 

All eleven of the participants interviewed indicated that the strategies and 

information gained during the NSE were useful to them during their first year in college. 
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One quote from a participant captured the essence; 

I mean it was important because it helped jog your memory of orientation 

which was important. And it was helpful to see other people and kind of 

see that you are not the only one and see who you would be running into at 

SALT. I enjoyed it and got a lot out of it. 

The experiences referred to within this statement, such as assistance in remembering 

important information from orientation attended in June, interaction with peers, and 

information gained, are all seen as ingredients to assisting students with LD in achieving 

their goal of a postsecondary education (Aune, 1991; Brinckerhoff, 1993; Brinckerhoff et 

al., 1992; Dalke & Schmitt, 1987; Dowdy et al., 1990; Hicks-Coolick & Kurtz, 1997; 

McGuire et al., 1990; Siperstein, 1988; Sitlington & Frank, 1990; Vogel & Adelman, 

1990a; Vogel & Adelman, 1992; Vogel et al., 1993). 

While the NSE did not affect the ultimate goal of GPA or retention, it is apparent 

through the results on the intermediate and immediate outcome goals that the NSE was 

perceived by the students as valuable for facilitating their transition into college. The 

ability to articulate strategies and carry out procedures presented during the NSE are all 

indications that students gained important knowledge and skills during the program. The 

outcomes from the intermediate and immediate outcome goals suggest the continued 

programming of the NSE. 

The perceived value was also supported by information obtained from the 

education specialists. The interviews with the education specialists began with 



106 

articulating the skills and obstacles that students with LD face when transitioning into 

college and the UA. Skills related to organization, time management, communication, 

advocacy, critical thinking, achieving balance between academic, social, and health 

endeavors, resiliency, and persistence were all conveyed as important for a successful 

transition into college. In addition to these skills, students who enter the UA, as reported 

by the education specialists, are faced with the size of the institution and the bureaucracies 

and independence that are results of the enormity. In many of the responses it was also 

conveyed that many students come to the UA are unable to navigate through the maze of 

the institution without employing assistance. 

The seven education specialists interviewed all commented that they thought the 

NSE was valuable to students' transition into the UA. One quote from an education 

specialist summarized the ideas expressed by the specialists; 

1 believe it has been successful because these students know that they will 

be responsible for their education. They know how to request 

accommodations for their ed spec, and they know that their ed spec will 

approve or deny their request and WHY the decision was made. They 

know how to get their accommodations started. They know how and why 

or why not to disclose. We don't have to go over these procedures over and 

over again. They know about the services within SALT (writing, tutoring, 

computer lab, etc.). They are more ready at the beginning of the semester. 
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This statement articulates the education specialist's belief that students are better prepared 

for their transition into college by participating in the NSE. The education specialist 

believed that the NSE provided students with information that assisted them in gaining a 

head start into accessing accommodations and services provided by the UA. Although the 

conclusion drawn is to continue the programming of the NSE, many comments made by 

both the participants and the education specialists argue for changes in the program. 

Suggestions for Future Program Changes to the NSE 

The NSE, as evaluated within this research study, was a program held over a three 

day period prior to the fall 1998 semester at the UA. The NSE was conducted 

simultaneously with sorority/fraternity rush and the opening of the residence halls. Many 

of the participants stated that they felt pressure to be in two places at once and that they 

were missing out on the opportunity to meet new friends in their residence halls while 

attending the NSE. Some of these participant statements included: 

"I think its timing. I think anything done at that time is just crazy. 

There is no way of getting around that either. Because it needs to be 

done...the timing is just so crazy." 

"I think they should either make it shorter or move it up in the 

week. I remember from the end of the lingo bingo day that I had to 

go to my dorm room and start moving in at 3:00pm. If you have a 

roommate that is really picky you don't get to choose your bed if 
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you get there late and you also have to wait a long time for the 

elevator. It is just a big hassle." 

• "I think there is a lot going on at that time and a lot of the stuff they 

told us our education specialist can go over once school starts." 

A statement from one of the education specialist also supported these thoughts; 

"1 think students are not thinking about the next two weeks. I think 

students want to take things as they come. They want to set up their dorm 

rooms and make new friends. I think if we are to schedule something 

similar at a diflferent time, then the material may be more relevant." 

Based on information provided from the interviews, it seems important that the length of 

the NSE be reduced substantially and format modified if it is still to be held just prior to 

the beginning of classes. An interactive format is suggested based on suggestions by the 

students and education specialists in the current study, the research of Peterson and Borden 

(1993) and Schwitzer et. al. (1991) who found that students preferred changes in format 

(i.e, small group discussions and role-playing) and location to ease the monotony of 

constant lecturing. The following are suggestions for a reformatted NSE, 

Participants within the newly formatted NSE would be broken down into small 

groups of 15 to 20 students. Each group of students would be assigned to a pair of 

education specialists. The first activity of the day would be to take students on an hour-

long tour of the campus, highlighting buildings and services traditionally utilized by 

participants of the SALT Center. This activity was kept due to the value students and 
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education specialists reported within the study. Tours of campus were also reported as 

helpful by participants studied in the research by Peterson and Borden (1993). 

From the tour of campus, student groups would proceed to a small group session 

focusing on strategies and information pertaining to accessing accommodations, 

disclosure, UA vocabulary, time management, and SALT tutoring information. The 

activities, strategies, and information included in this newly formatted NSE are based on 

the findings of the study in that activities were selected that were rated as valuable by 

participants and the education specialists. The education specialists assigned to each 

group would cover the first three areas listed. SALT tutoring information would be 

presented by the SALT tutor coordinator. The strategies and information would be 

provided to students in lecture, role-play, and group activity formats. 

Other strategies and information that were included in the present NSE could be 

presented during workshops given throughout the semester by the SALT Center. 

Information that was covered in this newly formatted NSE could also be revisited based on 

students' need. The continuation of workshops throughout the semester is supported by 

research conducted by Hardy and Karathanos (1992), Peterson and Borden (1993), Rita 

and Bacote (1997), and Schwitzer et al. (1991), on the effect of semester long transition 

courses on achievement (i.e, GPA and retention). They found significant differences in 

either GPA and/or retention between intervention and comparison groups. This idea is 

also supported by the statements outlined in the beginning of this section that outline both 

participants' and education specialists' concerns regarding the timing of the NSE. 
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Implications for Future Research 

The evaluation study was conducted to determine if the NSE had an efifect on 

student achievement and to examine the participants' perceived value and reported 

implementation of the strategies and information presented. This evaluation study 

explored orientation programming focused on the transition needs of students with LD. 

The results of this study suggest the need for continued research in this area. As shown in 

previous transition and orientation program evaluation studies for both students with and 

without LD (Aune, 1991; Collett-Klingenberg, 1998; Dalke & Schmitt, 1987; Dowdy et 

al., 1990; Fairweather & Shaver, 1991; Hicks-Coolick & Kurtz, 1997; Peterson & Borden, 

1993; Rita & Bacote, 1997), assisting students in gaining knowledge of the campus and 

services provided by the college increases their likelihood of earning higher GPAs, 

increasing retention, and persisting toward graduation. Interventions designed to increase 

skills in accessing and applying knowledge associated with these outcomes assist students 

with and without LD in increasing their lifetime earning potential (Bureau of Labor 

Statistics, 1998). 

Though the research study presented favorable qualitative results, the external 

validity of the study is weak due to the small sample size (N=22). Implying that future 

research should strive to include a greater number of participants. This idea is supported 

by research that found positive correlations between participation in transition programs 

and achievement during a students first year at college when larger participant groups were 

included (Dalke & Schmitt, 1987; Hardy & Karathanos, 1992; Rita & Bacote, 1997; 
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Schwitzer et al., 1991). This suggestions may also be accomplished by redesigning this 

study to include a greater number of participants across a number of different schools 

offering the same type of programming. 

Due to the ever-increasing number of students with disabilities arriving at 

institutions of higher education, studies examining different populations should also be 

conducted. Comparative studies (e.g., students with LD vs. NLD, enhanced services vs. 

minimal services, students with ADD vs. LD) would increase the knowledge base of 

strategies and programs that are effective with different populations. In the past, student 

personnel staff working with students with disabilities have provided students access to 

programs based on their individual beliefs, not on research based practices (Brinckerhofif 

et al., 1993) thus further supporting the need for more research. 

Final Conclusions 

In this evaluation study, analyses conducted in relation to the ultimate outcome 

goal of: "Did the NSE affect academic achievement?" would suggest that such 

programming does not support higher achievement (i.e, GPA and retention) when 

compared with no specialized orientation. To only apply the quantitative results found 

within this study would be short-sighted. The quantitative results only applied to the 

research questions that related to the ultimate outcome goal. In the methodology 

associated with utilization-focused program evaluation; ultimate, intermediate, and 

immediate outcome goals are all interdependent (Patton, 1986). By exploring 

stakeholders' (i.e., students and education specialists) views related to the perceived value 
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and reported implementation, the intermediate and immediate outcome goals, it was 

revealed that the strategies and information presented during the NSE were viewed as 

valuable and reported as implemented with the implication that they supported transition 

into college. The qualitative data collected for the immediate and intermediate goals also 

provided rich information on how the NSE could be redesigned to strengthen the power of 

the NSE and better meet the needs of the participating students. 

The body of research related to transition programming for students with LD 

supports the programming efforts in this area (Aune, 1991; Collett-Klingenberg, 1998; 

Dowdy et al., 1990; Fairweather & Shaver, 1991; Hicks-Coolick & Kurtz, 1997). 

Throughout the research it has been noted that when students with LD are provided with 

systematic transition programming, their success within postsecondary settings is 

increased. Due to the increasing numbers of students with LD entering institutions of 

higher education, the continued support of programming for this student population, both 

financially and administratively by institutions of higher education is vital. There will be 

students with LD who come prepared to enter the world of postsecondary education but 

for the majority who are not, the NSE, in the words of an education specialist, "provided 

students a jump start on the semester and a better idea of what to expect." 



APPENDIX A 

HANDOUTS FROM GETTING ORGANIZED WORKSHOP 

Getting Organized 
what should I take to class? 

what is a "syllabus?!!" 

a planner? For what?! 

scheduling tips... 

questions? 
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What to take to class 
folder/paper 

or 
notebook with pockets (spiral or loose-leaf) 

daily planner 
pencil/pen 
highlighter 

book? Maybe 
handouts 
syllabus 

tape recorder? 



Things to look for in a * syllabus 
(*syllabus: a guide to the whole course) 

attendance policies 

class objectives - specified and general 

course materials - required and optional 

textbooks, packets, library readings 

important due dates 

• assignments, tests, papers, projects 

review sessions scheduled 

instructor's name 

• teaching assistant (t.a.) If applicable 

• office address 

• phone number 

• email address 

grading policies 

• make-ups 

• extra credit 
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using your daily planner-
helpful hints 

write everything in your planner 
• appointments with tutors, instructors, edspec 
• due dates for paper and projects 
• test dates 
• list things to do 
• phone numbers, email addresses 
• use abbreviations - especially for routine entries 
write name and location of your meetings; include 
name and phone number in case an emergency arises 
and you must cancel 
use highlighter or circle important or non-routine 
items; consider color coding items 
cross out or check off items as you complete them 
look at your planner the night before to plan for the 
next day - pack your back pack and include your 
planner 
keep your plaimer in a specific place - a pocket of your 
backpack or in the front part of your backpack 
record due dates, write a reminder that the due date is 
approaching - especially helpful for planning the 
writing process 
flip to preceding week to make sure you have all 
regular, recurring items; flip ahead to record 
predictable appointments 
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Important phone #s 

SALT 621-1242 

CeDRR Testing 
Notetaking 
Recording Svcs 

621-5760 
626-4471 
621-9170 

Education Specialists 
Linda Clay 621-5265 
Debbie Ingersoll 621-5230 
Laurie Martin 621-5235 
Chris Murray 621-5278 
Mike Penn 621-5278 
Caroline Ragano 621-9361 
Diedre Rapp 621-5262 
Lupe Thompson 626-6038 
RoseWilhite 621-5260 

Associate Director 
Beverly Sandock 

Writing Specialist 
Chris Hamel 

Tutoring 
Norma Carrillo 

621-5226 

621-5199 

626-4157 

U of A Information 621 -2211 
Bursar 621-3232 
Campus Health 621 -6490 
Residence Life 621-6500 
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scheduling grid - helpful hints 

• first, fill in classes, appointments (tutors, edspecs, 
study groups) 

• fill in other regular activities (working out, meetings 
for clubs, and other organizations, practice for sports) 

• add time for reading, reviewing notes, research, 
studying, writing projects 

at this point, you can xerox your schedule - a "master 
schedule" of routine time constraints; add activities that 
vary from week to week to copies of your masters schedule 

• doctor, dental, hair appointments 
• appointments with instructors, advisor 
• tests, papers, projects 
• add tutor fair, career week, field trip, concerts, plays 
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APPENDIX B 

HANDOUTS FROM ACCOMMODATIONS WORKSHOP 

Accommodations 

What is an accommodation? 
Accommodations are measures which provide the individual with learning 

disabilities access to post-secondary programs or activities. They are determined 
individually based on the documentation of the student's learning disability. 

Examples: extended time on exams, book on tape, etc. 

What are academic adjustments? 
An academic adjustment is a modification of an academic program. 

Example: foreign language substitution 

Student Responsibility... 
It is the student's responsibility to make timely requests for accommodations, to 

provide appropriate documentation to support such requests and to follow procedural 
guidelines in order to secure accommodations. 
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remember... 

• accommodations vary by class 

• accommodations are based on documentation of the learning disability — you 
gotta qualify 

• you MUST disclose your learning disability to get accommodations 

procedures 
see your ed spec 

• request accommodation (s) 
• ed specs will approve or deny the request based on 

evidence in you documentation 
• you may appeal the decision 

• take ID letters (disclose) to faculty 
• follow CeDRR's sign-up procedures and timelines 

discuss with your ed spec when and if you should use a particular accommodation 
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The SALT CeDRR Comparison 

The universiU" of Arizona provides one of the largest and most comprehensive networks of service delivery' 
for students with learning disabilities in the country. As a student of the University, individuals with learning 
disabilities may qualily for many accommodations that are provided free of charge. Most of these ser\ ices 
are facilitated through the Center for Disability Related Resources. As a participant in the SALT Center 
students have the benefit of recei\ing additional services, for which a fee is charged, which give the students 
a ma.\imum opportimit^' for success. The following chart provides a partial listing of the services available 
ihrDUgli participation in each department. Services for which there is no charge are marked with an astensk. 

SALT CeDRR 

Neu student transition support 
i.e. SALT Orientation, New Student Experience 

X 

Individual meetings with Education Specialist X 

Penodic meeting with Disability Specialist* X 

Trainmg in learning strategies X 

Assistance with education planning X 

Assistance with scheduling* X 

Learning assistance seminars 
i.e. Test Taking, Time Management, Learning eflectiveness 

X 

LRC Class sections for students with learning disabilities X 

Mentoring Program X 

Indiv idual/small group assistance in written expression enhancement X 

Indiv idual/small group/drop-in tutoring X 

ADHD support group X 

Adapted Computer Lab X X 

Adapted learning tools u-aining X 

Career e.xploration inventories and workshops X 

Transition services 
i.e. Resume development. Interviewing skills. Rights in the workplace 

X 

Academic accommodations* 
i.e. Testing accommodations. Note takers. Taped texts 

X 

Prioritv' registration* X X 
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HOW TO SET UP TESTING ACCOMMODATIONS 

When should you sign up? 
• Sign up testing accommodations once you have all your course syllabi, this 

is usually by the end of the first week of classes. 

What to take with you: 
• All of your course syllabi 
• Class schedule with course, section number, meeting times, and datess 

including the final exam. 
• Know the accommodations you will need for each exam. 
• You may only sign up for the accommodations that have been approved by 

your Education Specialist. 

Signing up is a four-step process: 

1. Go to Science Library Room 400A (Testing Accommodations) 
• Sign up to meet with a proctor to schedule a fiill semester's exams 
• Be prepared to wait between 15 and 30 minutes 

2. Contracts 
• Before you take any exams with accommodations you must read and sign a 

contract for the current semester. 
• You will receive handouts including the Student Handbook at this time. 

The handouts include a list of important dates to remember. 
• By signing the contract you indicate that you understand and will abide by 

the policies and procedures for taking exams at Testing as stated in the 
Student Handbook. 

3 Pinii Cards 
• Will be filled out by the staff of Testing Accommodations. 
• These are the records that indicate exam date, time, and the required 

accommodation. 

4. Delivery Sheets 
• Will be filled out by your instructor. 
• They provide information to Testing Accommodations staff as to how 

administer the exam. 
• EXAMPLE: "One page of handwritten notes allowed during the 

exam." 
It is your responsibility to follow up on ALL paperwork!!!!! 



SIGN-UP PROCEDURES FOR 
BOOKS ON TAPE 

(if you qualify) 

see your ed spec to get a referral form 

walk-in to sign-up for an appointment with Cheryl Muller (CeDRR building at 2'"' 
Street and Cherry) 

discuss your recording needs, time lines and related procedures with Cheryl during 
your appointment 

or 
order your own books on tape through Recordings for the Blind & Dyslexic 

SIGN-UP PROCEDURES FOR 
NOTETAKING SERVICES 

(if you qualify) 

see your ed spec to get a referral form 

walk-in to make an appointment with Jeanne Nicholls (CeDRR building at 2"'' and 
Cherry) 

discuss notetaking needs, time lines and related procedures with Jeanne during 
your appointment 
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APPENDIX C 

HANDOUTS FROM DISCLOSURE WORKSHOP 

Disclosure 
What is Disclosure? 

• Informing faculty and staflf that you have disability 
• Personal decision 

Reactions to Disclosure 

• Reactions may vary 
• interest resulting in further dialogue 
• knowledge and preconceptions about LD/ADHD 
• knowledge about University procedures 
• some people will request further information 

• Protected by ADA and 504 

Preparations 

• Check Syllabus 
• Office hours (walk-in or appointment) 
• Contact instructor or TA 
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Process of Disclosure 

• Discuss with Education Specialist 
• Get ID letter 
• Go to Testing Center if applicable - get delivery sheets 
• Meet with instructor during office hours within the first weeks of the 

semester 
• introduce yourself and state the class you are in 
• be articulate about your disability, strengths, needs, 

accommodations 
• give instructor your ID letter 
• if applicable, give instructor delivery sheet and ask if you should 

wait for it or pick up during the next class 

Consider the Impression You Make 

• Be courteous 
• Allow yourself enough time to discuss how you leam while respecting other 

demands on your instructor's time 

is your choice and responsibility to disclose your disability; if you 
do not tell your instructors you have a disability, they will not know 
you have one.*** 

Questions 
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Disclosing a Disability To Instructors 

If You Disclose.. Why Disclose? 

* When you need 
accommodations to 
compensate for LD/ADHD 

* To implement 
accommodations 

* To open dialogue about 
how you leam and how 
your disability impacts you 
in each course 

* You will get 
accommodations 
(accommodations are not 
retroactive) 

* Your instructor may 
better understand how you 
leam 
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Why not Disclose If You Do Not Disclose.. 

* LD/ADD does not impact 
particular class 

* You may not receive in-
class accommodations such 
as testing accommodations 
(extended time, reader, 
writer, computer, electronic 
speller, proofreader, 
minimal distraction, 
calculator, no penalty for 
spelling/punctuation 
errors), recording lecture, 
possible note taker 
(provided through CeDRR) 

* Preference for maximum 
independence and privacy 

* You may not be able to 
re-take exam with 
accommodations 

* Instructor will not know 
you have an LD/ADD 

* Your privacy is 
maintained 
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APPENDIX D 

NEW STUDENT EXPERIENCE EVALUATION QUESTIONNAIRE 

Name; Code; 
Date; 

The University of Arizona SALT Center's 
NEW STUDENT EXPERIENCE (NSE) EVALUATION 

Now that you have completed the NSE please take a few minutes to complete this 
evaluation. For each item provide a rating and relevant comments. This feedback is 
important to us. We will use it in determining the NSE effectiveness and making the 
experience more valuable to others. Please circle your rating and write comments on 
how valuable the following aspects of the NSE were in facilitating your transition into 
The University of Arizona. 

How valuable was: 
not somewhat very extremely 

valuable valuable valuable valuable valuable 

the overall 
experience of NSE. 
Comments; 

I 

J. 

the information 
shared at the NSE. 
Comments; 

the organization of 
the workshops 
attended during the 
NSE. 
Comments; 

the content of the 
workshops attended 
during the NSE. 
Comments; 

4. handouts. 
Comments; 
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Listed below are the topics that were covered in the NSE workshops. Keeping in mind the 
emphasis placed on each topic during the NSE, please circle your rating and write 
comments that represent your recommendation for future emphasis (time allotted) when 
the NSE is next offered. If you did not attend the workshop please place a check mark 
under the appropriate heading. 

The emphasis should be: increased stay the same decreased did not 
attend 

5. lingo bingo that was 
specifically related to the 
University of Arizona. 
Comments; 

6. reflections from returning 
SALT students. 
Comments: 

7. tour of the campus. 
Comments: 

8. getting organized workshop. 
Comments: 

9. SALT tutoring information 
workshop. 
Comments: 

10. accommodations workshop. 
Comments: 

11. disclosure workshop. 
Comments: 

12 SALT writing services 
workshop. 
Comments: 

13. note-taking skills workshop. 
Comments: 

14. question and answer session. 
Comments: 

2 

2 

2 

2 
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The University of Arizona SALT Center's 

Listed below are the topics that were covered in the NSE workshops. Please circle your 
rating and write comments based on how valuable information was in the individual 
workshops. If you did not attend the workshop please place a check mark under the 
appropriate heading. 

not somewhat very extremely 
How valuable was valuable valuable valuable valuable valuable 
the information 
given during: 

15. l ingo bingo that was 1 2 3 4 5 
specifically related to 
the University of 
Arizona. 
Comments: 

16. reflections from 1 2 3 4 5 
returning SALT 
students. 
Comments; 

17. tour of the campus. 1 2 3 4 5 
Comments: 

18. getting organized 1 2 3 4 5 
workshop. 
Comments: 

19. SALT tutoring 1 2 3 4 5 
information 
workshop. 
Comments: 

20. accommodations 1 2 3 4 5 
workshop. 
Comments: 

21. disclosure workshop. 1 2 3 4 5 
Comments: 
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extremely 
valuable 

5 

5 

What was most helpful about NSE? 

What would you not include in the NSE next year? 

What would you add to the NSE next year? 

22. SALT wntmg 12 3 4 
services workshop. 
Comments; 

not somewhat very 
How valuable was valuable valuable valuable valuable 
the information 
given during: 

23. note-taking skills 12 3 4 
workshop. 
Comments: 

24. question and answer 12 3 4 
session. 
Comments: 

What have you learned that you plan to use this year to facilitate your transition to The 
University of Arizona? 
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APPENDIX E 

NEW STUDENT EXPERIENCE IMPLEMENTATION QUESTIONNAIRE NUMBER 1 

Name; Code; 
Date: 

Implementation of Strategies and InformationPresented during 
The University of Arizona SALT Center's New Student Experience (NSE) 
Directions; As you finish this experience, we would like you to think about the value of 

the information you learned and about how receptive you are to using the 
strategies and information presented throughout the following school year. 
The following items are divided into categories so that you may reflect on 
each area. Circle the response that best indicates to what degree you 
agree with each item. If there is an item you do not know how to answer, 
you may omit it. 

Before strongly agree mildly mildly disagree strongly 
Enterine The agree agree disagree disagree 
University of 
Arizona: 

1. I was SA A MA MD D SD 
confident that 
I had the 
skills 
necessary to 
be successful 
at The 
University of 
Arizona. 

2. I was SA A MA MD D SD 
reasonably 
satisfied with 
the current 
strategies that 
I used to 
assist me with 
my school 
work. 
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Now that I strongly agree mildly mildly disagree strongly 
attend The agree agree disagree disagree 
University of 
Arizona: 

3. I am seeking SA A MA MD D SD 
ways to 
improve my 
success as a 
student. 

4. I will use the SA A MA MD D SD 
NSE strategies 
and 
information. 

5 The NSE SA A MA MD D SD 
strategies we 
learned are 
important to 
my success as 
a college 
student. 

6 When SA A MA MD D SD 
preparing for 
classes I will 
use the NSE 
strategies. 

7. The amount of SA A MA MD D SD 
work required 
for my courses 
will keep me 
from using the 
NSE strategies 
presented. 
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Lineo Bin^o: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

I will use the SA A MA MD D SD 
vocabulary 
from Lingo 
Bingo. 

I will  use the SA A MA MD D SD 
handout from 
Lingo Bingo 
to define the 
terms 
presented. 

Reflections strongly agree mildly mildly disagree strongly 
from agree agree disagree disagree 
returning 
SALT 
Students: 

10. I will  use the SA A MA MD D SD 
information 
and "words of 
wisdom" 
shared by the 
returning 
SALT 
students. 

1 1 .  I  w i l l  s e e k  o u t  S A  A  M A  M D  D  S D  
returning 
SALT 
students for 
advice during 
the school 
year. 
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Campus 
Tour: 

strongly agree 
agree 

SA A 

mildly mildly disagree 
agree disagree 

strongly 
disagree 

12. I will use the A MA MD D SD 
information 
about 
building 
proximity 
when 
scheduling 
my classes. 

13. I will  use the SA A MA MD D SD 
map to assist 
me in finding 
buildings. 
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Getting strongly agree mildly mildly disagree strongly 
Organized: agree agree disagree disagree 

14 I will use the SA A MA MD D SD 
time 
management 
and daily 
planner 
strategies 
demonstrated. 

15. I will  use the SA A MA MD D SD 
information 
about how a 
syllabus is 
used to assist 
me with 
preparing for 
classes. 

16. I will  use the SA A MA MD D SD 
Schedule of 
Classes to 
plan for my 
final exams. 

17. I will  use the SA A MA MD D SD 
important 
phone 
numbers 
shared with 
me to assist 
me during the 
year. 
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Tutoring; strongly agree mUdly mildly disagree strongly 
agree agree disagree disagree 

18. I will  have my SA A MA MD D SD 
assignments 
read and class 
notes in order 
to improve 
my time spent 
with my 
tutors. 

19. By using my SA A MA MD D SD 
tutors 
regularly my 
grades will 
improve. 

20. I will bring SA A MA MD D SD 
the materials 
needed to 
have a 
productive 
tutoring 
sessions. 
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Accommo- strongly agree mildly mildly disagree strongly 
dations: agree agree disagree disagree 

21. I will contact SA A MA MD D SD 
CeDRR to set 
up my 
accommodati 
ons using the 
strategies 
presented. 

22. I will disclose SA A MA MD D SD 
to my 
professors 
that I am a 
participant of 
SALT using 
ID letters. 

23. I will request SA A MA MD D SD 
further 
accommodati 
ons if 
necessary 
using the 
procedure 
presented. 
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Disclosure: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

I will disclose SA A MA MD D SD 
my learning 
disability at 
the university. 

I will not SA A MA MD D SD 
disclose my 
learning 
disability to 
certain faculty 
and staff at 
the university. 
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Writing: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

26. I will discuss SA A MA MD D SD 
with my 
professor the 
style of 
writing that is 
acceptable for 
the discipline. 

27. 1 will use the SA A MA MD D SD 
organization 
of a paper 
presented to 
assist me with 
my writing 
skills. 

28. 1 will attend SA A MA MD D SD 
the writing 
workshops 
discussed. 

29 1 will utilize SA A MA MD D SD 
the services 
of the writing 
specialist. 
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Note-takins: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

By using one SA A MA MD D SD 
of the note-
taking 
strategies, the 
information 
presented in 
my classes 
will be easier 
to process. 

I will utilize SA A MA MD D SD 
formal note-
taking 
strategies. 

If you would like to make any other comments about the NSE please do so here; 
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APPENDIX F 
NEW STUDENT EXPERIENCE 

IMPLEMENTATION QUESTIONNAIRE NUMBER 2 
Name: Code; 
Date: 

Implementation of Strategies and Information 
Presented during Tiie University of Arizona SALT Center's New Student Experience 

(NSE) 
Directions; As you finish your first semester at the University of Arizona, we would 

like you to again think about the value of the information you learned and 
about how receptive you were to using the strategies and information 
presented at the NSE. The following items are divided into categories so 
that you may reflect on each area. Circle the response that best indicates 
to what degree you agree with each item. If there is an item you do not 
know how to answer, you may omit it. 

Before strongly agree mildly mildly disagree strongly 
Entering The agree agree disagree disagree 
University of 
Arizona: 

I was SA A MA MD D SD 
confident that 
I had the 
skills 
necessary to 
be successfiil 
at The 
University of 
Arizona. 

I was SA A MA MD D SD 
reasonably 
satisfied with 
the current 
strategies that 
I used to 
assist me with 
my school 
work. 
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Now that I 
attend The 
University of 
Arizona: 

I will be 
seeking ways 
to improve my 
success as a 
student during 
the fall 1999 
semester. 

I used the 
NSE strategies 
and 
information. 

The NSE 
strategies we 
learned were 
important to 
my success as 
a college 
student during 
the second 
semester. 

When 
preparing for 
classes I used 
the NSE 
strategies. 

The amount of 
work required 
for my courses 
kept me from 
using the NSE 
strategies 
presented. 

strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

SA A MA MD D SD 

SA A MA MD D SD 

SA A MA MD D SD 

SA A MA MD D SD 

SA A MA MD D SD 
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Lin^o Bineo: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

8 I used the SA A MA MD D SD 
vocabulary 
from Lingo 
Bingo. 

9 I used the SA A MA MD D SD 
handout from 
Lingo Bingo 
to define the 
terms that I 
came in 
contact with 
throughout 
the semester. 

Reflections strongly agree mildly mildly disagree strongly 
from agree agree disagree disagree 
returning 
SALT 
Students. 

10. I used the SA A MA MD D SD 
information 
and "words of 
wisdom" 
shared by the 
returning 
SALT 
students. 

11. I sough out SA A MA MD D SD 
returning 
SALT 
students for 
advice during 
the my 
second 
semester. 
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Campus strongly agree mildly mildly disagree strongly 
Tour: agree agree disagree disagree 

12. I used the SA A MA MD D SD 
information 
about 
building 
proximity 
when 
scheduling 
my classes. 

13. I used the SA A MA MD D SD 
map to assist 
me in finding 
buildings. 
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Getting strongly agree mildly mildly disagree strongly 
Oreanized: agree agree disagree disagree 

14 I used the SA A MA MD D SD 
time 
management 
and daily 
planner 
strategies 
demonstrated. 

15 I used the SA A MA MD D SD 
information 
about how a 
syllabus is 
used to assist 
me with 
preparing for 
classes. 

16 I used the SA A MA MD D SD 
Schedule of 
Classes to 
plan for my 
final exams. 

17 I used the SA A MA MD D SD 
important 
phone 
numbers 
shared with 
me to assist 
me during the 
first semester. 
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Tutoring: 

18. I brought the 
materials 
needed to 
have a 
productive 
tutoring 
sessions. 

19 I had my 
assignments 
and class 
notes read in 
order to 
improve my 
time spent 
with my 
tutors. 

20. By using my 
tutors 
regularly I 
improved my 
grades 
throughout 
the second 

strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

SA A MA MD D SD 

SA A MA MD D SD 

SA A MA MD D SD 

semester. 
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Accommo- strongly agree mildly mildly disagree strongly 
dations: agree agree disagree disagree 

I contacted SA A MA MD D SD 
CeDRR to set 
up my 
accommodati 
ons using the 
strategies 
presented. 

I disclosed to SA A MA MD D SD 
my professors 
that I am a 
participant of 
SALT using 
ID letters. 

I requested SA A MA MD D SD 
further 
accommodati 
ons if 
necessary 
using the 
procedure 
presented. 
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Disclosure: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

I disclosed SA A MA MD D SD 
my learning 
disability at 
the university. 

I will not SA A MA MD D SD 
disclose my 
learning 
disability to 
certain faculty 
and staff at 
the university 
during fall 
1999 
semester. 
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fVritine: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

26. I discussed SA A MA MD D SD 
with my 
professor the 
style of 
writing that is 
acceptable for 
the discipline. 

27. I used the SA A MA MD D SD 
organization 
oia paper 
presented to 
assist me with 
my writing 
skills. 

28. 1 attended the SA A MA MD D SD 
writing 
workshops 
discussed. 

29. 1 utilized the SA A MA MD D SD 
services of 
the writing 
specialist. 
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Note-takine: strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

30. By using one SA A MA MD D SD 
of the note-
taking 
strategies, the 
information 
presented in 
my classes 
was easier to 
process. 

31. I utilized a SA A MA MD D SD 
formal note-
taking 
strategies. 

Overall strongly agree mildly mildly disagree strongly 
agree agree disagree disagree 

32. Has the NSE SA A MA MD D SD 
helped you 
adjust to 
college life. 

33 Has the NSE SA A MA MD D SD 
helped you to 
be a 
successful 
student. 

If you would like to make any other comments about the NSE please do so here: 
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APPENDIX G 

NEW STUDENT EXPERIENCE PARTICIPANT INTERVIEW QUESTIONS 

What has been your most memorable educational experience during your first year 
at The University of Arizona? 
What has been your worst educational experience during your first year at The 
University of Arizona? 
Can you tell me what you remember from the NSE? 
What information that you learned while attending the NSE has helped you during 
your first year here at The University of Arizona? 
Probe: Did any of the information you just shared assist you in handling either of 
the situations that you describe above? 
Some of the language or terms used here at The University of Arizona can be 
confusing, can you describe a situation during the past year where the terms used 
confused you? 
Probe: What if anything from the NSE was helpful in terms of the language? 
What were your feelings on the first few days when you were trying to find your 
way around campus? 
Probe: Did the campus tour conducted during the NSE help you to locate your 
classes during your first few days at The University of Arizona? 
What type of time management strategies do you use? 
Probe: Where did you leam these time management strategies? 
Probe: If you did not use time management strategies during your first semester 
did you during your second semester? 
Probe: The Schedule of classes was also introduced during this session, how 
many times do you think you have referred to it during your first year here? 
When you need a phone number to a department or a professor where do obtain 
this information? 
Probe: Important phone numbers were distributed during the NSE, have you ever 
use the list? 
Do you use the tutoring services associated with SALT? 
If the answer to the above question is no: 
Probe: Why do you not use tutoring services? 
If the answer to the above question is yes: 
Probe: How do you prepare for tutoring session? 
Probe: Can you describe a regular tutoring session? 
Probe: What did you leam during the NSE that assisted you in using the tutoring 
services associated with the SALT Center? 
What does the word accommodation mean to you? 
Probe: What are some of the accommodations that you have used during this 
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school year? 
Probe: Have you found the accommodations you use easy to access? 
Probe: What have been some of your experiences with The Center for Disability 
Related Services (CeDRR)? 
What does the term disclosure mean to you? 
Probe: Have you disclosed that you are learning disabled during the past year 
here at the University? 
Probe: To all of your professors? 
Probe: Do you feel this has helped you or hurt you? 
Probe: If you did not disclose why did you choose to keep your learning disability 
private? 
What have been some of your experiences with writing during your first year at 
The University of Arizona? 
Probe: Have you felt prepared? 
Probe: If you have not felt prepared, what kinds of assistance have you sought? 
Probe: Have you used the organization of a paper distributed to you to help you 
with your writing? 
What kind of strategies do you use when you are taking notes in class? 
Probe: Where did you leam this strategy? 
Is there anything else that you can remember about your participation in the NSE? 
Do you think the NSE was useful to you during your first year at college? 
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APPENDIX H 

PARTICIPANT CONSENT FORM 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT 
I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF HOW I 
WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS FORM WILL 
INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE MY 
CONSENT. FEDERAL REGULATIONS REQUIRE WRITTEN INFORMED 
CONSENT PRIOR TO PARTICIPATION IN THIS RESEARCH STUDY SO THAT I 
CAN KNOW THE NATURE AND RISKS OF MY PARTICIPATION AND CAN 
DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED 
MANNER. 

PURPOSE: I am being invited to participate voluntarily in this research project which is 
designed to gather information related to one's thoughts and feelings related to attending 
the New Student Experience (NSE) presented by The University of Arizona's Strategic 
Alternative Learning Techniques (SALT)Center. The purpose of this study is to 
determine if attending the NSE has an eflfect on earned grade point average and retention 
at the University. 
SELECTION CRITERIA; I am being asked to voluntarily participate 
In this study because I am currently a student enrolled at The University of Arizona and 
affiliated with the SALT Center. Based on my participation in the NSE I will associated 
with one of two groups . Approximately 22 participants will be enrolled in this study. 
PROCEDURE(S): By signing this form, I agree to participate in the NSE. I also agree to 
complete three questionnaires on two separate occasions which will be administered by 
the education specialist at the SALT Center. I also agree to participate in an interview 
conducted by the investigator of this study. The information obtained from this study will 
be scored and an analysis of the results will be completed. The results of the study will be 
used to determine if some activities have a more positive eflfect on participants than other 
activities. 
RISKS: There are no significant physical or psychological risks involved in this study. It 
will be at my discretion as to whether I wish to participate in activities oflfered by the 
study. 
BENEFITS: The information gathered during this study may help to improve the 
services oflfered to postsecondary students with learning disabilities (LD) and attention 
deficit disorder (ADD) enrolled in the SALT Center as well as other programs in Arizona 
and across the United States. Participants may also benefit from the activities oflfered by 
the study. 
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CONFIDENTIALITY: This consent form will be added to my file at the SALT Center. 
A summary of the results of the study will be provided to administrative personnel of this 
facility; however, my name and my individual responses to the questionnaires will not be 
revealed in this summary. In addition, my name will be coded for the study so that no 
identifying information is contained in the final study results. The final results of this 
study may be published in a professional journal or may be used for 
professional/educational purposes. 
PARTICIPATION COSTS AND SUBJECT COMPENSATION: The only cost I will 
incur for participating in this study is my time. I will not be compensated for participating 
in this study. 

I can obtain further information from Ann M. Richards, M.S. at (520)318-4373. If I have 
questions concerning my rights as a research subject, I may call the Human Subjects 
Committee at (520)626-6721. 

AUTHORIZATION; BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, 
THE METHODS, INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN 
EXPLAINED TO ME AND MY QUESTIONS HAVE BEEN ANSWERED. I 
UNDERSTAND THAT I MAY ASK QUESTIONS AT ANY TIME AND THAT I AM 
FREE TO WITHDRAW FROM THE STUDY AT ANY TIME WITHOUT CAUSING 
BAD FEELINGS. MY PARTICIPATION IN THIS STUDY MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED TO ME. NEW 
INFORMATION DEVELOPED DURING THE COURSE OF THIS STUDY WHICH 
MAY AFFECT MY WILLINGNESS TO CONTINUE IN THIS RESEARCH PROJECT 
WILL BE GIVEN TO ME AS IT BECOMES AVAILABLE I UNDERSTAND THAT 
THIS CONSENT FORM WILL BE FILED IN AN AREA DESIGNATED BY THE 
HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED TO THE 
PRINCIPAL INVESTIGATOR, ANN RICHARDS, M.S. OR AN AUTHORIZED 
REPRESENTATIVE OF THE DEPARTMENT OF SPECIAL EDUCATION AND 
REHABILITATION. I UNDERSTAND THAT I DO NOT GIVE UP ANY OF MY 
LEGAL RIGHTS BY SIGNING THIS FORM. A COPY OF THIS SIGNED CONSENT 
FROM WILL BE GIVEN TO ME. 

Subject's Signature Date 

Legal Guardian (if necessary) Date 
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INVESTIGATOR'S AFFIDAVIT: I have carefully explained to the subject the nature 
of the above project. I hereby certify that to the best of my knowledge, the person who is 
signing this consent form understands clearly the nature, the demands, benefits, and risks 
involved in his/her participation and his signature is legally valid. To my knowledge, a 
medical problem or language or educational barrier has not precluded this understanding. 

Investigator's Signature Date 



157 

APPENDIX I 

NEW STUDENT EXPERIENCE 
EDUCATION SPECIALIST INTERVIEW QUESTIONS 

1. What skills do you feel SALT students need to have to make a successful transition 
into the University of Arizona? 

2. What do you feel are the greatest obstacles facing SALT students when entering 
the University of Arizona? 

3. What are the major concerns that SALT students at the University of Arizona 
discuss when meeting with you? 

4. Have students' who completed the NSE conversations in relation to concerns about 
transition into the University of Arizona been different from your experiences in 
the past? 

5. Have students' who completed the NSE shared with you any reactions to the NSE? 
If so, what have been their reactions? 

6. Has your participation in assisting students' who completed the NSE with 
accessing of services through CeDRR changed fi^om your previous experiences? If 
yes, how? 

7. Has the NSE been successful in assisting students' who attended with their 
transition into the University of Arizona? If so, how? 

8 What workshops or sessions would you delete from NSE? 
9. What workshops or sessions would you add to the NSE? 
10. In general, do you feel the NSE has been successful in assisting SALT students 

with their first year of college at the University of Arizona? If yes, how? 
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