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ABSTRACT 

Semi-structured interviews provided the primary source of data in this qualitative 

study that was designed to investigate factors that determine academic success and failure 

of college students with learning disabilities. All student participants were using either of 

two support programs for learning disability support services at a large Research I land 

grant university. Students were matched on cumulative high school grade point average 

(3.0 or higher), full-scale scores intelligence measures, and composite college entrance 

examinations scores. Students were further identified as members of the Successful group 

(cumulative college grade point average of 3.0 or higher) or the Jeopardy group 

(cumulative college grade point average of less than 2.0). During the interview process, 

students named instructors and learning disability support services (LDSS) personnel 

whom they considered to be examples of effective teachers/practitioners, some of whom 

agreed to participate in this study. Perceptions of students, instructors, and LDSS staff 

regarding the nature of students, teaching, envirormiental factors that facilitate and inhibit 

learning, and the two learning disability support programs on campus were gathered and 

examined. Elements of self-efficacious attitudes, beliefs, and behaviors of students were 

also scrutinized. Data was analyzed to determine differences and commonalties between 

successful and unsuccessful students with learning disabilities. Concepts fi^om social 

construction theory were used to identify the social context. Retention theory, self-

efficacy theory, and literature from the fields of good practice and learning communities 

informed the approach to data analysis. While acknowledging the limitations of this 
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investigation of the factors leading to academic success and failure, suggestions for 

further research and implications for practice are offered. 
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CHAPTER I 

Introduction 

Academic success and failure of students is an area of concern for anyone 

involved with education. Discussion, intuition, reflection, and research have taken place 

in attempts to make sense of how some students succeed in academics and why others do 

not. Many details afifect the variables that factor into the complex formula of success: 

students' abilities, attitudes, values, characteristics, background and experiences; 

teachers' expertise, approach to teaching, assumptions about learning and education, 

values and background and experiences; the environment in and out of the classroom, in 

and out of school, in and out of home; and the nature of relationships with peers, families, 

school personnel. People who care about students and who interact with students care 

about student success and lack of success in academics. There is concern in the public 

sector for the quality of education and dropout rates. There is concern in the higher 

education community for the quality of education and retention rates. What student does 

not enter a new class wishing to do well in it, and which families do not hope that their 

child that they have sent to college will graduate? 

Students with learning disabilities comprise a group that is generally thought of as 

being particularly at-risk of failing in academics. The number of students with learning 

disabilities enrolled in colleges and universities has increased dramatically, to the point 

that it is quite probable that students with identified or undiagnosed learning disabilities 

are on most if not all campuses and likely to be attending any section of any clziss. How 

do students with learning disabilities achieve success in college? What impedes their 
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success? Such questions regarding this so-called at-risk population are important to the 

higher education communities concerned about quality of education and retention rates, 

high schools that are concerned about fulfilling their role of ensuring that graduating 

seniors are adequately prepared for college, and students and their families. This study 

was designed to investigate the factors associated with academic success and failure of 

college students with learning disabilities. 

Background 

Students with learning disabilities are attending institutions of higher education in 

increasing numbers. Most of the limited data available on postsecondary students with 

disabilities is based on student self-report. According to Cooperative Institutional 

Research Program (CIRP) data as reported in College Freshmen with Disabilities: A 

Triennial Statistical Profile. (Henderson, 1995), and in Profile of 1996 College Freshmen 

with Disabilities (Henderson, C., 1998), the percentage of first-time college fi^shmen 

reporting a learning disability has increased from 1.2 percent in 1988 to 3.0 percent in 

1996, comprising 35 percent of the disabled population in 1996, more than double the 

rate in 1988. The CIRP data is compiled from questionnaires anonymously completed by 

entering college freshmen. The National Postsecondary Student Aid Study (Home & 

Berktold, 1999), sampled 21,000 students by telephone and reported that 1.6 percent of 

students have learning disabilities. The National Educational Longitudinal Study of 1988 

(Home & Burktold, 1999) presented data initially gathered from parents of eighth 

graders. Approximately 5.5 percent of the students in this study were described by their 

parents as having a learning disability. Half of these students with learning disabilities 
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had completed high school within four years. Over half of these high school graduates 

with learning disabilities were enrolled in postsecondary education in 1992. 

Determining the number of postsecondary students with learning disabilities is 

problematic at the institutional level because institutions of higher education maintain 

disability-related data in widely disparate ways (Lewis & Farris, 1999). Institutions may 

include in their count of students with disabilities (a) only those students who receive 

accommodations, (b) all students that have provided documentation of their disabilities, 

(c) students who disclose their disabilities to disability support offices, regardless of 

verification of disability or provision of services, or (d) all students who report they have 

a disability regardless of contact with the disability support offices. Some institutions 

maintain no formal data on students with learning disabilities. Obviously, students who 

do not disclose that they have a disability to the various offices or individuals who 

compile disability-related data are not included in statistics. Documentation requirements 

and definitions of disabilities also vary among campuses. All of these variances confound 

the disability data available from postsecondary institutions. 

While acknowledging these inconsistencies in the ways disability related data are 

reported, the data compiled in An Institutional Perspective on Students with Disabilities 

in Postsecondary Education (Lewis & Farris, 1999) is the first nationally representative 

data reported by institutions regarding the rate of enrollment of students with disabilities. 

Data in this report indicates that almost half of the 428,280 students with disabilities in 

this database describe their disability as learning disabilities (195,870), 1.5 percent of the 

total 14.6 million students enrolled in postsecondary institutions in the United States. 
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They also determined that 98 percent of public two year and four year postsecondaiy 

institutions in the United States, nearly three-fourths of all two year and four year 

institutions of postsecondary education in the nation, enrolled students with disabilities 

during the 1996-7 or 1997-8 academic year. 

In the past, high school students with learning disabilities frequently did not meet 

college entrance requirements, thus eliminating college as an option for most of them to 

consider (Lemer, 1993). As eighth graders, 82 percent of the students with learning 

disabilities in the National Education Longitudinal Study (Home & Burktold, 1999) had 

aspirations to attain education beyond high school; however, upon high school graduation 

in 1992, 66.8 percent of these students with learning disabilities did not meet admissions 

requirements according to a four-year qualification index (based on high school grade 

point average, rank in class. National Educational Longitudinal Study Aptitude Test, 

ACT and SAT test scores). 

Many of today's college students with learning disabilities received special 

education or related services during their elementary, middle, jimior high, and/or high 

school experiences, as provided under Public Law 94-142, the Education for All 

Handicapped Children Act (reauthorized as Public Law 101-476, the Individuals with 

Disabilities Education Act, IDEA) and Section 504 of the Rehabilitation Act of 1973 

(Public Law 93-112, Section 504). The 1997 Amendments to IDEA heighten educational 

expectations and accountability for children with disabilities and guarantee them equal 

access to quality education by requiring that their education clearly relate to the general 

curriculum. The Americans with Disabilities Act of 1990 (ADA) and Section 504 of the 
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Rehabilitation Act of 1973 have support students with learning disabilities pursuing their 

education at the postsecondary level, stating that no qualified student will be denied 

access to programs by reason of his/her disability, and that higher education institutions 

will make reasonable and appropriate accommodations. To ensure compliance with these 

statutes, many higher education institutions have designated an individual or a unit 

through which requests and recommendations regarding accommodations (such as tape-

recorded text books, note-taking services, testing accommodations, and academic 

counseling) may be routed and implemented. Reasonable accommodations are based on 

appropriate documentation and are made available without cost to the students. 

Continuing their education at the college level has become a realistic, appropriate, and 

desirable choice for many high school graduates with learning disabilities. 

Purpose of the Studv 

The purpose of this investigation is to uncover the elements, characteristics, or 

processes that influence whether college students with learning disabilities will achieve 

academic success or whether their academic success will be impeded, by examining the 

complex nature of the perceptions of college students with learning disabilities, college 

instructors, and learning disabilities support personnel. These multifaceted perceptions 

form the core of this investigation, and are supplemented by the analyses the academic 

records of student participants, and other available supporting documentation including 

psycho-educational reports and written personal statements in which students describe 

their learning disabilities. Uncovering the elements, characteristics, or processes that have 

a bearing on the academic success or failure of students with learning disabilities may 
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help reveal (a) ways in which disability support programs might improve services to 

students, (b) ways in which other student programs may foster student success and foster 

persistence in postsecondary settings, (c) inform ways in which high schools and parents 

may help students to be better prepared to achieve academic success in college, and (d) 

inform students with learning disabilities and others regarding what they can do to 

enhance their likelihood of being successful in academics in college and how to avoid 

academic failure. 

Statement of the Problem 

Vogel and Adelman (1992) report that nationally, approximately 30 percent of 

college students with learning disabilities graduate, compared to the 50 percent national 

graduation rate of the student population as a whole. The Beginning Postsecondary 

Smdents Longitudinal Study (Home & Burktold, 1999) indicates that within four years, 

36.6 percent of the students identified as having learning disabilities had attained a degree 

or certificate (compared to 50.7 percent of students without a disability), 15 percent were 

still enrolled (compared to 13.4 percent of students without disabilities), and 47.7 percent 

were neither enrolled nor attained a degree or certificate (compared to 36 percent of 

students without disabilities). These limited data sources indicate that the rate at which 

students with learning disabilities persist in college is less than the persistence rate for 

students without disabilities; however, it seems that students with learning disabilities 

who are able to persist to degree attainment are able to succeed in early employment and 

graduate opportimities at a rate commensurate to students without disabilities, two 

positive and promising outcomes. Data from the 1993 Baccalaureate and Beyond 
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Longitudinal study reported by Home and Berktold (1999) indicate that students with 

learning disabilities who are able to persist to graduation from four-year institutions are 

employed full time at 69.8 percent (compared to 73.2 percent for students without 

disabilities) and enroll in graduate school at 11.2 percent (compared to 12.6 percent). 

It seems reasonable to postulate that by understanding how students with learning 

disabilities are able to succeed in academics at the college level, and by identifying what 

prevents their academic success, measures may be taken to help improve the graduation 

rate of students with learning disabilities, and perhaps the graduation rate of students in 

general. 

Research Questions 

The underlying objectives of this investigation are to (a) ascertain those elements 

or characteristics that influence the academic success of students with learning 

disabilities, (b) identify those elements or characteristics that seem to affect academic 

failure, (c) identify common themes among participants' perceptions of how academic 

success is achieved (and not achieved), and (d) examine how those themes may be used 

to improve disability support services on campus, as well as inform the practice of 

teachers, counselors, tutors, and parents of students with leartung disabilities throughout 

their educational experiences. 

The overarching research questions formulated to investigate how students with 

learning disabilities achieve academic success or find themselves in academic jeopardy 

focus on the perspectives of the students, instructors, and learning disability support 

services personnel at one university. High school and college academic records, psycho-
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educational reports, and other available supporting documentation provide additional 

sources of information to support, contradict, or enrich perceptions of the participants. 

Research Question #1: What are the perceptions of college students with learning 
disabilities regarding how academic success is achieved and what causes academic 
failure? 

In trying to understand students' perceptions, it is necessary to ascertain how 

students understand their learning disability, their educational experiences prior to and 

during college, and to determine their aspirations and expectations for the future. 

Students bring to this study their expertise on themselves, their educational history, their 

current status, and their fiiture endeavors. 

Research Question #2: What are the perceptions of college instructors regarding how 
academic success of students with learning disabilities is achieved or impeded/thwarted? 

To understand the perspectives of the college instructors regarding the academic 

success of college students with learning disabilities, it is necessary to understand their 

points of view regarding what determines whether one will be successful in academics, 

what one's background as a student and instructor is, and to ascertain their understanding 

of learning disabilities and the college student. Instructors bring to this study perspectives 

that vary across disciplines and experience that varies from a novice graduate teaching 

assistant to a senior professor with years of experience. 

Research Question #3: What are the perceptions of learning disability support services 
personnel regarding how academic success of students with learning disabilities is 
achieved or impeded? 

To understand perspectives of the learning disability support services personnel 

regarding the academic success of college students with learning disabilities, it is 

necessary to understand their points of view regarding what determines whether one will 
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be successful in academics, what their background in the disabilities Held is, and what 

their current roles are. Learning disability support personnel bring to this study the 

expertise of learning disabilities professionals who have worked with many college 

students with learning disabilities over the course of many years. 

Design and Theoretical Framework 

A qualitative research design is used in this investigation because of the nature of 

the research questions posed. Qualitative research is used when the researcher is seeking 

to understand behavior from the participant's point of view, within his/her frame of 

reference (Bogdan & Biklen, 1992). Merriam (1988) suggests a case study approach for 

researchers "who are interested in insight, discovery and interpretation rather than 

hypothesis testing.... [T]his approach aims to uncover the interaction of significant 

factors characteristic of a phenomenon" (p. 10). The specific phenomenon investigated in 

this study is the academic success and failure of college students with learning 

disabilities. Interviews are the main source of data because understanding the perceptions 

of students, instructors, and learning disability support services personnel is at the core of 

this study. These various informants serve to help establish triangulation. Analyses of 

academic records serves to supplement and further triangulate the interview data. A 

detailed description of methodology is found in Chapter III. 

This study was designed using concepts from social construction theory and self-

efficacy. Retention theory, good practice, and literature on learning communities were 

also incorporated during the course of the project. By drawing from these perspectives, 

the study is designed to elicit a multidimensional perspective of the factors associated 
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with academic success and failure of college students with learning disabilities. These 

frameworks also provided structure in the analysis and interpretation of the data. 

Social Construction Theory in Higher Education 

Social construction theory examines the interactive nature of society and the 

individual, hinging on the concept that society is created by human beings, and that 

human beings are products of society. Social construction theory investigates the 

circumstances surrounding an event and can result in an understanding of how and why 

individuals and groups interpret an event and behave in given ways. 

Social construction theory has been used successfully to arrive at new 

understanding of several higher education phenomena. Neumann (1995) used social 

construction theory to investigate how the college president and his/her communicative 

behavior can influence perceptions of the financial climate of colleges. Slaughter and 

Rhoades (1993) used social construction to examine how university administrators, the 

board of regents, and the state, constructed changes, manipulating the role and deflnition 

of public interest regarding the commercialization of academic science, with the resulting 

changes affecting the terms of professional labor. Rhoades and Slaughter (1991) also 

studied the ways in which a committee comprised of interest groups (central 

administration versus faculty), having equitable material and symbolic resources, 

summoned myth (threat of unwanted legislative action) to press for recommendations for 

the policies affecting technology transfer and intellectual property. Finally, McDonough 

(1994) used social construction theory both to examine the changes occurring in the field 
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of college admissions and the process of getting admitted to colleges, and to understand 

the influences that high school students and college admissions have on each other. 

Based on the ways in which social construction theory has been used to explore 

higher education issues in the past, it seemed to have the potential to be an effective 

means for understanding the perceptions, assumptions, beliefs, and behaviors of the 

participants of this study in the context of the higher education setting. It seemed that 

concepts from social construction theory could be used to consider how the campus 

environment influences the attitudes, beliefs and behaviors of the participants and how 

the participants influence their educational environment and the campus community. It 

was assumed that by understanding participants' backgrounds, educational experiences, 

interactions, and interpretations of events relating to education, then assumptions and 

influences could be identified that might form the bases for understanding those 

perceptions. Observation is a critical component to social construction research; this 

investigation, which included no observations of students with learning disabilities, 

borrowed concepts from social construction theory to examine the social context of 

participants and the ways in which learning disabilities are perceived. 

Social Construction and Learning Disabilities 

Sleeter (1986) applied social construction theory to examine the social and 

historical origins of the category "learning disabilities," connecting changes in school 

policies with the demands of influential groups in society such as those demanding that 

the academic standards be raised in order to become competitive with the Soviet Union in 

the race for space. 
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The emergence of the field of learning disabilities did not come about simply as a 

result of a humanistic realization that some students seem to have an inordinate degree of 

difficulty learning in spite of their apparent average or higher intelligence; rather, the 

field was developed as a holding tank for students who did not fit the schools (Sigmon, 

1987. 1990). Some historians trace the origins of learning disabilities in America to the 

1850's, when schools in some parts of the country became mandatory, drawing students 

to attend school who otherwise may not have opted to attend. 

The I950's and 1960's witnessed not only an insurgence of the baby boomers in 

the schools, but a revamping of school programs and raised expectations in reaction to 

the successful launching of Sputnik. Raised achievement standards, particularly in 

reading, immediately rendered some students "substandard." In an effort to catch up in 

the space race, the priority was to teach the brightest students by matching them with the 

best teachers and the most innovated curricula, while the other students were of 

secondary concern. A parent group was formed to advocate for their children who did not 

fit the norm as defined by the schools. This parent group met in Chicago in 1963 and 

invited Samuel Kirk to attend. This meeting adjourned with a term to label the students of 

concern: learning disabled. The following year. Kirk invited researchers, educators, and 

other colleagues interested in students with mental retardation and brain damage to meet 

with him in Chicago, culminating in the acceptance and definition of the term learning 

disabilities (Sigmon, 1987). The definition has been revised by various agencies since 

1964. including the federal government, state education departments, interest groups, 

school districts, and courts. To exemplify the degree to which the definitions for learning 
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disabilities vary, consider that a student may move from one school district to another in 

the same city and may no longer meet the criteria for learning disabilities and no longer 

qualify for services for students with learning disabilities. In the other hand, such a move 

may suddenly cause a child to "become" a student with learning disabilities. 

It is clear that social construction theory is appropriate for investigations into the 

field of learning disabilities. Understanding learning disabilities in this light sets the 

stage for expecting that people may have various perceptions of learning disabilities and 

their impact of individuals because schools vary in how they define and provide services 

for students with learning disabilities. The researcher suspected that some students 

would have come to college from school settings that did not recognize a student as a 

student with a learning disability, particularly if that student was achieving on a level that 

made college a realistic option for him/her. It was also expected that some students 

would have attended schools that catered to students with learning disabilities requiring 

all the help that could be provided to them. It was expected that some students attended 

high schools that fostered student responsibility, decision-making and independence. 

Finally, it was suspected that instructors and disability support personnel would have 

ways of constructing the understanding of learning and learning disabilities that would be 

quite different from each other and different from students, understandings as well. 

Interview questions were included to help ascertain peripheral information that might 

facilitate understanding participants' backgrounds and assumptions. 
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Social Construction Theory and the Determinates of Academic Success 

Central to the social construction of a problem is determining the different ways 

in which the problem is and can be defined (Lesko in Martusewicz & Reynolds, 1994). 

Concepts from social construction theory provide an appropriate framework for 

investigating the phenomena of academic success and failure of college students with 

learning disabilities. An aspect of this study was to determine how students, instructors, 

and support personnel understand learning disabilities. To understand how and why some 

students with learning disabilities have achieved academic success while other have not, 

this study attempted to investigate how students with learning disabilities perceived 

social institutions and forces (the university, classes, peers, groups, instructors, support 

programs, families, high schools, and special education experiences — including being 

labeled "learning disabled"); furthermore, the study attempted to explore how students 

perceived the power, control, decisions, attributes, assumptions, beliefs, understandings 

and strategies that determine academic success or failure. This study explored how 

instructors and learning disability support services personnel (tutors, education/disability 

specialists, providers of mandated accommodations) perceive university students with 

learning disabilities, how they explain their academic successes and failures, how they 

perceive their roles and the roles of the students, and how the presence of students with 

learning disabilities influences the decisions they make in the academic environment. It 

was suspected that different students would perceive success and determinates of success 

in different ways. 
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Self-Efflcacv Theory 

Self-efficacy theory is the belief in one's ability to exercise some degree of 

control over the events in one's life (Bandiira, 1997). EfiRcacy influences motivation, 

thought processes, affective states, actions, the selection of courses of action pursued, the 

amount of effort extended, perseverance, resilience to adversity, and the level of 

accomplishment. The self is socially constructed, functioning within the restraints and 

resources of social structures; but, by exercising self-influence, individuals are partial 

contributors to what they become and do. Expectations influence actions, and, to a 

significant degree, expectations depend on perceived self-efficacy. People with high self-

efficacy have favorable expectations. People who believe that their outcomes are 

determined by their own behavior are more active. People adapt to the aspects of the 

environment they like and try to change the aspects that they find undesirable, resulting 

in the dynamic interchange of strategies for coping with the environment. This ever-

changing interaction of personal and environmental influences governs the events in 

people's lives. By exerting influences in areas over which they have some control, people 

can improve their situations. Since self-efficacy influences choices of activities and 

motivational levels, it is a substantial contribution to the development of knowledge 

structures on which skills are built. Self-efficacy contributes to the development of 

analytical thinking which is needed as people try to sort out predictive knowledge from 

the many other factors in the environment that combine to produce effects. 

Leslie, McClure, and Oaxaca (1998) applied self-efficacy theory in their 

investigation into the underrepresented minorities and women in science and engineering. 
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Self-concept/self-efficacy, influence of peers, and commitment are identified as the key 

determinates to participation in science and engineering. 

Self-efficacy theory promised to be a valuable tool for understanding college 

students with learning disabilities and the determinants of academic success and failure. 

It was instrumental in the development of the interview protocols and provided a 

framework for analyzing the data. It was suspected during the development and 

implementation of this study that students with learning disabilities who are academically 

successful would demonstrate elements of positive efficacious beliefs, attitudes, and 

behaviors in general, and particularly as related to progress in academic endeavor 

(students' feelings that they have choices, make decisions, exercise some degree of 

control, and feelings that they are able to change or adapt to various circumstances). It 

was suspected that the contrary would be true for those students who failed in academics. 

Bandura proposed that by determining an understanding of the many and varied 

components that comprise self-efHcacy, the development of one's belief that s/he has the 

ability to exercise some degree of control over the events in his/her life could be 

purposely fostered. The possibility of fostering students' efficacy beliefs, specifically in 

the area of academic achievement, seems a worthy strategy for promoting empowerment, 

independence, competence, self-confidence, and academic success of students with 

learning disabilities. 

The Setting 

Horizon University is a Research I land grant university in the United States 

offering 339 degree fields in 15 colleges, enrolling 26,157 undergraduate students and 
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8.170 graduate, professional and medical students (Decision and Planning Support, 

1998). Ninety-three percent of the undergraduate students (24,342) are in-state residents; 

almost seven percent are out-of-state and international students. 

Popular culture on campus describes this university as one that attracts students 

with disabilities, in part because of the climate, and partly because of the relatively long 

history this campus has had in providing support for students with disabilities. There are 

two programs that provide services to students with learning disabilities: one that 

provides services required by law, and one that provides services beyond those mandated 

by the law. With two programs on campus that support students with learning disabilities 

and an estimated population of students with learning disabilities approaching 1000, it 

seemed likely that there would be a sufGcient pool of students meeting the selection 

criteria to participate in this study. Furthermore, as an employee of one of the disability 

support programs and a graduate student attending Horizon University, the researcher had 

access to this student population. 

Definition of Terms 

Leaming disabilities are not a single condition, but rather various related and 

overlapping conditions; the natures of problems of students with leaming disabilities are 

highly individual (Learner, 1993, pp. 11-12). For the purposes of this study, a student 

with a leaming disability must have documentation that clearly identifies his/her leaming 

disability. This documentation must consist of the results of a diagnostic interview and 

the results of a neuropsychological or psycho-educational evaluation including measures 

of aptitude, achievement, and information processing. The evaluation must have been 
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performed by a qualified professional and must include a specific diagnosis. This is 

consistent with the university guidelines for acceptable documentation of a learning 

disability. Submitting appropriate documentation is prerequisite to participation in either 

disability support program as a student with learning disabilities; therefore, any student 

participating in programs designed to support students with learning disabilities will have 

met the University's definition of learning disabled by virtue of having submitted 

documentation in accordance with university requirements and having been accepted by 

either of the learning disabilities support programs. 

Academic success is operationally defined as having achieved a cumulative 

college grade point average (GPA) of 3.0 or higher. Academic jeopardy is operationally 

defmed as having achieved a cumulative college GPA of less than 2.0. Students earning a 

cumulative college GPA of less than 2.0, the minimum acceptable GPA at Horizon 

University, are in jeopardy of being academically disqualified from the University. 

Importance of the Study 

Improving the retention rates in higher education is an on-going endeavor 

nationwide, especially since the Federal Student Right-to-Know and Campus Security 

Act of 1991 requires institutions be accountable to the public by requiring them to 

publish information regarding the quality of their educational programs (Astin, 1997). As 

previously mentioned, perhaps as few as 30 percent of college students with learning 

disabilities graduate (Vogel & Adelman, 1992), and yet the number of college students 

with learning disabilities attending colleges continues to increase (Henderson, 1995, 

1998; Home & Berktold, 1999; Lewis & Farris, 1999). Students with learning disabilities 
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represent a potential wealth of talent and abilities. Understanding the factors associated 

with academic success and failure can inform decisions made in program development, 

approaches to teaching, and delivery of disability support services. It may quite possibly 

result in improved retention rates for students with learning disabilities. The benefits of 

fostering environments in which students with learning disabilities can learn better may 

reach beyond the learning disabled population to afTect all students, perhaps resulting in a 

positive effect on the retention rates of the total student population. By identifying the 

elements of academic success and jeopardy, high school students with learning 

disabilities may be able to better prepare for academic success in college, and parents, 

counselors, teachers and tutors may be able to plan for opportunities to develop skills, 

characteristics, behaviors, beliefs, and attitudes necessary for academic success, and help 

students avoid or compensate for elements that lead to academic failure. 

Limitations 

The limitations of this study are; (a) limitations that are inherent to social 

construction theory, (b) generalizability, (c) the ethical dilemma of who benefits from the 

study, (d) the role of the interpreter of the data, and (e) the acknowledgement of biases. 

Concepts drawn from social construction theory guided the development and 

implementation of this investigation. Social construction as applied in this study does not 

take into account issues of power, money, race, gender, or disparity in resource 

allocations for programs that compete for fimding. These limitations are discussed 

further in Chapter III in the context of identifying participants from the pool of students 

and learning disabilities support services personnel. 
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Regarding generalizability, an intention of this study is to promote "'a way of 

seeing, a mode of reflection that might support practitioners' efforts to come to terms 

with their own complexities, to evaluate their own programs, to chart their own new 

directions" (DiPardo, 1993. p. 7). This study was designed to yield rich data about a 

specific |X)pulation of students with learning disabilities at a particular university, and 

may not be generalizable to other institutions of higher education; however, this trade-off 

for ascertaining a detailed view of the many factors that play into academic success is a 

vehicle by which students and educators in secondary and postsecondary settings, 

parents, and others can make informed decisions to help students with learning 

disabilities plan for academic success in college. 

Fletcher (1995) poses several questions around the ethical questions regarding 

who really benefits fix)m the research she conducts, not wanting to exploit her 

participants yet wanting to investigate her topics. This limitation is acknowledged 

because of the concern held for participants among the targeted population. It was 

expected that many of the students who participated in this study would spend much 

time, energy, and thought in their efforts to achieve success in academics (or perhaps it 

would behoove them to do so). From the conception of this study, there was a priority 

identified to avoid interfering with students' academic progress that opposed a desire to 

understand the students' perspectives, information that could be valuable to other 

students, instructors and staff. There was also a concem about imposing on instructors 

and learning disability support services personnel already dealing with multiple demands 

on their time. Information was presented to prospective participants in written form so 
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they could refer to it at their convenience, have contact information for further 

clarification, and not feel pressure to participate. 

Fletcher (1995) poses questions dealing with the interpretation of data that impact 

this study. What portions of the data are to be selected to be included in the study? What 

is the role of the researcher in the analysis stages? Is she the third person observer who 

detaches herself fix)m the participant and the research? Does she presume to be able to 

speak for the participant, to interpret a student's efforts and perspectives? "Speaking for 

others gives us the needed power in the public world to effect change, but it also reduces 

and may misrepresent the power of the individual life upon which we originated our 

research" (p. 49). She asks, "Can I as a researcher, even if I join with my students, ever 

adequately understand another's world....even if I describe their worlds with them, even 

if they take on responsibility for parts of the research, can I as author ever really do 

justice to a representation of someone else's world? For whom do we really do these 

research projects? Whom does the research most benefit?" (49-50). 

Attempting to determine researcher biases in every aspect of this project has been 

critical to the integrity of this study. The biases inherent in the design of the study are 

limitations. Participation was voluntary. Perceptions of students and instructors who 

elected not to participate in this study may very well have differed fixim those who chose 

to participate. Perhaps a more complete picture of academic success of college students 

with learning disabilities could be gained by including students who may not have the 

benefits of having attended certain high schools, having had tutoring services at their 

disposal, having the option to work for spending money as opposed to living expenses, or 
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by including students with learning disabilities who do not use university support 

services. By conducting this investigation at a Research I land grant university, the 

student pool was by default predominately if not exclusively of middle class and upper 

class in socioeconomic status. Conducting this study in different settings, such as two-

year public or private colleges or at private four-year postsecondary institutions, could 

yield very different results. 

Organization of the Studv 

This study is organized into five chapters. Chapter n is a review of relevant 

literature on retention theory, good practice, learning communities, self-efficacy, and 

academic success of students and adults with learning disabilities. Chapter m provides a 

detailed description of the methodology of this investigation. Chapter IV details the 

analysis of the data, students' perceptions of secondary, postsecondary, and future 

experiences, perceptions of instructors and learning disability support services personnel, 

and the document analysis of high school and college academic records as well as 

psycho-educational reports and supporting documentation. Chapter V is a summary of the 

findings and implications regarding how these findings may inform the practice of 

college instructors and staff, support services personnel of programs for college students 

with learning disabilities, families and high school teachers and counselors, and the 

practice of college students with learning disabilities as they assimie the role of college 

student with the knowledge necessary to enhance the likelihood that they will succeed in 

academics. 
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CHAPTER U 

Review of the Relevant Literature 

This chapter reviews the literature related to retention, good practice, learning 

communities, self-efficacy and academic success of college students with learning 

disabilities (reviewing articles and studies examining the academic success of high school 

students with learning disabilities, then the literature on success and adults with learning 

disabilities, and finally academic success and college students with learning disabilities). 

The purpose of this chapter is to assess the current state of knowledge of academic 

success and college students with learning disabilities, to frame academic success within 

retention, good practice theory, learning communities and self-efficacy, and to build a 

case for the importance of this study by placing it within the context of the existing 

literature. 

Retention Theorv. 

It seems responsible to care about retention rates if one cares about students, 

learning, and success. Astin (1997) explains that the Federal Right-to-Know Act of 1991 

requires colleges to report certain information including completion and graduation rates, 

information that students, parents, and college counselors may use when shopping for 

colleges, interpreting such data as indicating the quality of college programs. Astin 

suggests that retention rates may be misleading and offers formulae for calculating actual 

and expected retention rates, taking into consideration student characteristics (high school 

grades, admission tests scores, gender and race, socioeconomic status, religion. 
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hedonism, and political orientation), and environmental factors (including major field, 

whether a student lives in a residence hall, and institutional size). 

Tinto and Bean have dominated the field of retention theory for years as they have 

studied the bases on which attrition decisions are made (Cabrera, Nora, & Castaneda, 

1993). Tinto (1987) developed a Student Integration Model and concluded that 

persistence in college depends on a student assimilating to college, becoming part of the 

"institutional fabric," leaving behind old connections to family, fiiends, and high school 

while adopting the culture of college, using a rites of passage model (separation, 

transition, and incorporation). Congruence between the student and the institution lead to 

persistence in college; a lack of congruence leads to attrition. 

Bean and Vesper (1992) offer Dependency Theory to explain how retention 

decisions are made. They find that retention is influenced by the degree to which a 

student is dependent on external forces such as parents, high schools, and friends, and the 

degree that those forces encourage the student to stay in college and to be a successful 

student. Rather than requiring that students break away from past supports as Tinto 

proposes. Bean and Vesper view continued coimections that approve of the student's 

experience at college and provide encouragement to the student as critical to the student's 

ability to adapt to college. 

Cabrera, Nora, and Castaneda (1993) combined Tinto's Student Integration 

Model with Bean's Dependency Theory in order to further imderstand persistence in 

college by considering the relationships among individual, emironmental, and 

institutional factors. They found that encouragement and support from significant others 
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as well as other environmental factors influenced persistence in college and suggested 

various support services for students such as financial aid, academic advising, and 

counseling, as a strategy for improving retention rates. 

Napoli and Wortman (1998) tested Tinto's model in the two-year community 

college setting with the addition of psychological measures, including conscientiousness, 

agreeableness, psychological well-being, self-esteem, social support, student satisfactioa 

ratings, negative life events, and negative school events. They found that measures of the 

psychological factors had direct and indirect effects on elements of Tinto's model and 

identified 89 percent of the persistence and withdrawal behaviors identified by the model. 

Tiemey (1995) takes a different stance suggesting that rather than expecting 

students to adapt to the institution, postsecondary institutions should adapt to the needs of 

its students, specifically American Indian students. Failure, he says, is a construct unique 

to the United States. Rather than continue with an education system that stratifies, sorts, 

and fails students, he makes recommendations for institutions, students, and families that 

would promote persistence through active involvement in culturally specific ways 

without students feeling they have to sacrifice their heritage by assimilating to a 

monocultural system. While students are responsible for developing and using study 

skills and routines, faculty, staff, and administrators must be involved by creating 

culturally sensitive classrooms where success is measured by student success and failure 

is not an option. 

Rowser (1997) conducted a retention study focusing on Afiican American 

students' perceptions. She concluded that improved communication between the 
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university and high school students and their parents could help avoid the frustrations that 

accompany unrealistic expectations of college. Also, mentoring, workshops, and well-

designed orientation programs are recommended to help students leam to study, receive 

tutorial help, leam time management techniques, and to set goals. 

Schommer and Walker (1997) investigated epistemological beliefs to identify 

considerations for retention. When analyzing questionnaires, responses were evaluated on 

(a) a fixed knowledge continuum (learning is fixed at birth to ability to leam can be 

improved), (b) simple knowledge (knowledge is isolated bits vs. complex interrelated 

networks, (c) quick learning (learning is quick to learning is gradual), and (d) certain 

knowledge (knowledge is unchanging vs. evolving). They found that students who tended 

to believe that knowledge was not fixed but could be improved tended to demonstrate 

better p>ersistence characteristics. Beliefs that learning is gradual and knowledge is certain 

and complex also seemed to be associated with students demonstrating better persistence 

characteristics. They recommend incorporating epistemological beliefs into the 

admissions process to help predict students who will likely succeed. Also, incorporating 

epistemological beliefs into the curriculum can help foster students' fiuther development 

of epistemological assumptions and, in tum, improve retention rates. 

Sanders and Burton (1996) shifted their focus from developing a retention model 

for predicting persistence rates to developing a model focusing on students' perceptions 

of satisfaction. Such a model allows connecting retention efforts to student development 

efforts as well as making informed decisions leading to the improvement of programs, 

policies, and the quality of the students' college experiences. Overall academic 
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satisfaction (being challenged, preparing for life, being satisfied with the reputation of the 

institution, having made the right decision to attend) was the key predictor of overall 

satisfaction, followed by student/social life (relationships, activities) and environment 

(awareness of other cultures, equal opportunities, feeling welcomed and encouraged to 

get involved). 

In summary, factors associated with retention in higher education include: the 

degree to which students assimilate to college and the degree to which students have 

goals that are congruent to the college (Tinto, 1987); the extent to which students receive 

support and encouragement form signiflcant others (Bean & Vesper, 1992); the 

accessibility and quality of student services (Cabrera, Nora & Castaneda, 1993); 

psychological characteristics of students (Napoli & Wortman, 1998); the institution's 

willingness to adapt to the needs of the students (Tiemey, 1995); quality of 

communication between colleges and high school students and parents (Rowser, 1997); 

the nature of epistemological beliefs of students (Schommer & Walker, 1997); and 

overall student satisfaction with the college, student/social life, and the college 

environment, (Sanders & Burton, 1996). 

Good Practice 

Scholars in the area of good practice literature seem to regard Chickering and 

Gamson as the experts of the field. Their principles of good practice (1987) have been 

widely distributed and frequently quoted, and include: (a) student-faculty contact; (b) 

cooperation among students: (c) active learning; (d) prompt feedback; (e) time on task; 

(f) high expectations; and (g) respect of diverse tsilents and ways of learning. Obstacles to 
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learning occur when there is no individualization; no collaboration in learning; no 

opportunities to apply ideas in circumstance in areas in which students play a role of 

responsibility (Fried in Delworth, 1989). 

Braxton, Olsen and Simmons (1998) investigated the degree to which these 

principles are descriptive of instructors in various disciplines. More specifically, they 

examined various disciplines and determined whether they were high paradigmatic 

disciplines (having strong, narrow norms for appropriate teaching, such as chemistry, 

biology and physics), or low paradigmatic disciplines (having less agreement on how a 

course should be taught, such as history, psychology and sociology). It was predicted 

that low paradigmatic disciplines would apply elements of Chickering's and Gamson's 

principles of good practice more frequently than the high paradigmatic disciplines 

because of the tendency to attach importance to student development, critical thinking, 

and student-centered teaching approaches. High paradigmatic faculty would not be so 

willing to delve into new approaches to teaching. The findings of their investigation did 

not indicate a difference in the ways high and low paradigmatic faculty provided prompt 

feedback, encouraged cooperation among students, or emphasized time on task. It was 

suggested that perhaps there was no distinction made between active learning and 

encouraging participation. Faculties of the two paradigms do vary in teaching goals, 

teaching practices, and their perceptions of the relationship between teaching and 

research. Faculty in low paradigmatic disciplines encouraged student-faculty contact, 

plaimed for active learning, emphasized high expectations, and demonstrated respect of 

diverse talents and ways of learning. Before high paradigmatic faculties are likely to 
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adopt these principles of good practice, they must first view them as appropriate 

strategies for them to implement in their disciplines. For campus-wide acceptance of 

these principles to occur, an organizational culture that values improvement in faculty 

development must exist. 

Chickering and Reisser (1993) state that good teachers help make learning a 

powerful experience. This requires active engagement, personal investment, sustained 

attention, and effort. Although it is the student's responsibility to become involved in 

learning, Chickering assesses good teaching, at least in part, in terms of eliciting and 

inspiring student involvement. Other markers of good practice include skill, knowledge 

of the subject, the ability to provide clear explanations, the ability to establish rapport 

with students, being accessible, caring about the students, having and following an 

organizational plan, considering the difficulty and amount of work required, facilitating 

discussion and interaction, and providing feedback. They encourage having students 

collaborate on difficult, challenging problems, and recommend including experiential 

learning. 

Cross (1991) also identified characteristics of good teaching emphasizing the 

importance of skill, knowledge of the subject, the ability to provide clear explanations, 

the ability to establish rapport with students, being accessible, caring about the students, 

having and following an organizational plan, considering the difficulty and amount of 

work required, facilitating discussion and interaction, and providing feedback. Good 

teachers make connections between what students already know and what they are 

expected to leam. Good teaching also depends on concern for students, knowledge of 
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subject matter, stimulation of interest, availability, encouragement of discussion, ability 

to explain clearly, enthusiasm and preparation. Effective learning is the ultimate criterion 

of good teaching. "The purpose of good teaching is to involve students actively in their 

own learning and to elicit from students their best learning performance" (p. 20). 

Roper (in Komives & Woodard, 1996) agrees that good teaching is directly 

connected to achieving learning. To teach is to guide and to establish relationships with 

learners that include encouragement. To reach and engage learners, a variety of 

strategies should be used. To do so demonstrates respect for the diversity of individual 

learners while encouraging students to develop this same respect of others. Roper also 

promotes the development of critical thinking sidlls, and openness to new ideas and 

perspectives. 

Palmer (1993) suggested a means to improve teaching is by discontinuing the 

tradition of "privatizing" teaching, by initiating and continuing conversations among 

faculty about teaching. He suggests that this may happen by: (a) having leaders that 

value and expect such conversation, (b) pursuing topics such as critical moments, the 

inner nature of teachers and learners, how teachers perceive themselves as teachers, and 

great teachers, and (c) setting ground rules. 

The National Association of Student Personnel Administrators, and the American 

College Persoruiel Association have posted "Principles of Good Practice for Student 

Affairs" (Oliaro & Gordon, 1996). These principles, designed to guide the practice of 

student affairs personnel, have some points that are in common with the good teaching 

principles and are partially based on the work of Chickering and Gamson (1987). They 
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address active learning, students' values and ethical standards, high expectations, inquiry 

as a means to improve practice, efforts aligned with institutional mission, learning 

through partnerships, and supportive and inclusive communities. 

The American College Personnel Association has also developed "The Student 

Imperative: Implications for Student Affairs" (Schroeder, 1993), developed to reaffirm 

the primary goals of students affairs which is fostering student learning and student 

development. Characteristics of learning centered students affairs units include: (a) 

having goals of enhancing student learning and student development, (b) having 

resources to support student learning and student development, (c) collaborating with 

other units to promote student learning and student development, (d) conversing with 

students on issues relevant to learning and student development, and (e) basing practice 

on research on students and institutional data. 

In summary, the Chickering and Gamson's (1987) work in good practice 

continues to dominate the field. Characteristics of good practice include (a) student-

faculty contact; (b) cooperation among students; (c) active learning; (d) prompt feedback; 

(e) time on task; (f) high expectations; and (g) respect of diverse talents and ways of 

learning. Chickering and Reisser (1993) feel that teachers should ensure that learning is a 

powerful experience which, in addition to the seven principles listed above, further 

requires personal investment, sustained attention, and effort, knowledge of the subject, 

the ability to provide clear explanations, having and following an organizational plan, and 

considering the difficulty and amount of work required. Cross's (1991) requirements of 

good practice emphasize understanding the learning process and exuding enthusiasm in 
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addition to many of the essentials already listed. Along with Cross, Roper (in Komives & 

Woodard. 1996) believes that the ultimate measure of good teaching exists in the 

effectiveness of learning. Roper adds the importance of respecting diverse learners, 

fostering critical thinking, and promoting an openness to new ideas. Palmer (1993) 

suggests promoting conversations among faculty who traditionally have not been known 

to communicate with each other about their classes and teaching. Finally, student affairs 

organizations (Oliaro & Gordon, 1996, Schroeder, 1993) have developed sets of 

principles to promote good practice in the provision of student services. These principles 

can be promoted campus-wide when members of the campus community are agreement 

that faculty and staff development is important and expected, and that good teaching and 

student-centered teaching are campus priorities (Braxton, Olsen & Simmons, 1998). 

Learning Communities 

Kuh (1995) addresses the importance of out-of-class experiences, the importance 

of student participating in them, and the beneficial outcomes, which include improved 

social skills, autonomy, poise, self-awareness, and respect for diversity. In his study, 

students ranked the value they placed on various college experiences. They ranked 

interactions with peers first, then leadership responsibilities, followed by academics. His 

research lends support to the belief that it is what one does with one's time outside of 

class that matters most in college. Furthermore, colleges should communicate to students 

that they are expected to reflect on what they are learning and to apply what they are 

learning to the "real world," their lives outside of the classroom. Colleges should provide 

students the opportunity to get involved and then encourage students to get involved in 
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extracurricular activities that involve planning, organizing, managing, and decision 

making. 

Hyman (1995) supports collaboration between academic and student affairs to 

promote student success, and development of partnerships between faculty and student 

affairs staff to improve the quality of the campus experience. Student success (retention 

and persistence to graduation) must be a commitment of student affairs and faculty and 

used as an indicator of their effectiveness. Since students are more likely to succeed 

when involved on campus, this partnership must promote student involvement. The 

freshman year is considered the riskiest, which is why Hyman focused efforts on the 

freshman year experience. He established a committee to monitor the quality of 

education, student life, the general climate and policy issues. A midterm evaluation 

policy and a dismissal policy for students earning less that a 1.0 their first semester were 

created to provide an early warning sign to students who perform poorly and to clearly 

communicatc expectations of the institution. 

Tinto (1996) focuscs on the quality of the academic experience of students during 

their first year, identify ing better education as the root to student success. He 

rccommcnds registering freshmen together or having all new students studying the same 

thing so ihcy can form support networks and spend more time together outside of class on 

academic related activities. Uniting students in these ways, students leam more by 

becoming more actively involved in their classes. He flulher recommends block 

scheduling, which promotes shared and connected learning. Such an approach can also 
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facilitate collaboration between faculty and student services staff to work together to plan 

a coordinated first year experience. 

Cross (1996) proposes the need to refocus on students' total learning experiences 

in higher education, with consideration of the roles of student affairs, faculty, students, 

and administration. By providing students a stage for reflection on their learning 

experiences, students are likely to become better learners by monitoring their college 

experiences, and develop strategies to wield more control over their education. Faculty, 

student affairs personnel and administrators who meet with students on a weekly basis 

provide a stage for student reflection. Sharing student insights can lead to improved 

practice and further identify opportunities for creating a climate that values and 

effectively fosters student learning. 

Kuh (1996) presents principles that would promote connections between in-class 

and out-of-class learning experiences, in the interest of enhancing both learning and 

student development. He suggested that by integrating extracurricular goals with those of 

the classes, student will be afforded the opportimity to interact with faculty, staff, and 

peers in educationally purposefully ways, to expend increased effort on academic 

endeavors, thus maximizing learning and student development. In order to facilitate a 

plan for coordinating the efforts of faculty and staff and collaborating on the delivery of 

curricular and extracurricular experiences (creating seamless learning environments), 

Kuh offers suggestions including: (a) creating a climate of campus-wide enthusiasm to 

embark on this new initiative; (b) defining the vision of learning that is shared by all 

participants; (c) developing a culture and dialogue that promotes a holistic approach to 
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student learning, a shared campus culture that exemplify powerful learning environments; 

(d) establishing open communication among all participants; (e)developing a knowledge 

of who the students are and the context of student culture; and (f) focusing on 

systematically plaiming and implementing changes that will result from faculty and 

student affairs joining forces. 

In summary, literature on learning conmiunities identify the importance of out-of-

class learning experiences through extracurricular activities as a means for students to 

apply what they are learning in class to their "real world." and to develop important 

social skills, leadership skills, autonomy, poise, self-awareness, and respect for diversity. 

More time spent in academic-related activities improves learning, student success, 

retention, and persistence in college. The key to establishing powerful learning 

communities lies in collaboration between faculty and student affairs personnel to 

identify values, goals and plans for coordination and complementing the efforts of both. 

Self-Efficacv 

People have always endeavored to control the events in their lives. They have 

appealed to rituals, superstitions, and rules of conduct. Based on expanding funds of 

knowledge, people have developed technology and social systems that have resulted in 

increased powers to predict, adapt, and shape their own destinies. Bandura (1997) 

extensively reviews the origins and structure of efficacy theory, scrutinizes the ways in 

which perceptions of self-efficacy affect people's well-being and accomplishments, and 

constructs and understanding of how the processes that guide the development of self-

efficacy can be fostered and used for the betterment of human kind. Bandura probes 
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factors that impair the development of both efficacy (personal and collective) and the 

emerging social structures through which people are seeking to gain control of the events 

in their lives. It is Bandura's hope that a better understanding of personal and collective 

efficacy can become a means to purposely foster hopeful and positive directions of 

human development. 

Efficacy is the belief in one's ability to exercise some degree of control over the 

events in one's live. Efficacy influences motivation, thought processes, affective states, 

actions, the selection of courses of action pursued, the amount of effort expended, 

perseverance, resilience to adversity, and the level of accomplishment. 

Having considered various theories of control. Bandura draws the several 

conclusions. The self is socially constructed, functioning within the restraints and the 

resources of social structures, but. by exercising self-influence, individuals are partial 

contributors to what they do and become. People exercise control because of the 

perceived benefits gained as a result of control. Proxy control is getting others with 

power and influence to act on one's behalf, and is used to avoid the responsibilities that 

occur with gaining control, to abstain in favor of others who are believed capable of 

better performance, and to allow someone who knows how to exercise control the 

opportunity to seize control. Inadvertent relinquishment of control occurs because people 

make inaccurate inferences from past experiences, give up control because it is easier for 

the present time, or give up control because the effort required to gain or maintain control 

may not be worth the benefits gained. Self-induced dependence is fostered when it is 

easier to have someone else do things, when strange and overwhelming aspects of a task 
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are attended to rather than the familiar and manageable aspects, when negative or roles or 

labels are assigned, and when unnecessary help is offered. All of these conditions 

promote diminished self-efficacy beliefs, and once beliefs are determined, a reassessment 

of abilities is improbable. 

Expectations influence actions. To a significant degree, expectations depend on 

perceived self-efficacy. People with high self-efficacy have favorable expectations. 

People who believe that their outcomes are determined by their behavior are more active. 

The exercise of direct (personal) and proxy (socially mediated) control requires the 

constant integration and implementation of knowledge, skills, and resources to manage 

ever-changing situations. People adapt to the aspects of the environment they like, and 

try to change the aspects they find undesirable, resulting in dynamic interchange of 

strategies for coping with the environment. This interaction of personal and 

environmental influences governs the events in people's lives. By exerting influence in 

areas over which they have some control, people can improve their situations. 

Multifaceted self-efficacy beliefs are developed in both collective and individualistic 

societies; however, the different types of societies will determine the purpose to which 

efTicacy beliefs are put and they ways in which they exercised. If the examination of the 

practices of social systems reveals that they hinder or impair the personal development of 

certain groups of society, the solution lies, at least in part, in changing the detrimental 

ways of the social systems through collective agency. Since self-efficacy influences 

choices of activities, and motivational levels, it is a substantial contribution to the 

development of knowledge structures on which skills are constructed. Self-efficacy 



51 

contributes to the development of efficient and analytical thinking, which is needed as 

people try to sort out productive knowledge from many other factors in the environment. 

Sterrett (1998) measured changes in self-efficacy of welfare recipients that 

resulted from participating in a job club. Job search efficacy, networking efficacy, 

interviewing efficacy and personal exploration efficacy and self-esteem were measured 

during the first and last sessions of the job club. Self-efficacy measures increased 

significantly after participation in the job club. The job club is seen as an opportunity to 

enhance skills and benefit from vicarious learning. Participants were more active in 

searching for jobs and seeking employment. 

Hohman (1998) measured self-efficacy of alcoholics and non-alcoholic students 

enrolled in an alcohol and drug counseling program in order to better understand and 

work with both groups of students. Alcoholic students brought with them a wealth of 

experience to the program, while non-alcoholic students felt different and disadvantaged 

for not having had personal experience in a recovery program. Hohman concluded that 

educators need to be sensitive to the experiences brought to the classroom and aware of 

the needs of the students not in recovery. All students can bring different perspectives to 

the learning process. 

Sand. Archer and Puleo (1998) used self-efficacy theory to determine factors that 

would predict changes in college students' health-risk behaviors pertaining to alcohol 

abuse. AIDS risk and nutrition. The researchers determined that self-efficacy should be 

targeted for improvement, that students should have help available to assist them in 

prevention workshops and small groups to overcome barriers to prevention (peer 
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influence and student culture), and steps should be planned to attempt to influence and 

change student cultural norms. Peer education models that help students empower each 

other with positive health beliefs and behaviors are suggested. 

As mentioned in Chapter I, Leslie, McClure, and Oaxaca (1998) used self-

efficacy theory to investigate underrepresented minorities and women in science and 

engineering. As in the research conducted by Sands et al, self-concept/self-efficacy and 

influence of peers, emerged as key factors associated with efficacious behaviors. Leslie 

et al also identified commitment as a determinate to participation in science and 

engineering. 

To summarize self-efficacy literature, self-efficacy is the degree to which one 

feels one has control over the events in one's life. Bandura has worked extensively in 

this area and provided a theoretical basis for subsequent research. Self-efficacy theory 

has proved to be instrumental in investigations into education issues. Sterrett found that 

self-efficacious measures increased in participants of a job club, due to improved skills 

and the benefits of interacting with peers in small groups that provided opportunities to 

profit from vicarious experiences. Hohman found that determining the efficacy of two 

distinct kinds of students (recovering alcoholic and non-alcoholic students) provided 

insight into the needs and strengths of both groups of students. Sands et al, using self-

efficacy theory, investigated health-risk behaviors, and Leslie et al used self-efficacy 

theory to investigate underrepresented minorities and women in science and engineering. 

Both of these studies revealed the impact of self-concept/self-efficacy and influence of 

peers. Leslie et al also identified the significance of student commitment. 
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Success of Students and Adults with Learning Disabilities 

Empirical studies and informational articles that describe efforts to identify the 

factors that determine the success of college students with learning disabilities are scarce 

(Vogel, Hruby, & Adelman, 1993). To help establish a scholarly background within 

which to fhime this study and to assess the current state of knowledge of factors that 

determine the success of college students with learning disabilities, literature that 

addresses three areas was selected: (a) academic success of high school students with 

learning disabilities, (b) reflections of adults with learning disabilities regarding success, 

and (c) academic success of college students with learning disabilities. 

Academic success of students with learning disabilities in high school. Two 

empirical studies and five informational articles that address academic success of 

students with learning disabilities at the high school level were located and included in 

this review of the literature. 

Bryan's (1986) investigation of self-concept and attributions of elementary and 

secondary students with learning disabilities determined that although students with 

learning disabilities evaluate their academic performance lower than that of their peers, 

their general self-worth is comparable to others' evaluations of self-worth. Students with 

internal loci of control perceive outcomes as a result of their own actions. These students 

persevere on difficult tasks, can tolerate delay of gratification, and actively process 

information. Students with external loci of control believe that their lives are controlled 

by factors beyond their control so they are likely to withdraw, develop lower self-esteem, 

and become victims of learned helplessness. Bryan concluded that teachers can influence 
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the attributes and achievement of students by (a) basing criticisms of students' work on 

performance rather than effort, (b) having high expectations of students, (c) helping 

students learn to cope with failure, and (d) guiding students as they learn strategies to 

achieve success. She proposes a match between teaching style and students' attributes, 

explaining that students with internal loci of control benefit from being in control of their 

learning in a less structured environment while students with external loci of control 

benefit from a highly structured environment in which the teacher controls learning. 

Saland (1986) conducted a study in which junior high and high school teachers of 

standard and special education classes rated social skills deemed necessary for achieving 

success in mainstream classes. All four groups of teachers evaluated the same behaviors 

as "Very Important" including attending class regularly, completing homework 

assignments, communicating needs, being aware of how one's behavior affects others, 

and demonstrating appropriate behavior in large groups. 

Informational articles suggest that high school students with learning disabilities 

who experience success have benefited firom (a) a curriculum that is student-centered, 

accentuating strengths, valuing student interests through meaningful projects that increase 

self-esteem, self-efficacy, and motivation (Baum, Renzulli, & Hebert, 1994) while being 

rigorous with appropriate accommodations (Rogan, Branson, Hameister, Kalicki, 

Lowery. & Skolnick, 1993); (b) an environment that is fi-ee from the pressure to perform 

in a traditional sense, but that promotes accommodation of different learning styles, love 

of learning, risk-taking, persistence and resilience through student selected activities 

(Bailey, Sinclair, & Sinclair, 1992; Fox, Smith, & Knight, 1995); (c) approaches that 
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encourage students to think of themselves not as powerless victims, but as students who 

have choices and responsibilities regarding their own education (Horowitz, 1988); and (d) 

parental support (Bailey et al, 1992; Fox et al.l995). 

Brinckerhoff. McGuire and Shaw (1992) emphasize the differences between how 

legal mandates influence high school and college and the importance of being practiced 

in managing independence at college where students will have unstructured time that 

must be handled effectively. Funding statues PL 94-142 and PL 101-476 under which 

special education programs in the public schools are structured, guarantee a free and 

appropriate education for students with disabilities. Section 504 of the Rehabilitation Act 

is an equal opportunity statute that affects students who, in spite of an impairment, are 

•'otherwise qualified" to participate in college. There is no obligation on the part of the 

postsecondary institution to guarantee success: on the contrary, responsibility for student 

success shifts fi-om the teacher and institution in high school settings to the student in 

higher education settings. 

A recurring theme that emerges fr^om the literature is the critical importance of 

student independence with adamant endorsements for developing independence in the 

high schools through direct instruction in time management and organization (Lemer, 

1993; Mangrum &. Strichart, 1984). Vogel, Hruby, and Adelman (1993) attest to the 

essential nature of being proficient in learning strategies, including study skills, problem 

solving skills, test-taking strategies, note-taking skills, strategies for reading textbooks, 

and memory skills, as a critical means of fostering student independence. When students 

receive direct instruction in these areas, the resulting independence and self-reliance can 
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sometimes render accommodations unnecessary. Lemer (1993) suggests that high school 

personnel design programs that provide students opportunities for practicing 

independence and self-advocacy skills in the school setting in preparation for college. 

Summer transition programs for high school students, such as those at the University of 

Wisconsin at Whitewater and the University of Minnesota, provide an optimal 

opportunity to practice these skills in the college setting, an important step toward a 

successful transition into college (Dalke, 1993). Vogel et al. (1993) point out that high 

school students with learning disabilities can be taught how to develop learning 

environments that enhance autonomy and self-reliance. 

Mangrum and Strichart (1984) note the importance of taking appropriate classes 

in high school and completing assignments that are similar to those that are required in 

college. This can be facilitated through interagency cooperation between the high schools 

and the colleges (transitional counseling) throughout a student's high school career. 

In sum, teachers, students, curriculum and parents are the focal points of 

investigations of academic success of high school students with learning disabilities. 

Teachers should have high expectations for students' efforts and accomplishments as 

they help students leam to cope with failure and to leam strategies that will lead to 

success. While in high school, students need to develop and practice independence, self-

advocacy skills, time management, learning strategies and study skills. Curriculum 

should be rigorous to prepare for the requirements of college, foster successes not 

failures, build on students' strengths rather than dwell on areas of disability, and promote 

love of learning. 
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Success and adults with learning disabilities. The search for literature on success 

and adults with learning disabilities yielded a literature on social competence and 

occupational success of adults with learning disabilities, and three studies designed to 

determine the perceptions of adults with learning disabilities regarding success. 

Cartledge's (1987) literature review on social competence and occupational 

success of adults with learning disabilities concluded that the problems experienced as 

students (difllcuities with social perception, social communication, and task-related skills 

such as persistence, motivation, initiative and attitude), continue to plague adults in the 

workplace. Social skills instruction in the workplace is recommended and a model for 

delivering direct instruction is described in order to help adults with learning disabilities 

to achieve success in the workplace. 

Rogan and Hartman (1990) used questionnaires and telephone interviews to ask 

adults to identify factors that contributed to their academic success. They reported the 

following factors: (a) effective, intensive intervention in elementary or middle school; (b) 

use of tutors or resource help during mainstreaming experiences; (c) counseling or 

therapy when needed; (d) parental/familial support; (e) absence of severe neurological or 

emotional problems; and (f) having the resources to obtain and the motivation to use 

ancillary support. 

Spekman, Goldberg, and Herman (1992) analyzed demographic factors of former 

students with learning disabilities who attended a school specializing in teaching students 

with teaming disabilities, and determined that successful adults with learning disabilities 

had. as students, (a) scored higher verbal intelligence scores, (b) achieved better in math. 
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and (c) had stayed at the school less time than their classmates who were not considered 

successfiil. Interviews, case records, and parental ratings revealed that the successful 

adults with learning disabilities were realistic, had an understanding and acceptance of 

their learning disabilities, were proactive, persevered, were emotionally stable, had a 

repertoire of coping strategies, set appropriate goals, and used support as needed. 

Reiff. Ginsberg, and Gerber (1995) interviewed adults with learning disabilities to 

determine how they achieved success in their vocations. They determined that control 

was identified as the overarching key to success. Other emergent recurring themes 

included (a) desire for success, (b) identification of realistic goals to guide decision 

making, (c) resilience to cope with failures, (d) understanding and acceptance of one's 

learning disabilities, (e) persistence, (f) selection of careers that maximize strengths, (g) 

divergent thinking, and (h) a supportive social environment. 

To summarize the literature on success and adults with learning disabilities, both 

extrinsic factors (parental support and effective intervention programs and support) and 

intrinsic factors (having a sense of control, being active in making choices, being 

motivated, having strategies, and having a realistic understanding and acceptance of their 

learning disabilities, strengths, and weaknesses) were cited as contributing to success 

when adults with learning disabilities were asked to reflect on the causes of their success. 

Academic success of college students with learning disabilities. Seven empirical 

studies investigating academic success of students with learning disabilities were located 

in addition to five informational articles. 
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Vogel and Adelman (1992) matched students with and without learning 

disabilities on age and ACT scores and analyzed age, high school preparation, high 

school performance, grades, the graduation/failure rate, and time to degree completion. 

Students with learning disabilities had more D's in high school elective classes and took 

lighter loads in college, therefore requiring more time to complete degree requirements. 

Students with learning disabilities who used support services in college had a higher 

graduation rate than other students. In a subsequent study, Vogel Hruby and Adelman 

(1993) investigated the educational and psychological factors of successful (graduated) 

and unsuccessful (dropout) college students with learning disabilities by analyzing 

information on a case history form. Students who did not graduate had been diagnosed 

with learning disabilities earlier, were more likely to have participated in self-contained 

classes for students with learning disabilities, and less likely to return to mainstream 

classes if they had repeated a grade. Students with learning disabilities who graduated 

from college used more private tutoring, completed more English and math classes in 

high school, and were more likely to have had prior college experience. Vogel et al. 

concluded that in high school, students with learning disabilities should be encouraged to 

be autonomous and self-reliant, to improve communication skills, to ascertain a solid 

understanding of their learning disabilities and compensatory strategies, and to be in a 

success-oriented curriculum of direct instruction with opportunities for practicing skills 

that are indicative of successful adults. 

Leonard (1991) analyzed Wechsler Adult Intelligence Scale - Revised (WAJS-R) 

and second semester grades to determine if the use of the WAIS-R by college admissions 
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offices was a valid practice for predicting the success of students with learning 

disabilities. She found a correlation between college CPA and comprehension and 

similarities scores of successful students with learning disabilities. Other WAIS-R scores 

had practically no correlation to GPA. Leonard incorporated her work with existing 

research to determine if a WAIS-R profile could help identify applicants with learning 

disabilities yielding tentative, inconclusive results: college students with learning 

disabilities tend to have average or above average intelligence, higher verbal, 

comprehension and similarities scores, and. perhaps, lower digit span and arithmetic 

scores. 

Roffman (1994) investigated whether student achievement in a class designed to 

help students with learning disabilities as well as low intelligence understand their 

learning disabilities was a predictor of academic skills or future work adjustment. The 

course was found to be effective because participants had a better understanding of their 

learning disabilities and could develop new strategies for weaknesses. They were more 

effective in issues relating to self-advocacy because they had a better understanding of 

their learning disabilities and their strengths and weaknesses. Problems with the design of 

this study, such as the lack of random sampling, lack of attempt to match the participants 

on some variable, and the fact that the control and experimental groups attended different 

colleges, make the findings of this study questionable. 

Ashton-Coombs (1993) investigated whether there was a correlation between 

student-reported work habits and their GPA's, using structured interviews and statistical 

analysis, and determined that there was no significant correlation. She concluded that 
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academic success of college students with learning disabilities involves motivation to 

succeed. She also suggested that a curriculum of study skills would be helpful to all 

students, not exclusively students with learning disabilities. 

Synatschk (1995) used case studies to develop an assessment tool for measuring 

readiness of students with leaming disabilities for college. Having examined abilities, 

attitudes, and social-psychological adaptation/actions. Synatschk concluded that a 

student's potential for success depends on the balance and interaction of his/her resources 

(strengths) and weaknesses. 

Reis (1994) conducted interviews of students and their parents and reviewed 

student records to determine the strategies and support services that gifted students with 

leaming disabilities needed to achieve academic success, and whether they report using 

metacognitive strategies. She concluded that gifted students with leaming disabilities are 

hard working, use multiple compensation strategies, have identified their strengths, and 

have selected their major accordingly. She identified examples of metacognitive 

strategies as students (a) identified behaviors that they needed to modify because they 

perceived them as being socially inappropriate, (b) used planning strategies such as time 

management and setting priorities, and (c) used metacognitive reading approaches to 

monitor comprehension. The students in this study identified the support program at the 

university as "essential" to their success because the support personnel associated with 

these programs provided instruction in leaming strategies, time management and made 

referrals to other offices to satisfy students' various needs. 
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Authors of informational articles offered suggestions, observations, and opinions 

that seem worthy of empirical investigation. 

Sills (1995) provided tips for instructors who are interested in promoting success 

in writing for college students with learning disabilities. She proposed providing a 

supportive classroom, described teaching tips, identified the power of success as a 

motivating force, and suggested that teachers model and allow adequate time for learning 

to take place through practice. 

Scott (1993) stated that to be successful, students must recognize the demands of 

various disciplines and instructors. Students with learning disabilities must understand 

how they interface with their strengths and weaknesses and use strategies and 

accommodations accordingly. Programs for students with learning disabilities help 

students understand their learning disabilities. 

Satcher (1992) discussed how colleges can meet the needs of college students 

with learning disabilities as they enter college by using individualized admissions 

procedures. He identified support programs as a means to help students with learning 

disabilities to stay in college because they provide readers, tutors, note takers and testing 

accommodations. Career services offices can assist students with learning disabilities to 

prepare for the transition from college to the workplace. 

Dunn (1995) interviewed students with learning disabilities and identified success 

as an important agent for strengthening self-esteem. High expectations of the teacher and 

acknowledgement of effort and accomplishment are also important factors, and were also 

identified by Lee (Lee & Jackson, 1992) in his description of his understanding of his 
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learning disability and learning disabilities in general from the point of view of a senior at 

the University of Georgia. Listening and oral expression were identified in Dunn's study 

as essential compensatory skills while Lee identified listening and using the computer. 

Whereas Dunn concluded that the students were metacognitively aware of what they 

needed to do when writing, Lee demonstrated his own m.etacognitive awareness as he 

detailed exactly that he needed to do to function successfully in higher education. 

Longo (1988) described problems that are typical for students with learning 

disabilities, and detailed an eight-step model for teaching students with learning 

disabilities. Her article indicates that students with learning disabilities who succeeded 

experience low pressure in the academic setting, disassociate their disabilities from their 

personality, but concentrate on the way in which the learning disabilities impacts 

learning. They frequently have a supportive person in the background and benefit from 

ambitious, motivated, persistent role models. 

Lesnick (1987) proposed a screening test in developmental language classes to 

help identify learning disabilities to avoid the fhistration and inefficiency of teachers and 

students that results from unidentified learning disabilities. Academic success can then be 

fostered through various multi-modality instructional strategies 

There are several recurring themes in the literature on successful college students 

with learning disabilities: (a) it is important that students have a good understanding of 

their learning disabilities, their strengths, and their weaknesses; (b) these students are 

hard-working, motivated, goal-oriented students who use multiple strategies, including 

metacognitive skills, in conjunction with support services (which may include private 
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tutoring, assistance with time management and learning strategies); (c) majors and career 

aspirations are selected with consideration of the balance of the students' strengths and 

weaknesses: (d) high schools should afford college-bound students with learning 

disabilities opportunities to practice being self-reliant, autonomous, and knowledgeable 

of their learning disabilities and compensatory strategies within a success-oriented 

curriculum. 

Summary 

To conclude, a review of the literature was conducted to determine the current 

state of knowledge and research regarding academic success of college students with 

learning disabilities. Even though there has been an increase in the number of students 

with learning disabilities in higher education, the limited research has not met the 

growing demand for research that will inform the practice of those that have an interest in 

preparing high school students for college, those who teach college students with learning 

disabilities, or those who provide support services to college students with learning 

disabilities. 

The social dimension seems important in understanding the determinants of 

success of college students with learning disabilities, and is an area of research that is 

unrepresented in the literature. Leonard (1991) suggests that the key to academic success 

may relate more to social and psychological development, that future studies might do 

well to "... assess more intangible attributes such as motivation and self-esteem" (p. 23). 

Dunn (1995) speculates that students with learning disabilities are perhaps the experts 

regarding their learning disabilities, yet few studies have been conducted that have asked 
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students to reflect on that which has enhanced their chances for academic success. 

Ashton-Coombs (1993) suggests that further research from the college students' 

perspectives is needed to identify and examine the academic needs of college students 

with learning disabilities. Observational studies might help identify academic tactics that 

students use to achieve success. Carteledge (1987) predicts that direct observation and 

interviews would enhance understanding of the adult with learning disabilities. 

In light of the existing literature and current status of research in the area of the 

academic success of college students with learning disabilities, a qualitative study 

designed to investigate the social and psychological factors that determine the academic 

success and failure of college students with learning disabilities is a logical next step. A 

multifaceted understanding of the determinates of academic success will result from (a) 

asking students to reflect on those factors that have contributed to or detracted from 

attainment of academic success, (b) observing the student in class or using support 

services, (c) asking instructors (faculty and/or teaching assistants) to reflect on the 

academic success or failure of students with learning disabilities, (d) asking disability 

support personnel to reflect on the academic success or failure of students with learning 

disabilities. 
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CHAPTER ni 

Methodology 

Within this chapter, the reader will find a brief rationale for selecting a qualitative 

approach to this investigation, a description of the disability support programs at Horizon 

University, a description of the participants, information about the selection criteria and 

selection process, and a description of the makeup of the groups of participants: 

Enhanced Program Successful (EPS) group of students, the Mandated Program 

Successful (MPS) group of students, the Enhanced Program Jeopardy (EPJ) group of 

students, the Instructors and the Learning Disability Support Service (LDSS) personnel 

group. A description of the data and the data analysis process concludes this chapter. 

Research Methodology Rationale 

Qualitative research design was selected for this investigation because the 

researcher sought to understand behavior from the participant's point of view, within 

his/her frame of reference (Bogdan & Biklen, 1992). A case study approach afforded the 

opportunity for gaining "insight, discovery and interpretation rather than hypothesis 

testing" (Merriam. 1988, p. 10). In-depth, semi-structured interviews with open-ended 

questions allowed students to contemplate their learning disabilities and their experiences 

with academic success and failure within their own frames of reference, leading to an 

understanding of "how... students think and how they come to develop the perspectives 

they hold" (pp.2-3). Furthermore, many qualitative studies in the field of learning 

disabilities have been conducted to identify "...problems and processes that would help 

improve education... to reveal weaknesses, point out needs... [and reveal to] the educator 
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what is possible... rather than what already is" (Vaughn & Bos. 1994, p. 180). Such an 

outcome is consistent with the overarching goals of this research and the goals and beliefs 

of the researcher. 

Disability Support Proea'ams. 

Undergraduate students with learning disabilities attending Horizon University, 

who have submitted documentation of their disability in accordance with University 

guidelines, have a choice of obtaining support services through the Mandated Program, 

the Enhanced Program, or both programs. The Mandated Program provides all students 

with properly documented disabilities appropriate accommodations including testing 

accommodations (extended time, computer, reader, writer), and instructional 

accommodations (including note-takers, recorded textbooks, academic counseling, and 

adaptive technology) that are mandated by Section 504 of the Rehabilitation Act of 1973 

and the Americans with Disabilities Act of 1990. State monies and federal funds fi-om 

TRIO grants fund the Mandated Program. 

The Enhanced Program is a nonprofit, self-supporting, fee-for-service program 

that provides support services beyond the mandates of disability legislation for students 

with learning disabilities, attention deficit disorder, and traumatic brain injury. Students 

using the Enhanced Program must provide documentation of their disabilities in 

accordance with University requirements. Enhanced support services and resources 

include one-on-one, group, and drop-in tutoring; individualized academic counseling; a 

staffed computer lab with adaptive technology; writing specialist services; and access to 

special interest workshops. Students participating in the Enhanced Program who use 
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testing and instructional accommodations obtain their approved accommodations through 

the Mandated Program. 

Selection Criteria of Student Participants and Selection Process 

This study was designed to include twenty undergraduate students with learning 

disabilities at Horizon University, all of whom use learning disabilities support services. 

The students were split between those using the Enhanced Program and those using the 

Mandated Program only. Five of the participants in each program were to meet the 

criteria for "academically successful" (college cumulative GPA of 3.0 or higher) and the 

other five participants in each program were to have met the criteria for "academic 

jeopardy" (college cumulative GPA of less than 2.0). Since the Enhanced Program is a 

fee-for-service program and may therefore attract a disproportionate number of students 

from families of middle- and upper-socioeconomic status (SES), students using the 

mandated program were included in the design of this study to attempt to account for 

SES as a factor of academic success. 

In addition to using the Enhanced Program or the Mandated Program as a student 

with a learning disability, each student had to meet additional criteria in order to attempt 

to match the participants to control for student differences. Students must have earned a 

high school academic GPA of 3.0 or higher. Students must have a full-scale IQ score of 

90-110 as measured by the Wechsler Adult Intelligence Scale - Revised or the Wechsler 

Intelligence Scale for Children, Third Edition. Students must have earned either a 

cumulative college GPA of 3.0 or higher (Successful) or less than a 2.0 GPA (Jeopardy) 
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at the end of the spring 1999 semester. These selection criteria limited the pool of 

students in the EPS group to 28 EPJ students to ten. 

Students were then matched by SAT and ACT scores. Since the number of 

students meeting the criteria for the EPJ group was so limited. SAT and ACT criteria 

were established by selecting the students with the most similar scores. The resulting 

decision rule was SAT combined score of less than 1110 and ACT combined score of 24 

or less. Application of SAT/ACT decision rules resulted in 15 EPS students and six EPJ 

students. 

Having developed the decision rules for participants, the supervisor of the 

leaming disability specialists at the Mandated Program was contacted, and permission 

and assistance in identifying a pool of MPS and MPJ participants was requested. After 

receiving approval from the supervisor, the leaming disabilities specialists were 

contacted, a meeting arranged, and the details of the study and the selection criteria were 

discussed. Obtaining the names of the Mandated Program students who fit the selection 

criteria was delayed in the interest of protecting student confidentiality. Not knowing 

definitely whether there would be enough students using the mandated program to meet 

the selection criteria, during the interim four months, interviews with Enhanced Program 

participants proceeded. A list of Mandated Program students who fit the selection criteria 

v.'as compiled which included seven MPS students and one MPJ student and one 

additional student who met the criteria except high school GPA which was not available. 

The list was submitted to the researcher with the understanding that initial contacts with 

the students were to be made by the Mandated Program leaming disability specialist; 
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then, if the students agreed to participate or indicated their interest, contact information 

would be provided to the students and the researcher. Four students from the pool of MPS 

group indicated an interest in participation in this study and all participated. Neither of 

the MPJ students indicated an interest in participating. 

Further limitations to this investigation become apparent. An insufficient number 

of participants were identified in the pool of Mandated students meeting the selection 

criteria. The likelihood for replication and presence of bias of this investigation are 

important concerns. The processes that determined whether a student would participate 

or even be informed of this study may have yielded a biased sample of participants, 

identified by the processes of social selection. One may question why only four of the 

seven students in the Mandated Successfiil pool of students agreed to participate and 

neither the sole student who clearly met all of the selection criteria, or the other student 

that met or nearly met the selection criteria for Mandated Jeopardy pool of students 

participated. The two disability support services programs are fimded differently, which 

may be, in part, be the reason. 

Perhaps the limited participation of Mandated program students could be 

explained in part by political concerns. The Mandated Program, under new direction, is 

experiencing the implementation of some philosophical shifts. It is difficult to determine 

if these recent and continuing changes impacted the participation of students and learning 

disabilities support services personnel. Missions of the two disability support programs 

were undergoing a process of clarification. Perhaps learning disabilities support services 
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personnel were reluctant to discuss their roles at a time when their roles were undergoing 

changes. 

Because of the limited number of participants representing the Mandated 

program, it was not decided that comparisons of the Enhanced and Mandated Programs 

as originally proposed could not be carried out; however, participants perceptions of both 

programs were analyzed and included in Chapter FV. 

During the interview, each student participant identified an effective instructor 

and an effective learning disabilities support person. The following is a brief description 

of each group of participants. 

Students of the Enhanced Program Successful Group (EPS) Fourteen students met 

all the selection criteria for inclusion in the EPS group. Students were listed in order of 

cumulative attempted hours, reasoning that students who accumulated more units 

demonstrated a longer history of achieving at the success standard; students with fewer 

hours may have been able to achieve at the success standard for a semester or two 

because of having taken a lucky combination of electives or easier classes. Using this list, 

the students were contacted and invited to participate, starting with the students who had 

the most attempted units. One student declined and two did not respond to email 

messages or phone calls from the investigator or their respective education specialists. 

Although the plan was to have five EPS students participate, six of the nine students 

contacted readily agreed to take part in this investigation. In addition, an exception, a 

student who participated in the pilot study who met all of the selection criteria except 

cumulative college GPA (2.724), was included as explained below. (See Exceptions.) 
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Students of the Mandated Program Successful Group (MPS). Six students 

meeting all selection criteria for the MPS group were identified and contacted by 

Mandated personnel. Four students agreed to participate in this study. Two additional 

students were identified when the SAT/ACT and high school GPA criteria were omitted, 

but neither agreed to participate. 

Students of the Enhanced Program Jeopardy Group (EPJ). Six students in the 

Enhanced Program met all selection criteria for participation as students in jeopardy. 

When the SAT/ACT criteria were dropped, one more student was identified; with the 

omission of IQ requirement, two more students were identified. One student responded to 

the invitation to participate, scheduled and missed four appointments, and did not reply to 

subsequent phone calls from the investigator or his learning disabilities specialist. The 

learning disabilities specialist of another potential EPJ participant requested that he not be 

contacted because he was dealing with "severe depression." Two students did not reply 

to calls or email messages from the investigator or their learning disabilities specialists. 

Four students from the EPJ pool, each meeting all selection criteria, participated in this 

investigation. A fifth student, who participated in the pilot study and met all except one 

of the selection criteria (high school GPA was 2.976), was included with the EPJ group 

as explained below. (See Exceptions.) 

Students of the Mandated Program Jeopardy Group (MPJ). Only one student 

meeting all the selection criteria for Mandated Program Jeopardy was identified. One 

additional student was identified as meeting GPA and IQ criteria, but as a nontraditional 

transfer student, high school GPA and ACT/SAT scores were not available. Disability 
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specialists attempted to contact both of these students by phone and email, but there was 

no response from either. The disability specialists were contacted to determine whether 

recent dropouts or disqualified students who meet all criteria for MPJ could be identified 

and contacted. Such information was not readily accessible, and there was neither time 

nor Mandated personnel available to gather that information. 

Exceptions . Since the total number of student participants was short of the 

desired twenty student participants identified in the research design, the students who 

participated in the pilot study were considered for inclusion in the study. Two students 

were identified as being close matches for two of the groups. One student was included in 

the EPS group because he met all the criteria except cumulative college GPA (2.724). 

Another student was included in the EPJ group, meeting all selection criteria except high 

school GPA (2.976). 

In summary, nine of the fourteen EPS students were contacted to participate in 

the study, one declined and two did not resix)nd, and six actually participated. An 

exception was included who met all criteria except cumulative college GPA, bringing the 

total EPS group of seven. Of the nine EPJ students who met all or most of the selection 

criteria, eight were contacted and five agreed to participate, and four students, each 

meeting all the selection criteria, actually did take part in this study. An exception student 

who took part in the pilot and barely missed the high school GPA requirement was 

included to bring the number of EPJ students to five. Eight MPS met some or all of the 

selection criteria for this group, and four agreed to participate. There were no Mandated 

Program Jeopardy participants in this study because neither of the two students who met 
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some or all the selection criteria for Mandated Program Jeopardy students agreed to 

participate. Attempting to locate recent drop>outs or disqualified students was not a 

possibility because of the lack of time and personnel at the Mandated program. A total of 

sixteen students agreed to participate in this investigation, ten female and six male 

students, representing no racial or ethnic minorities. After students were grouped, there 

were no patterns detected in the natures of their disabilities (such as only Jeopardy 

students had learning disabilities in the area of mathematics). (See Table 1, Pool of 

Student Participants and Actual Participants.) 

Table 1: Pool of Student Participants and Actual Participants 

Students 
meeting 
all 
criteria 

Students 
meeting 
most 
criteria 

Total 
number 
of 
students 
in each 
pool 

Number 
of 
students 
contacted 

Participants 
meeting all 
criteria 

Number 
of 
exceptions 
Included 

Total 
number of 
participants 

MPJ 1 I 2 2 0 - 0 

EPJ 6 3 9 8 4 1 5 

MPS 6 2 8 8 4 - 4 

EPS 14 - 14 9 6 1 7 

Totals 27 6 33 27 14 2 16 

Demographic details are summarized in Appendix A, Demographic Characteristics of 

Student Participants. Brief biographic sketches are also located in the Appendix B. 
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Selection of Instructors 

The original plan was to identify one instructor or Learning Disabilities Support 

Services (LDSS) person for each student, depending on the significance that the student 

placed on the role of each. Because the number of student participants was less than 

planned, it was decided that both the instructor and LDSS person that each student 

participant identified would be contacted. 

Of the sixteen instructors identified by each student participant, one was on 

sabbatical, three were no longer on campus and could not be located, four did not 

respond, two declined because of their busy schedules, two agreed to participate but did 

not, and four participated. Four instructors represented the Humanities, one was from 

Business, one was from Family and Consumer Studies, three from Social and Behavioral 

Sciences, five from Science, and two were from Education. Three participating 

instructors represented Science and one represented Education. (See Table 3, 

Participants, in Appendix.) 

Selection of Learning Disability Support Services(LDSS) Personnel 

As stated above, to increase the pool of participants, one person involved in 

support services was identified per student to be included in this investigation. In almost 

every case, students spoke at greater length and in more detail about the role LDSS 

personnel played in their academic worlds. This may be because of the nature of the 

ongoing role of LDSS personnel, which, in each case, extended across semesters and 

even years, in contrast to the relationship with an instructor that usually was limited to 

one semester, and only occasionally spanned several semesters. It is possible that students 
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may have exaggerated the importance of the role of LDSS personnel out of a sense of 

loyalty to the investigator, a member of the LDSS staff, or, because they may have 

predicted that the investigator expected or wanted students to identify LDSS personnel as 

important, or, since the investigator knows all the other LDSS personnel in both the 

Enhanced and Mandated programs. 

The sixteen student participants identified twelve different LDSS personnel; four 

LDSS personnel were identified twice by different students. Four LDSS personnel from 

the Mandated program were identified by five of the students. Only one LDSS person 

from the Mandated Program was able to participate, while the other three initially agreed 

to participate but did not because of schedule demands or illness. The eight LDSS 

personnel from the Enhanced Program, identified from student interviews, were able to 

participate, yielding a total of nine LDSS personnel participants. 

In summary, the sixteen student participants identified sixteen instructors, four of 

whom were able to participate, and twelve LDSS different personnel, nine of whom were 

able to participate, yielding a total of twent>'-nine participants in this investigation. (See 

Appendix C, Participants.) 

The Data 

The key sources of data in this study are the interviews with students as enriched 

by inten'iews with instructors and learning disability support services personnel. An 

examination of high school and college records and available supporting documentation 

served to help triangulate data from the interviews. 
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Interviews were designed to capture students' understanding of their learning 

disabilities and the impact that their learning disabilities has had and continues to have on 

their academic lives, as well as to ascertain students' perceptions of what is necessary to 

achieve academic success and what impedes academic success. Interviews were semi-

structured to help ensure that certain questions were asked of each participant, while still 

allowing flexibility to ask students to expand on certain responses or explore tangents as 

necessary. Based on an adaptation of Seidman's (1991) three-tiered approach to 

interviews, the interview protocols were designed to gain information and perceptions 

regarding life history. contemporar>' experiences, and a synthesis/analysis of perceptions. 

Students were interviewed to attempt to determine their perspectives regarding the role 

self-efficacy plays in students' perceptions of themselves as college students. Interview 

questions were designed in part to identify characteristics of efficacious attitudes and 

behaviors as defined by self-efficacy theory. (See Appendix D for Interview Protocols.) 

Arranging interviews with students in the Enhanced Program Successful (EPS) 

group of students was no problem. Because only a limited number of Enhanced Program 

Jeopardy (EPJ) students was identified as possible participants, finding students fi-om this 

small pool of students was more difficult. Nevertheless, four students agreed to 

participate in this study and a fifth student who met all criteria except the high school 

GPA (2.976) was included to complete the pool of EPJ students. 

Obtaining participants from the Mandated Program was an unexpected challenge. 

Although having received a nod of approval from the supervisor of the Mandated 

Program learning disability specialists and agreement from the learning disability 
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specialist to identify qualified student participants, lengthy delays in obtaining names of 

student participants resulted from confidentiality concerns. When a pool of students 

meeting selection criteria was finalized, seven students were identified in the Mandated 

Program Successful (MPS) group, and only one student was identified in the Mandated 

Program Jeopardy (MPJ) group, plus one additional student who had no high school GPA 

available. Initial contact with these students was made by the Mandated Program learning 

disability specialists who called, emailed, and/or distributed a copy of a letter inviting 

students to participate in interviews, describing the study, and providing information 

about how to schedule an interview. If students indicated an interest in participating in 

this study, they were then contacted directly by the researcher by email, and/or phone to 

schedule an interview. Four students from the Mandated Program Successfiil Group 

responded and participated. Neither of the students in the Mandated Program Jeopardy 

Group responded. 

The pool of students in both jeopardy groups was quite limited. Students with a 

cumulative college GPA of less than 2.0 for two consecutive semesters typically get 

academically disqualified from the University. Students in academic jeopardy may seek 

transfers to other schools or choose other options, presumably where they will be more 

successftil. 

Instructors identified by students as effective instructors were contacted via email 

and mail with a description of the study and a letter requesting their participation in an 

interview. Instructors were also given the option of responding to the interview protocol 

via email. 
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Learning disability support services participants were selected based on student 

interviews. Contact was made by email or mail in the form of a letter requesting an 

interview and a description of the study. All but three of the twelve different LDSS 

personnel were able to participate in this investigation. 

Instructors and disability support service personnel interviews were structured in a 

manner similar to the student interview, designed to derive interviewees' perspectives of 

themselves as undergraduate students, their understanding of learning disabilities, to 

determine their identification of the characteristics and elements leading to academic 

success and failure of college students with learning disabilities, and to identify the role 

self-efficacy plays in student achievement. 

Interviews were recorded and transcribed and became the primary source of data 

in this study. Documents analyzed in this study included high school and college 

transcripts, and available documentation such as psycho-educational reports, students' 

written statements describing their learning disability, and letters of reference. These 

various sources of data were included to establish triangulation among the data sources to 

reveal evidence confirming consistency of perceptions, self-efficacious behaviors and 

attitudes, and possibly other emerging themes. 

In qualitative research, data is typically collected in environments where 

participants usually spend their time. The interviews in this study took place where many 

of the participants usually spent part of their time in the course of a typical week and 

were selected by the interviewee. Students and disability support service personnel were 

interviewed at the Center for the Enhanced Program, at the Center for the Mandated 
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Program, at the Student Union, and at a local coffee shop. Instructors were interviewed at 

their offices. 

In accordance with the requirements of the University Human Subjects 

Committee, students gave informed written consent prior to participating in this study. 

Measures to maintain confidentiality were explained in detail, including the use of a 

pseudonym. Student participants were informed that they could chose to not answer any 

questions, that they could withdraw from the study at any time, and that participation in 

this study had no impact on their status at the University or their participation in the 

Enhanced or Mandated Programs. Similar relevant information was explained to 

instructors and disability support service personnel. Each participant was given written 

information about the study and opportunities for asking questions prior to giving written 

consent. Students were given a copy of their consent form. 

Interviews were tape recorded with the participant's permission and transcribed as 

soon as possible after the interview. Information gathered from the various documents 

was recorded on charts. (See Appendix E Data Analysis Charts.) Tapes, transcripts, and 

notes are kept secured to ensure confidentiality. 

Data Analysis 

The details of the analysis process were emergent in nature as the study 

progressed. Data was organized by student, then coded by topics and themes, and 

recorded on charts. Themes were organized and reorganized in the process of looking for 

connections, commonalities, and salient features. Continuous reflection on this process of 

data analysis was done in hopes of determining what could be learned from this study, to 
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identify assumptions, and to reflect on and offer possible theories (Seidman, 1991, 

pp. 101 -102). The themes were finally organized by questions suggested by social 

construction of learning disabilities, good practice, self-efficacy, retention, and learning 

communities frameworks. 

A more detailed description of the development and identification of themes, the 

questions used to organized the analysis and the analysis and excerpts from the 

interviews follow in Chapter FV. 
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CHAPTER IV 

Analysis 

In this chapter, the reader will find highlights of the perceptions of the students, 

instructors, and learning disabilities support services personnel, and the process of the 

analysis of those perceptions. The structure for the analysis evolved into the formulation 

and responses to five questions: What are the perceptions of learning disabilities? What 

are perceptions about teaching? What are perceptions about students? What type of 

environment facilitates or inhibits learning? and What are perceptions about learning 

disabilities support services programs? Data pertaining to each theme are analyzed and 

presented fi'om the perspectives of the students, the instructors, and the LDSS personnel. 

A discussion of each student group's perceptions appears first in most sections followed 

by a brief summary. Next the reader will find a discussion of the perceptions of the 

instructors followed by those of the learning disability support services personnel. A 

chart and summary conclude each section. This chapter closes with a discussion of 

student f)erceptions of self-efficacy. 

Development and Identification of Themes. 

As the interviews were conducted and transcribed, an ongoing process of reading, 

rereading, coding, searching for commonalities and differences, refining and recoding 

was underway. Initially, the data collection forms designed when this study was proposed 

were used to sort through the data. Then, attempts to identify themes pertaining to 

academic success and failure were made. These themes proved to be too broad and 

cumbersome to permit a meaningful analysis of the data. Interviews were then sorted by 
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question and color-coded by group membership (EPS, MPS, EPJ, Instructors, and LDSS). 

Questions and responses were then sorted by topic and, finally, themes emerged that 

seemed to suggest components of best practice and self-eflficacy, which helped to identify 

subsequent themes that seemed to frame meaningfiil and manageable analyses of the 

data. Those themes are posed as questions. The remainder of this chapter is organized 

around those questions: What are the perceptions of the nature of learning disabilities? 

What are perceptions about teaching? What are perceptions about students? What type of 

environment facilitates or inhibits learning? What are perceptions about learning 

disability support services? and What are perceptions about self-efficacy? 

The perceptions of students, instructors and support services participants are 

presented as each topic is discussed, and particularly salient or representative quotations 

are included in an attempt to illustrate the common and/or unusual understandings. 

Except where otherwise noted, the interpretation of the data represents the prevailing 

voice of the participants as a group. 

The analysis of the data is presented in the remainder of this chapter, organized 

around themes stated as questions having to do with learning disabilities, teaching, 

students, the environment, support services and self-efficacy. Each section will address 

perceptions of successful students, jeopardy students, instructors, and LDSS personnel. 

What are Perceptions of the Nature of Leamine Disabilities? 

Students, instructors, and learning disability support services personnel were 

asked to explain their understanding of learning disabilities. The information presented 
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in this section represents their responses and other relevant comments and explanations 

that emerged during the course of the interviews. 

Student Perceptions 

The analysis of students perceptions of learning disabilities is organized and 

discussed into the following topics: descriptions of learning disabilities, disclosure and 

accommodations, stigma and bias, recently diagnosed students, hours of hard work, and 

the social scene. A brief summary and table conclude this section. 

Descriptions of LP. Students described their learning disability in terms of: (a) 

processing information (such as visual processing, auditory processing, visual-motor 

processing, and long- and short-term memory), (b) academic impact (such as a math 

related disability, a reading comprehension disability, dyslexia, a written language 

disability), (c) in terms of taking tests (such as a learning disability that results in test 

anxiety, a learning disability that prevents demonstrating knowledge in certain test 

formats, etc.), and, (d) in terms of services and accommodations they use in college 

(extended time, note taker). Some members of the EPJ group discussed a social 

dimension of learning disabilities as they described concerns about stigma and 

appreciation for peer support 

Merlin. Colt, and Carole, described their learning disabilities as having to do with 

the way they processes information. Merlin said that she processes information in 

patterns that are different from most people. Colt explained in detail the problems he has 

with "sequencing, spatial relations, visual processing and thinking on my feet." Carole 

described her LD as meaning that she does not "take in information the same as other 
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kids." and that she does not "understand as fast as the other kids." She says her listening 

comprehension is 'ierrible." 

Tony explained his learning disability in terms of processing and academic 

impact, although he also said that he did not really understand what it is. He said that it 

was "some kind of a visual spatial problem and that it affected reading." Since he has 

been in college, Tony has had additional diagnoses of attention deficit disorder and 

comorbid anxiety disorder. 

Margaret's description seemed to imply some understanding of processing and 

academic impacts. She described her learning disability as causing her to have motor 

problems as well as monumental problems understanding math. She said that she is a 

multisensory learner who needs to have things explained to her again and again and at a 

slow pace. 

Other students described their learning disabilities in terms of academic impact, 

such as having a learning disability in reading comprehension, a math disability, dyslexia, 

or a learning disability in writing. Carole and Colt state that they have trouble translating 

what they want to say into an essay. Both said that with the practice they have had in 

fulfilling the writing requirements for their classes, their writing ability has improved. 

Andrea's learning disability, identified in her junior year of high school, is described as a 

disability causing her to have problems with math as well as "a touch of dyslexia" that 

affects reading and writing, particularly spelling. She said that she leams more slowly 

than the others in class. Stacy's dyslexia causes her to have problems with reading and 

identifying what she needs to highlight when she is reading and studying. 
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SM described his learning disability as being in reading comprehension and 

reading rate. He said his learning disability, diagnosed after his freshman year in college, 

does not really mean that much to him. When it was first identified, he ignored it, he did 

not care, and he thought "it was kind of hokey." 

I don't see that my having a slow reading speed or slow comprehension is much 
different from a lot of the kids I'm around except that I can identify that I have it. But it 
doesn't matter all that much. I mean Tm glad I found out about it because it explains why 
on SAT's 1 wouldn't finish the passage. I was kind of insulted that I had this strange 
thing. 1 thought 'This is crazy. I'm not stupid.' It took me a while and I thought '1 read 
slow - 1 guess I knew that.'" 

When Susan was diagnosed with a learning disability after her first year at 

college, she said it was scary and she thought, "Oh no, I'm stupid!" Yet knowing that she 

has a learning disability "has not made that much difference" to her. She does not "spend 

that much time thinking about it." She knows how she needs to study, and she takes 

advantage of extra credit options. 

Katy, Paige, Daniel and Merlin talked about their LD in terms of taking tests. 

Katy described her disability as test anxiety. Paige explained the difficulty she 

experiences trying to concentrate when taking tests. Daniel and Merlin explained how 

difficult it is for them to demonstrate what they know in traditional testing formats. 

Merlin prefers to write pajjers, so she seeks out classes which have more weight assessed 

to papers than objective tests. Also, Merlin takes advantage of every opportimity to earn 

extra points to "keep secure" in case she does not do well on a test. Daniel prefers to take 

oral tests or do presentations, and reports that to date, one of his instructors has allowed 

him to have an oral exam in lieu of a term paper assignment. 
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BJ and Liunus both described their learning disability in terms of support services 

and accommodations that they receive. BJ says his learning disability means he is in the 

Enhanced Program and he gets tutors, note takers and testing accommodations. Liunus 

says his learning disability means he gets tutors, note takers, an education specialist and 

extended time so he can take his tests at the Testing Center where it is quiet and secluded. 

Disclosure and accommodations. If students use approved classroom or testing 

accommodations (note taker, recorded books, extended time, etc.), they must disclose to 

their instructor the fact that they are using accommodations approved based on their 

documented disability. Most students said they disclose that they have a learning 

disability to their instructors only if it impacts them in the particular class or if they feel 

they need to use accommodations. Daniel and Merlin identify themselves proactively as 

students with LD to all their instructors. To date. Merlin has needed accommodations in 

all of her classes (note taker and extended time), which necessitates disclosing to her 

instructors from the beginning of the semester. She says she makes sure they all know her 

and that she has a learning disability. Daniel said that he introduces himself to all of his 

instructors so they know who he is, "first, as a regular kid and then, by the way, I happen 

to have a learning disability." He says he prefers to use humor in explaining his LD to 

his instructors, and does not want instructors to feel sorry for him. Margaret's approach is 

more reactive as she talks to her instructors only "if there has been a problem on a test, so 

I can explain why." Stacy says. 

If I'm having trouble in a class, I'm usually within like the first like week or so 1 
go and meet with my instructors to kind of show my face around, kind of let them know 
like "I don't know if I'm going to have problems in your class but I just wanted to let you 
know I'll probably be stopping in a couple of times during office hours." 
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Liunus and BJ. two students who explain their learning disability in terms of 

accommodations and support services, explained that while approved for using 

accommodations, neither consistently followed through on registration and 

implementation of their accommodations. 

Stigma and bias. Stacy talked at some length about the having been singled out in 

school because of her learning disability and how relieved she is to be at a school where 

there is a whole program for students with disabilities so she does not have to feel as 

though she is the only one. Andrea refused services when she was in high school because 

she did not want to have anything to do with other students in special education — she 

wanted to be just like everyone else and not stand out. During her freshman year at 

Horizon, she was on the waitlist for the Enhanced Program and did not use the Mandated 

Program because she did not want to ask for help and she "just never made it over there." 

Not many of her fnends knew that she has a learning disability until she started to 

participate in the Enhanced Program, but she says that she now realizes that, although she 

does not need to dwell on it, she has to focus on her disability and know her strengths and 

weaknesses in order to achieve. Brittany expressed her concern that she has about 

instructors having biases about students with learning disabilities: 

The thing is, I feel it could work against me though because like there was this 
one class 1 took last semester. I don't know how I got a B rather than an A. I beat my 
peers on every exam. I got around the same average on homework and quizzes, whatnot. 
They got A's and I got the B. When I was asking the professor she was like "Well, you 
got the extra time." I let it go. It wasn't - to me it's not the fhistration of having to 
appeal, especially with going through looking for employment and they [the recruiters] 
talk to my professors - for accounting jobs they go and meet with all the professors. They 
go to lunch and I'd rather they hear good things, "Yes, she works hard." If I need a 
reference, there is nothing bad she could say. That B was minor. 
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Recently diagnosed students. Susan and SM. the students whose learning 

disabilities were identified in college, both used very similar phrases in describing the 

impact of their learning disability. Repeatedly, SM said, "My learning disability doesn't 

really mean that much to me." and "I don't feel my learning disabilities have played a 

major role in my life because I always tend to work hard." Susan said that her learning 

disability diagnosis "has not made that much difference" and that she does not "think 

about it that much." Throughout high school and college SM and Susan were able to 

determine what they needed to do to leam and to achieve without knowledge of specific 

leaming disabilities. Perhaps they did not know that diagnostic testing would reveal 

deficits in short term memory, reading rate or reading comprehension, but they developed 

strategies for compensating for weaknesses and coping with challenging academic 

demands. Rather than developing these strategies as a result of a diagnosis of a leaming 

disability, SM and Susan compensated in response to the demands of their courses. They 

do not perceive their leaming disabilities or the diagnoses of their leaming disabilities 

impacting their academic lives, perhaps because they had already figured out what they 

can do easily, what is difficult, and how to achieve successfully in academics. 

The use of the word "stupid" by Tony, SM, and Susan is interesting to note. Tony 

said, 'i live in fear of appearing stupid." When Susan was diagnosed, she said, "Oh no, 

I'm stupid!" SM reacted to his diagnosis with, "This is crazy. I'm not stupid!" Perhaps 

students who have known for years that they had a leaming disability, are spared this fear 

of stupidity by having a clearer understanding of their strengths and weaknesses and how 

they leam, unlike SM, Susan, and Tony, students with leaming disabilities that were until 
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recently undiagnosed, who may have thought that they have had to work harder than their 

peers because of inferior intellect. 

Hours of hard work. With few exceptions, students said that having a learning 

disability required that they spend hours doing their homework, much more time than 

their peers spend. Carole learned to compensate and. although it takes her longer to leam, 

once she understands a concept, once she "has it," she can do just as well as anybody 

else. Tony said it has always taken him a lot longer to get his work done than his friends. 

SM said simply. "Given enough time. I would be fine." Susan said she has "always 

persevered and studied a lot more than others." It takes her more time and. maybe, more 

explanations to leam a concept than her peers require. Along similar lines. MPS students 

discussed working hard. Susan said she has always worked harder than her friends. 

Carole said that her friends think she is smart but that they have no idea how hard she 

works. She worked really, really hard her first semester at college and attained a 4.0 

GPA. but it wasn't worth the stress. Now she has a better balance. She still works really 

hard, is happier with her life but is not getting quite the 4.0 GPA. Tony said. "1 have a 

conviction to do my best. It takes a lot of work to do my best." SM says he tends to work 

really hard. A lot of his friends are a lot smarter than he is. according to SM. but they are 

not pursuing things that require as much intellectual ability. He has always had his focus, 

medical school, and he is getting there with hard work. He keeps doing his work until he 

understands it. He says it is not intellectual ability on his part. He just works hard - "it's 

hard work." 
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Each EPS student talked about the necessity of time management and being 

organized, expressed as "staying on top of things." "not falling behind," "getting things 

done." and the like, perhaps because of the time commitment required by academics. Not 

one of these students allows him/herself to procrastinate. In addition, perhaps in the 

interest of using their time wisely, several EPS students mentioned the importance of 

knowing how they learn, knowing how they have to study, and knowing that they need 

time to just think, concentrate, or remember. Most of the EPS students said that to some 

degree, they've always had to miss out on doing social things with their friends in favor 

of working on their academics, and they continue to have to refrain from or limit going 

out with friends. Susan's learning disability holds her back from extracurricular activities 

because of the amount of time she needs to spend on academics. Andrea was the only 

Jeopardy student to address time commitments by saying that she has to study more than 

her friends, and that it takes time to deal with academics, "to read and study, meet with 

tutors or whatever." Also unlike most of the successful students, only Liunus mentioned 

the fact that succeeding in academics is hard work. Perhaps some of the Jeopardy 

students use services and accommodations in lieu of investing long hours in their studies. 

K.aty expresses the common sentiment: 

Everything takes me a longer time 1 think. Some people just look at something 
and can whip it right out, and me, I have to sit down like days before a test. But you 
know, at least 1 kind of know it later on and they kind of forget. I'm always doing 
homework. I'm always reading. I'm always doing math or whatever....I mean there are 
so many kids who you know don't have a learning disability and don't work at all. And 
I'm like you know getting better grades than they are and they're you know they're like 
"Wait a minute. How- Why are you in the Enhanced Program then?" But I just keep on it. 
I don't you know I don't procrastinate and I just get things done and the harder it is, the 
better I'll do... 
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Presently, Katy does not see her learning disability as a huge problem but sees 

learning disabilities as a different way of learning. Since she has been in the Enhanced 

Program, she feels, 

I'm more aware of different levels and different kinds of LD and how complex it 
can be...Everyone leams so differently and seeing the different ways that they can leam 
and pick up things that are different... I mean it's good in a way because you just leam to 
accept like the you know the differences in people and how they leam. And you can share 
that, too, with other people who don't understand. It's been fun this year. Everyone is 
like. Oh. I thought that LD was like stupid people' and telling them I have a learning 
disability kind of gives them a new perspective of having a learning disability 1 think. 

The social scene. A common theme among most of the successfiil students was 

the necessity to limit or sometimes forego social endeavors in order to be able to expend 

the appropriate amount of time on academics. While all of the Jeopardy students 

mentioned the social scene, little mention was made in connection with time 

management, setting priorities, or considerations of their learning disability. Andrea said 

that the social life is fabulous; as the sole Jeopardy student who mentioned the amount of 

time it takes to deal with all of the academic demands, perhaps she has been able to strike 

some kind of balance between social and academic activities. Liunus and Stacy warned of 

getting wrapped up in the social scene and both said that they had gonen carried away in 

past semesters, which caused them to miss classes and exams. Margaret laughed and said 

that it was important not to do what everyone else is doing and that her mother would not 

let her be here if she knew how social this campus is. BJ longed for the nightlife he 

knows at home and cites the lack of nightlife as a big reason why he is so unhappy here 

and doing so poorly. He has spent hours looking for nightclubs, but has no transportation. 
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Summary. In summary, students describe their learning disabilities either in terms 

of processing information, academic impact testing, or support services and 

accommodations. Most students disclose only if they are going to use accommodations or 

if they feel that their LD will be impacting their progress in specific classes. All of the 

EPJ students use classroom and testing accommodations or feel they should use 

accommodations to be successftii. Few students voiced concerns about stigma, but ones 

who did offered examples that warrant serious consideration. Recently diagnosed 

students do not perceive their learning disability as affecting them much, perhaps because 

they have been able to develop compensatory strategies intuitively and without benefit of 

a diagnosis. All EPS and MPS students and one EPJ student said that they spend hours 

working on academics and, therefore, most students feel they must manage their time 

thoughtfully, must be organized, must know how they leam. They know that academics 

take hours of hard work, which often limit their oppnirtunities to participate in more social 

and extracurricular activities. Napoli and Wortman (1998) found that conscientiousness 

was important for success. Learning communities literature supports the importance of 

student commitment, and states that the more time spent in academic endeavors, the more 

likely that more learning will take places and persistence will result (Astin, 1997. Kuh, 

1996). Kuh also recognized the prevailing presence of student culture that requires that 

members spend only a limited amount of time in academic pursuits. 

Finally, some areas of interest in which the Jeopardy students differed from the 

successful students are: Jeopardy students did not talk about the impact of their learning 

disability on taking tests; Jeopardy students defined their learning disability in terms of 
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support services and accommcdations; most Jeopardy students did not mention long 

hours, time management, or hard work; some Jeopardy students disclose to all their 

instructors so they can use all their accommodations in all their classes; some Jeopardy 

students show more concern about stigma and appreciation for knowing there are other 

students on campus with learning disabilities. 

The following table is a simple tally representing the number of students who 

indicated that the various descriptors (listed across the top) were applicable to them. 

Table 2: Tally of Student Perceptions about Learning Disabilities 

Defining Learning Disabilities Impact of Learning Disabilities 

Process
ing 

Academic 
Impact 

Taking 
Tests 

Accom 
Services 

Disclosure Stigma Hard 
Work 

Time 
Mgmt 

Hours Social 
Scene 

MPS 
N=4 

2 3 2 4S 4 4 2 

EPS 
N=7 

2 5 4 2A 
5S 

I 4 7 7 7 

EPJ 
N=5 

1 3 2 4A 2 I 1 5 

A= Always; S=Sometimes 

Instructors' Perceptions 

Instructors' perceptions of learning disabilities are organized by description of 

learning disabilities, connecting, goals, disclosure, and hard work. 

Description of learning disabilities. Instructors participating in this investigation 

understand learning disabilities as a processing problem that may impact academic 

endeavors of students, the way they receive, interpret, and express information. Students 

with learning disabilities leam differently. These instructors offered examples of 

processing problems such as students with learning disabilities are "wired differently," 

and "they have problems with visual and auditory processing of information," "they see 
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things backwards," or "they have problems with retaining and retrieving information." 

The impact of learning disabilities can result in students needing more time, students 

having trouble concentrating, and students not being able to "read at the rate required in 

college classes." Tracy went a step further saying that the way a person processes 

information differently might "require something maybe a little different in the way that 

they're giving something back." Nick said that students with learning disabilities might 

have problems with interpreting or presenting information. "They may understand it. but 

they don't know how to express what they understand in the right words or in the right 

language." Kiki offered a unique perspective on learning disabilities; 

1 have a little bit of trouble with the disability....I'm wondering - you know we 
call it learning disabled - maybe they just learn differently. Why are they disabled? I 
mean we've got an education system that is set up here in our country and it's geared a 
certain way. I don't know a great deal about the history of education, but it almost seems 
to be set in stone and maybe it's our educational system that doesn't lend itself to the way 
other people think. So 1 don't know that I'd call then learning disabled. They are 
disabled' perhaps because of our system. 

Connecting. Students need to connect with their instructor, ask questions, and 

communicate their needs, and express what they understand. They need to get one-on-

one help from the instructor, a tutor, or a study group when necessary in addition to using 

programmatic resources available to them. If they do not try, do not come in for help, do 

not ask questions, do not care, do not use their resources, or do not take responsibility for 

their education, the students will not be successfiil in academics. 

Goals. As is true for all students, students with LD do better if they have a goal. 

Students may come to the University knowing exactly why they are here and what they 

want to accomplish. They know the reason for taking every one of their classes. Even if 
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a student is not sure what major s/he will pursue, if a student can put a required class in 

the context of general education requirements that must be completed as part of their 

degree requirements, that goal can help students to understand the relevance of what 

might otherwise appear to be a random, irrelevant course. 

Disclosure. In general, instructors feel that students should disclose that they have 

a learning disability if it impacts them in class; otherwise, it is not necessary to disclose. 

Kiki indicated that she felt that a student's learning disability is a private matter; 

however, students should disclose their disability if it is causing a problem in class and if 

they are not having trouble, they do not need to disclose. Tracy felt that students should 

disclose if they need accommodations, or if the student felt that, by letting her know that 

s/he has a learning disability, there would be some way she could help them. Emily said 

that students need to disclose if they are using testing accommodations, but she said she 

could see that disclosure could cause an instructor to react by helping too much or not at 

all. that knowing that a student has a learning disability could cause some instructors to 

set expectations at a different level. She argued the advantage of disclosing, too. saying 

that by letting an instructor know early on in the semester that there are particular 

instructional needs, such as being a visual learner, an instructor might add things to the 

class that would in fact be beneficial to all students rather than just the student with the 

learning disability. Nick, an instructor with a disability, said that students should disclose; 

however, students should not exploit their disability by asking to have certain coiu^ 

requirements waived. 
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Students must know their disability, and must be able to explain their LD to their 

instructors and other relevant staff. By understanding their LD and its possible impacts, 

students are better able to advocate for themselves. 

Students with learning disabilities as hard workers. All of the instructors said that 

some students with LD work harder than their peers, spending hours on their homework. 

K-iki said that 

Students with learning disabilities work harder than some other students. They are 
more conscientious than average students. They've learned persistence because of their 
quote, disability. Some students with LD are better prepared because of what they've had 
to do. 

Emily has a similar perspective: 

These students need additional help and they seek it out. They have to push a little 
harder, and by that, they are more engaged in their own education. Maybe students that 
have to work a little harder or take a slightly different path are now more engaged in their 
education and as a result get more out of it than someone for whom it comes too easily. 

In general, there is a perception among instructors that because students with 

learning disabilities have had to work hard, they may be more engaged in their education 

than other individuals. 

Summarizing, in general, the instructors participating in this investigation 

understand that students with learning disabilities leam differently and do not necessarily 

need to disclose that they have a learning disability if it does not impact them in specific 

classes. In other words, decisions to disclose should be made on a case-by-case basis. 

This is indicative of respecting the differing needs of diverse learners (Fried, 1989; Roper 

in Komives & Woodard, 1996). Instructors perceptions are in keeping with the learning 

disabilities literature that recommends that students understand how they leam and how 
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their learning disability impacts them so they can successfully fulfill the requirements of 

the class (BrinckerhofF. Shaw & McGuire, 1992). Instructors feel that students with 

learning disabilities work hard to do well in their classes, and some students with LD may 

be more invested in their education since they have a history of having to work so hard in 

their academics. 

Perceptions of Learning Disability Support Personnel 

Perceptions of learning disabilities support services personnel are presented 

within the following topics: similarities to other students, goals, communication with 

instructors, understanding and explaining learning disabilities, and hard work. 

More similar than different. Most of the LDSS staff felt there were more 

similarities between students with learning disabilities and other students than 

differences. Kay said. "'They are the same as any other student. Everybody has 

frustrations and have to approach things differently. They are students first, who happen 

to have a disability." Jessica Rae said. "They actually seem pretty much the same as all 

the other students. They have the same issues. They seemed just like regular students, not 

vastly different." Raquel felt that there was an emotional difference in that students with 

learning had to endure the fhistration of having to work harder then their roommates. 

Teresa's perception differed from other LDSS participants. She stated that she believed 

that students with LD have limited abilities, were slower, and had more emotional issues. 

Goals. The importance of being motivated, having a goal, being persistent and 

finding altemate ways to learn material were also mentioned repeatedly. On the other 

hand, students who do not seem to care, do not want to be here or are here for their 
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parents, do not have a goal, are not motivated, and do not use resources available to them 

are not likely to experience academic success. 

Communication with instructors. Among the LDSS personnel, several themes that 

emerged included the need for students with learning disabilities to communicate with 

their instructors. They have to ask questions, discuss the class, their progress, and 

disclose the fact that they have a learning disability if they feel the need to request 

accommodations. 

Understanding and explaining their learning disability. It behooves students to 

have a good understanding of their learning disabilities, strengths, weaknesses, interests, 

and how they learn; furthermore, students need to be able to explain these to an instructor 

or teaching assistant. It is important for students to be able to determine the kinds of 

resources that they may need and to use them. 

Hard Work. All of the LDSS participants identified the importance of hard work 

or having a strong work ethic for achieving academic success. Most of the students put 

in long hours and work harder than their peers. Jessica Rae summed up her jjerception of 

the students with learning disabilities with whom she works: 

I think they wouldn't even be here if the didn't have an incredible ability to stick 
to it because a lot of them have been beating their heads against the wall for a long time, 
especially if they didn't get services like they needed to in high school. So I think every 
single one of my student s to me is so inspirational because they are doing something that 
is so hard for them... I think there is a certain - like breed of students - despite all the 
obstacles, they keep going and going and going. Really amazing. It makes me very 
emotional to think about it because they are so driven. 

Hannah has similar sentiments: 
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I think that [college students with learning disabilities] are amazing - some of 
them are truly amazing, you know? The amount of effort and time that they put into 
[college] and knowing that it's difficult. They have my respect. 

Summary 

Overall, students, instructors, and LDSS staff recognize that in general, college 

students with learning disabilities invest a lot of time and effort in their academics as they 

work toward specific goals. Participants perceive learning disabilities to be linked to 

processing information and impacting academic areas. Communicating with instructors, 

asking questions as needed, and understanding one's learning disability and needs are 

repeated among the study's participants. 

The following table summarizes by group the prevailing perceptions regarding 

describing learning disabilities, whether students do or should disclose, and the top three 

perceptions of how learning disabilities impact students. 

Table 3: Prevalent Perceptions about Learning Disabilities by Group 

Description of 
Learning 

Disabilities 

Disclosure Most 
Prevalent 

Perception 

Second Third 

MPS Academic 
impact/ Taking 
tests 

Disclose as 
necessary 

Hard work Hours spent 
in academics 

Social 

EPS Academic 
impact/Taking 
tests 

Disclose as 
necessary 

Time 
management 

Hours of hard 
work 

Social 

EPJ Academic 
impact/Accomo
dations 

Almost 
always 

Social Stigma Talk with 
instructor 

Instructors Processing 
deficit 

Disclose as 
necessary 

Understand 
LD 

Hours of hard 
work 

Talk with 
instructor 

LDSS More similar 
than different 

Disclose as 
necessary 

Goals/ 
Understand 
LD 

Hours of hard 
work 

Talk with 
instructor 
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What are perceptions about teaching? 

Students, instructors and learning disability support personnel were asked 

specifically to describe both teachers and elements of teaching that they valued as 

effective and not effective. Their perceptions are presented and analyzed, and summary 

information concludes this section. 

Student Perceptions 

Students identified several areas that they perceive to be important qualities in 

teaching. These include the ability to relate to students, the ability to communicate 

clearly, the ability to provide examples, availability, and someone who is thoughtful and 

clear about determining how the grade is to be derived 

Importance of relating to students. The collective voice of the most students is 

strong in identifying the importance of the nature of the relationship between the 

instructor and the class. Many students value an instructor who understands students, can 

relate to them, and is approachable. These students also place importance on instructors 

being "a real person outside of the classroom." Students said they appreciate 

encouragement from instructors and as well as understanding that different students have 

different needs. Colt described his math teacher: 

My algebra teacher - 1 thought she was very good because the way she taught. I 
understood it and if I didn't understand it. I could go to her office hours and I'd either get 
it the first time she taught it or I just had to go over it once again or twice with her in her 
officc when she had more time and there weren't as many distractions. I think it was the 
way she presented it. I'm friends with her still - I'll go and visit with her. She was 
personable. I could relate. She could teach it several ways. She taught it in a way that was 
very basic £md simple to understand. She'd make sure that people understood before 
she'd move on. I think she really liked teaching so she had that passion. She'd figure out 
ways to teach us so people could understand. 
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Clear communication. Clear communication was the theme that received the most 

frequent comments. Students value an instructor who can explain a concept or application 

in several ways, instructors who make concepts easy to understand in well-presented, 

clear, simple explanations. Organized teaching is also important to students as is 

providing clear expectations, assignments, directions, due dates, etc. Katy described her 

physiology teacher: 

1 went in there thinking you know I like physiology, but I didn't know if I wanted 
to do that as a major or what. But I think she was like a fierson — she wasn't you know 
like a scientist. I mean she was but I think she was really nice about knowing that I 
needed the extended lime and that when I had questions, she was always there and I 
could email her and she would email me back stuff. She drew on the board a lot and so 
visually I could understand things a lot better than saying, "'there's a little piece in the 
kidney and it kind of looks like ..." you know. Instead she would draw on the board and 
show you know in different colors and color code and things like that. And she kept the 
notes organized and it would flow and she wouldn't jump fi*om one thing to the next. 

Colt also described an instructor that he does not consider to be an effective 

instructor; 

... His class was just fhistration because we just read cases and we had to write a 
paper about every case we read. There was no structure to the class - no guidelines...He 
didn't give us any specific instructions, an outline, a guide. So basically you were in the 
dark. You had to come up with a paper but you had no idea what he was looking for. And 
his tests were essay, but he'd never tell you what to study or what essay questions he was 
going to study. "It's an essay test. If you read the cases, you should know what to do for 
the essay." 1 didn't know what to focus on or what was important or what was key... I'd 
study something but I wouldn't know if it was the correct thing and most of the time it 
wasn't so then I'd have to make something up on the test and BS my way through it and I 
didn't like that. I felt unprepared even though I read the cases and tried to prepare for the 
tests. 1 always felt unprepared or behind the ball because I never knew what material we 
needed to know. 

Carole described an example of an ineffective communicator. 
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My natural science teacher — everything from his microphone is off to the side 
and you can't even hear him in class. I mean you just can't hear him so half the people — 
everybody's talking the entire time and he just goes off on tangents. He's not organized. 
He'll be talking about one think in lecture and something entirely different in lab. It's like 
we are taking two completely different classes. It's bizarre. So it's fhistrating. It's hard to 
cope with this. A fnend of mine that is in the Enhanced Program and I meet with a tutor 
and also our fnends who don't have learning disabilities - we all just teach each other. 
We sit in groups and we can try our best because — he just should not be teaching. It's 
ridiculous. Some woman came into our class from some agency in the school that's 
dealing with the way he's teaching so I think they're catching onto him. 

Grades. Information and procedures regarding grades matter to these successful 

students. Students like to know what will be on exams and appreciate such strategies as 

being able to have a ""sheet" to take into exams when possible. Students feel they can 

perform better when the instructor uses handouts, visual aides, and group work in 

conjunction with the lecture. Susan described one of her science teachers: 

I really liked her class and her way of presenting the material. Her testing was 
really helpful. She would give you the answer to the question ahead of time and they 
were essay format and you would write the essay out and they would be the exact same 
questions on the test so that as long as you would practice it, you would do well in the 
class. And she also gave case histories with five or six diagnoses, and you would have to 
figure out the appropriate one according to symptoms that she listed. In her lectures, she 
was brief about everything that we needed to know rather than telling us everything and 
saying, "You need to know some of this but I'm not going to say what." She filtered it 
out for us. She told us the key points, what was important. 

Availabilitv. In addition, students value instructors who are available for 

questions and clarifications. Helene described her Retailing teacher: 

She doesn't have any sort of Master's or she's not a doctor or anything, but she's 
been the most influential person since I've been here. She has a lot of experience in the 
retailing industry and she brings with her, when she teaches the course, all that 
experience so we can obviously relate to what she is saying. She makes time for you 
when you need help even though she may not be your advisor. She's very approachable 
and I just really think she knows what she's doing... 

Daniel described a literature instructor: 
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He's a nice guy who's real approachable and available. He likes to laugh so that 
makes it easier when you like to crack jokes. You can explain where you are and what 
you need and so on and he'd do his best to help you. 

Merlin considered her Communication instructor as an instructor who was available. 

She's been excellent. She's been easy to get along with. She does not come to 
class with attitude and so forth, so she's very approachable and she's available and she's 
very easy to ask questions to and a very easy person to answer questions, too. And she's 
encouraging as well. She's just very available. 

Providing examples. Providing and going over examples are important to the 

students. Andrea described an example of an effective instructor: 

Well. 1 have an instructor right now who's actually a really good teacher. She's a 
graduate student. She's not a professor but she's really good with her students making 
sure they understand and reviews and goes slow because learning the basics of a language 
is the toughest part of a language I think. And she's really good about doing homework 
and going over the test with us and making sure we understand the test. She's actually 
really good. 1 think she's probably the best teacher I've had so far. 

Carole described her psychology instructor as an example of an effective 

instructor who not only provided examples but was interesting. 

Although it's entirely a lecture class, my psychology teacher is very interesting to 
listen to and he has those characteristics that everyone wants in a teacher. He talks about 
not only interesting topics, but he kind of has a sense of humor and he comes out in the 
audience and walks around and wakes the audience up. He's not just sitting there 
monotone the entire time. He puts in video tapes every day, you know, gives us examples 
by watching things and he's just a good teacher. I heard a lot of good things about him 
before I took him. He's hard though - very challenging but that's OK. I'm doing good in 
his class and I think that's because I enjoy him and work hard for him. 

Andrea also described an example of an instructor who was not effective because 

he typically did not clarify his assessment of students' applications of concepts: 

He's real pompous and arrogant and it's his way or no way. We have a book for 
the class and he'll disagree with the book and say, "Well, 1 don't believe this is how it 
should be, so this is how 1 think it should be," and we'll go through things on the test and 
we'll ask a question and I'll ask a question and he'll say, "Well your answer's wrong" 
and we'll say "Well my answer's this" and he'll be like, "T^Jo. your answer's wrong" and 
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"Well can you tell me the right answer so I can figure out why my answer is wrong?" and 
the professor is like. "No, I can't tell you the right answer. You have to figure that out." 
And what's the point of trying to figure it out when they've already figured out an answer 
but the answer's wrong? So they'll figure out another one? I mean it's just frustrating to 
me to work vi'ith somebody's that's like, "No, I can't tell you. You'll have to figure that 
out for yourself." It's just I can't learn that way. I can't focus on - He treats us like this 
is a kindergarten class. He doesn't respect us as students. 1 know we're younger than him 
and he's a professor, but I don't care for the man. 

Summarv 

Overall, students' perceptions of good teaching center around the relationship 

between the instructor and the students, the ability to communicate clearly, using a 

grading structure that is clear, availability, and providing examples and explanations. 

These perceptions are consistent with literature on good practice (Chickering & Gamson. 

1987; Cross. 1991) that recognize the importance of faculty-student relationships, faculty 

contact outside of the classroom, and the ability to explain and communicate clearly. 

Although students want the grading structure to be clear, many appreciate structures that 

include a variety of types of assessment, which may be seen to be an outcome of 

acknowledging and respecting the diversity of learners in class, an element of good 

practice identified by Chickering and Gamson, (1987) Fried (1989) and Roper (in 

Komives and Woodard, 1996). Students' comments regarding ineffective teaching most 

commonly described instances of a lack of a relationship between the instructor and the 

class and elements of poor communication. 

Instructors' Perceptions 

Among instructors, the relationship with students and making class interesting 

and involving were the two most prevalent themes, followed by the importance of clear 

communication and being available to students. 
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Relationship with students. In fostering a relationship, it was important that the 

instructor portray that s/he cares about the students, respects the students, encourages 

questions, and that the instructor is indeed "a real person" outside the classroom. Tracy 

feels it is important to connect with students by helping them to get acclimated to the 

university and to help with other issues, especially by putting students in touch with other 

departments and individuals on campus, depending on the nature of the issue the student 

may have. 

Making the class interesting. Instructors value using humor, and place importance 

on challenging students, being demanding, and by making students think. Kiki said that 

use of humor "is huge." Tracy explained what she does in class: 

I realize there are a lot of different kinds of learners in general and I'm a very 
visual person and I know I tend to go toward the visual. I'm always trying to find ways 
lo make sure that I'm offering different sorts of styles that students might be able to work 
with better... Tve noticed that when I started doing the group thing, I really started 
noticing that there are always a few students who respond extremely differently when 
they sit in the back or the front. 

Emily explained an important part of her role as an instructor: 

I think that's part of the role of the instructor - whatever the area is - if you can 
show enthusiasm and passion for your topic, it's contagious. Motivation then comes 
from the student to absorb some of that contagion and that enthusiasm for the area. 

Clear communication. Aspects of clear communication include being able to 

explain information clearly, being organized, knowing the subject well, using visual 

aides, and. according to Emily, determining the critical amount of information (not too 

much information, yet enough to provide a sound knowledge base in the particular 

discipline). Kiki said. 
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Pm interested in my students. I want them to succeed. I'll do everything I can to 
see that they'll succeed. By that I mean I will explain things in the very best manner I 
know how. I take time in the lesson plans to make sure that I'm explaining the more 
complicated concepts in a manner they can understand. 

Nick strives to present material effectively in a style that "is open for all students": 

I've got a lot of modeling incorporated into my teaching, a lot of visual things. I 
write on the board and I present enough different modalities. Students should be able to 
leam not totally relying on auditory or visual. 

Availabilitv. Most of the instructors noted the importance of being available to 

students and only one mentioned the importance of providing examples. Kiki explained 

that she wants to do everything she can for the students to be successful: "I'm available 

for help - even beyond my office hours if they want to come in. But it's their 

responsibility to contact me." 

Tracy said. 

It's my responsibility to make students to feel comfortable - comfortable enough 
that they can approach you. I think that's a really critical thing and I found that that 
makes a huge difference. And it's funny because I'm very much the kind of teacher that 
is the very opposite of the kind of student I was. I'm always telling students to come, 
always encouraging people to do this sort of thing even though I didn't do it myself so I 
think being available, approachable, being understandable... 

The lack of good communication skills and the lack of a relationship between 

students and the instructor were the most prevalent themes characterizing ineffective 

teaching fi-om the instructors' perspectives. 

Perceptions of Learning Disabilities Support Personnel 

Learning disabilities support services personnel identified the importance of 

communication, establishing the faculty-student relationship, and making the class 
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interesting and involving (active learning). This was the only group who, as a whole, said 

that valuing teaching was important to good teaching. 

Communication. Among the LDSS participants, the importance of clear 

communication emerged as a strong theme. Value is attached to being able to explain 

clearly, simply, using visual aides, making the information relevant, knowing the subject, 

and communicating to the student his/her current status in the class. Kay recalls an 

English 101 instructor: 

This instructor just told you very point blank what the class was going to be the 
first day and he followed through. He basically said. "I know grammar is a difficult thing 
for everybody and so that's what I focus on. If you don't want to be in my class because 
I'm going to focus on grammar, I'll go ahead and sign you out." He followed through 
with a syllabus that looked like that, expectations were that, and he was available to you. 
He didn't just you know, when he wrote something, he didn't just give it back with red 
marks. He told you why he did that. 

Relationship. The relationship with students was also an important theme among 

LDSS participants, as characterized by respecting the student, being flexible, and 

providing encouragement. Hannah describes one of her teachers that she holds up as an 

example of someone who represents the profession well; 

I had a [faculty] advisor that I formed a really close relationship with... If I had 
any questions or anything, I would just feel very comfortable to go to her. She was also 
an instructor and I felt that she was very, very knowledgeable about the subject area we 
were studying.. .She always had so much to cover that she would never even get to it and 
I thought that was very exciting to have that much knowledge — it just couldn't be 
contained! She was also working on her doctorate at the time and that was very exciting 
lo meet with somebody who also had a family, to be pursuing her own education. I 
remember her being rezdly visual - writing a lot of things on the board, having lots of 
interesting facts all the time... It just seemed like she was really in touch with the 
population and she was very approachable. 

Valuing teaching. Another strong theme is valuing teaching, demonstrating the 

feeling that teaching is important and possessing a passion for teaching. It is interesting 
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that this theme emerged more strongly in the LDSS group rather than the instructors, 

although there is evidence that the instructors who participated in this study do, indeed, 

value their roles as teachers. Sam describes an instructor: 

Her passion for the subject was contagious. I mean you couldn't get away from 
her sheer -1 mean she'd come into class sometimes just giggling because you know 
she d have read something that she'd assigned to us and come up with this massive 
brainstorm about an application or you know read something in the paper that morning 
that applied to it perfectly and she would bring that in....so watching her, you know, just 
the sheer joy that she got out of her subject - she put an energy into it that doesn't have to 
be there. If the teacher's bored, that comes across. In addition, because that passion 
ruled how she taught, she was very flexible about her lesson plans. We realized that the 
class was not just about getting through her list of stuff to do for the semester. It was 
about teaching us something and giving us something to think about.... Watching her be 
flexible...guiding us through it - letting conversation go freely, but you always knew she 
was going to be able to bring it back around to a point...making sure it was relevant to 
us. 

Making class interesting and involving. LDSS personnel indicate that making a 

class interesting and involving can be accomplished through humor, making class fun. 

and by involving students. Jessica Rae describes her favorite instructor: 

...He was funny and entertaining and he told really good stories. He held my 
attention and 1 remembered everything - even though most of it was straight lecture 
format. It was the way that it was presented - lots of jokes. He made it fim and I could 
see how excited he was about it. I know it was his style because when I was in junior 
high school, we did this whole unit on Greek Mythology and I was bored to tears and it 
was nothing I ever wanted to deal with or talk about or see again. I thought it was the 
stupidest stuff I'd ever heard of. And for me to go like from really disliking it then to 
having exposure to this one teacher, and turning that into part of a minor and really be 
turned on had to do with him and the way he presented it. 

Summary 

All of the various groups of participants in this investigation identified the 

importance of the relationship between the instructors and the students and clear 

communication. As previously mentioned, this is consistent with good practice literature 



110 

(Chickering & Gamson. 1987; Chickering & Reisser, 1993; Cross, 1991). All of the 

student groups identified issues relating to grades as an important element which 

supports the work by Kuh (1996). Some students valued examples, while others seemed 

to place a higher value on availability to provide help and guidance. The instructors and 

the LOSS participants identified the importance of making class interesting and 

involving, lending support to the importance that Cross (1991) places on enthusiasm of 

the teacher and active involvement of students. In total, when analyzing perceptions 

about teaching, seven major categories emerged: relationship with student, clear 

communication, use of examples or application of concept, making the class interesting 

and involving, availability to help or guide, the importance that the instructor places on 

teaching, and issues concerning grades. 

The following table represents a simple tally of important characteristics of 

teaching ranking, by group, in order of prevalence. 

Table 4: Ranking of Important Characteristics of Teaching 

First (most 
prevalent) 

Second Third Fourth 

MPS Clear 
Communication 

Grades Availability Relationship 

EPS Relationship Clear 
Communication 

Grades Examples 

EPJ Relationship Clear 
Communication 

Availability Grades 

Instr Relationship Interesting 
Involving 

Clear 
Communication 

Availability 

LOSS Clear 
Communication 

Relationship Value attached to 
Teaching 

Interesting 
Involving 
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What are Perceptions About Students? 

Many of the responses to interview questions revealed perceptions about students. 

Of particular interest were responses that indicated what students, instructors, and 

learning disabilities support services personnel believed was necessary for academic 

success and what would lead to failure. 

Students' Perceptions 

Students" perceptions about students are organized by the following topics: goals, 

hard work, persistence, motivation, conversing with the instructor, support system, and 

indicators of unsuccessful students. While students identified many elements as 

necessary for academics success, there are certain elements that were identified by all or 

nearly all students. 

Goals. Most student participants have specific goals directly related to the major 

that they are pursuing, and most of the students knew when they applied to the university 

what they thought they wanted to do. Colt and Brittany intend to enter the business field 

upon graduation. Colt is developing longer-term goals centering on a career in acting. 

Helene wants to go into business for herself eventually, and is currently applying to law 

schools. Paige will enter the film industry with her degree in Media Arts. Katy has her 

sights set on becoming a medical illustrator. Carole knew upon entering the University 

that she wanted to pursue Education, which is a competitive major on this campus. SM 

has had his sights set on a career in Medicine before applying to the University and has 

been motivated to earn grades in courses that would allow him to pursue medical school 

after completing his baccalaureate degree. Susan knew she wanted to select a major that 
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was science oriented. She was a Speech and Hearing major at first but has changed her 

goal to the School of Nursing, another very competitive program. 

Merlin views her major in Communication as relevant to her goals which include 

working in a political campaign, conducting research on high school violence, and 

writing a screenplay. Daniel's long-term goals are less specific than those of the others, 

as he has chosen literature as a major because it allows him to "be a thinking man," to 

interact with ideas, consider many perspectives and try out original ideas. His short term 

goal is to complete his degree by doing the best work he can, and then travel in the 

Middle East and Europe upon degree completion, to meet people and exchange stories. 

Tony said that he floundered at Horizon University during his first two years, until he 

identified his major and established a connection with the Special Education and 

Rehabilitation Department. He has excelled since then. Andrea, journalism major, has her 

sights set on working for a magazine. 

Andrea was the only student in the EPS group who had declared a major that 

directly reflected her career interests. Margaret and Stacy have run into some 

complications regarding their courses of study. Margaret wanted to pursue Veterinary 

Science, but. since meeting the math requirement is perceived by her to be impossible, 

she is majoring in Psychology and hoping to minor in Animal Science. Stacy's main 

interest has been in working with young children. Realizing how competitive the 

Education program is, she decided to explore Retail and Consumer Studies her first 

semester. She has had to remain in that department until she can make satisfactory grades 

to be accepted by another department. Her plan was to declare Family Studies at the 
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conclusion of the semester she interviewed, expecting to have improved grades to a point 

where that would be a possibility. BJ and Liunus have not declared a major. BJ thinks he 

will work in his father's business and has an interest in political science. Liunus has no 

idea what major field would interest him. He knows he wants a job when he finishes 

college and he wants to make good money, but does not know what he will be doing. 

Hard Work. The students consider themselves to be students who are hard 

workers, students who have a strong work ethic. They also find that time management is 

necessary, perhaps because of the long hours they spend on academic pursuits, the 

importance they place on staying on top of things, and the aversion they have for falling 

behind. 

Colt explains his understanding of the role of hard work: 

The only reason I have been successful is because of my effort. My effort is 
crucial to my success. If I don't work hard or don't put the necessary effort in. then I'm 
not going to be successfiil. And basically, that means that I have to put more effort into 
work - twice - harder than the average person. To me there is only one advantage of 
having a learning disability and that is the discipline that you get from having it and the 
hard work and the hard effort that you have to put in just to do average at something.... I 
think that time management is important but I would say to be successfiil, it's hard work, 
perseverance, determination and a strong work ethic. Every time I've been successful, I 
follow those principles and that's how I've achieved my success. I would say the biggest 
thing that causes people to fail is they give up. They give up and they don't have the 
confidence or belief or discipline to keep trying. I'd say they're not willing to work hard 
any more or put the time in or they just don't want to do it.. They're too lazy or they're 
not a hard worker or they don't have a strong work ethic that they need." 

Paige explained being involved, time management, and the social scene: 

1 keep myself really, really busy, you know, very involved in a lot of different 
things, which probably comes from my [middle school] experience of leadership skills 
when we had to be a leader and take on clubs and get involved in sports and stuff. So my 
freshman year 1 got really involved in the sorority house and I was very involved with my 
dorm. The sorority was a big huge time commitment and I really enjoyed my dorm. It 
was a small dorm and I was really happy. I wanted to get into [one dorm] which everyone 
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else wanted to get into and I think it was a huge deal that I got into a small dorm....it was 
a smaller atmosphere where you didn't feel oh my gosh, party-party-party out of control 
like going crazy and I think that's one thing that a lot of kids get involved in...it's just 
very overwhelming and I think that all academics just go flying down the chute just 
because it's so party oriented, I can't even imagine getting anything done. Sophomore 
year 1 was involved in the sorority house and then junior year is when I started thinking, 
"Well. 1 really enjoy the sorority house but I want to get into something more involved in 
like more leader-type people, so I got into the honors system so that was awesome just 
because you were with other people that wanted to do well.. You know you're busy so 
it's nice because you can't go, "Oh. I'll just do it later. I'll just do it later." You have a 
lot of things to do but you've got to get your stuff done. I think that's really helpful just to 
be able to motivate yourself and to stay on top of things and do well. I'm very organized 
like ever>' hour 1 have something. It just really makes me get things done. I'm not a 
procrastinator. 

Persistence. Several students indicated that persistence, the drive or determination 

to do well is important. SM captured the gist of the dominant voice among students when 

he said. 

The genius in me is just is just the ability to keep going and it doesn't have 
anything to do with intellectual ability. I can continue working some things you know 
four or five times and work hard at it until it comes. 

Successful students seem to take steps to avoid meeting with failure and to avoid falling 

behind; however, when it is necessary to redo assignments, change their approaches to 

studying, or make up for a poor grade, successful students seem to be able to identify the 

problem, secure resources and follow through on a plan of action quickly and effectively. 

Self-Motivation. A number of students named self-motivation as an important 

element to success. Liunus explained: 

Motivation is huge. It's probably the biggest thing Motivation comes from me. 
Now. it's just me. There's no one else to tell me what to do. You've got to be self-
motivated. It's really important. If you don't have it, you didn't have the motivation to do 
your homework - too lazy to do it. 

Andrea explained the importance she places on motivation: 
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Motivation is very, very important. I have to graduate. That's kind of what I keep 
telling myself. I have to graduate. I have to do well...I want to do well in my classes you 
know find a career that is suitable for me and that I enjoy, so it's kind of an oxymoron - a 
profession that I can enjoy that makes good money... 

SM talked about his sources of motivation. 

My source of motivation is a combination of just wanting to achieve and my 
family - where I came from. So, I think motivation is what drove me to hard work, drove 
me to be almost repetitive sometimes. My learning - sometimes I think it's repetitive 
until I understand the concept. I've had to work a lot harder in college so I'm more 
motivated than I was I high school. So I'm more motivated because I need to be. The 
classes are harder - there's more information. 

Susan had a similar observation. 

I would say motivation is more important now than in high school. Teachers don't care if 
you go to class. They don't care if you do bad on a test. Teachers have so many students, 
they can't say. "Hey. You missed a class." 

Talk with instructors. The EPS group identify themselves as students who talk to 

their instructors, usually to ask questions on course content and up>coming tests, to get 

clarification and or feedback, and to discuss accommodations if necessary. Some students 

also discuss career goals and have devised plans of action with certain instructors. Katy 

describes two instructors with whom she was able to interact quite effectively. 

My physiology teacher was like a real person. She wasn't, you know, like a 
scientist. I mean she was but I think she was really nice about knowing that I needed 
extended time and that when I had a question, she was always there and I could email her 
and she would email me back stuff, and if I had any questions... 

In English, I went and talked to my instructor so many times. I emailed her so 
many times. I was like, "It's me again!" My teacher looked at my paper and gave me 
suggestions and then, the final draft and she's like "This is really good!" And I was like 
"Yes!" 
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As stated earlier. Daniel and Merlin always talk to all of their instructors regarding 

accommodations. Having to talk with instructors, in some cases, may facilitate 

communication between instructors and students. 

Support systems. Carole, Tony, Brittany and Margaret ail consider the support 

that they receive from the LDSS specialist as an important source of support. In addition. 

Carole and Brittany identified their sororities as well. Tony also named his girlfiiend as a 

critical part of his support system. Colt mentioned the support he has received at his 

fraternity and what he has been able to give back 

Other descriptors of students include, having a strong sense of responsibility and 

ideas related to positive thinking. Paige and Helene believe that they can do whatever 

they set their minds to if they work hard enough and believe that they can do it. Colt sees 

self-confidence as being important. Brittany confessed to putting messages on her mirror 

reminding herself that she is capable and successful, especially during this time of 

participating in interviews as she embarks on her professional career. 

Indicators of unsuccessful students. Students identified several characteristics that 

they feel are indicative of students who do not experience success at the University. 

Two prevailing characteristics of students who do not succeed in academics were 

students who give up and students who just do not do the work. Closely related is 

students who do not go to class. In addition, students who lack motivation, and students 

who get swept away with the social distractions can be the same students who are not 

being successful at Horizon University. Merlin described her roonunates: 

Some of my friends haven't done well because they really don't seem to really 
care. They seem to blame other people rather than themselves when sometimes they 
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really need lo put some more of the blame on themselves. Like they don't go to class and 
then they'll take the test and they'll get like fifty percent on it or something and they get 
all mad at the instructor saying that the test was unfair when in fact they hadn't been to 
class... I have two roommates at the moment. They're both on academic probation and 
the reason why is they just don't study. They don't make their living environment a place 
where they can study either. They get too caught up in doing their social lives to ever 
really put any emphasis on school. 

Almost all the students mentioned the potential hazards of the party scene. Carole 

described some fnends who got carried away with the party scene. 

I had friends my freshman year you know and they're close to dropping out 
because they just got so wrapped up into the whole social scheme of things that you know 
they just lost it. And you know fnends that came from private all-girl schools just went 
nuts you know because they were so restricted all their lives. So... 1 think you just really 
have to be careftil. 

Liunus also has a fnend who got carried away. 

The party scene holds you back a little bit. I mean you can have fun here but you 
just cant go overboard, because if you go over board, then you're not studying and then 
you get in trouble— One of my good fnends, actually, she's a girl, last year she partied 
too much and got below a two point oh. She was able to stay here this semester. I don't 
know, but once she was really - this semester she's been on top of things, using all her 
resources to her advantage, anything and everything, and she's getting like A's and B's 
this semester. She goes to the library Sunday through Thursday. I think she got motivated 
by the fact that she'd be gone if she got like below a C this semester. And I'm sure the 
fact that she made a lot of friends here and she wants to come back — that's another. 

Summary. To summarize the students' perspective on students, in general. 

students who are heading toward academic success have specific goals, which are more 

often than not related to their majors. These participants know that students who are 

successful are individuals who work hard and use supp>ort services. The dominant themes 

that describe students who do not succeed at the University are students who give up, do 

not do the work, do not go to class, and are too social or get too wrapped up in the party 

scene. In other words, unsuccessful students seem lo be those who overindulge in 
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partying and consequently do not go to class, do not do their homework, and give up. 

Chickering and Reisser (1993) say that active involvement, personal investment, and 

attention £uid effort comprise part of the formula for successful students, and good 

teachers can help students exhibit these traits. Astin (1996) discusses the importance of 

active involvement, involvement with faculty, and involvement with student peers. 

Instructors' Perceptions 

Several themes emerged from the instructors' responses to interview questions 

relating to expectations and responsibilities of students and perceptions of keys to 

academic success and failure. Instructors' perceptions are discussed by the following 

topics: engaging in material, attendance, goals, and knowing the instructors. They also 

offered perceptions on causes of academic failure. 

Engage in material. Instructors expect students to engage in the material, to work 

hard, to do the homework, to study for tests, to absorb the information, to put in an effort 

to participate in class and ask questions. Tracy said, 

I expect them to focus on the work in class. I totally understand minor lapses. I 
expect them to be engaged in the class, not just awake. 1 have a lot of various ways of 
teaching things: 1 do lecture, 1 do have students work on problems - I do a lot. I try to 
mix things up because I know that it's hard to listen and remember longer than 15 
minutes on one thing. 1 have pretty strict expectations about reading the [school 
newspaper] and I tell them the least they can do is try. 1 have the expectation that they 
are going to treat each other respectfully and treat me respectfully. 

Attend class. Students are expected to attend class and to interact in class. Kiki 

requires that students who miss the class report to her during office hours to explain their 

absence. 

If they are absent, they have to tell me why they are absent and I have a place on 
my grade sheet where I have excused absence or unexcused absence...I'm finding out 
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some pretty neat things about the students because they come and tell me why they were 
absent.. .1 hope that encourages them to come to class. I am interested in them and I need 
to know if there is something going on. 

Tracy explains. "I expect students to come to class. I have this talk with a lot of 

students about getting out of bed in the morning for the eight o'clock class." 

Goals. Instructors believe that students need to care, to be motivated by some 

kind of goal for being in class and for being at Horizon University. Emily believes that if 

a student's "motivation is goal-directed," then they will be successful. Tracy detailed a 

talk she has with her class: 

One of the things I try to do is say to the students, "You want to be in this course 
for some reason, whether it's you like math, or whether you might be an engineer, or 
whether it's just 'I want to get a degree.'" There's some goal there and I think students 
need to tap into it in order to get themselves to class everyday and in order to get 
themselves to do the homework. A course like math, you've got to do the work. 

Know the instructors. Students need to make an effort to know their instructors, to 

understand their expectations, their teaching style. This can be accomplished by taking 

advantage of office hours. Nick explained: 

1 think associating with the professor is very important, or someone who is related 
in the field.. .you have some sort of connection there, and interact with them and that will 
greatly improve your skills. U's not something that they have to do every day — come and 
meet with the professor or something like that, but they need to become familiar with the 
teacher and know them well and understand how they think, how they work, feel 
comfortable with the teacher and their teacher's style...Get to know the professor, know 
what their expectations are, know what they think. I think that's really important because 
a lot of professors think differently. It's important to know where they're coming from. 

Failure seems to be caused when students neglect their responsibilities such as 

attending class and doing homework. It is also difficult for students who have no goal, 

desire, or motivation. Furthermore, Kiki explained that "...freshmen come in with an 

attitude of maybe not being terribly conscientious so it's the social distractions" that can 
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cause students to not succeed. Tracy mentioned that students do not do well if they are 

inflexible (such as coming to college level conceptually-based calculus with 

preconceived ideas of calculus rather than having an open mind). It's also important that 

ihey monitor whether they understand the material and whether their study tactics are 

working. If they are experiencing success, they should continue what they are doing; if 

not. they should try something else. 

Perceptions of Learning Disability Support Services Personnel 

Learning disability support services personnel are in a position that allows them to 

interact with students most of their workday nearly every day. They offered perceptions 

on students that address the topics; doing the academic work, having goals, 

responsibility, and understanding how they leam. 

Do the work. The most resounding theme among the LDSS persormel regarding 

students is that students need to do the work. These included going to class, knowing 

what the requirements are for class (and their degree), putting in the time and effort to 

read the assignments, doing the homework, studying, reviewing notes, using their 

resources (including the instructor, technology, accommodations, and tutors), and 

preparing for the next class. 

Goals. Most of the LDSS personnel identified the importance of students having 

goals and the motivation to achieve in college academics. Repeatedly, LDSS personnel 

explained the importance of having goals so that students have a clear understanding of 

why they are attending college, so they may select appropriate majors, select appropriate 
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classes, make informed decisions about setting priorities and so they can get involved in 

appropriate activities to support their goals outside of class. 

Responsibility For their education. Related to identifying goals, students need to 

know why they are attending college, and also need to want to attend. Learning disability 

support services personnel indicated that students need to "own" their education, to be 

responsible for it, to be committed to it. Walker said: 

The student's role - 1 think the main responsibility - is to take ownership of their 
education and that includes everything from the catalog to knowing their degree 
requirements to seeing the appropriate people to you know — taking charge of their own 
education, in all aspects. 

Kay echoed Walker's point of view: 

I think that the students who tend to do better, tend to be more successfiil, tend to 
have ownership, have not abdicated all responsibility for their business and being a 
student... [not] think that people should do for them. 

Understand how thev leam. Finally, LDSS personnel indicated that they believe 

that it is important for students to know how they leam, how their leaming disability 

impacts them in class, and what kinds of study strategies are effective for them. Colette 

explains: 

My responsibility is to help the student understand what their leaming disability 
is. what their strengths and weaknesses are. Without that it's going to be difficult for our 
students....It's important to develop a sense of how they leam...to help them to be better 
learners, to understand how they leam... we are giving them such good tools to really 
understand early on in their college career...Then it's up to the students to take the 
information and put it into practice. 

LDSS staff identified a number of elements that could result in failure, including 

lack of motivation, purpose, and desire for being in class or at college. In addition, lack of 

effort and not knowing class requirements undermine hopes of academic success. Not 
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understanding the nature and impact of one's learning disability is also a risk factor as is 

choosing not to use appropriate services and resources. 

Summary of Perceptions About Students 

Two overarching themes occur in perceptions about both successful and 

unsuccessfiil students: perceptions having to do with having goals and being motivated, 

and action oriented perceptions having to do with all phases of doing the academic work 

and whether or not students are engaged in the work. 

The only two participants who are not sure what they want to do upon graduation 

and have not identified a major area of study are both in the Jeopardy group. Another 

student in the Jeopardy group is not able to major in her first choice of fields because of 

her math disability; another student must remain in her current major until her grades 

allow her to change. While all the student participants are probably continuing to develop 

purpose (Chickering & Reisser, 1993. p. 50), these students may benefit particularly from 

discussions framed around career development. 

Interacting with material, in some way or many ways, facilitates learning (Astin, 

1996; Chickering & Gamson, 1987; Chickering and Reisser, 1993; Cross, 1991; Kuh, 

1995). The general opinion of participants is that students must be actively involved in 

their academic work. These perceptions dominated the comments made by the 

instructors, but also were important in the LDSS personnel group, and among students as 

well. Students must be involved in studying, going to class, doing homework, reading 

assignments, using necessary resources, asking questions, participating in class. 
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persisting in their work in the face of frustrations, and devoting considerable time and 

effort to their studies. 

Time management is important to the way in which EPS students structure their 

day. their week, their semester, and their academic career. Mandated Program Successful 

students and Jeopardy students value support systems including disability support 

services as well as support from significant others. Meeting with instructors, as 

predominantly identified by the EPS group, was is in keeping with the literature on good 

practice that identifies the importance of the faculty-student contact (Chickering & 

Gamson. 1987; Chickering & Reisser, 1993; Tinto. 1996). 

Perceptions about Jeopardy students differed in two ways from those of the 

Successful students. The EPS and MPS groups felt that students who were unsuccessful 

are students who "give up." Most members of these two groups used this expression 

repeatedly. A case could be made for merging this theme with the action-oriented theme 

of doing the work; however since the phrase was used repeatedly, it seemed important to 

acknowledge it as a separate, yet related, theme. The other theme that differs from those 

about the Successful Students is the "Too Social" or partying theme. All student groups 

and the instructors mentioned the ha2^ds of "getting too wrapped up with the social 

scene." "getting carried away with partying," succumbing to "social distractions." 

Balance seems to be the preferred approach to this potential problem, especially since an 

occasional mention was made about the importance of getting involved, meeting new 

people, having fun in conjunction with being successful at the University. This is in 

keeping with transition literature that states the importance of assimilating to the college 
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culture (Tinto. 1987), as well as student development theory, particularly along almost 

any of Chickering's (1993) seven vectors. 

Only the LDSS group as a whole mentioned the perceived importance of 

understanding one's learning disability and knowing how one best leams in various 

settings. An occasional student and instructor mentioned this as well. Possibly this is a 

subtletv' that is assumed by students and faculty that learning will take place in whichever 

way a student deems appropriate. The importance of developing knowledge of one's self 

and knowledge of one's learning disability is supported by Brinckerhoff et al (1992) and 

Chickering and Reisser (1993) 

The following charts represent a summary of the four most frequently identified 

perceptions about students representing each group of participants, including responses of 

all students taken as a whole. 
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Table 5: Summary of Perceptions About Successful Students 

Most Prevalent 
Perception 

Second Third Fourth 

MPS Goals Persistence 
Effort 

Self-motivation Support system 

EPS Goals Hard work 
Effort 

Time management Meet with instructor 

EPJ Study Goals Support system Attend classes 

All 
Students 

Goals Effort Time management 
Support systems 

Meet with 
instructors 

Instructors Engage in material Effort 
Attend class 

Motivation by goals Know the instructor 

LOSS Do the work Motivation by goals Responsible for 
education 

Understand how 
students learn 

Table 6: Sununary of Perceptions About Unsuccessful Students 

Most Prevalent 
Perception 

Second Third Fourth 

MPS Give up Do not do the work Do not go to class Too social 

EPS Give up Do not do the work Lack motivation Too social 

EPJ Do not do the 
homework 

Do not go to class Too social Not put in the effort 

All 
Students 

Give up Do not do the work Too social Do not go to class 

Instructors Do not go to class Do not do the 
homework 

No goal/ no 
motivation 

Too social 

LOSS No motivation No effort/Do not go 
to class 

Do not understand 
class requirements 

Do not understand 
LD and learning 
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What Type of Environment Facilitates or Inhibits Learning? 

It was determined that many of the comments and explanations that the 

participants made were related to perceptions of the environment. This section presents 

the perceptions of students, instructors, and LDSS personnel regarding characteristics of 

the environments that facilitate and inhibit learning. 

Students' Perceptions 

Elements of the environment that students identified included the classroom 

environment, support services, student organizations, the library, and computer labs. 

Environmental inhibitors to success include environment in the classroom, general 

education degree requirements, poor quality support services and excessive involvement 

in social pursuits. 

Classroom environment. Many of the ways in which student participants found 

that the campus environment facilitates learning are attributed to instructors and the 

classroom environment they establish. Specifically, students mentioned that they valued 

multiple assessment methods, lectures which paralleled readings, tests which paralleled 

lectures, teaching characterized by presenting concepts in several ways, using visual and 

auditory approaches in the classroom, group projects, and being available and 

approachable. 

Support services and accommodations. Students fi-om each group indicated that 

both the Enhanced and Mandated Programs, facilitate learning on this campus. 

Specifically, students listed meetings with LDSS person ("someone on this big campus 

that knows you. encourages you, someone to talk about classes"), having tutors, having 
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testing accommodations (a quiet place to take tests away from distracting classmates), 

and getting note takers. Colt said that without writing support services through the 

Enhanced Program and note-taking services through the Mandated Program he would not 

be able to succeed. 

Student organizations. Several students mentioned repeatedly the value they 

placed on getting involved in various activities and organizations (Greek Life, student 

government, mortar board, honorary fraternities, dorm life). These students receive 

support from other members or are provided opportunities for building their leadership 

skills, and find social connections through these various student organizations. 

The librarv and computer labs. Several students like to work in the library where 

it is quiet and away from potential interruptions and distractions. In addition, the 

convenience of getting Internet access was appreciated. The Enhanced Program 

Computer Resource Lab with assistive technology, and a computer lab located at a 

student's major department are facilities also mentioned by this group. 

Classroom environmental inhibitors of learning. Concerns that students expressed 

about environment in the classroom that inhibits learning fall into to three basic areas. 

Instructors who digress, have no focus, are vague seem to make deciphering concepts and 

identification of important points extremely difficult for the student participants. Most 

students seem to be able to cope with instructors who do not really seem to care, who do 

not connect with students, or who do not seem to want to be teaching, but students 

indicate that such attitudes make it harder to succeed in a class. Finally, student 

participants find it very difficult to do their best in a class that is taught by a teacher who 
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does not suppKjrt extended time or note-takers as accommodations for students with 

learning disabilities. Students are reluctant to pursue their requests for accommodations 

with these instructors who feel that extended time is unfair to other students or "do not 

believe in learning disabilities" for fear of retribution when grades are determined. 

Too many general education requirements. Many students view the foundation 

and general education courses required for their degrees as e.vcessive and prevent 

students from delving into their majors early in their college careers. Most of these 

students stated that they knew that these classes make their educational experience more 

"w ell-rounded." The general sentiment seems to be that there are more units of general 

education classes required than necessary. One student explained her understanding of 

the purpose of the "101 classes" as used to fail people out of school — the ones who can't 

handle the stuff." 

Poor quality of support services. Students described instances when poor quality 

or inadequate support services did not facilitate their success. Helene described notes 

provided through note-taking services where the quality of handwriting or quality of the 

photocopy was of such poor quality that she could not read them. Margaret and Colt 

request tutors for their classes but usually do not get tutors for their classes since the 

classes are upper division classes. Both explained that they understood that it was more 

difficult to find tutors for upper division classes, because the pool of peer tutors who 

would be qualified to tutor those classes graduate and pursue careers or graduate school, 

and the like. Katy and BJ talked about being assigned tutors who were already 

overbooked and had no time available to work with them. Colt said that writing support 
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serv ices is critical to his success in some of his classes, but that sometimes it is 

understaffed. 

Social scene. An obstacle to learning is the prevalence of and easy access to 

partying and the potential to get carried away with it. Students warn of getting swept 

away with parting and over doing it. They recommend striking a balance and offered 

stories of themselves or their fnends who allowed academics to take a backseat to 

partying. The conclusion to most of these stories was that the partier was now struggling 

to get off of academic probation. 

Instructors' Perceptions 

Perceptions of instructors dealing with how the environment can facilitate or 

inhibit learning are sorted into the following topics: connections with faculty, knowing 

about and referring students to resources on and around campus, and factors that exist 

within the instructional environment. 

Connections with faculty. The instructors all pinpointed connections with faculty 

as important to student success. Each of the instructors in this study indicated that they 

encourage students to be active participants in class, to contact them during office hours, 

and some instructors indicated that they are available via email. Instructors identified the 

importance of having positive transactions with students in various ways such as 

acknowledging that a student has done a lot of work or has achieved a high standard in 

his/her work. Tracy and Emily both spoke of connections with specific students that span 

several semesters, even though the students may no longer be in their classes, are not 
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their advisees, and are not even majoring or minoring in their respective departments. 

Emily described such a connection: 

I have a student who sort of came full circle. She was originally [an Enhanced 
Program student]. She took my class as a freshman, had a lot of frustrations... she came 
from a very small school — high school — and got here and got exposed to a whole new 
world outside of parental constraints, and experienced lots of other parts of life while she 
was here and her grades took a dive. And I think it had nothing to do with her perceived 
learning disabilities or any of that. I think it was a matter of priorities at that point.... She 
and 1 have seen each other several times. I mean I sort have been a mentor over time and 
she decided to rededicate herself to school. She found out what she really wanted to 
do...and now she is an undergraduate assistant in my class this spring and is graduating 
and going on to a very different education - a different goal than she had in mind 
originally. 

Resources. Having resources, knowing about them and referring students to them 

as necessary help make the University one that fosters success. These resources that 

instructors identified include academic department tutoring, support services tutoring, 

peer tutoring, counseling, advising, health services, career services, financial aid and 

scholarship offices, computer support, etc. Tracy prefers to give students not only an 

office or department and directions to find it, but also, when possible, provides the name 

of a specific individual whom the student may contact. 

Instructional environment. Within the class, instructors stated that they 

manipulate the learning environment by putting specific groups of students together to 

encourage peers helping each other, or by considering where a student is sitting in the 

classroom and perhaps suggesting that s/he sit up close or by allowing those with a 

preference to sit near the fi"ont the opportunity to continue to sit near the front, even when 

other students are moved into new groupings. Attendance and communication are 

encouraged by one instructor by requiring students to go to office hours to explain any 
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absence. This same instructor described the rigorous standards of her department in the 

following way. 

[This department is] very tough, one of the toughest. The median average [for 
students taking the foundation course] is 70 which means half of the students are getting 
D's and F's. That's pretty strict, that's pretty low. That's how we operate. It's difficult." 

This instructor seems to value high standards, while expressing concern that half of the 

students were not meeting University minimal standards for achievement in a foundation 

class that is required for many majors. Tracy made a comment about the same foundation 

course: 

First and foremost, there is a responsibility to the material in the course. You 
know, students are very, very important, but in this course, in order to be true to the 
student, you have to be true to the content of the course, because you're not doing the 
students any favor if you're teaching them something and you're kind of taking it easy on 
them and not covering the syllabus because when they get to the next course, they're 
going to be in trouble. So my very first responsibility is indirectly to the students, but it 
is to the course and making sure that I'm covering it adequately. 

The major inhibitor to success is lack of students-faculty connections. Instructors 

reported that they encourage in class participation and are available during office hours 

and encourage students to contact them. Some instructors take the initiative to have 

students connect with them outside of class. Students who do not take advantage of the 

opponunity to contact faculty are at a disadvantage to those students who do connect with 

instructors. 

Perceptions of Learning Disabilities Support Services Personnel 

Learning disability support service participants identified factors that fostered and 

inhibited learning environments on campus that included attitudes about learning 
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disabilities, understanding learning disabilities, disability support services programs, and 

a climate of inclusion. Inhibitors of success were also identified. 

Attitudes about learning disabilities. When students are discussing their learning 

disability with instructors, one LDSS person said that students should be believed, that 

there really is a disability that impacts them in their pursuit of academics. Students should 

have a good understanding of their learning disability and be able to articulate the way in 

which it impacts them in class. Kay talked further about attitudes: 

Instructors' expectations of what students are and eu-en't varies..."I'm going to 
teach my class the same way I've done it all the time — I can't make any changes. The 
student is going to have to meet me more that half way" or "I have to go so far 
overboard... because of the poor student who needs everything - everything I can 
possibly do.' I can't tell you the number of times that people have called me and like, 
"Bob isn't coming to class but I can't fail him because he has a disability..." They're a 
student that has a special need — but they are a student. They don't see them as a student 
at that point in time. 

Understanding learning disabilities. Instructors should have some broad 

understanding of disabilities in general and be familiar with the programs on campus that 

support students with learning disabilities. Instructors also need to know that these 

programs e.xist to support instructors as well as students with disabilities. Several LDSS 

personnel express this as an area that might be considered for improvement. 

Disability support services programs. Most of the learning disability support 

services personnel echoed the i.mportance of the existence of a program that allows 

students to establish a connection with university staff members who know them by 

name, know who they are, who understand the reality and nature of learning disabilities, 

who have time to meet with them weekly or as needed, by easily setting appointments or 
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by prompt replies to email or phone messages and even the possibility of being seen as a 

walk-in. Jessica Rae explains the importance of the connection: 

For some of our students, sometimes the connection with a person is the key 
thing. They know that the person knows them, or that the person cares, or that the person 
allows them to be a grown-up individual with ideas that are valued. 

A climate of inclusion. Inclusion refers to plaiming and implementing activities 

and instruction that is inclusive of the entire membership of the community, one that does 

not have physical, psychological, social or attitudinal barriers that provide access to some 

but not all members of the community. Jessica stated, "If there is a climate of inclusion 

on campus, that's going to be the key." Sam goes into more detail: 

Teachers right now react to students with LD. They don't automatically include 
them in their planning. They accommodate them after being told that they're in their 
classes. What they should be doing is thinking in terms of multiple intelligences and 
learning styles and setting their classes up to include as many of those as possible. This 
sort of attitude would move the university culture to a more inclusive one - a culture that 
doesn't set the "other" students apart. 

Inhibitors to success. A lack of connection between students and instructors is 

viewed by LDSS as a potential obstacle to success in academics. Having interactions 

with instructors who are viewed as passive and inflexible pose additional threats. Boring 

instructors who write on the board constantly who do not interact with the class were 

identified as a feature of the learning environment that does not facilitate learning. 

Summary 

Generally, factors that support academic success from the students' perspective 

included elements of the classroom environment (multiple teaching and assessment 

methods, lectures that paralleled readings, tests that paralleled lectures, and approachable 

instructors). These needs are consistent with one of the main goals of students according 
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to some of the literature (Kuh, 1996), to get good grades. Students named support 

systems as instrumental in establishing a climate in which they can meet with success. 

Support systems included peers, which supports the findings of Hyman (1995), Kuh 

(1995) Tinto (1996) and others as one of the powerful influences on student success and 

persistence; significant others, which Bean and Vesper (1992), Cabrera Nora, and 

Castaneda (1993). and Tiemey (1995) identified as critical to student retention; and 

learning disability support services in the form of coimecting with an individual on 

campus and having and using necessary resources, consistent with principles and 

imperatives from student affairs (Oliaro & Gordon. 1996; Schroeder, 1993). 

Instructors support the research and literature that places importance on an 

environment that fosters establishing connections with faculty, (Astin, 1996; Chickering 

& Gamson. 1987; Chickering & Reisser, 1993; Cross. 1996; Hyman. 1995; Kuh. 1995. 

1996). Knowing about and referring students to resources on and around campus as a 

means of providing support and helping students get connected and involved on campus 

emerged as another important facet of establishing an environment that fosters success 

(Oliaro & Gordon, 1996; Schroeder, 1993). Instructors identified characteristics of the 

environment of the classroom, (characterized by fostering collaboration among students, 

caring about students, their progress, their attendance, clear communication, and 

instructor availability to students), again supporting the work of Cross (1991, 1996), 

Hyman (1995), Kuh (1995), Tinto (1996) and others. 

Learning disabilities support services personnel said that environmental 

characteristics that facilitate learning, particularly for students with learning disabilities 
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include having faculty that are knowledgeable and supportive of students with learning 

disabilities, having support programs that provide a means for connecting with the 

institution, and having a campus that embraces the value of inclusion of all students. The 

literature that promotes collaboration between academic affairs and student affairs, 

encouraging each area to support and share knowledge and perceptions with the other. 

suppKjrts these kinds of priorities (Astin. 1996; Cross, 1996; Kuh, 1995, 1996; Oliaro & 

Gordon. 1996; Schroeder, 1993; Tinto, 1996). 

Environmental factors that inhibit success include teachers who do not 

communicate clearly or do not seem to care, and the existence of an environment that 

does not foster student-faculty contact. Students said that their degree programs that 

require too many general education classes that seem irrelevant and add to an 

environment that can impede success. Poor quality services diminish what could be a 

more powerful, success-oriented environment. 

The following table summarizes the perceptions of the groups of participants 

derived from a simple tally of how frequently groups of participants identified certain 

characteristics. Characteristics are ranked in order of most prevalent perception. 
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Table 7: Perceptions about Environment that Facilitate Learning 

Most Prevalent 
Perception 

Second Third Fourth 

Students Instructor and 
Method of 
Instruction 

Support Program and 
Accommodations 

Campus 
Organizations 

Resources 

Instructors Connect with 
Faculty 

Referral to Resources Manipulate 
classroom 
environment 

LDSS Instructor has 
broad 
understanding of 
disability 

Attitude of inclusion Available resources 
are known 

Support program that 
makes large campus 
personal 

Table 8: Perceptions about Environment that Inhibit Learning 

Most Prevalent 
Perception 

Second Third Fourth 

Students Instructors and 
Method of 
Instruction 

Too many general 
education 
requirements 

Accommodations 
viewed unfair 

Quality of Service 
LDSS, Advisors. 
Instructors 

Instructors No student/ 
Instructor 
connection 

LDSS No connection 
for student 

Inflexible instructors Passive teaching 
style 

What Are Perceptions about Learning Disabilities Support Services? 

In this section, perceptions of students, instructors, and LDSS personnel about the 

disabilities support services are discussed. Perceptions are organized by program 

(Enhanced and Mandated) and services and program elements as identified by 

participants (specialist, testing accommodations, note-taking, tutoring, writing support). 
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Students' Perceptions 

Students" perceptions of the disability support service programs target the 

Enhanced Program, the Mandated Program, specialists, and accommodations. 

The Enhanced Program. Several students (Merlin. Brittany, Stacy, Liunus, and 

BJ) stated that they came to this University because they heard that the University had 

"the best college program for LD in the nation." Colt explained, "The services I utilize 

allow me to be successful because if I put in the time and effort but don't have the 

necessary resources to do well, there is just no way I can do it." Stacy pointed out that 

"Some of the other schools have an office where you talk to someone but they don't have 

accommodations really. Other EPS and EPJ students (Colt, Katy, Paige, Helene, and 

Margaret) came to this university because of the Enhanced Program. Helene said this 

about the Enhanced Program: "I had the Enhanced Program, and tutors, and my 

specialist, and accommodations with testing, so everything was individualized, very 

personalized to my needs." Liunus described disability support services as "above and 

beyond my expectations." 

The Mandated Program. The overall assessment of support services according to 

SM is that "the Mandated Program has been great." Neither Carole nor Tony, the two 

MPS students who were identifled with LD before applying for admission to the 

University, selected this University because of the programs that provide LD support 

services. 

Specialists. The specialist fulfills a variety of needs depending on the individual 

student. These needs include helping students to become articulate in explaining the 
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unique impact of their learning disability, having someone to help pick out classes, 

having someone to "cheer them on" through their academic successes, having some one 

to talk to on campus, having someone who, as Merlin said, "helps me reflect on what's 

going on." Although she is independent and well-organized, Brittany said that meeting 

with her specialist helps here stay more on top of things, "just knowing that someone else 

knows." She identifies her specialist as part of her support system on campus. Stacy 

works with the same specialist. She values the fact that her specialist tells her about 

classes. She also values fi'equent contact, saying, "I call my specialist like five times a 

week and I meet with her weekly." Daniel says that specialists are helpful because he 

"can go there and discuss ideas and get ways of accomplishing what I need to do." The 

encouragement and acknowledgement that Paige receives fi-om her specialist is very 

rewarding and satisfying to her. Andrea works with the same specialist and says that her 

specialist is very helpful. She has helped her to understand the concept of disability for 

the first time. 

She helped me to understand learning disabilities and to focus on them - not 
dwell on them, you know, realize that this is what I have and to deal with it - work with 
it. you know. Either work around it or work with it, whichever is more successful for you 
- whichever is better, you know? You've got to go with what you've got to do. 

Katy expected that it would be helpful feeling that she has someone "to count on" 

at a time when she is so far from home. She meets with her specialist weekly, mostly to 

discuss which degree and major is the best route for her to achieve her career goal. 

Susan and SM find that minimal contact with their specialists is sufficient; Susan 

sees her specialist to get a letter listing approved accommodations, while SM reported 

that he had contacted his specialist to get a letter to support his request for 
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accommodations on a graduate college entrance exam. Tony, on the other hand, has met 

with his specialist more extensively throughout his college experience and says, "My 

specialist is like a second mother to me. I don't know how I'd have gotten through 

college without her. My disability is a blessing because I met [her]." 

Margaret also described her specialist as like a mom because her mother is 

fourteen hours away. She says she sees her specialist "all the time," and whenever there 

is a problem. Liunus describes this same specialist as someone who keeps him in line so 

he doesn't forget things. Stacy values the fact that her specialist tells her about classes. 

She also values frequent contact, saying, "I call my specialist like five times a week and I 

meet with her weekly." 

Testing Accommodations Center. Paige and Daniel have used the Testing Center 

in the past, but neither uses it now. Daniel said, "Extended time ...didn't really help." 

Paige said that now that she is taking classes for her major, most of her grades depend on 

out-of-class papers, so extended time is not an issue. 

Helene uses the Testing Accommodations Center on a regular basis and said 

"they have been great" and that "There has never been a problem with the Testing 

Accommodations Center." Andrea is using Testing Accommodations services for the first 

time and describes it as extremely helpful. Margaret also uses the Testing 

Accommodations Center regularly and reported no problems. Extended time has worked 

well for her. and she likes having a scribe; nevertheless, she adds, she "just can't take 

those tests." Carole uses extended time because she struggles with testing and needs time 

to translate her thoughts into essays. Stacy goes to Testing Accommodations Center so 
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she can listen to tape recordings of her exams, which she has found very helpful. Liunus' 

likes using the Testing Accommodations Center because he feels kind of secluded and 

likes to have his own little area by himself. SM likes having the opportunity to take his 

tests in . .a nice quiet room and I'm not sitting next to anybody because I think you just 

get distracted with somebody coughing all the time." SM explains that usually his classes 

build on one another, but when he is taking a class that is quite novel, he may use 

extended time. He finds the quiet in the Testing Accommodations Center conducive to 

his efforts to recall material from readings and lectures. 

Brittany said: 

I 'm not a big fan of the testing center. I like it when my teachers provide me with 
extra time. I use testing if it's a loud room. I feel that using extended time can work 
against me, when I discuss grades or a test with a teacher and she's like, "WelLyow had 
extended time.' 

Katy prefers to get extended time in the classroom from the instructor, rather than 

taking her tests at the Testing Accommodations Center. Susan has found that all she has 

needed is more time on her tests and also if it's fKJssible, likes to stay in the classroom 

and take a few minutes afterwards to finish if necessary, but if not, she'll go to the 

Testing Accommodations Center. 

Merlin objects to the red tape involved in securing testing accommodations. She 

has to make an appointments with her specialist to get identification letters, make an 

appointment with someone at the Testing Accommodations Center, and see the instructor 

for each class to get all the forms signed and shuffled. 
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BJ reports that whether he uses the Testing Accommodations Center depends on 

if he feels he needs accommodations. If he doesn't feel he will need them, he just doesn't 

go-

Note-taking. Of the sixteen student participants, half have had requests for note-

taking services approved. Some students use note-taking services regularly, others 

intermittently, and some do not use note-taking services at all for various reasons. 

Colt identified note-taking as one of the two "accommodations" that allow him to 

succeed in his classes, and he uses this accommodation regularly each semester. (Writing 

support is Colt's other critical support service.) Paige also regularly uses note takers for 

some of her classes, particularly those in which the lecturer is difficult to follow. 

Margaret uses note-taking services and says that "it helps a bunch.'* She also noted that 

many of her professors put their notes on the web, reducing her need to use note-taking 

services and simplifying the process for getting them. She just gets on the Internet at the 

Enhanced Program computer lab. 

Carole uses note-taking because she has trouble listening and says that she should 

use it for more of her classes. BJ qualifies for note-taking services but has not contacted 

the Mandated Program to implement this accommodation. 

Merlin regularly uses note-taking services. She reports that last semester she was 

supposed to have a note taker for a class but that the instructor was uncooperative and the 

situation never got resolved, even though she reported the situation to the note-taking 

coordinator. She feels she was denied an accommodations that she should have had and 
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needed. She also sees the system for getting notes unnecessarily complicated and time 

consuming. 

Because copies of notes in the past were of such poor quality, Helene has been 

disappointed in note-taking services. She explained that "there are times you can't even 

read the writing because there have been so many copies made. I think all note-taking 

should be done on computer." She doesn't use note-taking services anymore, but gets 

notes from her peers in class if she feels the need for assistance with notes. Tony says that 

note-taking is not that helpful because it is so inconvenient. 

Tutoring. None of the MPS group reported using tutoring services of any kind. 

Tutoring has received mixed reviews. Some students value tutoring and have been 

satisfied with tutoring services. Some students want to use tutors but either tutors are not 

available for them or they are not satisfied with the quality of tutoring services. 

Daniel described one particular tutor who was especially well-suited to his 

personality and needs. "1 used to meet a tutor who was real courteous toward what my 

problems are. She helped me organize my ideas a lot better. I put my thoughts down and 

she'd help me structure them into a nicely organized paper." He has used minimal 

tutoring since working with this tutor sophomore year. 

Liunus sees tutoring as the most important part of the Enhanced Program services. 

"I use tutors. Tutors are the main thing that gives you the most help." Andrea has also 

found tutoring to be quite helpful to her. 
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Brittany used tutoring services for her first two years while she was taking her 

general education courses. Now that she is taking courses in her major areas, courses that 

tap into her strengths, she does not need to meet with tutors. 

During her first semester, Katy had a tutor for each class because she didn't know 

what to expect. She really liked her English tutor but was unable to meet with her 

because she was overbooked, tutoring so many students that she didn't have time to meet 

with Katy. 

Colt uses a tutor outside of the Enhanced Program. He understands the issue this 

way: 

It's tough to find an Enhanced Program tutor that really knows what they are 
doing in upper division classes. They haven't had enough practice tutoring because they 
graduate and get jobs in their fields. Some tutors are really good at the classes they tutor, 
but can't explain it in a way that others can understand. It's over your head. So, I go out 
and find one on my own tutor. 

Margaret wants to use tutoring 

...but they don't really have one for me because I'm in upper division classes. I 
check on it every week. And my mother keeps calling every week to check on it, too. 

BJ voices concern about tutor availability as finals approach. 

I have needed tutors more than once a week especially when finals come around. 
Thai's when you need to study more and the tutors are just not available... I went pretty 
much this whole semester without a tutor for one of my courses in my major. 

Helene said. 

Actually, I've been disappointed in the tutoring area. I don't think they know 
what they're talking about at times. I've had experiences where I've come to the tutoring 
session and I know more than the tutor does which is not very encouraging. So I've been 
very disappointed in the whole tutoring aspect. 
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Writing Support. While none of the MPS students mentioned using writing 

support services, and only a limited number of Enhanced Program participants mentioned 

using writing support services, this area was included in analysis because of the students 

who did report using support services seemed to particularly value these services. It is 

known that more than these few participants use writing services. 

Brittany found the services of the writing specialist extremely helpful while she 

was taking her general education classes. When Katy was not able to work with her 

overbooked English tutor, she work worked with her composition instructor extensively 

by meeting with her and emailing her questions and drafts. Then she would meet with the 

writing specialist to have the final draft read. Paige finds the writing support at the 

Enhanced Program to be very helpful. She meets with drop in writing tutors as needed to 

get support on writing projects and appreciates their help as she shares her successes with 

them. She predicted that she'd be struggling a lot more if she didn't have the writing 

support at the Enhanced Program. Colt echoes Paige's sentiments. 

Because of my LD, writing is extremely difficult and it takes a very, very long 
time. My writing is a lot better now than it was because after four years of college, I can 
write. My writing tutor can help me figure out a plan or outline or strategy to take. 1 go to 
drop in writing and set up an outline and 1 can write my paper, but then I can bring it 
back and have them look at it and they can give me suggestions, help me proof it and 
then go back to writing so now my writing hasn't restricted me like it did in high school 
because I have the resources to take care of it. 

To summarize, students value the role of the specialist as someone who is 

supportive, provides an opportunity to discuss and reflect on any number of issues, 

someone who assists with planning and organizing, and someone who understands the 

possible impacts of learning disabilities. Generally, students who use Testing 
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Accommodations services value the quiet and space in addition to having extended time. 

Note-taking and tutoring are perceived by some students to be satisfactory and critical to 

their success while other students have found these services inadequate in the past. 

Writing support is so helpful that sometimes, in peak periods, it is in such demand that 

students find it inadequately staffed. 

Instructors' Perceptions 

Instructors' perceptions of support services are presented under the topics 

Mandated Program. Enhanced Program, communication, access to program, advising in 

the support programs, and enabling. 

Mandated Program. The instructors' understanding of the Mandated Program 

include the facts that the Mandated Program provides accommodations and services for 

students with any kind of a documented disability and that the Mandated Program is 

available to students without cost. Nick's perception is that the Mandated Program is 

more passive, and suggested that this may be because of limited funding. Tracy's 

understanding is that through the Mandated Program students get a disability specialist, 

but do not necessarily receive extra support. Kiki stated. 

Mandated kids - the last thing those so-called physical disabilities want is 
someone mothering them. Their desire is to be independent and be on their own. If they 
need help, they'll ask. That's real clear to me. And 1 think the Enhanced Program 
students that I've had are pretty much the same way - most of them. If they need 
something, they've been willing to come up to me and tell me that. 

Enhanced Program. Instructors understand that there is a cost attached to getting 

involved in the Enhanced Program and that the Enhanced Program provides more support 
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services for students who have learning disabilities than the Mandated Program. Tracy 

explained her understanding of Enhanced services as follows: 

Students have a specialist and frequently meet one-on-one. Their specialist helps 
them work out a good schedule...allows students to have more time on tests, and they 
take their tests in a different, quieter place. 

Nick's understanding is that 

[the Enhanced Program] provides more services because of funding. They are 
more aggressive in providing services, maybe better contacts and greater exposure. They 
are more aggressive in letting people know of services. 

Communication. A common theme that emerged from the instructors revolved 

around communication. Kiki said she thought it would be helpful if the LDSS personnel 

would explain the nature and characteristics of the disability with the faculty member. 

She and Nick would prefer to be consulted regarding accommodations as they relate to 

their particular classes. Nick said, 

I feel the LDSS should come and speak with me before listening to a student so 
we could work together rather than listening to a student who was taking advantage of the 
situation. We should have better relationships with the disability specialists at [the 
Enhanced Program and the Mandated Program] rather than being brought a paper that 
says these are the accommodations that we need. 

Emily prefers communication with the student regarding acconmiodations and 

reports that they are able to work out accommodations. 

Access to program. Emily also proposes 

...more flexibility so students can get into the Enhanced Program and the 
Mandated Program on an ad hoc basis, not for accommodations but for tutoring services, 
learning skills workshops. All students should have that when they get here, especially 
students that know they have to work a little harder. 

Advising in support programs. Tracy suggests that there be an advising 

component added to the Enhanced Program and the Mandated Program. 
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Sometimes, what kind of class a student is taking and what kind of classes they 
are taking together or how their class schedule is set up for the day has an impact on 
them. 1 think that's something that supports them and helps a lot. 

Enabling. Kiki expressed her concern about her perception that the Enhanced 

Program enables students. 

A couple of instances, 1 wonder if [the Enhanced Program is] not acting as 
enablers. I had a student who was given time and a half for his math test and after the last 
test he went straight away because he was upset because he couldn't finish it in an hour 
and a half and [testing] wouldn't give him more time. He went to his Enhanced Program 
advisor at [they] called me that afternoon, 'Oh please, couldn't I give him more time?" 
And I'm thinking. 'Why wasn't this diagnosed? Why wasn't this established back [at the 
beginning of the semester]? I've got a paper for him that says time and a half ... When I 
did look at his test. I could tell.. .this kid had done the problem and he had just gone term 
by term in a sequence. Well that had eaten up lots of time for him to do that. He didn't 
understand how to apply the formula. Now I don't understand the exact nature of his 
disability, but to me it was the mathematics there that he didn't understand. He had a 
formula that he could have used and he didn't. I was a bit taken back. He was upset and 
the advisor at the Enhanced Program called me immediately and would I give him more 
time - to me that's going over on the side of enabling.. .It just flashes on me of the 
student going back to Momma - "Momma, take up this fight for me."... 

[The Enhanced Program] enables students. Students go to [Enhanced Program] 
with their problems and ask them to fight their battles for them. Enabling is very 
destructive. The individual has got to leam to live in the real world. There are not going 
to be people out there on the job that get double time to get a job done. There is a fine 
balance you've got to meet. You want to help the student and give the accommodation, 
but not become an enabler. Succeeding in academics is important, but what's ultimately 
important is to be able to succeed in life... There's a fine line, a fine balance you've got 
to meet. You want to help the student and give accommodations and so on, but at the 
same time not become the...enabler." 

Perceptions of Learning Disability Support Services Personnel 

Some of the LDSS participants described departmental expectations of the past 

and then how they feel their roles have changed or, as one specialist said, "evolved" to 

what they are currently. Perceptions are sorted into past roles and current roles. 

Past roles. Common perceptions of roles at the Enhanced Program in the past 

included feeling that it was the LDSS person's responsibility to make siu-e that students 
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could do their work, to monitor how the students were doing by overseeing their progress 

and checking on tutoring, to send out progress reports to instructors, to send a letter to 

parents about the student's participation in the program, and to meet the needs of the 

students, including providing moral and emotional support and identifying 

accommodations students might find helpful. Jessica Rae described her responsibilities 

when she first came to the Enhanced Program in this way: 

1 was told my role was sort of moral and emotional support - more like 
counseling than learning strategies - psychosocial support for students with learning 
disabilities. I was told, 'these students need as much help as you can give them." I would 
do almost anything. I felt a responsibility to help them to be successful. I would edit their 
papers when their tutor was not available, type their papers for them if they didn't know 
how to type, read passages to them, call tutors, call instructors, call parents... 

Current Role. A recurring theme among many of the LDSS participants was the 

current goal to help students understand what their learning disability is, how they leam. 

how their learning disability impacts them in their academic pursuits, what resources are 

available, what their strengths and weaknesses are based on a technical understanding of 

the students' learning disabilities. Learning disability support services personnel help 

students to identify what their problems are so they can utilize resources effectively. 

Hannah now views services to students as being more individualized and quite varied, 

based on what the student needs to be successful. 

Jessica Rae details her current responsibilities. 

1 read and interpret psycho-ed evaluations to determine appropriate 
accommodations. I develop strategies, individualize academic plans, discuss majors, 
strengths and weaknesses, likes and dislikes. I provide psychosocial support by doing lots 
of listening, reflecting students ideas back to them, providing a safe environment to vent 
frustration and share excitement. I see myself as a mirror where students can look at it 
and then the get it right back and then make a decision, giving them a place to explore 
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who the are. We do problem solving, helping them to see things from different 
perspectives which helps them with flexibility. 

Appropriate approaches to self-advocacy are discussed and modeled; then, rather 

than making phone calls for the student. LDSS personnel now encourage students to 

communicate with their instructors directly to discuss challenges, problems, and needs. 

Listening and being available seem to be two other important aspects of the role 

of LDSS persormel. LDSS personnel "listen to what ever issues might arise." "listen to 

their problems." "are just there - someone to talk to - to process what's going on with 

them." Colette summed up a common perception relating to listening and being available 

and the relationship that can result: 

Having someone on campus asking every week, knowing your name as they walk 
down the hall, or knowing that you had that bad day and why and having an anchor that 
can help them balance their lives, making a huge university smaller and more personal. 

There is also a mission to help others understand how the student with learning 

disabilities leams. There is the perception that many people in the campus community 

and beyond do not understand what a learning disability really is. Outreach opportunities 

are sought out. especially finding opportunities to talk with faculty, graduate teaching 

assistants, staff, and the greater community to foster understanding of learning disabilities 

and how they may impact students. 

Transition into and out of the University is an area that many LDSS participants 

identified as an area of responsibility. This includes many issues from the time students 

come for summer orientation prior to their first semester to the time when students want 

to discuss how their learning disability might affect them in graduate school or the work 

place. 
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Colette feels that the Enhanced Program has a good success rate because people 

are nurturing and truly care about what is happening with every single one of the 

students. She explains: 

It's our role to help student be better learners, to understand how they leam. 
Sometimes it takes a lifetime for some of us who don't have learning difficulties to really 
understand how we leam. It's important that students understand how they leam and 
understand what strategies are helpful to them...the future can only be better for students 
with learning disabilities. I think more people are understanding that there are learning 
disabilities out there, but they are also begiiming to understand that everybody has 
learning strengths and learning differences 

Kay has a different point of view that she brings from the Mandated Program 

perspective. She has just very brief interactions with students and her role gets more and 

more impersonal because she has more and more students to deal with. She has less of a 

connection with students. There is no time to build an interpersonal relationship. She has 

concerns that there are students using services that use them as a convenience as opposed 

to needing services because of their disabilities. She is also concemed about drawing 

lines to identify which staff member has which role - instead of everybody working for 

the student. 

It is the specialist's role to guide the student with their understanding of disability 
as well as their understanding of the University. The specialist can help identify resources 
available to the students, such as using accommodations, the University Leaming Center 
- tutoring, reading, time management. These support systems are there to support 
students with disabilities as well as minority students and first generation students, but 
not to do for them. It is important that students understand their disabilities and how they 
impact them in class and to understand that that impact may compound the amount of 
time that the student must dedicate to various classes. Disability services need to make 
sure that the student takes responsibility for his/her education and let the student regain 
that ownership if they have abdicated all responsibility for their business and being a 
student to disability services. 
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Summary 

Students find learning disability support services generally effective and 

satisfactory. Students were not in agreement on the effectiveness of testing 

accommodations, tutoring, and note-taking. Services of the learning disability specialists 

and writing specialists were viewed as valued and effective. 

Instructors accurately identified the Mandated Program as one that requires no 

fee. and the Enhanced Program as fee-based. The roles of each are not clear to the 

instructors, particularly the ways in which the two programs overlap. Instructors express 

an interest in communicating with specialist in the LDSS programs, particularly in 

regards to accommodations decisions as they pertain to their specific classes. Concerns 

were voiced about the Enhanced Program and the possibility that it may be enabling 

students. 

Perceptions of learning disabilities support services personnel were sorted into the 

way they perceived their roles in the past and they way they perceive their current roles. 

Currently. LDSS personnel feel their roles are to foster understanding of learning 

disabilities, to help students with transition issues, to listen and be available to the 

students, and to foster students' abilities to advocate for themselves. 

The following table summarizes the highlights of the perceptions of learning 

disabilities support services by groups of participants in order of prevalence. 
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Table 9: Perceptions about Learning Disability Support Services 

First (most 
prevalent) 

Second Third Fourth 

Students Specialists - an 
important and 
effective element 

Testing 
Accommodations 
critical to some, 
inadequate to some, 
not used by others 

Note-taking critical 
to some, inadequate 
to some, not used by 
others 

Writing support 
an important and 
effective element 

Instructors Fees - Mandated 
Program free 
Enhanced Program 
fee 

Need for increased 
communication 
between LDSS and 
instructors 

Mandated - any 
disability 
Enhanced -LD only 

Enhanced - frequent 
meetings with 
students 

LOSS Understanding 
about LD -
students and 
community 

Transition Listening and being 
available 

Foster self-advocacy 

What Are Perceptions about Self-Efficacv? 

This section presents students' perceptions that lead to determining the nature of 

their self-efficacious beliefs, attitudes, and behaviors. Elements of self-efficacy that are 

discussed in this section include motivation, persistence, control, selection of courses of 

action, action in academics, effort, and affective states. 

Motivation. With the exception of BJ, all student participants indicated that 

motivation was important. Evidence of intrinsic motivation resided in statements such as 

i like to succeed. 1 like to stay on top of everything" (Helene) and "1 like to get things 

done'' (Paige) and "I always had the drive to do well -1 work to be happy with myself, 

proud of what 1 do" (Katy). Merlin and Colt are motivated by family expectations and 

expressed concerns about not meeting parents' expectations and not wanting to let them 

down. Although Daniel said his parents want him to succeed and that he'd feel guilty if 
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he was not successful, self-motivation is more important than anything his parents could 

have done. Brittany wants her family to be proud of her; yet two major sources of 

motivation seem to have been the drive to prove wrong those who thought she could not 

succeed at college, and also the desire to remove herself from what she called a 

dysfunctional family situation. SM and Carole both indicated that motivation came from 

family wanting them to do well in addition to their own desires to achieve. Susan and SM 

are both motivated by grades because of the competitiveness of their programs. SM and 

Helene cite fear of failure, fear of falling behind as further motivators. Tony is motivated 

because he sees the point of taking his classes, which is to be able to enter the teaching 

field. 

Margaret. Stacy and Andrea described inconsistent levels of motivation. Margaret 

described an instance when she did not work in class until it was almost too late. She also 

said that once she did not need to get good grades, she discontinued her endeavor to do 

well. Stacy described "ruts and surges," when she would do little if any work in her 

classes, then tell herself "I don't want to do this but I've got to do it." Andrea explained 

that at different times she has periods of being very motivated and other times when she 

is very easily frustrated resulting in feelings of immobilization. 

Margaret, Liunus and BJ described parents "pushing" them in high school. 

Margaret said that her father kept pushing her to get her GPA up. She kept telling herself, 

'i have to do this for Dad. Dad's going to kill me if I don't." Liunus said that his mother 

was on his case all the time saying things like. "You don't want to get dumb grades and 

not go to college and be a stupid person on the streets." BJ said that he didn't think that 
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motivation was all that important, yet attributed his success in getting on the sophomore 

honor role in high school to his parents "just because they kept pushing me saying, 'You 

need to do this and you need to do that.'" He also explained, "You shouldn't have to be 

motivated to do something but that you should just do it." He further explained, "You're 

expected to do well in college. It's what people do. It's the trend." 

Persistence. All of the student participants agreed that persistence is important to 

success except Margaret. Colt explained that he wanted to be known as somebody who 

wins no matter what the odds, stating that you can't give up if you're going to be 

successful. Paige described the need to keep pursuing one's goal, to keep on pushing 

oneself, even if faced with disap(X>intment. Katy said that "if something goes wrong, you 

shouldn't let it make you go backwards but you should instead try something else and to 

continue to go for it. Daniel recalled that there were many, many times that he did not do 

as well as he wanted to. but, rather than say "Screw this!" he said. "So I screwed up. 

Tomorrow's another day." He has to be persistent "to be on the ball." Brittany seemed 

to have an unyielding capacity to persist as she relentlessly pursued her goal in high 

school to attend college, in spite of being told that she would never be accepted, and that 

she would flunk out. She persisted in spite of the fact that financial support from family 

was discontinued after her freshman year. She set herself the goal to graduate from the 

business college in four years and she will realize her goal. 

SM described his ability to continue to work on something, going over it four or 

five times, until he understands. Tony described an irmer feeling that says to "keep 
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trying - give it your best shot." Susan and Carole both get easily discouraged. Susan 

said, 'it takes a while to get back at it," and Carole said, "It gets that much harder to pull 

yourself up again in college," but they both eventually do keep going. Andrea said that 

when she gets frustrated, she tends to "Throw it aside or not do it at all." She said that if 

she can't do something, she decides she doesn't want to do it anyway. Stacy described 

how she would go over something, redo and redo it until she got it. BJ said that without 

persistence a good grade is not likely. He also said that he is persistent in some things but 

not in others. Liunus explained the advantage of being persistent in this way: 

I won't say 1 was the most persistent student freshman year. I didn't necessarily 
persist in certain subjects everyday. Sometimes in high school you can fall behind a little 
and still achieve a good grade. In college, if you don't stay on top of your classes, you are 
in big trouble. By being persistent you can avoid having to bounce back from bad grades. 

Margaret said that when she falls off a horse, she gets right back on, yet did not 

see persistence as important in academics. 

Control. Interviews were analyzed to determine students' perceptions of control 

before college and currently. Two students. Colt and BJ, reported that parents, teachers, 

and/or the school, made all the decisions regarding academics before college. Colt felt 

that he was not in control because of the lack of accommodations in high school in the 

areas of writing support and note-taking. Without these accommodations, he had no 

choice but to spend unusually long hours in compensatory measures in order to meet 

class requirements. This was time that might have otherwise been spent in sports, 

hanging out with friends, watching TV or movies, or sleeping. He had to rely on his 

mother to get through high school, and credits his mother for his having been able to 

graduate and to do so with grades that would allow him to get into college. BJ reports that 
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the time when he experienced a success in high school was when his parents just kept 

pushing him. telling him what to do. He also had an academic counselor who monitored 

whether he turned in assignments or not and called him when he did not turn in 

assignments. The school gave him his schedule. He felt he had "absolutely no choice in 

high school." 

Five participants reported that they had an opportimity to make some high school 

decisions with advise of parents and/or teachers. While Merlin felt she had no control in 

elementary school when she was constantly taken out of class for her special classes, in 

middle school she felt she took a part in choosing to reduce the special education services 

that she received. In high school, she had a voice in choosing the high school she 

attended. Carole also had some choice about which school to attend and which teachers 

she would have. She most often followed the advice of her parents and her counselor. 

Liunus and Margaret could choose their high schools as long as they were private 

schools. Liunus described his mother as a guide when it came to selecting high school 

classes. When it came to school work, he says his mother was on his case. "Go do this, go 

do that!" 

Half of the student participants indicated that they had a primary role in making 

academic related decisions such as choosing classes, teachers, schools, whether they 

needed tutorial support, and when and how they would study. Susan could choose 

whether to take AP classes in high school Katy described a situation where she felt she 

was given a voice in the decision to pursue a particularly selective class in high school. 

The English department was extremely reluctant to allow her to enroll in AP English 
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because she has a learning disability. She pursued the application process and. although 

her parents were not sure that this was in her best interest, she quoted her parents as 

saying. "Let her do it. This is her thing." 

Most of the student participants indicated that they currently feel that they have 

had a degree of control in their academic pursuits at college. Helene, who seems to have 

been given the opportunity to make many of the decisions impacting her education in 

high school, including choice of high school, choice of college, choice of major, 

continues to make decisions about graduate school. Merlin now feels she can arrange her 

day the way she wants, go to class or not, study in an appropriate environment or not. She 

does not feel totally in control because of all the general education classes that the 

University requires her to take. She'd rather take courses in her major. Andrea and Daniel 

echo this sentiment. Daniel also feels he is in control of his academics. 

It's all up to me. It's basically discipline, saying that I'm not going to go out. I'm 
going to sit down. I'm going to do it. I'm going to read this book. If I have questions, I'm 
going to approach the teachers. I've gonen good grades doing ±at. It's all up to me. I 
have to wake up. go to class. I just do it. I know people who make different choices, who 
have decided to use this period to fty their brains. I just decided to try and do the best I 
can. 

Brittany explained her perception of control in academics in this way: 

I've made every choice. I've decided what classes I'm going to take. I decide how 
much I'm going to work for each class. I decide each day what I'm actually going to do. 
Am I going to sit in front of the TV? Am I going to my neighbor's? It's only the 
workload I don't have a choice about." 

She has been responsible for her finances since the end of freshman year. 

SM reports that even though his curriculum for his major is quite structured, now 

he has much more control in his academics than in high school when he made choices 
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only when given the opportunity. He reported feeling some limitations due to finances. 

Carole also feels that she has chosen classes, teachers, and schedules, and feels she is in 

control of how well she will do in a class because she has control over whether she will 

go in to office hours. Examples of elements of control that Susan offered included 

choosing her college, her classes, her major, when to study, when to go out and when to 

stay home and study, when to skip class and when to go. Colt, who felt he had limited 

control in his academics in high school because of lack of disability support services in 

his classes, now feels in control of his academics in college because he has the support 

services he needs. 

Some students seem to feel that they have less control than those described above. 

Tony's parents would not pay for his college if he chose music for his major so he had to 

select a major that would meet their approval. BJ doesn't feel that he is in control of his 

academics because he is not one of the students favored by his instructors, he is distracted 

by sports and because he wants to return to his hometown and the nightlife it has to offer. 

He reports that he can do better when he is in a good mood, and he will be in a better 

mood at home. 

Summarizing, it seems that students who felt that they had some control in high 

school felt that they had some degree of control or more control in their academics in 

college. It is interesting to note that two students who currently feel they have very 

limited control also felt they had very limited control in high school academics. It is also 

interesting to note that students who currently feel they have some but limited control site 
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examples that are beyond their control such as imposed general education and GPA 

requirements for their degree requirements. 

Selection of course of action. Student participants tend to select actions that fall 

into the categories of goal setting, tackling difficult tasks and challenging environments, 

and avoiding difficult tasks and challenging environments. 

Tony. Brittany, and SM have all set new goals as they approach graduation. Tony 

will continue his academic career and pursue his Master's degree in Education. Brittany 

is actively interviewing for her first position in her accounting/finance career. SM has 

already applied to one medical school, which accepts applications early, and has plans to 

continue the application process to other schools next semester when more schools will 

accept applications. 

Several students seem to rise to the challenge of difficult classes. Katy indicated 

that the harder a class is the more she is motivated to work hard. Brittany chose to do a 

double major although she "could have gotten by with a single major." She says her GPA 

probably suffered a bit because of this decision, but she feels confident that more doors 

will be open to her as she seeks to launch her career. Although writing is challenging for 

Daniel, he selected English Literature for his major as it was a means to encompass all 

the "-oligies." "As much as I hate writing the papers, as much difficulty as it gives me, I 

look back on things I have written and say 'Wow. These are good.'" SM said that he 

now realizes that "the road is a lot longer than I thought it would be. 1 have to adapt by 

just working harder." Carole recalled a class she struggled in: "Because I didn't 

understand the information on my own, I had to do what I had to do to get the job done." 
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Brittany has avoided foreign language the way Helene and Daniel have avoided 

math. Andrea said she would much rather avoid doing something if she knows she is 

going to get frustrated. These examples of avoiding dif^cult tasks that impact areas of 

disability may be viewed as a strategic way cope with a learning disability. 

Action in academics. Most of the student participants seem to take action to make 

things happen in their academic pursuits. Colt, Katy, and SM "fix things" when they are 

not achieving to their standards. Colt said, 

I had to get back on track if I was failing. I need to be proactive about avoiding failure. I 
figure out the problem, get some advice from my parents, then fix it. Because I take 
action. Fm very resilient. 

Katy said, "If I've done that bad on something then I'm like 'Oh my gosh! I need to fix 

this." I go over what happened and do better next time." SM said. "It seems to me that 

every time that I knock my head on something or other, when things aren't going right, 

ril check it and I'll find out what's wrong." Brittany provided a unique story illustrating 

her preference for making things happen. 

My family said they couldn't afford for me to stay here. I had to come up with 
ways to stay in school. I wound up getting a sponsored scholarship based on my learning 
disability from [my home state]. All those years I hated my learning disability and then it 
got me to stay in school. 

Katy relayed an event from high school: 

It was my senior year and I really wanted to be in this advanced placement 
English class. And they're like, "I don't know if you can do it..." You know, not really 
telling me this, but they made us write papers on why we want to be in here, and made 
sure that like we were motivated enough to do the class. But I know it was because you 
know like I wasn't the A plus student throughout you know high school. And now, all of 
a sudden senior year I wanted to be in an AP class, you know. I think they had their 
doubts about it. And I think that was really frustrating so that kind of motivated me more 
to be like "This is what I want to do. Please let me do this." And that was probably like a 
frustration that I had because I think that they were kind of like, "Oh, you know, she's got 



161 

a learning disability. She didn't get an A plus on everything," you know. So they like 
evaluated everything, made sure that I wanted to do it and why I wanted to do it. And part 
of the reason was because like, "I want to be challenged. You know Fm not going to be 
the most intelligent person in there, but those people that are going to help me leam more, 
you know, and I won't be stuck in a class that's not doing anything for me." So...I think 
that having [really, really, really smart people] in my class, I learned so much more than 
you know being stuck in a regular English class. And, yah, 1 could have taken the easy 
route and not have worked hard enough to do that but now I think my writing has 
improved so much. 1 think 1 look at things differently because these people were so 
smart.. ..and I think they kind of saw differences, too, in themselves.. .At first they were 
like you know, "What's she doing in this class?" and then they were like, ''Oh my gosh! 
She's not this stupid person that you know is placed in normal English class. So I think it 
opened the eyes of other kids too." 

Paige offered additional perspective about taking action to achieve goals: 

I think that like once you get the idea, you should just go for it. I went to 
Semester-at-Sea. got back, and had a job in New York. And it was pretty scary because I 
never really went to New York - I've never lived there before. You know, all this time I 
was just thrown in the city and had work the next day, Monday morning. I had to use the 
subway - no clue how to take a subway, totally was just thrown into it. And then it ended 
up being the best time of my entire life. Like I love living there. And so just having that 
just you know you need to be scared when you're doing things 'cause that's like the 
whole point of living - it's just to go out and do things you're scared to do. I think there's 
still many people out there, and I'm realizing this now when I hear people graduate, that 
are so scared to take risks - so scared to like go out and try to do things they've never 
done before. 

There is limited evidence of student participants waiting for things to happen. 

Tony said that his senior year he tried to get a tutor for math, but no one helped him. It 

seems search for other means of support did not occur, and no tutorial or supplemental 

help was secured. BJ reported that he went to his science instructor two or three times, 

but always he was talking with colleagues or "He just never made lime for me." 

To summarize, many students demonstrated or described evidence of taking 

action in academics, and limited examples were seen of the other end of the spectrum, 

illustrating students waiting for things to happen. 
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Effort. The relationship between effort and academics is perhaps the most salient 

trait student participants identified, demonstrated, described, and alluded to. There are 

many examples of heightened effort in the face of adversity, as well as examples of 

success and failure attributed to sufficient or insufficient effort. Daniel said. "Effort's the 

key. If you don't put effort into something, you're going to fail." 

Brittany heightens her efforts when facing a challenge. 

It's really fhistrating when you know you put everything into it and you don't see 
good results. But then I look at it, "Well, I'm going to have to work even harder so next 
time I do better. 

Carole said that there are things that she struggles with so "it's just a matter of I 

have to work harder." Colt had to give up playing with fnends, trips, and sports in order 

to do his homework. Katy explained that the harder something is. the better she will do. 

Helene offered an example of how she heightens efforts: "I never like hitting a bump in 

the road. Td get really upset. If I was getting A's and then I got a B, I had to work twice 

as hard to get that A again." 

Andrea knows that once she gets knocked down, she has a hard time pulling 

herself back up. Of^en, she will walk away from the challenge rather than confront it. 

The following students gave examples of success attributed to sufficient effort. 

Brittany said that she gave it her best in high school, that she put in a great deal of effort 

and worked and worked and worked. Brittany attributed her success freshman year in 

college to having worked really, really hard. SM said that he soon realized that in college 

he had to do more than just listen; he had to put in a lot more effort. Stacy said that partly 

why she did well in high school is because she worked as hard as she could. Andrea said. 
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"You've got to put your all in it or you're not going to get anywhere." Colt attributes his 

success in academics to the effort he puts into his work and explains that he works harder 

than the average person. "Everything I achieved through hard work. My effort got me the 

grades.'' Merlin feels that "effort and determination are the main things that make it or 

break it in college." Liunus said, "If you put in the effort and you have the motivation, 

you will achieve your expectations." BJ's perspective is "If you put in the effort and you 

show that you're trying to succeed, you'll get a favorable grade. 

There is limited evidence of failure attributed to insufficient effort. Liunus said 

that when he was in junior high he was not getting the grades he should have gotten 

because he was not working hard enough. Helene said that she could have gotten a math 

tutor sooner in high school and put in a little more effort. Merlin and Katy talked about 

peers who don't invest sufficient effort on their academics. Merlin explained, "I've seen 

freshmen in the honors program fail because they never put an ounce of effort into it. I've 

seen disabled students not putting effort into what they were doing and failing as well." 

Katy said, "Sometimes they just don't give enough effort and if you don't give enough 

effort. I don't think you're going to get anything out of it." 

Summarizing, in general, students are in agreement that effort is an important 

component to achieving in college academics. Sufficient effort can lead to success, but 

insufficient effort will likely result in failure. 

Affective States. Affective states in academics are presented in the following 

categories: dwell on deficiencies, dwell on strengths and abilities, self-doubt, confidence, 

focus on overwhelming aspects of academics, and focus on do-able aspects of academics. 
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Few students addressed dwelling on deficiencies. Katy said specifically "I don't 

dwell on the [fact that I've done badly], and I don't go backwards." Daniel mentioned 

that his learning disability influenced his choice of classes and major. Yet he chose to 

major in Literature even though writing papers can be quite difficult for him. 

Few students dwelled on their strengths and abilities. Brittany said, "I was good at 

math. 1 always knew I wanted to go into business. I was good with numbers and I liked 

my first accounting class. 

There are several examples of self-doubt offered by the students. Stacy said, 

"Everyone gets in the 'slumps' every once in a while, like 'Oh, why am 1 doing this?' But 

you've got to get yourself out of it because it's not going to help you any." Andrea said 

that her feeling change from day to day. "Sometimes, I'm really frustrated with myself 

and I just think there is no possible way I'll ever get through. I'm just this little girl that 

thinks she can go so far." As Brittany goes through the interviews for her position, she 

said. "I need that little ten-minute cry over why they didn't hire me? What's wrong with 

me? But then 1 look at it, 'You know, this time I'll get it.'" 

SM tells quite a story about self-doubt. 

I was taking a test based on looking in a microscop>e. I didn't know that 1 needed 
glasses and the whole semester I couldn't see what was under the microscope. 1 thought, 
"there is something wrong with me I just can't comprehend this." Then 1 got glasses and 
I'm like. "Oh! This is what's under the microscope!" I thought 1 was just an idiot for not 
being able to look at these things in the microscope - 'til I found out 1 needed glasses in 
order to see what was there. 

Confidence. Several of the students discussed or demonstrated confidence. 

Brittany said that she couldn't wait to graduate because she wants to start working in her 

career. Tony said that college has helped him to discover himself and feels more 
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confident than he did in high school. Andrea said that most of the time she is pretty 

confident in herself but that she does have her "down times." 

Focus on overwhelming. Tony was the sole student who provided evidence of 

focusing on the overwhelming aspects of academics. 

Calculus really challenged me. I saw the school counselor because it was too 
overwhelming. Maybe I wouldn't make it into college. I was sad and depressed, but an 
inner feeling said, **Keep trying. Give it a try. Give it your best shot. In high school 1 
lived in fear of failure. There was just too much work to do. Despite good grades, I 
thought I would have to work at McDonald's. My first two years of college were 
overwhelming - auditorium classes, crappy classes, the teacher doesn't know you. I kept 
thinking "What's wrong with me?" It was a fear of appearing stupid. 

Focus on the do-able. Only some students commented on the do-able aspect of 

academics. 

Carole said. "I expect myself to do what I can do, not beyond what I can do." 

Tony said. "My learning disability is part of who I am - an inspiration - part of my 

identity." Stacy said, "You just keep practicing and it will usually come to you. [In order 

to succeed]. 1 just need to keep focused on the same goals that I have right now at this 

point instead of doubting myself." Colt explains, "Only one advantage to having LD, the 

discipline you get fi-om having it and hard effort and work you have to put in just to do 

average." 

Summary 

Successful students viewed motivation as important. One Jeopardy students said 

that motivation was not important, while the rest of the Jeopardy students gave evidence 

of a variable presence of motivation. Persistence was perceived to be important by all but 

one student, and, again, students in the Jeopardy group reported or gave evidence of 
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variable levels of persistence. Two Jeopardy students and one Mandated student felt that 

they have less control in their academics than their peers. Two Jeopardy students seem to 

be the only exceptions to the general perception of selecting courses of action and taking 

action in academics that evidence positive self-efficacy. Effort was viewed unanimously 

to be important by students and to be descriptive of them. Slightly less than half of the 

students provided evidence that their affective states in academics were positive, while 

slightly more than half of the students seem to have affective states that are variable. 

Motivation, persistence, and affective states seem to be elements of self-efficacy 

that warrant further examination to determine if they are factors that distinguish between 

students who are successful and those who are not. As mentioned previously in this 

study, although effort is perceived by all students to be important to academic success, it 

is possible that the difference between academic success and failure may rest in the 

degree to which students follow through and expend the time and effort to achieve in 

academics. Appendix E. Summary of Self-EfBcacy Ratings, summarizes the self-

ctTicacy ratings. 
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CHAPTER V 

Findings, Implications and Future Directions 

It was postulated at the onset of this investigation that by understanding how 

students with learning disabilities are able to succeed in academics at the college level, 

and by identifying what impedes their academic success, measures might be taken to help 

improve the graduation rates of students with learning disabilities, and perhaps the 

graduation rates of students in general. To this end, this study was designed to ascertain 

those elements and characteristics that facilitate and inhibit the academic success of 

college students with learning disabilities as perceived by students, instructors, and LDSS 

personnel, and to consider how these findings may be used to improve the practice of 

disability support services, instructors, and other staff at colleges as well as the practice 

of teachers, counselors, tutors, and parents of students with learning disabilities, and the 

students themselves. 

Because the number of participants in this study is limited, and because of the 

nature of qualitative investigations, further research is necessary to determine if similar 

conclusions are found and to assess the appropriateness of adapting suggestions to other 

settings; furthermore, consideration must be made regarding budgeting issues since 

various departments on campuses must compete for limited funding. Nevertheless, it is 

proposed that implementation of some if not many of the implications that follow require 

less in the realm of financial resources, and more in nature of attitudinal and values shifts 

on the part of instructors, academic and student affairs, administration, students, and 

campus culture. Prior to making programmatic or policy changes, the reader is cautioned 
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regarding these results and conclusions, as clearly further research is required to ensure 

that the results of this investigation are valid in various specific institutional settings. 

Originally, this chapter was to be organized by the same themes identified in 

Chapter Four, discussed in the two larger contexts of how academic success is achieved 

and how academic success is impeded. The result of the analysis yielded perceptions that 

appeared across themes; that is, for example, the importance of understanding one's 

learning disability appeared in the themes Perceptions of Learning Disabilities, 

Perceptions about Successful Students, Perceptions about Environment, and Perceptions 

about Disability Support Services. It seemed logical to address these perceptions that 

emerged across themes; however, the discussion of the findings is primarily constructed 

within the theoretical frameworks upon which this investigation was originally designed. 

The following discussion considers the findings of this investigation in terms of 

retention theory, good practice theory, self-efficacy theory, and social context (drawing 

from concepts of social construction theory). Of particular interest are the perceptions 

that emerged across themes. They are discussed within the appropriate theoretical 

framework. The chapter concludes with implications and suggestions for future 

directions. 

Social Context of Leamine Disabilities 

Social Construction theory examines the interactive nature of society and the 

individual, centering on the concept that humans create society, and that human beings 

are the products of society. Social Construction allows the investigation of the 

circumstances surrounding the academic success and academic failure of college students 
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with learning disabilities, and results in an understanding of how and why students, 

instructors and LDSS personnel interpret the academic success and failure of students 

with learning disabilities. By drawing from social construction theory, the social context 

of learning disabilities is examined. 

Horizon University policy exists as one of the layers of determining how learning 

disabilities are understood within the social context on this campus. In order for students 

to use learning disability support services, they must present formal documentation that 

meets the university criteria (recent assessment of intellectual functioning, cognitive 

processing, and academic achievement), that indicates an average or higher intelligence 

and a significant discrepancy in cognitive functioning or academic achievement. By 

virtue of the fact that all student participants in this investigation use learning disability 

support services through either the Mandated Program, the Enhanced Program, or both 

programs, all students have satisfied the documentation requirement. Furthermore, these 

students have had the resources to know to provide appropriate documentation, and the 

resources to provide the documentation. These resources include, informed parents, 

guardians, teachers, and counselors who (a) recognize the signs of undiagnosed learning 

disabilities and request or obtain psycho-educational evaluation from the school district, 

the high school, or private diagnosticians; (b) request that the school district, the high 

school, or private diagnosticians provide an updated psycho-educational evaluation that 

will meet the requirements of the university disability support services units; (c) know 

about disability support services at the college level and determine the documentation 

required in order for students to receive support services. 
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A second layer of the social context of understanding of learning disabilities on 

the Horizon campus is embedded in the interpretation of the documentation of students' 

learning disabilities. Documentation is used to assess students' requests for 

accommodations; however, the analysis of the documentation is, at best, a subjective 

endeavor. There are no absolute, clearly delineated standards to designate whether a 

students qualifies for a specific accommodation. Requests for accommodations are 

considered on a case-by-case basis; decisions are based on information in the student's 

documentation including specific subtests scores and/or patterns of subtest scores, 

historical information, observations of the diagnostician, and demands of the specific 

course or course of study in question. Various readers of the documentation may differ in 

their determinations of whether the nature of a student's learning disability will impact a 

particular component of a class to such a significant degree that an acconunodation (note-

taker. books on tape, extended time for exams) is deemed appropriate. The interpretation 

or understanding of a student's documented learning disability may vary among 

professionals in the learning disabilities support services field. 

A third dimension to understanding the social context learning disabilities stems 

from whether one perceives learning disabilities as intrinsic (caused by a neurological 

dysfunction that may permeate every dimension of a student's life), or external, (reflected 

in the belief that students with learning disabilities are disabled within the academic 

setting or within certain realms of academia). The medical model of disability parallels 

the intrinsic model and defines disability as a deficiency or abnormality within the 

individual. The remedy to this "negative condition" is a cure or a normalization of the 
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individual. The interactional model parallels the extrinsic model of disability and views 

disability as a difference, neither positive nor negative, derived from the interaction 

between the individual and society. The remedy lies within changes in the interaction 

between the individual and society; fiirthermore, the agent of remedy need not be a 

trained, credentialed expert as required by the intrinsic or medical model, but may be the 

individual him/herself or anyone who has an effect on the interactions between the 

individual and society (Gill, 2000). 

These models provide interesting implications for examining understandings of 

learning disabilities. To foster success, the traditional medical model requires the 

intervention of specially trained teachers and specialists, perhaps removing control from 

the student. The interactional model credits anyone, including the student, faculty, and 

staff, with the ability to manipulate the environmental and societal factors that cause a 

student to be learning disabled in various settings and disciplines. Interactional 

perspectives seem congruent with movements on campus that promote universal 

instruction, instruction designed to be effective for all diverse learners in the classroom. 

The student perspective of learning disabilities presents yet another dimension to 

the social context of learning disabilities. There are commonalities and inconsistencies 

among the student participants regarding how they understand their learning disabilities. 

There was no discussion of neurological causes of learning disabilities among students. 

From the student point of view, there was essentially no mention of the documentation of 

their learning disabilities. Some student participants viewed learning disabilities as an 

internal condition and had a vague imderstanding of the existence of a deficit in some 



172 

processing function; however, the student perspective was clearly predominantly a 

functional understanding of learning disabilities. Learning disabilities means that 

students needed more time to complete tests, to do homework, to study, to deal with 

various aspects of academics. Learning disabilities means that school is hard work, that 

they not only need to spend a lot of time on their academics, but that they needed various 

degrees of help in academics from instructors, tutors, disability support services, and 

peers. Learning disabilities means that in traditional lecture classes with a midterm and a 

final, there may not be an opportunity to adequately demonstrate what is learned in the 

course. Learning disabilities mean that the amount of time dedicated to more social 

activities is frequently curtailed because of the extra time demanded by academics. Time 

allocated to social activities (at the expense of spending time on academics) may have a 

bigger impact on the academics of students with learning disabilities than it has on the 

academics of their peers. 

Through the years, a number of participants have found that because of their 

learning disability, they have had to work hard, but have met with success. These 

students generally believe that if anyone wants something badly enough, they can do it if 

they work hard enough. They offer themselves as cases in point. If they can succeed in 

academics, anyone can, if they are willing to work hard enough. These students meet 

with frustrations, discouragements, disappointments, and setbacks, but seem to be able to 

identify the problem and take action to overcome or circimivent the issue. These students 

are to be goal-oriented, action-oriented students who take steps to make it a point to 

achieve their goals and generally comprise the Successful groups in this study. 
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Jeopardy students in this study seem to take longer to recoup from events that 

thwart their efforts, have problems identifying the source of the problem, and look to 

outside resources to take action on their behalf or to tell them what they need to do. 

These participants seem to take a more passive role. They describe parents, teachers, and 

counselors who previously have been active decision-makers and sources of extrinsic 

motivation on their behalf. These students report being successful in the past because 

someone was checking on them, organizing them, making decisions for them regarding 

time management and determining priorities. These students seem to be passive players 

in their understanding of and approach to their learning disabilities and their academics. 

These students seem to understand that learning disabilities means actions come from 

outside the student in the form of receiving services, accommodations, and help with 

academics. Decisions, control, accountability have come from others in the past. 

Perhaps part of the reason some of these students are not achieving satisfactorily is 

because they have not had previous guided practice of being responsible for their time 

management, prioritizing, and their academic achievement. Without such opportunities, 

there may be limited experience with having to deal with frustration and failure, which 

may mean little opportunity to develop resiliency and perseverance. When initial efforts 

at the college level are less than satisfactory, helplessness and frustration may outweigh 

tenacity and persistence. Students demonstrating these more passive characteristics are 

generally from the Jeopardy group of students. 

Instructors who participated in this investigation understand that some students 

with learning disabilities work hard while others may use their disability to get extra time 
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on tests for which they are actually inadequately prepared. Instructors seem to closely 

identify disability service units with learning disabilities. It seems that in some cases, 

decisions made by disability support services units, especially regarding accommodations 

for students using the Enhanced Program, are tolerated but are perceived to cross into the 

realm of academic freedom and/or alter the academic integrity of the course. Some 

instructors believe that Enhanced Program students pay fees for "[Enhanced Program] 

accommodations." In reality, the Mandated Program provides all accommodations at no 

cost to students. Also, one of the instructors did describe his perception of the Enhanced 

Program as more aggressive and perhaps having better connections and because it is a 

fee-based program, having more funding than the Mandated Program. It seems that some 

instructors may have the misconception that students in the Mandated Program, students 

who do not pay a fee, may receive accommodations of a different caliber; therefore. 

Enhanced Program students may be paying for an unfair advantage. 

The way in which the colleges and universities and their faculty, staff, and 

administration understand learning disabilities is critical to determining the expectations 

of students with learning disabilities and defining the climate students with learning 

disabilities experience as evidenced in policies, attitudes, and beliefs on campus. The way 

in which students understand their learning disabilities is an even more critical 

component in the social construction of learning disabilities. How students perceive their 

teaming disabilities influences their approaches to their academics including whether 

they take an active or passive role in academics, the degree to which they are dedicated to 

their academics, the way in which they communicate with instmctors, advisors, LDSS 
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personnel and other staff. If students understand their learning disabilities as an 

interaction that occurs in certain academic settings between themselves and the instructor, 

the course materials, and the course requirements, an interaction that may differ from that 

of their peers, they are more likely to feel they can exercise some degree of control over 

their academic pursuits, assess which classes have requirements that will make 

accommodations and particular strategies necessary, and take action to get support 

services in place if necessary. When students perceive their learning disability as 

intrinsic deficit in functioning they probably perceive the cause and remedy as beyond 

their control, rendering them more passive participants in their education and more 

dependent on instructors, LDSS personnel, and other external sources for help. These 

students may not see any reason to develop qualities such as commitment and persistence 

in academics since they may perceive that success in academics is beyond their control 

and in the hands of instructors, tutors, advisors, and LDSS personnel. 

Self-EfTicacv of Students with Learning Disabilities 

Self-efTicacy theory was used in the development of the interview protocols to 

determine the quality of students' efficacious behaviors, attitudes, and beliefs as indicated 

by comments on motivation, persistence, control, action, effort, selection of actions, and 

affective states. It is apparent that self-efficacy is complex and multidimensional, and 

students seem to have highly self-efficacious behaviors in some areas while not others. 

Dimensions of self-efficacy were examined in terms of whether students stated that they 

thought particular qualities were important and also in terms of whether students gave 
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evidence of the presence or absence of various efficacious behaviors. Is self-efficacy an 

important factor in students' academic success? 

Even though all students reported that effort was important to academic success, it 

is surmised that a difference may exist between Successful and Jeopardy students in the 

amount of time and effort actually expended on academics. Although data was not 

collected in this investigation to further explore effort, it is presumed that students in the 

Successful Group expended effort more effectively in academics than the Jeopardy 

Group. The successful group made comments about the amount of time and amount of 

effort ("hard work") that they invested in their academic pursuits. Also, among the 

successful students made comments about being aware and wary of the party scene. The 

Jeopardy students, on the other hand, made more comments or references to participating 

in partying activities, and, consequently, being tardy for or absent from classes. 

Almost without exception, students reported that motivation was important. All 

of the successful students said that motivation was important for academic success and 

they gave evidence that they were motivated. Although most Jeopardy students said that 

motivation was important for academic success, they also reported that they were not 

constantly motivation, that they had "ups and downs." 

Persistence is a quality that all successful students identified as important for 

academic success. They considered themselves to be persistent students and gave 

examples of their perseverance. Jeopardy students either dismissed the importance of 

persistence or reported or gave evidence of erratic occurrence of persistent behaviors, 

especially in the face of fhistration, discouragement or difficulty. 
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Selecting courses of action (goal setting, tackling difficult tasks and challenging 

environments, and avoiding difficult tasks) represents an area where most of the student 

participants demonstrated positive self-efficacious behaviors. Successful students 

particularly seemed to thrive on challenges and opportunities to embark upon difficult 

endeavors. Self-efficacy theory states that people with a resilient sense of self-efficacy 

approach demanding new tasks as interesting and engrossing challenges to be mastered, 

rather than threats to be avoided (Bandura, 1997). Self-efficacy theory also states that 

people who feel inefficacious in particular domains avoid difficult tasks in those 

domains, find self-motivation formidable, tend to slacken efforts, give up easily when 

faced with obstacles, have waning aspirations, and have irresolute commitment to goals 

(Bandura. 1997). Students with learning disabilities who strategically avoid courses in 

certain areas impacted by their learning disability may be seen to be employing effective 

coping strategies for compensating for their learning disability because of their 

understanding of the nature of their learning disability. While some may interpret the 

avoidance and minimizing academic demands that specifically impact specific students' 

learning disabilities, such as second language acquisition, mathematics, reading, and 

writing, as an indicator of low self-efficacy, others may interpret such behaviors as 

indications of high self-efficacious behaviors, indicative of a student possessing an 

accurate understanding of his/her ability in a particular domain and consequent exercise 

of control in academics as s/he makes progress toward degree completion by 

compensating for or avoiding that domain. 
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Two Jeopardy students differed from the rest of the student participants in the 

area of goal setting. One student had no idea what he wanted to do upon graduation and 

had no idea what he wanted to choose as his major. Another Jeopardy student had goals 

that seemed incongruent with academic success. He reported that he wanted to party and 

participate in the nightlife, and that he expected to do so when he came to college. It 

seems that not having a goal or having a goal that is inconsistent with academic success is 

a liability for college students. It seems unlikely that a student can identify a purposeful 

plan with intermediate goals and feedback on progress without identifying an academic 

goal to frame one's academic career. When one selects goals that are commensurate to 

his/her perceived abilities, and receives informative feedback of progress, lasting 

motivation is enhanced. Efficacious people commonly set new goals that serve as 

additional motivators as they approach or surpass their adopted standard (Bandura. 1997). 

Most of the student participants reported and gave evidence that they take action 

to make things happen in their academic pursuits. Several successful students mentioned 

that they would not let themselves procrastinate and that they are successful because of 

their mastery of time management. One Successful student and two Jeopardy students 

were more inclined to wait for things to happen, such as making arrangements for tutors, 

accommodations, or meetings with instructors. This lack of action may be the result of 

poor time management skills, a failure to prioritize, procrastination, or feelings that they 

have little control in the realms of academics and /or their learning disability. Self-

efficacy theory, states that people who believe that their outcomes are determined by their 
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behavior are more active, and that people who are less efficacious, who fee! they have 

less control, are likely to be more passive (Bandura, 1997). 

Most of the students said that they feel that they are now in control of their 

education and their academics. Most have selected their majors, careers, and classes, and 

most feel they make decisions regarding whether they will go to class, use 

accommodations, meet with instructors, use tutors, meet with study groups, and so on. 

One successful student was not allowed by his parents to major in music. Two Jeopardy 

students did not feel they were in control, one, because her choice of majors required 

mathematics, which she felt was beyond her capability, and the second because he was 

not a favorite among his teachers and he is unable to pursue nightlife activities that are 

available in his hometown. 

While nearly all of the student participants reported and offered evidence of 

positive affective states, it is interesting to note the pattern of students whose affective 

states seem to fluctuate. Among the successful students, four students had affective 

stales that seem to fluctuate. One student recently has experienced feelings of self-doubt 

as she has be interviewing for entry level positions in her chosen career upon graduation; 

another student experienced feelings of self-doubt when he thought he couldn't see in the 

microscope, concerned that he was "stupid" whereas, he quickly found out, actually 

needed glasses. The remaining two successful students have been diagnosed with 

comorbid conditions, one depression and the other anxiety disorder. All of the Jeopardy 

students gave evidence of affective states that are variable, describing episodes of self-

doubt and lack of confidence. Perhaps the differences between the Successful students 
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and the Jeopardy students exists in duration of less positive affective state (participating 

in stressful, novel, important, and difficult situations such as interviews) and whether any 

action is taken to improve the less affective states (obtaining diagnoses, counseling, or 

glasses). 

Is self-efficacy important to the academic success and failure of students with 

learning disabilities? The results seem to indicate that certain components of self-

efficacy theory are compelling areas worthy of attention. Effort alone did not emerge as 

a critical factor but related factors, actual time invested in academics and the quality of 

time spent studying do seem to be deciding factors. A consistent level of motivation 

seems important for academic success, while motivation that waivers seems to undermine 

student achievement. Defining the purpose of being in college and setting goals and 

interim objectives (choosing a major, selecting classes, fulfilling degree requirements) 

seem critical for setting parameters for decision making, but also for maintaining more 

constant levels of motivation. Persistence is a quality that also seems to enhance a 

student's ability to succeed in academics in college in spite of being faced with different 

roles and responsibilities, difficult and new academic tasks, and many opportunities for 

dealing with finstrations and failure, without immediate and familiar support networks of 

high school. Three components of selecting courses of action are important: setting goals 

(which overlaps with motivation), tackling difficult tasks, and strategically avoiding 

difficult tasks that are impacted by one's learning disability. Taking action, rather than 

passively waiting for things to happen, and having a consistent positive affective state 

(particularly in the area of self-doubt/lack of confidence) are also important for academic 
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success. These components of self-efficacy that seem to differentiate successful and 

unsuccessful students emerge as important areas to research to determine if fostering 

these elements of efficacy can promote academic success of college students with 

learning disabilities. 

Retention Theory and Academic Success of Students with Learning Disabilities 

Retention theories suggest a variety of predictors of student persistence and 

attrition. Tinto (1987) suggested that assimilation to college and congruence between the 

student and the college is critical to persistence, and comments of the participants in this 

study seem to lend support to these theoretical constructs. In general, it seems all of the 

successful students have assimilated to the University and experience congruence 

between their expectations and the demands of the University. A Jeopardy student who 

said he is unhappy here, whose expectations for college life are not congruent with the 

academic requirements of the college, who longs for the days when he was in high school 

and wants to go home, seems to be a student at risk of not persisting, according to Tinto's 

Student Integration Model. The remainder of the Jeopardy students may be at-risk 

according to Tinto's model because of an acute imbalance and lack of congruence 

between expectations of college life (partying) and the academic demands of the 

University. The incongruence may be further complicated for students whose preferred 

majors are perceived as unattainable because of degree requirements (such as 

mathematics) that are perceived to be prohibitive due to their learning disability. (One 

Jeopardy student seems to have coped with this incongruence in a way that is satisfying 

to her by selecting a different course of study that she feels will allow her to pursue her 
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chosen career by a different path.) Since students who have assimilated to the University 

and have expectations that are congruent with the University seem to do well, and since 

students who have not assimilated to the University and/or have expectations that are not 

congruent with the University academic requirements are in academic jeopardy, this 

investigation seems to lend support to the assimilation theory of retention, remindful of 

the small sample size. 

Dependency Theory (Bean & Vesper, 1992) places importance on the support and 

encouragement of significant others for the student to stay in college. With the exception 

of one successful student, all students feel that their parents and friends and in some cases 

high school teachers and guidance counselors, support their endeavors at Horizon 

University. The student who is the exception has succeeded in college in spite of 

predictions from her mother that she would not succeed, that she did not belong at 

college, that she would get pregnant and become an alcoholic, and despite 

discontinuation of financial support from her father at the conclusion of her parents' 

divorce. On the other hand, this same student attributes her success, in part, to the 

support network that she has developed which includes friends at college, her learning 

disability specialist, and an aunt and uncle. Because of the small number of participants, 

it is impossible to determine with certainty ±e implications of this study, but the results 

of this study do not seem to clearly support Dependency Theory as an explanation for 

either continued success (persistence) or academic failure (at risk for attrition). 

Cabrera. Nora, and Castaneda (1993) found that encouragement and support from 

others and environmental factors influenced persistence and identified support services 
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(advising, financial aid, and counseling) as avenues for improving retention rates. The 

students in this study reported similar observations. Many of the students valued the 

counseling components of both the Enhanced Program and the Mandated Program as 

important to their academic experiences at Horizon University. Some Successful 

students reported unsatisfactory experiences with support services such as tutoring, 

testing accommodations, and note-taking services but were able to find alternative means 

for getting the academic support they perceived they needed. The one Jeopardy student 

who reported unsatisfactory experiences is not sufficient to conclude that this study 

supports Cabrera's theoiy. Furthermore, overall support for Cabrera's theory seems 

unlikely as there are Successful students with unsatisfactory experiences with support 

services and Jeopardy students who have had satisfactory experiences. This theory alone 

does not seem to provide an adequate explanation of why some students are successful 

while others are not; however, these conclusions are speculative. 

Napoli and Wortman (1998) combined Tinto's theory with psychological 

characteristics that measured conscientiousness, agreeableness, psychological well-being, 

self-esteem, social support, student satisfaction ratings, negative life events and negative 

school events. Given that conscientiousness is, in part, reflected in hard work and amount 

of time spent in academic endeavors, this investigation has interesting implications for 

further investigation to determine if this theory of retention is applicable to students with 

learning disabilities because successful students were determined to be students who 

work hard and spent considerable time on academic pursuits. Given that psychological 

well-being and self-esteem overlap with some components of self-efficacy that were 
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examined in this investigation (positive affective states), this investigation seems to lends 

tentative support to the Napoli and Wortman theory. Well-being and self esteem 

(indicated by affective states data) varied among the individual students although the 

more positive states seem to exist among the Successful groups of students, while 

inconsistent affective states existed among all the Jeopardy students and more variable 

states seem to exist among Jeopardy students. Social support emerged as an area that was 

important to most of the student participants. Student satisfaction ratings seem generally 

positive, with some dissatisfaction voiced with the Enhanced program, the Mandated 

Program, advising, and teaching. Students were not asked if they considered their 

learning disability a negative life event and a negative school event, but, based on some 

of the comments during the interviews, it is predicted that some of the students would 

identify their learning disability as such, while others probably would not. Further 

investigation into agreeableness, student satisfaction ratings and negative life and school 

events would help determine the degree to which the participants of this investigation 

would lend support to the theory proposed by Napoli and Wortman, but it seems that in 

general, the comments of the students seem to lend support to their theory. 

Tiemey (1995) proposes that colleges should adapt to the individual needs of the 

students, which would also foster diversity on campuses. Students are responsible for 

developing study strategies to be successful in class, while faculty are charged with the 

responsibility of creating culturally sensitive classrooms where success is measured by 

student success and failure is not an option. A number of students, instructors, and 

LDSS participants, identified the need to consider various learning styles of students and 
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suggested that instructors consider various means of assessing student learning, and 

incorporating a variety of active learning approaches in the classroom. Tiemey's 

recommendation for promoting persistence through active involvement of institutions, 

students, and families might be modified to include the learning disabled population. 

Communication already exists between Horizon University learning disability 

support programs, and high school students, their schools, and their parents, but efforts to 

improve and expand communication should continue. Realistic expectations of college 

were not accurately conveyed to a Jeopardy student who cannot pursue her first choice of 

majors because of a disability in mathematics, to another Jeopardy student who felt 

inadequately prepared for college because she took easy classes in high school to get a 

higher GPA, or a third Jeopardy student who did not realize the hard work that is required 

at college. This seems to lend support to the retention research of Rowser who also 

identified the need for providing mentoring, workshops, and well-designed orientation 

programs to develop study strategies, time management skills, to attain tutorial support 

and to leam to set goals. 

Sanders and Burton found that overall academic satisfaction (being challenged, 

preparing for life, being satisfied with the reputation of the institution, having made the 

right decision to attend) was the key predictor of satisfaction, followed by student/social 

life (relationships and activities) and environment (awareness of other cultures, equal 

opportunities, feeling welcomed, and encouragement to get involved). Preparing for life 

seems to be valued by most of the student participants who generally feel that their 

majors are preparing them for careers. Some students mentioned the reputation of the 
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college (business program, health related programs, sciences) while one student seemed 

envious of high school peers who attended Ivy League schools, and another said that he 

had wanted to go to a prestigious college on the West Coast although he is satisfied that 

he is getting a competitive education. None of the students said that they were not 

satisfied with the reputation of the University. A number of students said that they knew 

they had made the right decision to attend college at Horizon University, while one 

Jeopardy student, felt that it was a mistake for him to attend Horizon University because 

he should have attended a college closer to home. Without exception, student/social life 

is important to student participants. A successful student struggled until he found his 

major and his girlfriend, and attributes his success to the relationships that he has with his 

major department and with his girlfriend. A Jeopardy student struggled and had limited 

social relationships at Horizon. Several students said they valued the opportunities to get 

to know and work with all different kinds of people at Horizon. An area that may 

warrant further investigation is the degree to which students with learning disabilities feel 

welcomed and perceive that they have an equal opportimity to pursue a college education. 

Overall, it the results of this investigation appear to lend support to the retention theory 

offered by Sanders and Burton. 

Good Practice 

Principles of good practice include: student-faculty interactions, fostering 

cooperation among students, encouraging active learning, providing prompt feed-back, 

emphasizing time-on-task, communicating high expectations, and respecting diverse 

talents and ways of learning (Chickering & Gamson, 1987). Instructors, LDSS personnel 
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and most of the students in this investigation made comments that seem to be in keeping 

with these principles. 

Most students, all instructors, and all LDSS personnel placed importance on the 

interaction that occurs between students and instructors. One exception from the 

Successful students said that he is responsible for learning and can achieve that goal by 

attending lectures and reading the text. He places minor importance on interacting with 

the instructor. 

Several students and instructors highly value the opportimity to interact with other 

class members on group projects, a characteristic of good practice also suggested by 

Fried (1989). All of the instructors and LDSS personnel and most of the students felt that 

active leaming opportunities facilitate learning, much more so than "straight lecturing." 

It seems that students who are successful are able to incorporate active leaming practices 

on their own. outside of the classroom, through study strategies or by seeking out 

instructors, peers, or tutors; however. Jeopardy students seem to rely more on others to 

make leaming effective for them, perhaps not recognizing that active leaming is an 

approach that is effective and an option within their control. This is also consistent with 

the passive approach to academics as discussed earlier. 

Many students value receiving prompt feedback on papers and examinations. 

Some students described the effectiveness of getting feedback and clarification from 

instructors through email, histructors recognize the importance of providing prompt 

feedback and also expect students to tum in assignments in a timely fashion. Related to 

this principle is the concern some students have when their only opportunities for 
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feedback are at the time of midterms and finals. In such classes, it is important for 

students to carefully monitor their progress between examinations and to take the 

initiative to contact the instructor regarding progress and clarification during the interim. 

Time on task received little comment except for some instructors who 

differentiated between the quantity and quality of time students spend studying and doing 

homework, emphasizing the importance of students spending time in effective study 

activities. One Jeopardy student recalled an ineffective instructor who spent much of the 

time in class socializing with students, an instructor who was "a nice guy, but we didn't 

leam anything." 

There was some concern among instructors about communicating high 

expectations, indicating that the expectations also had to be realistic. Also, students need 

to consider whether their chosen major courses of study are realistic for them to complete 

successfully. When students spoke of expectations, they generally described some of the 

expectations they had for themselves. They felt generally that their expectations and 

those of parents, high school teachers, and guidance counselors were high and attainable. 

The principle of respecting diverse talents and ways of learning has interesting 

implications for learning disabilities. This principle seems closely related to 

individualization (Fried, 1989) and respecting the integrity of the student (Roper in 

Komives & Woodard, 1996). Several students feel that instructors should consider the 

needs of students with learning disabilities by (a) providing information auditorily and 

visually; (b) providing class notes, perhaps online; (c) providing various means for 

assessing leaming; and (d) accepting and understanding the appropriateness of properly 
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requested accommodations such as extended time on tests. These views seem to lend 

support to Roper's (1996) suggestion to provide a wide range of strategies to reach and 

engage learners. 

Good teaching depends on understanding the learning process (Cross, 1991), 

making connections between what students already know and what instructors want them 

to leam. Good teachers are concerned about students' knowledge of the subject matter, 

stimulation of interest, availability, encouragement of discussion, ability to explain 

clearly, enthusiasm, and preparation. This study provides evidence from all groups of 

participants that seem to be in agreement with these characteristics. Students, instructors 

and LOSS personnel value teaching that helps students make meaningful connections 

(often times made during in-class and out-of-class discussions), teaching in which 

concepts are clearly and accurately communicated, and all seem to agree that teaching 

that is interesting and presented with enthusiasm is perhaps not critical but preferred. 

Overall, the participants in this investigation provide evidence within the 

limitations of this study that seems to lend support to the Chickering and Gamson 

principles of good practice as well as other literature in this area. 

Learning Communities 

Much of the literature on learning communities addresses the effectiveness of 

learning when in-class and out-of-class learning experiences are coordinated and the lines 

between student affairs and academic affairs are blurred in the interest of providing the 

best possible learning experience for students. Participants' comments in this study, in 

general, seem to support the research findings on leaming communities. 
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Out-of-class experiences at college, especially academically related activities, are 

significant educational experiences, and participating in extracurricular activities is the 

best predictor of workplace competence (Kuh, 1996). Student participants generally 

seem to be in agreement with Kuh, since a number of them have sought out opportunities 

to participate in leadership positions in extracurricular activities, expecting that to do so 

will make them more competitive and desirable when seeking employment upon 

graduation. One successful student feels that this kind of endeavor is so important that 

she is willing to sacrifice grades slightly in favor of actively fulfilling leadership roles in 

extracurricular activities (the result of spending part of her study time in her 

extracurricular leadership roles). Several students' comments appear to support Astin's 

(1977) statement that students who are involved on campus are more likely to be 

successful in academics and to attain their degrees. One of the instructors stated that she 

felt it is part of her resf>onsibility to help students to "get connected" on campus and to 

leam the "University culture." 

Some students' comments seem to agree with the statement that student contact 

with faculty outside of class is a powerful factor that contributes to student retention and 

degree attainment. A Successful student considers one of her instructors to be a mentor, 

advisor, and a role model. Several other students mentioned particular instructors who 

have been available to discuss topics relevant to the class, careers, majors, and personal 

issues. Two of the instructors also identified the importance of being a resource to 

students, and value contacts with students beyond the semester in which the students are 

enrolled in their classes. Leaming disability support services personnel feel that an 
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important part of what they do is providing similar kinds of support to students and 

facilitating connections with faculty. 

Kuh (1996) proposed principles to enhance learning and personal development 

which include: (a) generate enthusiasm for working together and linking programs and 

activities across the in-class and out-of-class experiences of students; (b) create a 

common vision of learning to allow weaving a seamless learning enviroimient where in-

class and out-of-class experiences are coordinated; (c) develop a common language and 

frames of reference to facilitate communication among faculty and staff; (d) foster 

collaboration and communication throughout the institution; (e) understand student 

culture and its impact on learning; and (f) concentrate on change that focuses on what 

student need to learn and optimal conditions for learning. Some comments of this study's 

participants seem to lend supports Kuh's principles. The instructors who participated in 

this study stated that they were interested in having more communication with disability 

support personnel, indicating the need for improved communication and coordinated 

effort in the area of learning disability support issues. This interest can be an important 

initial step to bridge academic affairs and student affairs and to link in-class and out-of-

class activities. This connection could also lead to efforts to create a common vision of 

learning and identifying what matters in learning and in college. Discussion of various 

approaches to learning, critical components of courses, and functional limitations of 

disability are leaming disability-related topics that seem appropriate to address. Such an 

alliance would foster collaboration and communication, which seem to be overarching 

themes of Kuh's principles. 
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Comments of the participants lend support to Kuh's statement that students want 

to get good grades, to get a job, to make friends, as well as learning to take care of 

themselves, manage their time, deal with student culture, a force that demands little time 

and effort devoted to academics (Kuh, 1996); however, instructors are concerned about 

students interacting with the subject matter, mastering it, and contacting them outside of 

class. Coordinating goals of students, instructors, and support staff in planning in-class 

and out-of-class curriculum seems to warrant consideration based on instructors concems 

about communication with both students and disability support staff regarding learning 

disabilities issues. Furthermore, such alignment of goals, a result of collaboration and 

communication, would result in further blurring lines between academic and student 

affairs, and setting the stage for a holistic, effectively designed learning environment. 

Cross (1996) suggests that students be afforded an opportimity to meet with 

faculty or student affairs personnel weekly to reflect on learning. Of^en students do not 

take time to reflect on learning and their understandings. Learning disability support 

personnel in this study in general encourage students to keep weekly appointments during 

which time students are provided an opportimity to reflect on interests, progress, learning, 

an other issues, an aspect of the Enhanced Program that many of the LDSS personnel as 

well as students who participate in the Enhanced Program value. More effective learning 

and information on how to improve instruction and learning may result from instructors, 

students and LDSS personnel sharing insights about student learning and perceptions. 
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Implications for Practice 

The findings of this investigation of academic success and failure lead directly to 

some compelling implications; however, ftuther research is necessary to determine if 

these are applicable in specific settings for improving the nature of learning disability 

support services for college students. Furthermore, learning disability support service 

units enjoy a unique position with extraordinary potential to facilitate the cooperation, 

collaboration, and coordination of the efforts of students, instructors, academic affair, 

student affairs, admissions, administration, high school and middle school faculty, 

counselors, and families of students with learning disabilities, all players who have 

important roles to play in maximizing the likelihood of college students with learning 

disabilities achieving academic success. 

Guided by the theoretical frameworks upon which this study has been 

constructed, suggestions for improving practice address the following areas: implications 

for learning disability support services, implications for students, implications for schools 

and families, and implications for instructors. 

Learning Disability Suoport Services. It is recommended that further research be 

designed to investigate in-service program designed for disability support services 

personnel to examine and reflect upon assumptions about and expectations of students 

with learning disabilities, and to explore the implications of various models of learning 

disabilities. Such programs should require active participation, and carefully planned 

efforts should be made to ensure "buy in" of each member of the disability support 

service unit. Research efforts may be conducted to determine the implications of the 
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medical model of disability and assumptions that may foster enabling attitudes, and the 

interactional model of disability and the assumptions that may foster empowering 

attitudes. 

University policies and procedures, are clearly defined and articulated at Horizon 

University regarding disabilities issues in general and learning disability issues in 

particular, which is an essential step in addressing disability issues on campus; however, 

further investigation may reveal whether certain policy areas warrant revising: (a) 

accessibility of these policies and procedures by faculty, administration and staff, and (b) 

establishment of policies and procedures within and between the disability support units 

regarding issues such as decisions concerning accommodations. It seems critical that 

disability support units establish means for communicating policy changes in ways that 

are easily accessible to instructors, administration, staff, and students. It also seems 

appropriate to continue to clearly delineated some procedural guidelines with in the 

disability support units, develop other policies and procedures within the disability 

support departments, and develop a means for communication those procedures to others 

as appropriate. An example follows. 

This investigator values the importance of considering students as individuals and 

the unique characteristics and backgrounds that each student brings to campus; 

furthermore, learning disabilities are quite varied and must be considered on a case-by-

case basis; nevertheless, in the interest of consistency and establishing reliability and 

validity in documentation interpretation and decisions based on documentation, it seems 

appropriate to consider developing specific guidelines for interpreting documentation and 
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for making decisions regarding students' requests for accommodations. The guidelines 

could consist of: (a) a checklist of criteria to be used in making decisions about requests 

for accommodations (nature of the documentation of disability, specific course 

requirements, and other relevant information, how to consider patterns of subtest scores, 

historical and observational data); (b) the development of quantitative ranges of scores or 

discrepancies between intellectual potential, cognitive processing abilities, and academic 

achievement that would justify various accommodations; (c) consultation with instructors 

or advisors regarding essential requirements of the course or degree program that are not 

clearly determined by course syllabi or written degree requirements; (d) the development 

of a written statement indicating the functional limitations of the student and the reason 

why a particular accommodation is appropriate for a particular class; and (e) procedures 

for addressing the requests of students whose documentation does not clearly fit the 

guidelines described above (perhaps requiring a case review and the decision based on a 

consensus of other LDSS personnel, instructors of specific classes or college or major 

advisors). Proceeding through guidelines such as these may result in opportunities to 

make more consistent decisions, better informed decisions, establish open channels of 

communication among instructors, advisors, and learning disability support staff, yielding 

a coordinated effort to consider the learning needs of individual students in specific 

classes. Learning disability support staff members could have an opportunity to leam 

more about particular classes, majors and instructors while instructors and advisors could 

have an opportunity to leam about learning disabilities, the disability support units, and 

the nature of the support available to them as well as students. Such a procedure could 
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take steps toward dispelling misconceptions of disability support and help build the 

integrity of the disability support unit as well as the individual student. 

If instructors and advisors become involved in the decision-making processes of 

determining appropriate accommodations, it will be important to identify opportunities 

for faculty development on topics relating to the characteristics and impact of learning 

disabilities, functional limitations, essential requirements of courses, disability support 

services, and legal issues. 

It is recommended that information be gathered regarding student satisfaction of 

the disability support programs and perceptions of faculty and staff as well to develop a 

plan for determining possible changes, improvements and expanded services. Insights 

should also be sought from LDSS personnel, instructors, and other academic affairs and 

student affairs personnel. This information could be used to identify the need for and 

topics for in-service workshops, program modifications, procedural changes, ways in 

which the disability support unit may offer support for campus departments, and 

opportunities for establishing collaborative parmerships to facilitate academic success. 

Further investigation may determine the need for and/or the nature of a possible 

campaign developed for dissemination information about the learning disability support 

programs, including information on how and why to contact the staff. During the course 

of interviews with instructors, many vague and inaccurate perceptions regarding the 

disability support programs, accommodations, and procedures were expressed. These 

misperceptions can be a springboard for identifying issues and procedures to be included 

in this informational campaign. All of the instructor participants expressed an interest in 
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working with students with learning disabilities and discussing strategies and 

accommodations with students and LDSS personnel. There was no indication that 

instructors felt that it was appropriate for them to initiate discussions about 

accommodations with LDSS personnel, but rather there seemed to be a resignation that 

accormnodations are non-negotiable and imposed upon the instructor by the disability 

support unit for the benefit of the student. There seems to be an untapped opportunity to 

open communication and foster collaborative efforts in the interest of student academic 

success as well as to identify areas where instructors and the disability support service 

program might support each other. The development of an innovative and interactive 

website linked to the University website and readily accessible may prove to be a 

valuable resource. Areas to be considered for inclusion may include: descriptions of 

available services for students, faculty', and staff; descriptions of learning disabilities; 

descriptions of policies and procedures; contact information; and sources for further 

information. A highlight of this website could be frequently asked questions of students, 

instructors, staff, counselors, high school teachers, and families (perhaps, in-part, the 

form of video clips). Printed information in the form of handbooks may be found to be 

an appropriate resource to be distributed to deans, department heads and directors of 

programs, and pamphlets may be found to be a preference for distribution to instructors 

on a semester basis. It is possible that disability support units may research whether 

providing campus and community support is effective in offering services and waiting to 

be contacted, or whether adapting a more involved role of becoming active resources, 

seeking opportunities to offer and obtain insight and assistance around campus, in public 
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and private schools, in special education/special services departments, and in professional 

organizations is preferred in specific settings. Disability support service units and offices 

concerned with promoting and supporting diversity on campus may find it mutually 

beneficial to join forces to obtain recognition from broader audiences and to establish a 

unified presence on campus. This effort may be readily realized with the support and 

endorsement of some key players, possibly senior administrators, deans, senior faculty, 

university teaching and learning center, special education coordinators, and guidance 

counselors. 

Rhe disability support program staff might want to consider the benefits of getting 

involved in efforts on campus related to considering and improving learning, teaching, 

universal design in instruction, multiple assessment methods, student development, 

investigating student culture, and coordinating or redesigning service delivery in 

academic and student affairs. Such participation may foster two-way communication and 

give rise to opportimities to collaborate with other units on campus as well as facilitate 

opportunities for accurate first-hand communication about the disability support 

programs, the services they provide for students, and the roles they are willing to play in 

providing information and support for faculty, staff and administrators. This may present 

an opportunity for LDSS personnel to leam more about particular departments while 

allowing instructors, academic affairs and student affairs personnel to leam more about 

leaming disabilities and the disability support units. 

An important aspect of the Enhanced Program as perceived by both students and 

LDSS personnel is "counseling," the opportimity for reflection, discussion, plaiming and 
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assessing, often on a weekly basis, more frequently for some students some semesters, 

and less frequently for other students and during other semesters. The results of this 

investigation suggest areas to be incorporated into the "counseling" agenda including; (a) 

guiding students as they develop their perceptions and understanding of their learning 

disabilities, an area that seems to have powerful and far-reaching implications; (b) 

encouraging students to see that they can be active participants in academics by 

understanding their learning disability and how they leam, recognizing some areas as 

strengths and some as weaknesses, by developing strategies that are effective for them, 

and by thoughtfully implementing approaches, strategies, and possibly outside support 

from tutors. LDSS personnel, and instructors; (c) fostering an active role in learning and 

dealing with a learning disability, possibly to lead to empowerment through knowledge 

that the student has many options in his/her college education that are within his/her 

control, (d) developing a clear purpose for attending college and establishing specific 

long-term and short-term goals; (e) developing guidelines for setting priorities based on 

identified goals; (f) assessing and developing time management skills and techniques to 

avoid procrastination; (g) developing ways for self-assessment (of study skills 

effectiveness, progress in classes, progress toward degree completion, preparation for 

plans after graduation, etc.); (h) developing effective problem-solving techniques 

(including determining alternative ways to approach classes and class requirements, 

identifying appropriate sources and levels of support, etc,); and (i) identifying means for 

helping students to develop self-efficacious attitudes and behaviors, particularly ways to 

maintain consistent levels of motivation, as well as perseverance and resilience. Finally, 
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disability support services units might endeavor to determine whether or how to provide 

and improve components of the program that provide mentoring and tutorial services, 

workshops, orientation programs, develop study strategies, time management and goal-

setting skills. 

Implications for Students. It seems that students need to take advantage of 

opportunities to developing skills in time management, setting priorities, goal-setting, 

self-monitoring and self-assessment, and develop a repertoire of strategies and problem-

solving techniques that can enhance a student's ability to monitor him/herself, and to take 

steps to achieve desired objectives. Students need to determine appropriate sources and 

levels of support. Measures should be taken to help students deal with frustration and 

failure in order to develop resilience and persistence, to view difficult tasks as challenges, 

not threats to be avoided, to foster the development of resiliency to take on new and 

challenging tasks. By developing a knowledge of strengths and limitations, strategic 

decision-making, resilience, persistence, and confidence can result as students take on 

new and challenging tasks. 

Students need clear expectations of the work required at college in order to 

succeed in academics. Students also need to know the requirements of their chosen 

major and assess whether specific degree programs are appropriate matches with their 

strengths, weakness, career aspirations and amount of conmiitment. Students need to 

develop the ability to monitor their needs and progress and to develop the ability to 

determine appropriate levels of support and identify sources of needed support. 
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It seems that students to develop an active approach to learning and compensating 

for their teaming disability. Such an approach allows students to be empowered with the 

ability to take control of many of the choices faced when pursuing a college education. 

Further research in any of these areas could offer results that could have important 

implications on learning disability educational practices. 

Implications for schools and families. Investigations are recommended to explore 

whether and/or how schools and families of students with learning disabilities can take 

steps to foster efficacious attitudes and actions in students. Measures that foster 

conscientiousness in academics, general agreeableness, psychological well-being, 

positive self-esteem, and ways to ensure the presence of social support may be of 

particular interest. Students need the opportunities to take responsibility for identifying 

and implementing strategies for being successful in class: fluther research efforts may 

identify exactly how crucial this is and how best to facilitate it. 

Implications for Instructors 

What are the effects of instructors taking measures to ensure that their classes are 

sensitive to the diverse learners that comprise students enrolled in their classes? Do 

multiple methods of assessment facilitate learning of student of different cultures, 

backgrounds, and learning needs and preferences? How might instructors measure 

success as an instructor, at least in part, by student success? Instructors may consider 

reflecting upon and determining elements of good practice that are already part of their 

teaching repertoire and identifying additional elements to be incorporated into teaching. 

Such elements may include fostering student-faculty interactions, facilitating cooperation 
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among studems, encouraging active learning, providing prompt feed-back, emphasizing 

lime-on-task, communicating high expectations, and demonstrating respect for diverse 

talents and ways of learning. While pursuing these elements, instructors may consider 

ways in which students' goals and goals of the course may or may not be congruent, and 

may consider ways in which the discrepancies may be lessened or complemented. 

Student goals, instructional goals, and institutional goals may become more congruent by 

coordinating the efforts of instructors, student affairs, academic affairs, and students. It 

seems reasonable to assume that retention through academic success can be promoted by 

joining forces and coordinating efforts with students, disability support service units, and 

other relevant offices on campus. 

Conclusions based on the results of this study are limited and warrant further 

investigation. It seems that what fosters success for students with learning disabilities is 

often the same as what fosters success for students in general: good efficacy, good study 

approaches, good teaching practice, good academic affairs practice, and good student 

affairs practice. Good practice (such as providing notes online, and using alternative 

means of assessing learning) could minimize the need for many accommodations (such as 

note takers and extended time on tests). Accommodations that are necessary need not be 

complex or expensive, may be appropriate for other learners who are not identified as 

having a learning disability, and may enhance the effectiveness of teaching and learning. 

Conclusion - Future Directions 

This investigation has focused on the academic success and failure of students 

with learning disabilities from the perspectives of college students with learning 
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disabilities, their instructors, and learning disabilities support services personnel. This 

study has been guided by the research and literature on social construction, self-efficacy, 

retention theory, good practice, and learning communities. These frameworks have been 

instrumental in defining the data that was collected and influenced the ways in which the 

data have been interpreted. 

How is it that some college students with learning disabilities achieve academic 

success? Part of the story is in what students bring to campus. Students who are 

successful in academics in this study generally possess levels of efficacy indicated by the 

degree they believe the have control and options in their academic lives, allowing them to 

take an active role in their academic pursuits. Successful students have goals, are 

consistently motivated, exhibit persistence and resilience, self-monitoring abilities, 

problem-solving skills, and the have the ability to seek resources when necessary. 

Successful students generally do not allow themselves to procrastinate but have 

deveIop>ed and use effective time management skills. Because they know their goals, 

prioritizing is not difficult. 

Are these traits that the students have developed because of involvement in 

special education in elementary and secondary schools? If this is the case, this supports 

the moneys that have been dedicated to special education in past decades and is an 

indication that financial allocations to special education are reaping positive results, and 

evidence of success in special education programs. Are these traits that students possess 

because of families who exemplify such qualities? Implications may be made that could 

influence parenting skills. Are these traits largely the result of socioeconomic status? 
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Interesting implications may be researched to determine how these traits may be fostered 

more universally. Are these traits that students developed during their attendance at 

college as a result of experiences in academics, out-of class experiences, or as a result of 

the disability support services? Further research in each of these areas could reveal 

important results that could inform how these traits of successful students could be 

fostered in such a way as to minimize student failure and maximize academic success. 

Successful students with learning disabilities in this study not only seem to 

possess these characteristics and skills, but they also effectively implement them, to 

actualize academic success. Therefore, it follows that activities and ways of interacting 

with young students with learning disabilities may be researched to determine how to 

plan for and carry out activities in such a way as to foster these attitudes and behaviors. 

Further investigations may be designed to determine how to effectively incorporate 

activities that foster self-efficacious beliefs and practices into the curriculum and 

extracurricular activities from the earliest school experiences through high school. 

Continued investigations of self-efficacy at the college level could likewise yield 

important findings that could determine how self-efficacy can be fostered in and out of 

the classroom. 

A second part of the story of how students with learning disabilities are successful 

in academics has to do with instructors. Students with learning disabilities seem to value 

instructors whose teaching is riddled with these elements of good practice. What is good 

practice for students in general also seems to be good practice for students with learning 

disabilities. Instructors who facilitate success and have important impacts on students 
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tend to be those who relate to students and help students relate to the material taught in 

class, foster student-faculty interactions, allow a variety of activities and multiple ways of 

assessing student learning, encourage active learning, provide prompt feed-back, and 

demonstrate respect for diverse talents and ways of learning. Successful students with 

learning disabilities have coped with instructors who do not personify these traits and 

other attributes of good practice by compensating for elements of good teaching that are 

important to their academic success. Less successful students seem to lack some of the 

attributes of the successful student (high self-efficacy, active learner, etc.) and may be 

less likely to compensate or realize how to compensate. 

A third part of the story of the academic success of college students with learning 

disabilities rests with learning disability support services. During meetings with students, 

support personnel might determine the importance of implementing well-planned 

activities to foster student growth, self-efficacy, and help students to continue to develop 

their understanding of their learning disability. Support personnel may be able to put 

themselves in a position to help set the tone for how disability is perceived by students as 

well as by members of the campus community, and play an important role on campus in 

helping to coordinate collaborative efforts, of students, faculty, and staff to develop a 

positive understanding of learning disabilities and a healthy climate on campus regarding 

disability and learning. 

The way in which students perceive their learning disabilities appears closely 

linked to all of the other elements that contribute to academic success. What determines 

the academic success of students with learning disabilities? The answer may rest in how 
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students make sense of their learning disabilities. Further research possibilities lie in 

exploring the impact of different models of learning disabilities and the role of 

efficacious attitudes and behaviors. It would be interesting to investigate the histories of 

both students with learning disabilities and those without to identify the kinds of elements 

that determine whether students will be passive or active students. Does the medical 

model of learning disabilities that dominated the past several decades foster passive 

students, victims, enabled individuals? Will adopting the interactional model of learning 

disabilities produce active students with strong beliefs of self-efficacy, individuals who 

are empowered with choices and control within the environment? What are the impacts 

of these two models of learning disabilities? Could these questions reveal a new 

perspective, a new foundation to learning disability support services and learning 

disability attitudes in the schools and on campus? Is a key to the academic success of 

students with learning disabilities embedded in how students make sense of their learning 

disability? These are indeed intriguing possibilities for future research. 

Since the onset of this investigation, the Supreme Court has rendered decisions 

that have impact on individuals with learning disabilities and their protection under the 

Americans with Disabilities Act. The Supreme Court has set a standard for determining 

whether the Americans with Disability Act protects an individual. An individual must be 

"significantly restricted" in the "condition, manner, and duration" in which a person 

performs certain major life activities as compared to most pieople (Newmeyer, 1999). A 

question that has been raised is, "Is a student with learning disabilities who attends 

college significantly restricted in the condition, manner, and diu^tion in which s/he 
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performs certain major life activities as compared to most people if most people do not 

attend college? Will the Supreme Court continue to legally reconstruct learning 

disabilities into an obsolete condition? Will college students with learning disabilities 

continue to be protected by the Americans with Disabilities Act? 

Regardless of court decisions, students currently identified has having learning 

disabilities will continue to have their unique psycho-educational profiles, strengths, 

weaknesses, learning style preferences, abilities to compensate with strategies, levels of 

efficacy, and preferences for being active or passive learners. If the legal system 

discounts the existence of learning disabilities or if college students with learning 

disabilities are no longer to be protected under the Americans with Disabilities Act. this 

investigation was not for naught. Although the generalizability of this study is limited, as 

is the nature of qualitative studies, this investigator submits that the combination of 

beliefs, attitudes and behaviors that have been identified in this study which lead to the 

academic success of students with learning disabilities are not so drastically different 

from students without learning disabilities. Being cognizant of these beliefs, attitudes, 

and behaviors and being aware of their far-reaching impacts behooves educators of every 

description who care about and interact with students to consider taking measures to 

foster their development in and out of the classroom from preschool onward. 
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APPENDIX A 
Demographic Characteristics of Student Participants 

Name Gender Race Major Class Units College 
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R = reading; W = writing; M = math; PP=Public, PR=Private; LD=School Specializing in learning 
disabilities: * Did not meet all selection criteria. 
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APPENDIX B 
Biographical Sketches of Participants 

Enhanced Program Successful (EPS) 

Brittany is a senior from the Midwest working toward a double major in 

Accounting and Finance. As a result of her parents' "messy" divorce, her father said that 

he could no longer afford to support her at college at the conclusion of her freshman year. 

She took the initiative to locate and secure a scholarship from her home state and 

describes herself as being financially independent since her sophomore year. She was 

diagnosed with a learning disability at a young age, probably because her mother, who 

has a learning disability, was able to recognize the signs of a learning disability and talk 

to the schools about getting Brittany tested. In high school she received critical academic 

and emotional support from her resource teacher. She has succeeded in college in spite of 

predictions of failure and humiliation from home. In addition to spending long hours on 

her academic pursuits, participating in her sorority and an honors fraternity, Brittany has 

been conducting job searches and participating in interviews for positions for after 

graduation. 

Helene is from the West Coast. She and BJ (an student participant described 

below under Exceptions and included in the EPJ group) attended the same private school 

for children with learning disabilities. Having started in public schools, once Helene 

began to attend this specialize school in third grade, she began to experience more and 

more success, and, she says, has been "on a roll ever since." She is a senior majoring in 

Retail and Consumer Studies, and is applying to law school. 
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Paige is an in-state senior majoring in Media Arts, with her sights set on entering 

the film industry. Paige attended private schools, an elementary school for students with 

learning differences and a middle school for students with learning disabilities. She 

decided to attend a large public high school that provided support services one period 

daily. 

Colt is a senior majoring in Finance with a recent and "intense passion" for 

acting. He attended public schools on the West Coast, and received no support for his 

learning disability. He says his mother is the reason that he was able to achieve well 

enough in high school to go on to college. His grandfather set money aside to pay for 

tuition and fees for each of his grandchildren. Colt's parents pay for his living expenses, 

as long as he completes his degree in five years. He transferred to Horizon University 

after an unsuccessful freshman year at a research university in the Rocky Mountains. His 

time is divided between school, his fraternity, work, and speech therapy. 

Merlin is a sophomore from the East Coast, majoring in Communication. With the 

exception of high school, she attended public schools where she received comprehensive 

special education services. She said that she was originally misdiagnosed as "language 

delayed" in early elementary school, and she was constantly out of the classroom 

receiving "occupational therapy, physical therapy, speech therapy and writing therapy 

and then, because they were concerned about my mental well-being, they had me go see a 

school psychologist." When she was a senior in high school, she was diagnosed with 

anorexia nervosa and depression. Her mother, an elementary teacher, and her father, a 

professor at a research university, are supportive and demanding of high standards of 



212 

performance. Her long-term goals include getting involved in political campaigns, 

researching violence in high schools, and screen writing. 

Katy attended private schools in the Midwest where she received support for her 

learning disability in elementary grades, but found that support services were not 

necessary in high school. After considering Physiology, Art, and Business, she has 

decided to major in Marketing to achieve her goal of becoming a medical illustrator. She 

is active in her sorority in addition to other student organizations and is currently 

participating in a Semester-at-Sea program. 

Mandated Program Successfiil 

SM is an in-state senior majoring in Medical Technology. He attended public 

schools on the West Coast before his family moved to this community. During his 

freshman year in college he was diagnosed with a learning disability, which, he said, 

doesn't really mean much to him. He thought it was "kind of hokey" explaining that he 

doesn't see how having a slow reading rate or slow comprehension is much different 

from a lot of his peers, except he can identify that he "has it." He enlisted in the Army 

Reserves after his ft^shman year, and was gone from college for a year. He has lived on 

his own since, and is in the process of applying to medical schools. 

Tony is also an in-state senior, originally from the immediate community. He 

reports that he is pleased with his choice of majors. Special Education and Rehabilitation. 

He would have chosen Music as his major, but his parents would not have paid for his 

education if he had. His learning disability was identified in high school, and he received 

limited support from the Catholic high school that he attended. He describes his parents 
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as supportive; however, he reports that a cause of his chronic anxiety is concern about his 

parents "not totally approving" of what he does," particularly his mother. He seems to 

tind solace in his father's advice, "Do what you need to do." and support from his 

girlfriend. 

Carole is a sophomore majoring in Education. She is an in-state student from a 

very small community. Her mother is a principal in a neighboring school district, so she 

was able to attend junior high and high school in her mother's district, which was known 

for having better schools. She says she didn't really need support services for her learning 

disability in school because her teachers were aware that sometimes it just took her 

longer to complete tests. 

Susan is a sophomore from the West Coast who transferred to Horizon University 

after having a rough first year at a liberal arts college on the East Coast. She didn't know 

she had a learning disability untU last semester, although her mother, a psychologist, had 

made the diagnosis long before. She says she's thankfril that she didn't know that she had 

a learning disability when she was younger, because she feels that if she had, she 

probably wouldn't have done as well in school. She is applying to the very competitive 

School of Nursing. 

Enhanced Program Jeopardv 

Margaret is a junior from the Texas, majoring in Psychology. She attended private 

schools for students with "learning differences" except for a brief an unsatisfactory 

period of time she spent in a public high school. Her parents are divorced. Her mother is 
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a stay-at-home mom and her father teaches at a major research university in the 

Southwest. Margaret has a younger brother who will attend Horizon University next year. 

Stacy is an in-state student, a sophomore majoring in Retail and Consumer 

Studies. Prior to college, she attended public schools in a major city in the Northeast, and 

received support and accommodations in high school. Upon graduation from high school, 

her family moved to this state. She was glad when school started so she could meet some 

students her own age. Although she would like to work with little children eventually, she 

must stay in her current major until she raises her GPA. She has a supportive older 

brother and she describes her mother as her best friend. 

Andrea is originally from this state and attended public schools in her hometown, 

a small city. She was not diagnosed with a learning disability until she was a junior in 

high school and, although services were available to her, she was adamant about not 

being put "into a special education program with severely handicapped students and 

students with severe learning disabilities." She mentioned several times the value she 

places on coming from a &niily that is close and supportive, and her good fortune of 

having had several teachers who were "phenomenal." She is a sophomore majoring in 

Journalism. 

Liunus' parents came to this country from the Iberian Peninsula. His father died 

when Liunus was in junior high. When he entered high school, his mother returned to 

college to complete requirements for her bachelor's degree in education. He recalls the 

work ethic she exemplified, going to classes while he was in school, being a mom after 

school, "staying on his case," and staying up late to work on her homework while he 
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worked on his. continuing long after he went to bed. Liunus attended a male-only 

Catholic high school on the West Coast. He is a third semester freshman with no major 

declared, and doesn't know what he wants to do for a living other than make good 

money. 

Exceptions 

Daniel was included in the investigation as an exception bringing the total number 

of student participants in the EPS group to seven. He matched all selection criteria for the 

EPS except the cumulative college GPA requirement (2.724). He is a senior from the 

Midwest majoring in English Literature. Although his learning disability was diagnosed 

in elementary school, the schools he attended did not recognize him as a student with a 

learning disability because he was able to achieve satisfactorily, often at an honors level. 

He did not receive support services in school but had tutoring outside of school when 

necessary. He credits his supportive parents for making the time to work with him at 

home in the evenings on a regular basis. He explained that there was much that he missed 

in the classroom that he needed to know in order to do his homework; his parents helped 

fill those gaps. 

BJ was included in the study as an exception because he was such a close match to the 

EPJ group, meeting all selection criteria except high school GPA (2.976, just short of the 

3.000 selection criteria). By including BJ, the EPJ group is the desired size (five). BJ 

attended a private school that specialized in working with children with learning 

disabilities, the same school that Helene (EPS) attended. He was completing his freshman 

year with aspirations of majoring in Criminal Justice at the time of the interview. His 
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father attended college, but did not finish. BJ explained that his father owns his own 

business and expects BJ to have a college education if he is going to work for him. BJ 

recognizes the support he has received fi-om his parents as important to his ability to do 

well in academics, explaining that he does well when his parents keep pushing him. He is 

anxious to return to his home on the West Coast. 

Instructors 

Kiki is an adjunct instructor in the Mathematics Department. She has taught 

mathematics at the middle school and high school levels at both public and private 

schools. She is pursuing her interests in computer programming and history. As an 

undergraduate she attended an all-female private college in the South. 

Nicholas is an adjunct instructor in the Special Education and Rehabilitation 

Department. He has taught previously in a community college in the Midwest. He 

identified himself as a person with a disability and explained how his disability impacted 

him as a college student and how it influences the way he teaches. 

Emily attended a research university on the West Coast where she earned her 

Bachelor's and Master's degrees. She earned her Doctorate degree at Horizon University 

and is a lecturer in the College of Science. Although she enjoys research, it requires hours 

of writing for grants to find funding. If she cannot spend her time in research, she prefers 

investing her time in teaching rather than writing grants. She is particularly concerned 

about facilitating critical thinking of her students and their ability to apply concepts 

presented in the course, as opposed to teaching classes that require solely rote 
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memorization of facts for a test, facts that may not have any fiiture relevance to students. 

Emily sf)ecifically chose teaching because: 

1 tried to figure out what it was that I thought I could make the biggest impact on 

sciences, and I felt my skill as a teacher would be the thing where I could connect with 

ore people, make more people understand science and how it fits into their big picture. 1 

would probably have a bigger impact that way than spending all my time in research. So I 

shifted gears and became primarily an instructor. Most of my responsibilities are lecture 

and 1 still do science research but now it's on the side or in the summertime. 

Tracy is a lecturer in the Mathematics E)epartment who also participates in 

administrative duties relating to the development of the entry-level math course 

curriculum. She attended a small liberal arts school as an undergraduate and earned her 

Master's at Horizon University. She believes an important part of her role as an instructor 

to predominantly first-year college students is to help students get acclimated to the 

University and the campus culture. 

LDSS Personnel 

Walker has worked with students with learning disabilities for ten years. She 

graduated fi-om Horizon University with a degree in Psychology. She sees her role as 

dealing largely with transition and sees the role of the student as one of responsibility. 

Reaching out to the community and building a more diverse department are two of her 

concerns. She also is concerned about not having ample time to address the many issues 

and concerns students bring to her, preferring a holistic approach to disability services. 
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Raquel has degrees in Education and Counseling. She has worked with students 

with learning disabilities for about eight years. She has an interest in career development, 

and has been involved in developing a program for &cilitating job shadowing, mentoring 

and internships for the Enhanced students. 

Colette has worked with college students with learning disabilities for over ten 

years. She graduated from Horizon University with a degree in Family Studies. She has 

developed expertise in assistive technology in addition facilitating transition from the 

University into graduate schools and careers. 

Hannah has a degree in Special Education from a college in the Midwest. She has 

worked with college students with learning disabilities for over ten years. Her key 

concerns include identifying goals, self-advocacy, en^werment, and student 

development. 

Kay coordinates accommodations for students with disabilities. She attended 

Horizon University as an undergraduate. She has been in disability services for a number 

of years. She expressed some concern for the way in which her position has changed over 

the years, resulting in a more impersonal relationship with students. She is also concerned 

about a possible backlash that the field of learning disabilities. Kay was the only one of 

four LDSS personnel from the Mandated Program identified by students who participated 

in this study. 

Jessica Rae has degrees in English and Special Education and Rehabilitation from 

Horizon University. She has developed expertise in working with students with learning 

disabilities with comorbid psychological disorders. Providing psychosocial support is a 
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critical role she plays in working with students. She does a lot of listening and provides a 

safe place for students to explore and reflect on who they are. 

Sam attended an all-female liberal arts college on the East Coast and has a 

master's degree from Horizon. She has provided direct academic support for students in 

the past, and has less direct student contact currently. She has particular interests in 

writing instruction, multiple intelligences, alternative methods of assessment and 

inclusive systems of education. She feels an important part of her position is faculty and 

staff development in the area of learning disabled college writers. 

Teresa is a graduate of Horizon with degrees in Special Education and 

Rehabilitation. She has interests in the invisible disabilities and medical issues of 

disabilities. She teaches a class on learning strategies for students in the Enhanced 

Program. 

Lionessa is a graduate of Horizon University and has worked with students with 

learning disabilities for a number of years. A critical component of her role is to make 

sure that students can connect with the academic support resources that they request. 
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APPENDIX C 
Participants 

Student Instructor Participation 
Status 

LDSS Personnel Participation 
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Andrea ITAL 
GTA 

No response Hannah Participated 
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BJ ENGL 
GTA 

Unable to locate Lionessa Participated 

LU Liunus MATH, Kiki, 
Adjunct Instr. 

Participated Teresa Participated 
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APPENDIX D 
Interview Protocols 

Students 
1. Background: Before CoUege 

a. When you were in elementary, middle, or high school, what did having 
a learning disability mean to you? 

b. What was school like for you? 
c. When was your LD identified? 
d. What kind of support services did you receive in school? After 

school? 
e. What kinds of schools did you attend? 
f. Describe a teacher who was very effective for you. 
g. Describe a teacher who was not particularly effective for you. 
h. Recall a time in school when you experienced academic success. 

What lead to your success? 
i. Recall a time before college when you felt firustration or failure in an 

academic endeavor. How did you deal with that experience? What 
did you leam from that experience? 

j. What do you see as restraints within which you had to function in 
academics? 

k. What resources did you have to help you in school activities? 
1. How do you assess the roles of motivation, expectations, persistence, 

effort and resilience? 
m. What kinds of choices did you have in school? What was the role of 

control in your education? 
n. How would you assess your feelings about school? Your self-esteem? 

Your self-concept? 
o. To what do you attribute your academic success and failure in school 

before you came to college? What determines whether you will 
succeed or fail in your academic pursuits? 

II. Current Perceptions: College Experiences 
a. Now that you are in college, what does having a learning disability 

mean to you? Do you disclose your LD to your instructors? Do you 
use accommodations? 

b. What has college been like for you? 
c. Was your LD a consideration when you applied to U of A? 
d. What kind of support services have you received in college? Have 

support services been what you expected? 
e. How has your LD influenced your choices of classes and your major? 
f Describe a university instructor who has been very effective for you. 
g. Describe a university instructor who has not been particularly eflfective 

for you. 
h. Recall a time in college when you have experienced academic success. 

What lead to your success? 
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i. Recall a time in college when you have felt frustration or failure in an 
academic endeavor. How did you deal with that experience? What 
did you leam from that experience? 

j. What do you see as restraints within which you have had to fimction in 
academics in college? 

k. What resources have you had to help you in college academics? 
I. How do you assess the roles of motivation, expectations, persistence, 

effort and resilience in college? 
m. What kinds of choices have you had in school? What has been the role 

of control in your college education? 
n. How would you assess your feelings about college? Your self-esteem? 

Your self-concept? 
o. To what do you attnbute your academic success and failure in college? 

What determines whether you will succeed or fail in your academic 
pursuits? 

III. Synthesis/Analysis: Making Sense of It All 
a. Given what you have described (constructed) in the first two parts of 

this interview, where do you see yourself going in the future? 
b. What part do you see LD playing in your future? 
c. What will it take for you to be successful? 
d. What kinds of things do you think will contribute to failures? How 

can risk of academic failure be minimized? 
e. Given what you have said so far, how do you make sense of LD and 

academic success and failure? 
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Instructors 
I. Background 

a. What kinds of things did you have to do in college to be successful in academics? 
When you were in college what might have lead to failure? 

b. Describe an instructor you had in college who was very effective for you. One 
who was not effective for you. 

c. As you recall your undergraduate experience, do you know of or suspect that any 
of your peers had LD? What kinds of differences were there in the way he/she 
approached academics. What would have lead to his/here success in academics? 
What would have lead to his/her &ilure. 

d. Before you entered your career, what dkl you predict your role as an instructor 
would be like? What did you perceive to be the role of the student? 

e. What did you think students would have to do to be successful in their academic 
pursuits in college, or more specifically, your class? 

f. What kinds of factors did you think would determine a student's failure in 
academics in college? 

g. How did you think that students with LD might be similar to and different from 
students who did not have LD? 

h. In what ways did you think that a student with LD would have to plan for 
academic success? Avoid academic failure? 

II. Current Status as an Instructor 
a. What do you perceive as your role as an instructor? What role/responsibilities 

should the student assume? Have your perceptions changed since being in your 
current position? In what ways has being an instructor been different from your 
expectations? 

b. What enhances a student's chances of being successful at the university? In your 
class? 

c. What is the role of students' motivation, expectations, persistence, effort and 
resilience? 

d. What kinds of factors increase the risk of failure at the university? In your class? 
e. Do students with LD disclose their LD to you? What kinds of accommodations 

do they request? Do you feel it is necessary for students to disclose their learning 
disabilities to you? Do you feel that a learning disability could impact a student's 
progress in your class? In what ways? 

f. Can you describe a student with LD who is/was in your class who you would hold 
up as an example of a successful student with LD? One who was/is not 
successful? 

g. What do you perceive are your responsibilities once a student has disclosed to you 
that he/she has an LD? What are the student's responsibilities? What are the 
responsibilities of the LDSS personnel? 

h. How do you perceive the issue of academic accommodations vs. academic 
freedom vs. integrity of the course? 

i. Does the fact that there may be students with LD in your class afiect your role as 
an instructor or the decisions you make regarding teaching? 
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j. What role should LDSS (Enhanced and Mandated) play in higher education? 
III. Synthesis/Analysis 

a. What do you see in the future as far as your role as an instructor is concerned? 
b. What is the future of students with LD in higher education? 
c. How can students with LD, instructors and LDSS personnel enhance the 

chances of a student with LD succeeding in college academics. What kinds of 
things can students, instructors and LDSS personnel plan for to 
reduce/minimize the chances of &ilure in college academics? 

d. What changes would you suggest or comments do you have regarding 
students with LD in higher education or support services? How might LDSS 
support instructors? 

e. What might enhance the chances of academic success for future college 
students with LD? How might students in junior high and high school reduce 
their chances of academic Allure in higher education? 
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LDSS Personnel 
I. Background 

a. What kinds of things did you have to do in college to be successful in academics? 
When you were in college what might have lead to &ilure? 

b. Describe an instructor you had in college who was very effective for you. One 
who was not effective for you. 

c. As you recall your undergraduate experience, do you know of or suspect that any 
of your peers had LD? What kinds of differences were there in the way he/she 
approached academics? What would have lead to his/here success in academics? 
What would have lead to his/her &ilure? 

d. Before you entered your career, what did you predict your role as an LDSS 
provider would be like? What did you perceive to be the role of the student? 

e. What did you think students would have to do to be successful in their academic 
pursuits in college? 

f. What did you think would determine a student's failure in academics in college? 
g. How did you think that students with LD might be similar to and different from 

students who did not have LD? 
h. In what ways did you think that a student with LD would have to plan for 

academic success? Avoid academic failure? 
n. Current Status as an LDSS Provider 

a. What do you perceive as your role as an LDSS provider? What 
role/responsibilities should the student assume? Have your perceptions changed 
since being in your current position? In what ways has being an LDSS provider 
been different from your expectations? 

b. What enhances a student's chances of being successful at the university? In 
particular classes? 

c. What is the role of students' motivation, expectations, persistence, effort and 
resilience? 

d. What kinds of factors increase the risk of failure at the university? In particular 
classes? 

e. Do you feel it is necessary for students to disclose their learning disabilities to 
instructors? How do you feel that a learning disability could impact a student's 
progress in various classes? 

f. Can you describe a student with LD with whom you worked whom you would 
hold up as an example of a successful student with LD? One who was/is not 
successful? 

g. What do you perceive are your responsibilities in supporting students with LD? 
What are the student's responsibilities? What are the responsibilities of 
instructors? 

h. How do you perceive the issue of academic accommodations vs. academic 
freedom vs. integrity of the course vs. advocacy? 

i. Does the fact that there may be students with LD in your class affect your role as 
an instructor or the decisions you make regarding teaching? 
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j. What role should LDSS (Enhanced and Mandated) play in higher education? 
III. Synthesis/Analysis 

a. What do you see in the Aiture as far as your role as an LDSS provider is 
concerned? 

b. What is the future of students with LD in higher education? 
c. How can students with LD. instructors and LDSS personnel enhance the 

chances of a student with LD succeeding in college academics. WTuil kinds of 
things can students, instructors and LDSS personnel plan for to 
reduce/minimize the chaiKes of failure in college academics? 

d. What changes would you suggest or comments do you have regarding 
students with LD in higher education or support services? How might LDSS 
better support students and instructors? 

e. What might enhance the chances of academic success for future college 
students with LD? How might students in junior high and high school reduce 
their chances of academic &ilure in higher education? 
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APPENDIX E 

Summary of Self-EfiScacy Ratings 

Motivation Persistence Control 
HS U 

Action Effort Select 
Action 

Affect 

Daniel + + + + + + + + 

Brittany + + + + + + V 

Heiene + + + + + + 

Paige + + + + + + + + 

Colt + + - + + 4- + 

Merlin + + + + + + + + 

Katy + + + + + + + + 

SM + + + + + + + V 

Tony + + - -
-

4- + V 

Carole + + + + + + + + 

Susan + + + + + + + V 

Margaret V - + - + + V 

Stacy V V + + + + + V 

Andrea V V + + + + + V 

BJ - V - - - + + V 

Liunus + V + + - + - V 

+ = indicators of positive eflBcacy; - = indicators of negative eflBcacy; V = indicators of 
variable eflBcacy 
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