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An Issue on Issues: Service Delivery for Postsecondary Students with Learning Disabilities

The impetus for this special topical issue on students with learning disabilities (LD) for the Journal of Postsecondary Education and Disability came from a broad spectrum of forces. With the increasing numbers of these students pursuing higher education nationwide comes the need among professionals for information and assistance in assuring equal educational access and compliance with Section 504. Approaches to service delivery, development of institutional policies and procedures, assessment, data collection and analysis, and promoting independence are areas too sparsely represented in the literature, yet at the cutting edge of what we are called to address daily. The goal of this issue is to provide the readership with current perspectives on topics of critical concern. We have attempted in the editorial process to use several criteria in generating the content: (1) relevance to AHSSPPE membership; (2) recency of publications; and (3) equal representation in terms of topical areas.

In a climate of unpredictable economic conditions, we as service providers face a perplexing dilemma: how to address the needs of increasing numbers of students with learning disabilities who are enrolling in higher education while struggling with budget cutbacks and diminishing resources. There are many approaches to service delivery at the postsecondary level, but one principle should guide the development of effective interventions: duplication of services on any campus not only represents unwarranted expenditures but also may create confusion for student consumers and faculty. Developing linkages with existing campus resources such as learning and counseling centers as well as tutorial services makes sound sense and affords an opportunity to enhance awareness, sensitivity, and skills of a broad array of campus personnel who should be trained to provide accommodations and deliver services to all students with disabilities. Brinckerhoff offers a number of practical suggestions which have applicability to service providers in the diverse contexts that deliver postsecondary education and training.

Given the confusion surrounding the definition of a specific learning disability, it is not surprising that the area of assessment lacks a cohesive and comprehensive foundation. Until the field addresses issues of test construction and the need for longitudinal research studies of adults with learning disabilities, we will continue to grapple with the selection of appropriate assessment instruments that is so clearly evident in the survey reported by Canton and Walkenshaw.

During the past decade, there has been a nationwide trend within the field of special education toward recognizing the need to systematically develop methods to facilitate the transition of students with all disabilities from high schools into postsecondary education and employment. Although many states now require individual transition plans (ITPs) for high school students who receive special education and related services, effective procedures for implementing them have not been documented. The article by Price and Evelo provides a detailed example of a cooperative transition planning model to better prepare students with LD for the challenges of college studies.

As we become more aware of the lifelong nature of learning disabilities, as well as the heterogeneous characteristics of the population we are serving, there is a need to broaden our perspective regarding issues of training for independence and successful employment. Although there is a dearth of follow-up studies of adults with LD, there is an emerging body of literature that suggests variation in outcomes such as extent of employment (fuII-time vs. part-time), independent living status, and wage-earning capabilities. Some innovative postsecondary programs have been developed to address the needs of students with more severe learning disabilities, although there is a crucial void in the number and geographic location of such postsecondary options. Herzog and Falk report on a follow-up study conducted with graduates of a specialized 2-year certificate program that prepares students for human services careers. We have also included an article by Greenspan, Apthorp, and Williams which raises concerns about the social competence and work success of college students with LD. In combination, these two studies provide food for thought as we seek ways to foster skills for independence and self-sufficiency in anticipation of the next transition college students face: integration into the world of employment.

This special issue of the Journal was conceptualized by us within the framework of the challenges we face on a daily basis. Given the relative infancy of the field of postsecondary education for students with learning disabilities, it is important to remember that in many instances, there are no clear-cut, black or white answers to issues, but rather a need to apply a problem-solving approach guided by Section 504, the limited legal precedents in existence, and in some cases, common sense. AHSSPPE members, conferences, and publications are resources of immense value. We are deeply appreciative of the opportunity to undertake this project, and express our sincere thanks to Martha Redden Ozer, Editor, as well as to our colleagues who demonstrated their commitment to the students we serve by their timely response to the demands of deadlines!

Joan M. McGuire
Stan F. Shaw
University of Connecticut
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Abstract

Increasing numbers of students with learning disabilities (LD) are attending institutions of higher education resulting in an unprecedented demand for services. As a result, many colleges are faced with the prospect of developing additional institutional supports at a time when budgets are being cut. This article is designed to assist postsecondary LD service providers who are in the process of developing support services with minimal resources. Practical suggestions are offered on how to define service eligibility, provide reasonable accommodations, establish diagnostic testing procedures, maximize existing ancillary services on campus, and measure program effectiveness.
Several publications have recently appeared in the literature profiling model learning disability (LD) programs at a variety of 2-and 4-year institutions (Adelman,1988; Mangrum & Strichart, 1988; McGuire, 1988). Each year, more colleges and universities are developing support services for students with learning disabilities (Lazarus, 1989; Vogel, 1982). The number of college students with learning disabilities has increased tenfold in the last decade (Learning Disability Update, 1986). A national survey conducted by the American Council on Education (Hippolitus, 1987) indicated that students with learning disabilities now make up 1.1 % of the total freshman class. With an increased demand for services, colleges are often faced with the prospect of developing additional institutional support services at a time when budgets are being cut and offices are already under-staffed. Given this climate of austerity in higher education, many colleges and universities want to develop a core of support services for students with learning disabilities rather than a comprehensive LD program.

The luxury of offering a comprehensive LD program is often not possible due to funding limitations, inadequate space, or a lack of institutional commitment. When administrators are faced with the prospect of developing LD services from scratch, they often find a staff person who has already shown an interest in learning disabilities. Individuals who inherit the responsibility for providing LD support services often come from a variety of fields, such as: psychology, special education, counseling, social work, curriculum and instruction, rehabilitation, or developmental education (Blosser,1984; Shaw & Norlander, 1986). Frequently, their current job duties are expanded to encompass serving college students with learning disabilities. Within a year or two, part-time duties evolve into full-time "learning specialist" positions. During this rapid growth of LD support services, the newly appointed "learning specialist" looks for additional resources and contact people who can assist in the development and refinement of support services.

This article is designed to assist this expanding group of postsecondary service providers who are in the process of developing support services on their campuses. The title of "learning specialist" will be used to refer to an individual with specific training in learning disabilities and assessment. The title of "LD service provider" will be used to refer to an individual with a broader counseling or support services background who may not have specific training in the area of learning disabilities. The suggestions made are designed to be relatively inexpensive and within the scope of implementation by one full-time individual. With minimal resources and a dedicated staff person, it is possible to provide adequate support services to the many capable students with learning disabilities who might otherwise not be successful in higher education.

Guidelines For Service Eligibility

Before services are offered, it is important that guidelines for service eligibility be established. These guidelines should fall within the scope of Section 504 of the The Vocational Rehabilitation Act of 1973 (Federal Register, 1980, May 9) which states that any public or private institution that receives federal monies shall not discriminate on the basis of handicap. The intent of the law is not to grant students access because of the handicap, but simply to prevent exclusion because of it (Mangrum & Strichart,1988). College students with learning disabilities are clearly protected under Section 504 (Rothstein,1986) and must be granted an opportunity to compete with their non-disabled peers. Furthermore, these students may expect to be provided modifications or "reasonable accommodations" that will assist them in compensating for their learning disability. However, Rothstein (1986) noted that problems often arise in determining whether a student actually does have a learning disability. The relevance of diagnostic data varies according to its recency. Information gathered at the elementary or middle school level may have questionable value as it pertains to postsecondary accommodations. Issues of eligibility become even more complicated in cases where students have been diagnosed by private consultants and psychologists (Brinckerhoff, Shaw, & McGuire, in press). Clearly there is a need to establish eligibility criteria at the postsecondary level that can be tailored to individual postsecondary contexts (Mellard,1990). Scott (1990) pointed out that the spirit of the law is to mandate that professionals in higher education apply informed judgment in admitting, accommodating, and educating students with learning disabilities. Once these essential program components are established and validated, individual abilities and accommodations can be considered.

After establishing guidelines for services, the institution needs to determine whether or not it will charge an additional tuition fee to cover some or all of the LD support services offered. Some colleges and universities are offering one or two levels of LD services: basic and user-fee services. Basic LD services often include a variety of generic accommodations such as: alternative testing procedures, access to tape recorders, readers, recorded textbooks, auxiliary aids, notetakers, or substitution of certain course work. Students who receive basic LD services typically depend more heavily on other campus resources such as the Learning Assistance Center or counseling services and have few opportunities for consulting with a learning disabilities specialist on a regular basis. In addition to the basic LD services previously mentioned, user-fee services may include a complete diagnostic evaluation, on-going consultation with a trained learning disability specialist, frequent tutoring, and personal counseling. Many program administrators are caught in the ethical dilemma of what level of service to offer: either an extensive program based upon a user fee, or less comprehensive services at no additional cost to the student. This decision will ultimately depend on a number of factors including the mission of the institution regarding students with learning disabilities, the availability of qualified staff to serve these students, and access to funds for supporting LD services on campus.

Providing Accommodations

Despite a prevalent fear that the quality of education will be lowered by making accommodations, experience has shown that this does not happen (Scheiber & Talpers,1987). One of the most frequent requests from students typically involves requests for additional time on an exam. The standard rule of thumb in most postsecondary settings is time and a half, or double time. This policy is a guide to both the faculty member who is likely to give an extra 5 minutes and the "good natured" professor who allows the student to take an exam home for the weekend. Certainly there are problems with either approach, but it is important to maintain uniform standards. On occasion, a student may need more than double time, but such cases should be a rare exception and substantial data documenting reduced processing skills would have to be provided. Service providers must not overlook the possibility of having a student take an exam in a quiet room. Sometimes allowing a student to read out loud, work in a distraction-free setting or take frequent stretch breaks can make a tremendous difference. The exam format can be altered as well. Oral exams may be substituted for written exams, or personal computers in a private room can be used by students who have difficulty in spelling, writing or organizing their thoughts on paper. If it appears that the exam discriminates on the basis of the student's disability, rather than measures knowledge of course content, then testing accommodations should be considered.

Other accommodations may be programmatic in nature. These accommodations may include: priority registration, priority housing assignments, and enrollment in "special sections" of remedial or developmental courses. Several campuses permit students with learning disabilities to take a reduced course load without losing full-time student status or permit students with specific language-based learning disabilities to obtain a foreign language course substitution (Shaw, Byron, Norlander, McGuire, & Anderson, 1988). Similarly, a student with a specific learning disability in mathematical reasoning or problem solving may be an appropriate candidate for a course substitution in an area related to mathematics. As long as the academic adjustments or accommodations proposed are not viewed as essential to the program or directly related to licensing requirements, they should be considered as possible alternatives for students with learning disabilities.

Course Substitutions

It may take years for some college administrators to agree to the notion that certain students with documented learning disabilities should be allowed to take alternatives to satisfy degree requirements. As long as these requirements do not directly impact upon state certification or licensure and are not viewed as integral to the plan of study, course substitutions may be appropriate. However, institutions are not required to make fundamental alterations to their programs (Rothstein, 1986). For example, if a student with a learning disability in mathematics were unable to complete the requirements for a degree in engineering without substantially altering the program, the student would not be "otherwise qualified" under Section 504. If the same student were an art history major, where mathematics knowledge is not integral to the course of study, the student might be an appropriate candidate for course substitution. In the field of mathematics, for example, substitutions may be offered in research methods classes or in computer courses.

Frequently, students with learning disabilities do not want to be treated differently. Many will persist at trying to master a foreign language or mathematics courses despite repeated failures, just so they won't be perceived as different or as gaining "special treatment." Similarly, many college students with learning disabilities prefer to complete their degree requirements by applying for a course substitution rather than a waiver. The LD service provider and members of a campus access committee may be in a position to implement new policies that will give these students the option of studying the culture of a given country, instead of struggling with two or three semesters of a foreign language (Ganschow & Sparks, 1987). A few campuses nationally permit the study of American Sign Language (ASL) as a viable option for fulfilling foreign language course requirements. Another option, before requesting a foreign language substitution, might be for the student to study a less traditional language. Block and Burke (1988) suggested that some students with learning disabilities may be successful in low enrollment courses where more individualized instruction is possible and in courses where all students enter the course without prior background knowledge of the foreign language (e.g., Chinese or Swahili).

Students who receive approval for a substitution should take the same number of credit hours, or a comparable level of work in the substituted course as they would in the conventional foreign language or mathematics core curriculum. Several campuses have established a course substitution review committee to evaluate requests from students with disabilities seeking course substitutions. The procedures for establishing a course substitution review committee vary from campus to campus, but generally the committee is composed of six-to-eight members representing the foreign language or mathematics departments, along with specialists from related disciplines such as special education, speech and language, or educational psychology. These campus "experts" review the student's petition for a course substitution, evaluate the completeness of the documentation submitted, and make recommendations for further study. The committee often meets at specified times each year to review cases for the following semester. For students who are not approved by the review committee initially, an appeal process is provided.

Developing Service Forms

Eligibility policies and the procedures for carrying out these services in an orderly manner can be reflected in a variety of service contracts or forms that should be developed in anticipation of future needs. For example, referring a new student to the LD service provider may necessitate the development of a referral form that can be filled out by a faculty or staff member. Additional forms may be needed for arranging alternative testing accommodations, notetaking assistance, or peer tutoring. Students need to be responsible for requesting alternative testing at least 48 hours in advance. Ideally, the alternative testing request form includes information as to how the test will be delivered, the type of testing accommodations to be used, and a designated place for a departmental signature when the exam is returned. Many students with learning disabilities have difficulty remembering what accommodations they are receiving in a particular class, let alone remembering the logistics concerning the delivery and return of an exam. Gajar (1987) has developed a comprehensive collection of support service forms which can serve as a starting point for developing the necessary internal operating procedures to ensure smooth service delivery. Additional forms specific to individual campus needs can be developed by the learning specialist as needed.

Service forms are most frequently used with faculty for arranging alternative testing accommodations. The process of negotiating with faculty can be a delicate issue. Typically, institutions have developed their own protocol for students to follow in arranging reasonable testing accommodations. On some campuses, the service provider will do everything for the student including contacting the professor, verifying the disability, arranging for the accommodations, and scheduling the exam. On other campuses, the student is responsible for making whatever arrangements he/she can with sympathetic faculty. Both of these extremes place the student at a disadvantage. Students who have everything arranged for them are missing out on an opportunity to self-advocate and describe their disability. Conversely, students who have to navigate the system on their own may be forced to try anything that works in order to convince a faculty member that testing accommodations are necessary. The Association on Handicapped Student Service Programs in Postsecondary Education (AHSSPPE) has tried to address this problem by developing a folder that looks official and includes a statement that the student presenting this information has a learning disability that may require some accommodation. One large urban university provides students with a "blue envelope" to take to faculty at the beginning of the semester. In this case, the Disabled Student Service provider makes letters of introduction available to all faculty members. As a result, many students may feel that it is no longer necessary for them to meet with the faculty member, since the contents of the envelope will take care of everything! However, as the demand for services increases, additional problems will arise in trying to keep up with requests and "special" letters of introduction. Although the service provider's intentions are to pave the way for the student, students may develop a false dependency on the service provider because they think that this is the only way to legitimize their needs with faculty. Students should make their own appointment with the faculty member, go on their own and be prepared to describe their learning disability as it relates to course material. If the faculty member requests documentation of the learning disability, the student should refer the faculty member to the LD service provider, or a counselor who is familiar with the student's disability.

Diagnostic Testing On Campus

One of the primary considerations in differentiating between LD support services and an LD program is to determine how much diagnostic testing can be provided on campus to students who believe they may have a learning disability. Most support services offer some type of intake interview and basic screening process. Comprehensive LD programs are most likely to have access to a diagnostician and perhaps a team of specialists who can assist in documenting a learning disability. Ideally, when the testing is completed it will be reviewed by a multidisciplinary team that can work with the student in generating an individualized semester plan (ISP) based on the diagnostic data (Shaw, Byron, Norlander, McGuire, & Anderson, 1988). Team members are often faculty members who have been solicited from related departments such as: speech and language, special education, or allied health. Goal statements, which include the desired change, the projected time line for services, and resources needed to reach specific objectives, may be included. However, a word of caution is in order. The institution and the LD service provider need to be in agreement as to how much diagnostic testing can be reasonably provided. This is a very labor-intensive service. It may take a learning specialist 10-12 hours to test, prepare, and write a complete diagnostic report. Experience has shown that once diagnostic services are available to students, the learning specialist will quickly become inundated with requests for evaluations.

Although assessment of students with learning disabilities is not required under Section 504 (Brinckerhoff, 1985), many institutions feel they are not meeting the needs of consumers without offering some in-house diagnostic testing. Most likely there are a variety of resource people already on campus or in the community who have an interest and expertise in LD assessment. Because many learning specialists do not have the time or resources to do extensive testing, a "blue chip" referral list of community contacts who can assist in the evaluation of learning disabilities on a fee basis may be helpful in matching students with diagnostic services. This referral list may include brief descriptions of diagnosticians, their training and background, and areas of expertise. It is very important that students select a professional with whom they can feel comfortable working. The diagnostician should have a good working knowledge of learning disabilities, as well as be familiar with different types of diagnostic testing. Some LD service providers with background in assessment may provide community resource persons with a comprehensive listing of the diagnostic testing that needs to be conducted so that comparative data can be gathered across students.

If some diagnostic testing is offered on campus, the student must arrange for an initial intake interview. This interview might include a student needs assessment or a learning style inventory (Anderson & Brinckerhoff, 1990) to be filled out by the student. Typically, the intake interview consists of a thorough review of the student's medical, educational, and family history. The learning specialist should also conduct a complete review of the student's previous diagnostic testing, high school transcripts, and work samples, such as term papers or examinations. During the interview process, it is important for the LD service provider to listen carefully to the student's speech patterns, word choice and word retrieval. If, after the intake interview, the student appears to have a learning disability, then additional testing can be arranged. In order to be of greatest value to the LD service provider, additional testing should include assessment in at least the following three areas: intellectual functioning, information processing, and academic achievement.

Finally, diagnostic testing can often be a costly and time-consuming process. Consequently, students may need to depend on outside agencies for funding and testing. Although the Office of Rehabilitation Services offers diagnostic testing at no additional charge, the waiting period for testing can be several months. Frequently, resource people in the community will work more quickly and may be willing to provide services on a sliding scale. Depending on the student's age, some family health insurance plans will cover diagnostic testing if it is conducted in a subscriber hospital out-patient setting. In another approach, college personnel may be able to secure a student health insurance carrier that covers the majority of the costs associated with conducting neuropsychological evaluations through neighboring hospitals.

Content Or Learning Strategies Tutoring

A common pitfall of many LD service providers is over-committing their time by promising to provide students with regular tutorial support. Because content tutoring is especially time-consuming and by its very nature course specific, It is advisable that the LD service provider refer students to trained tutors who have specific knowledge in a course area. In addition, recent research data do not support the effectiveness of the tutorial approach in helping students with learning disabilities cope with the demands of secondary school curricula (Schumaker, Deshler, Alley, & Warner, 1983; Seidenberg, 1986). In light of this, an alternative instructional approach that promotes learning strategies instruction can be considered in postsecondary settings. The learning strategies model is based on the premise that students with learning disabilities are strategy deficient, not having acquired techniques or rules to complete tasks independently (Shaw, et. al.,1988). With an emphasis on learning "how to learn", the goal of the learning strategies model is to increase performance by teaching these students how to acquire, organize, store, and retrieve information (Deshler, Schumaker, Lenz, & Ellis, 1984). By successfully applying these strategies, students with learning disabilities can experience academic success and independence while developing a more positive self-image (Carlson, 1985). Byron and Owen (1990) have developed a learning strategies course specifically for college students with learning disabilities. Course content is used to teach metacognitive skills for an introductory-level psychology class.

The LD service provider may choose to offer a student occasional assistance with a class, but should avoid becoming a tutoring service for students with learning disabilities. A more effective approach is for the LD service provider to give content tutors specific information about learning disabilities and learning strategies instruction so they will have the necessary background to work with referred students more effectively. The LD service provider can also serve many more students by offering small group workshops on learning strategies. These workshops might include information on how to cluster material to facilitate memorization, how to read a course textbook actively and take notes, and how to use visual imagery or subvocalization to improve retention. Another way of expanding impact is to videotape sessions so that students who were unable to attend can access the strategies at a later time. Self-guided audio study tapes on how to take notes, how to study for exams, and time management strategies could also be made available to students on loan.

Counseling Considerations

LD service providers frequently need to address both the academic and psychosocial needs of college students with learning disabilities. Research clearly indicates that children with learning disabilities do not "grow out of" their handicap, but will continue to show the ramifications of their disability throughout their lives (Shumaker, Deshler, Alley, & Warner, 1983). Individuals with learning disabilities need to have a clear, balanced picture of their own unique strengths and weaknesses. They will especially need assistance in developing a positive self-concept and effective social skills, which can be successfully translated into many facets of adult life (Price, 1988). However, because most LD service providers do not have specific training in counseling or psychotherapy, students needing extensive psychosocial skill development should be referred to a counselor or health care professional. This type of referral serves as an opportunity for awareness raising with other professionals while providing the college student with understandable and accurate information about how they learn and how to describe their learning disability to others. Clearly, it is impossible for an LD service provider to do it all. Academic advisement should be addressed by faculty advisers who are trained in this area. It is simply not possible for an LD service provider to know all the departmental policies or course requirements. However, they can be helpful in directing students toward faculty members who may be particularly supportive.

Vaughn (1985) notes that students with learning disabilities are at risk for rejection and therefore social skills development should be a priority. One low-cost resource that may be helpful to college students with learning disabilities is the establishment of a peer support group. Support groups can be student directed and student run. College seniors or graduate students with a disability who are seeking a career in a related human services field are often excellent role models. Support group meetings with the most success are often brown bag lunches, rather than heavy-duty therapy sessions. Some groups may be composed entirely of students with learning disabilities or have a cross-disability composition. Students may, for example, be required to make a commitment to the group after the second week of attendance. This ensures that members will not drop in or out, and confidentiality is easier to maintain. Other peer groups require each member to seek out a different member for an activity (i.e., coffee, study break, movie, etc.) so they can interact informally outside the confines of the group. An excellent new resource guide on developing LD support groups has been prepared at the University of Minnesota (Johnson, 1989). Another related resource is a social skills development card game called "Life's Dilemmas" (Jarrow, Brinckerhoff, & Lendman,1987). Players are presented with a problem situation and must react to it, sometimes challenging another players reaction.

Ancillary Equipment And Resources

Even the most modest LD support service program needs funds for the purchase of ancillary equipment. Specialized four-track tape recorders, Franklin Spellers(tm), talking calculators, and standardized tape recorders should be readily available for student use. As funding increases through grant or alumni support, computers with a variety of word processing capabilities and speech synthesizers would be a welcome addition. Many LD support services staff have elected to purchase a computer for routine office correspondence, record-keeping, and public relations efforts. Future plans may include placing student files on the computer, in addition to maintaining daily contact records regarding the services requested. Annual report and proposal writing is much easier when information can be called directly from a central database. One Macintosh(tm) software program, which is well suited for data analysis and presentation graphics, is StatView II (1989).

Margolis & Price (1986) have stated that microcomputers serve as an "equalizer" for a subset of students with learning disabilities in a mainstream postsecondary setting. Students who have had little exposure to computers may find a Macintosh(tm) computer to be a good starting place. These computers are easy to use and have been found to be particularly useful for college students with learning disabilities. Some offices have purposely sought out a variety of computers so that students can have the opportunity to work with different machines. The purchase of new computers is not always necessary. Many postsecondary institutions have successfully started labs by securing slightly outdated equipment from local corporations. Berliss (1989) suggested working with local disability-related organizations, the Lions Club, fraternities and sororities to secure funding.

One purpose of establishing a mini-computer lab for students is to help them adjust to using computers in a familiar surrounding before they venture into a larger computer center. In the comfort of the support services office, students can be introduced to computers with different types of adaptive equipment (e.g., speech synthesizers, redundant functioning systems, etc.) and to a variety of software without feeling threatened or pressured. Computer majors with learning disabilities who have a solid background in computers and technology may be good candidates for work-study positions as part-time instructors. After students become comfortable with computers and word processing techniques, they can be encouraged to write papers in the computer center or writing lab on campus. Gradually weaning students off specialized support services equipment and into the mainstream will benefit everyone. The student with a learning disability learns a generalizable skill and the support service office can offer computer training to a new student. In order to facilitate this turnover each semester, the LD service provider may want to provide all students who know how to use computers with a resource listing of word processing programs and related information to assist those students contemplating the purchase of a computer for personal use.

One additional resource that should be made available to the greater community includes the establishment of a resource library which may contain a variety of journals, brochures, reference books, and videotapes related to postsecondary learning disabilities. Journals and resource guides may serve as references to staff and to students who are writing term papers about learning disabilities.

Public Relations And Outreach Efforts

Once LD support services are well defined and funded, it is time to market services to the campus community. King (1985) noted that it is critical to find out what the institutional priorities are on campus. Listen carefully to the president's speeches and read institutional position papers. For example, if "retention" is the buzz word of the day, then sell your services based on retention and graduation data of LD students vs. non-disabled students. However, LD service providers need to be careful not to oversell or undersell the scope of services offered. It is not unusual to find that LD support services are the best kept secret on campus. On the other hand, service providers need to avoid being a catch-all service for any "at risk" student. This will quickly exhaust the limited resources that have been targeted for students with specific learning disabilities.

Many colleges have chosen to showcase their LD support services in a general disability brochure. This may be appropriate if students with learning disabilities are served through the Disabled Student Service Office (DSS). However, if over half of the pictures in the brochure are of wheelchair users, then a misleading image may be conveyed. Several good faculty guides have been published in the last several years. The City University of New York (CUNY) Professional Staff Congress (1988) published a very complete guide, Reasonable Accommodations: A Faculty Guide To Teaching College Students with Disabilities. Northeastern University (1986) developed a faculty guide, The Disabled Student in Your Classroom, which includes a complete description of LD support services as well as a listing of auxiliary equipment and services available throughout the campus .

The Association on Handicapped Student Service Programs in Postsecondary Education (AHSSPPE), has broadly distributed the brochure College Students with Learning Disabilities (Barry, Brinckerhoff, Keeney, Smith, 1984), which is available in both English and Spanish. Other valuable outreach resource materials include College Students with Learning Disabilities: A Handbook for College LD Students, Admissions Officers, Faculty, and Administrators (Vogel,1990), and a faculty handbook, Dispelling the Myths: College Students with Learning Disabilities (Garnett & La Porta,1984). This booklet includes specific information for faculty on how to meet the unique needs of college students with learning disabilities. By stimulating the growth of a network of positively concerned faculty and administrative staff, the LD service provider will not have to be the only voice advocating for students with special needs (Lundeberg & Svien, 1988).

The key to public relations is to enhance program visibility through a variety of channels. A newsletter with a special column featuring LD issues could be sent to all faculty, staff, and students who have contact with the DSS or Special Student Services offices. Community contact persons, such as rehabilitation counselors, Learning Disability Association of America (LDAA) parent groups, private consultants, and local high school teachers should receive invitations to an "LD open house at the beginning of each semester. Community volunteers may serve as a welcome resource for publicizing the program. Some colleges have recruited senior citizens to perform routine office functions, tape recording, and other related duties. These individuals in turn can function as ambassadors of "good will" regarding the LD services provided on campus. An LD speakers bureau could be established at no cost. This group might be composed of three or four college students with learning disabilities who are willing to talk to high school students, present at college fairs, or give talks to departmental faculty. For less than $300, a brief slide show could be produced to augment outreach presentations. An additional technique for maintaining institutional support is to provide key administrative personnel with an executive summary of the annual report. This information may also be of interest to the local or campus newspapers. The message that these students can be successful has broad readership appeal.

As a final concern, LD support services cannot function effectively unless the LD service provider has access to adequate secretarial support. This individual is critical in providing the public with a positive image of disability support services. This support staff person may serve as a receptionist by screening all telephone inquiries and directing students to the appropriate services. Related duties could include word processing, budgetary record keeping, coordinating office supplies, and organizing office files. Work-study students may be used in addition to the secretary to help with clerical overflow. King (1985) stated that disabled student service offices may be a "gold mine" for practicum and internship sites. Disability services can offer upcoming professionals with a unique training environment. Although such positions are not entirely free, they may provide additional personnel at minimal cost. Many LD support service programs have benefited by hiring adults with learning disabilities as staff members. These individuals may start as work-study students, leading into full-time employment.

Program Evaluation

Regardless of the number of students served, it is essential that procedures for collecting and analyzing data be established along with a time line for gathering information. In the initial stages of developing support services, the designing of data collection forms should be guided by efficiency and accuracy. Determining the evaluation questions well in advance of data gathering will facilitate the construction of forms that staff can complete within realistic time lines (Brinckerhoff, Shaw, McGuire, & Anderson, 1988). McGuire has developed a time line for data collection so that actual analyses and report preparation can be conducted during summer months when more time can be allocated to this activity.

A starting point for data collection is to gather descriptive data on the LD students currently being served. Information such as the numbers of accepted or rejected applicants, the transcript profiles of accepted students and the point in time that a learning disability was identified should be available to the LD service provider. Secondly, information regarding the types of related services utilized by students is essential for guiding future program planning. This might include information on the number of tape recorded textbooks ordered, the number of requests for alternative testing accommodations, or the number of referrals made to outside agencies for diagnostic testing. Thirdly, program outcome measures are essential for annual report writing. By monitoring grades, attrition, retention and graduation data, the LD service provider can determine the effectiveness of the support services. This information can be valuable in promoting services to the campus community and strengthening future funding proposals.

Follow-up surveys can be employed to monitor faculty or student satisfaction with the services provided. Marchant, (1990) noted that when large numbers of faculty members are involved and few support services personnel are available, time limitations can make personal contacts very difficult. He suggested that the construction of a faculty questionnaire is one alternative for gathering specific information from faculty members concerning the services required by college students with learning disabilities and their attitudes toward classroom accommodations. The LD support services offered on campus can become a natural laboratory for research. The availability of consistent outcome data and follow-up information on these students is currently lacking in the research literature. Brinckerhoff, et al., (1988) point out that by formulating hypotheses and systematically gathering data, the learning specialist will be in a position to identify those critical variables that warrant generalization of findings and promote consideration of future programmatic issues.

Professional Development

LD support services can not be provided unless the designated staff person has adequate training. Blosser (1984) noted that only 9% of college disabled student services personnel who generally have the responsibility to develop and administer these programs are trained in special education. Since college learning specialists enter the field from a variety of disciplines, it is particularly important that they have access to professional development opportunities. On going professional training will ensure that these individuals are provided with the most up-to-date information available so that support services can be maximized and professional burnout can be reduced.

Summary

More than ever, support staff are faced with increasing numbers of students with learning disabilities demanding services. Given that few colleges and universities have the personnel and financial resources to develop comprehensive LD programs, it is imperative that LD service providers have access to program development information that is practical, cost-effective and replicable. The focus of this article has been to highlight key areas that warrant consideration and advanced planning in launching LD support services at the postsecondary level. It is hoped that this information will spare others the loss of valuable program planning time and will help to open the doors of higher education to students who have so much potential.
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Diagnosis of Learning Disabilities in Postsecondary Institutions

Patricia M. Carlton and Donnadene Walkenshaw
Ohio State University

Abstract

This report summarizes results of a survey conducted to determine which instruments are being used in the diagnostic process at a postsecondary level to assess students' learning strengths and weaknesses and determine the presence of a specific learning disability. In addition, characteristics of diagnostic programs at postsecondary settings were reviewed and the authors offer suggestions about improving diagnostic procedures.
Individuals with learning disabilities are attending college in increasing numbers. In the past, many of these individuals were encouraged to enroll in vocational programs or were not assisted in pursuing higher education. However, it is now recognized that students with learning disabilities can successfully pursue education beyond high school.

The growing number of programs have raised many issues such as how to best integrate individuals with learning disabilities into higher education. Support programs for these students have evolved with many philosophical differences and varying types of support services.

One of the services offered by some colleges is diagnostic testing. Institutions that have programs that provide this service frequently evaluate students experiencing academic difficulty who have never previously been diagnosed as having a learning disability. At some institutions, all incoming freshmen with learning disabilities are reevaluated to assess students' current levels of functioning. Levinson (1986) suggested that one of the major purposes of the educational components of college learning disabilities (LD) programs should be assessment and identification. Very little, however, has been written about the diagnosis of learning disabilities in college students. Few writers in recent literature have described or prescribed a test battery appropriate for assessing these students. Mangrum and Strichart (1984) reported that there is not a standard set of tests used by college learning disability programs, but they did list frequently used tests. Scheiber and Talpers (1985) described some assessment tools typically used in a test battery for college students. Hoy and Gregg (1986a) supported the notion of a comprehensive psycho-educational evaluation and discussed the components of such a procedure.

Research is extremely limited in the area of diagnosing college-age students as having learning disabilities. Epps, Ysseldyke and McGue (1984) found that among college-age students in their study, school personnel were unable to diagnose learning disabled students reliably. Aaron and Philips (1986) found that dyslexic college students have poor mastery of grapheme-phoneme conversion skills. Other characteristics such as slow reading and poor spelling have also been noted. Hoy and Gregg (1986b) discussed the usefulness of the Woodcock-Johnson Psycho-Educational Battery (Woodcock &Johnson, 1977) cluster scores. They suggested that these scores should not be interpreted at face value and that the pattern of cluster scores should be examined before confirming a deficit or strength. Limited research about the diagnosis of college-age students reflects the recency of the field, and stands in contrast to the abundance written about the diagnosis of learning disabilities in children.

This project was designed to investigate the diagnostic testing component offered by college LD programs. The purpose of the study was to survey postsecondary schools to determine what instruments are used to document the presence of a learning disability. It was determined by the authors that the results of the survey could provide useful descriptive information about the state of the art in the diagnosis of learning disabilities in adults in higher educational settings.

Method

Participants

Thirty-five college programs that provide support services for learning disabled college students and have a diagnostic component volunteered to participate by completing a survey. One staff member was asked to complete the survey for each institution. 

Instrument

The questions asked on the survey were developed as a result of the authors' interest in improving diagnostic assessment on the campus where they work. The current literature was reviewed, conference sessions pertaining to service provision for learning disabled students in postsecondary settings were attended, and diagnostic reports sent to the authors by other postsecondary learning disability service providers as well as school psychologists in high schools were examined. In order to explore diagnostic assessment strategies in greater detail, the survey was developed and was composed of several sections. Part one dealt with demographic information relating to size of the institution, type of the institution, and type of degrees granted. Part two included questions regarding assessment instruments used to determine performance in these areas: intelligence/auditory processing, written expression, reading, reading comprehension, mathematics calculation, mathematics reasoning, visual perception/processing, and others.

Another portion of the survey contained questions relating to components of the diagnostic program such as staff involved in assessment, documentation required for previously diagnosed students, fees assessed for a psycho-educational evaluation, and screening procedures used prior to the initiation of psycho-educational assessment.

Procedure

Few college support services for students with learning disabilities offer a diagnostic component. To solicit participants, an announcement was made in Latest Developments (Canton, Fall, 1987), a publication for the learning disabilities special interest group of the Association on Handicapped Student Service Programs in Postsecondary Education (AHSSPPE). This announcement requested that one person in programs with a diagnostic component volunteer to fill out the survey. Eleven institutions agreed to participate. In addition to these respondents, the executive director of AHSSPPE, Jane Jarrow (personal communication, January, 1988), offered to provide information on programs that have a diagnostic component. A brief explanatory letter and the survey were sent to 65 programs. Thirty-five were returned for a 53% response rate.

Data from the survey were compiled to provide an overview of assessment instruments used in diagnosing individuals with learning disabilities in postsecondary programs, with the intent of generating descriptive information regarding which instruments were used most frequently.

Results

A variety of types of postsecondary institutions responded to the survey including institutions with less than 1,000 students to those with over 30,000 students. Technical schools, junior colleges, community colleges, 4-year private and 4-year public universities were all represented.

Although 35 surveys were returned, the section on the survey dealing with the types of tests used was not completed by every respondent. Four of the respondents (11%) did not indicate the types of tests used, noting that they did not offer diagnostic assessment services on their campuses. Table 1 includes information regarding the percentage of responding institutions (N=31) that cited specific test names for the categories assessed as well as the percent that did not provide this information. All respondents who actually filled in the survey items dealing with the types of test used reported that an intelligence/ability test was administered. Many of the respondents, however, did not assess all the specified areas.

Table 1
Percent of Institutions Responding According to Type of Response by Assessment Area
	Assessment Area 
	Type of Institutional Response*

	 
	Provided Test Names
	No Response

	Intelligence/Ability
	89%
	0%

	Oral Expression
	66%
	23%

	Listening Comprehension
	69%
	20%

	Written Expression
	75%
	14%

	Reading
	80%
	9%

	Reading Comprehension
	78%
	11%

	Mathematics Calculation
	80%
	9%

	Mathematics Reasoning
	69%
	20%

	Visual perception/Processing
	69%
	20%


*11% did not fill out the portion of the survey requesting types of tests used.

Tables 2 through 6 summarize results regarding those tests used according to the major areas of assessment. As indicated in Table 2, all except one of the respondents reported using the Wechsler Adult Intelligence Scale-Revised (WAIS-R) (Wechsler,1981) or WAIS alone or in combination with other ability tests to assess intelligence. One respondent used the Woodcock-Johnson Psycho-Educational Battery (WJPEB), Part I. 

Table 2

Tests Used to Evaluate Intelligence/Aptitude
	Tests
	Number of Institutions Using a Test (N=31) 

	WAIS-R
	11

	WAIS
	2

	WAIS-R/RAVENS
	3

	WAIS-R, WJPEB
	8

	WAIS-R, Harvard Speed Alphas
	1

	WAIS-R, Stanford Binet, RAVENS
	1

	WAIS-R, or WISC-R, RAVENS,PPVT-R
	1

	WAIS-R, WJPEB, RAVENS, TONI
	1

	WAIS-R or WISC-R
	1

	WJPEBI
	1


Given the wide array of responses, tests and informal methods used to evaluate language skills (oral expression, listening comprehension, and written expression) are summarized in Table 3. To assess oral expression, approximately 19% of the respondents used the WJPEB, Part I another 23% assessed oral language during observation in an interview. Approximately 26% of the 31 respondents did not respond to this portion of the survey, suggesting that oral expression is not being assessed by nearly one fourth of this sample group. In the area of listening comprehension/auditory processing, approximately 23% of respondents did not report any assessment. Among those who did conduct assessment in this area, very little consistency was evident in terms of the tests used.

In the area of written expression, approximately 16% of the respondents did not provide any specific tests used. Twenty-three percent of those responding reported using a writing sample or dictated essay as the only means of assessing written expression. Many (48%) used a combination of tests, and 45% used some type of informal writing assessment either alone or in combination with one or more tests.

Table 3

Tests used to Evaluate Language and Communication Skills 
Apraxia Battery
Auditory Skills Battery 
Brown-Carlson Listening Comprehension 
Test Clinical Evaluation of Language Functions-Diagnostic Battery 
Carrol-Sapon Auditory Discrimination Tests
Detroit Tests of Learning Aptitude (DTLA) 
Dictated paragraphs 
Goldman-Fristoe-Woodcock Test of Auditory Discrimination 
Illinois Tests of Psycholinguistic Abilities (ITPA) 
Informal notetaking
Informal reading inventory 
Informal writing inventory 
Lindamood Auditory Conceptualization Test 
Malcomesius Specific Language Disability Test 
Modern Language Aptitude Test (selected subtests) 
Morrison-McCall Spelling Scale 
Peabody Individual Achievement Test (PIAT) 
Peabody Picture Vocabulary Test (PPVT) 
Spache Diagnostic Reading Scales
Test of Adolescent Language (TOAL) 
Test of Written Language (TOWL) 
Wechsler Adult Intelligence Scale-Revised (selected subtests) 
Wepman Auditory Discrimination Test
Wide Range Achievement Test (WRAT) & WRAT-R 
Woodcock-Johnson Psycho-Educational Battery (selected cluster scores) 
Woodcock Reading Mastery Tests

Achievement tests used for reading and reading comprehension are listed in Table 4. The category, "reading," was selected to denote reading in a broad sense. Approximately 32% of the institutions used the Woodcock-Johnson Psycho-Educational Battery (WJPEB) either alone or in combination with other tests to assess reading. About 23% used the Stanford Diagnostic Reading Test (SDRT), and 19% used either the Woodcock Reading Mastery Test or the Nelson Denny Reading Test; however, there was a wide variety of other tests used as noted in Table 4. Reading comprehension tests were also varied, but the WJPEB, Part Il, was the assessment tool most often mentioned. In most instances, a combination of reading tests were used to assess comprehension.

Table 4

Tests Used to Evaluate Reading Skills
	Reading
	Test Usage
Frequency

	Stanford Diagnostic Reading Test (SDRT) 
	7

	WJPEB
	10

	WRAT-R
	5

	Woodcock Reading Mastery Test
	6

	Nelson-Denny Reading Test 
	6

	Informal Reading Assessments
 
	5

	Tests reported used in combination with above:

	Stanford Test of Academic Skills (TASK) 

	Slosson Oral Reading Test (Blue Form G) 

	Davis Reading Test 

	Test of Reading Comprehension 

	Spadefore Diagnostic Reading 

	PIAT 

	Gray Oral Reading Test
  

	Diagnostic Tests of Language Skills

	Reading Comprehension
	Test Use
Frequency

	WRAT-R/WRAT
	5

	Woodcock Reading Mastery Tests 
	5

	WJPEB II
	12

	Stanford Diagnostic Reading Test
	8

	Nelson Denny Reading Test 
	6

	Informal Reading Assessments
 
	5

	Tests reported used in combination with above: 

	PIAT 

	Davis Reading Test 

	TORC 

	DTLS 

	Test of Academic Skills (TASK) 

	Gray Oral Reading Test 

	Ekwell Assessment of Word Attack Skills 

	Spadefore Diagnostic Reading


As indicated in Table 5, fewer tests were selected to assess math reasoning and math calculation. The WRAT/WRAT-R alone and in combination with other tests was used by 48% of the respondents, and approximately 58% used the WJPEB, Part ll, for math calculation. For math reasoning, 61% used the WJPEB, Part ll. Apparently respondents were in much stronger agreement as to testing instruments in these two areas.

Table 5

Tests Used to Evaluate Math Skills
	Math Calculation
	Test usage
frequency

	WRAT/WRAT-A (Combined with other tests or alone) 
	15

	WJPEB II (Combined with other tests or alone) 
	18

	Key-Math (Combined with other tests) 
	3

	Stanford Diagnostic Math Test
 
	3

	Other tests used in combination with above: 

	Informal Math Inventory PIAT

	Criterion Reference Tests 

	WAIS-R

	Test of Academic Skills (TASK) 

	Buswell John

	Kaufman Test of Educational Achievement (K-TEA) 
 

	Descriptive Tests of College Board Math

	Math Reasoning
	Test usage
frequency

	WJPEB II (Combined with other tests or alone) 
	19

	WRAT (Combined with other tests or alone) 
	6

	WAIS-R Arithmetic
	5

	Stanford Diagnostic Math Test
 
	3

	Other tests reported being used in combination with above: 

	Informal Math Inventory

	Key-Math

	Math SAT Score 

	Numerical part of Harvard Alphas 

	PIAT

	K-TEA 

	Buswell John 

	RAVENS


Tests used to assess visual perception/processing (See Table 6.) were limited in number. Although the Bender Gestalt was mentioned most frequently, many more assessors used subtests from batteries such as the WJPEB and WAIS-R rather than an assessment tool specifically designed to measure visual perception/processing.

Table 6

Tests Used to Evaluate Visual Perception/Processing
	Test 
	Test Usage
Frequency

	Bender-Gestalt
(Used alone or in combination with other tests)
	10

	WAIS-R Subtests
(Used alone or in combination with other tests)
	9

	WJPEB Subtests
(Used alone or in combination with other tests)
	8

	Beery Test of Visual Motor Integration
	3

	Did not respond
 
	7

	Other tests reported being used with above tests:

	Draw-A-Person

	Malcomesius

	DTLA-R

	Benton Visual Retention Test

	RAVENS

	John Money Road-Map Test

	Digit Symbol Modality Test

	Trailmaking Test


The survey included a question about additional tests used, and a variety were mentioned. Among these were several personality measures such as the Minnesota Multiphasic Personality Inventory, Rorschach, Thematic Apperception Test, and the Rotter Sentence Completion. One respondent mentioned the Free Food Recall, Finger Tapping and Buck Time Appreciation. Some respondents appear to have an entire library of tests from which to choose; others reported two or three basic tests.

According to the survey, approximately 25% of the campuses appear to be approaching diagnosis using a team of three or more individuals; another 25% use a team consisting of two members. However, in 40% of the responding institutions, a single person is making the diagnosis. The educational backgrounds of those participating in diagnosis vary significantly, but all are from fields that include education, psychology, clinical psychology, counseling psychology, school psychology, neuropathology, rehabilitation counseling, speech/language pathology, special education, reading, and learning disabilities. Approximately 48% of the evaluators have educational training at the master's level; 46% are either at the Ph.D. level or working on a doctorate; and 6% are at the bachelor's level.

The survey results indicate confusion, inconsistencies, or uncertainty in assessing both international students and those students with emotional illness. Forty-eight percent of the respondents indicated that students identified as having an emotional illness are often referred to campus mental health centers. Thirty-five percent of the programs reported that they do not evaluate international students; 16% reported that they use the same procedures as with other students, and 13% use bilingual evaluators.

The diagnostic learning disabilities programs in this sample have very similar requirements to qualify students for the use of services. All respondents require some type of documentation for individuals coming into the programs with a previous diagnosis, and for the most part, similar types of documentation are required including a psychoeducational assessment and/or an educational plan from the previous school. A few schools ask that specific tests be administered, and many programs have a time limitation on when the psychoeducational evaluation is performed. Some programs require that evaluations be completed within the past 2 years, while others require that documentation be no older than 5 years. The majority require that documentation be no more than 3 years old. 

Most schools (80%) have a screening procedure for applicants requesting the use of services for students with learning disabilities. Of those having a screening procedure, a personal interview is an important component of the process. Other components used at various campuses include informal writing samples, in-house academic testing and a review of educational, medical, and family backgrounds.

No additional charge is required for psychoeducational evaluations in 75% of those schools responding to the survey, although 19% did not reply to the question concerning fees. One institution reported a sliding scale fee not to exceed $200.00. Another reported a $600.00 fee for in-state students, and an $800.00 fee for out-of-state students.

Discussion

This survey has presented a current overview of diagnostic tools used for postsecondary students with learning disabilities. Disability support service personnel need to periodically evaluate their procedures in order to make any necessary changes in the assessment process and to provide quality services to the growing number of students being served. There is a need to continually examine this process as well as the diagnostic tools used.

The survey results provided descriptive information about which diagnostic assessment tools are being used to diagnose a learning disability in a sampling of postsecondary institutions across the nation. Furthermore, the survey revealed additional descriptive information about the characteristics of the learning disabilities programs that assess students. It was found that many of these institutions are using the same tests or similar tests. When compared with the assessment tools reported to be in use on college campuses by Mangrum and Strichart (1984), little or no changes appear to have been made. There continues to be a need for development of additional assessment tools specifically designed to diagnose learning disabilities in the adult population.

Several critical problems were noted when evaluating the survey results. In some instances, assessment tools are being used that are not necessarily relevant to diagnosing learning disabilities. For example, the Minnesota Multiphasic Personality Inventory (MMPI) and the Rorschach were mentioned. Both of these measures are used to assess personality. According to Shertzer and Linden (1979), the MMPI was designed originally for diagnosis and treatment of psychopathology. One can speculate that such tests are being used to rule out emotional illness as the primary reason for learning problems.

In several instances, the tests used were not normed on adult populations. For example, according to DeStefano, Linn, and Markward (1987), the Kaufman Test of Educational Achievement (K-TEA1) is designed for children in grades 1 through 12. The Key Math Diagnostic Arithmetic Test was normed on students from grades kindergarten through seven. Neither test appears to be appropriate for college-age students.

Some respondents reported assessing a particular area using a test not designed to assess that area. One respondent reported using a writing sample to assess oral language, and two respondents used the Peabody Picture Vocabulary Test-Revised (PPVT R) which according to DeStefano, Linn, and Markward (1987) is a measure of receptive language. Thirteen percent of the respondents reported using the WRAT to assess reading comprehension. DeStefano et al. (1987) reported that the reading portion of this test involves recognizing and naming letters and pronouncing printed words. A reading comprehension component is not included in this test.

Forty-eight percent of the respondents are not assessing all areas pertinent to the diagnosis of a learning disability. Twenty-six percent did not respond to the survey items requesting information about the assessment of oral expression, and 23% did not respond to listening comprehension, mathematics reasoning, and visual perception. It is quite possible that these areas are not consistently being assessed.

All 31 of the respondents reported using some measure of intelligence. Given the sampling on Table 2, the WAIS-R is the intelligence test of choice used to diagnose learning disabilities in the programs that responded. That fact that all respondents used an intelligence measure may be an indication that assessors feel that an indicator of intelligence is essential in the diagnosis of learning disabilities.

The above are only a few of the difficulties associated with the diagnosis of a learning disability at the postsecondary level. The choice of assessment tools used may be a reflection of the lack of tools available at the postsecondary level. It may also reflect a search for what is appropriate for this age level as well as the relative newness of this field. 

Several implications are apparent for service providers in colleges that provide diagnostic testing for students suspected to have learning disabilities. There appears to be a need for more thorough and consistent assessment practices. The fact that only about half the respondents reported assessing all areas critical to a learning disability diagnosis indicates that areas of learning disabilities may be overlooked when making a diagnosis and that assessment practices vary considerably. Some respondents listed numerous tests to assess each area of achievement, whereas others omitted many areas and/or used the same test and only one test to assess numerous skills. For example, one respondent used the WAIS-R to assess intelligence; the WRAT to assess reading, reading comprehension, math calculation, and math reasoning; and the Bender-Gestalt to assess visual perception. Oral expression, listening comprehension and written expression were not addressed. In contrast, another institution listed 67 tests used to assess learning disabilities! A standard battery does not exist; each assessment is individualized based upon the presenting and observed problems of the student.

Service providers are not clear about whether they should test international and emotionally ill students, nor are they certain about how to test these individuals. Evidently many service providers are placed in the position of assessing an international student's ability to speak English as a determining factor in proceeding with assessment for learning disabilities. The use of interpreters, bilingual test administrators, and standard tests designed for traditional students are all options service providers have used, but they are not options with which they are satisfied. In contrast, service providers appear to have fewer options with students who have emotional illnesses. They either choose to assess these students as traditional students or refer them to mental health centers. No clear answers emerged about either the international or emotionally ill student.

The results of the survey varied considerably from one institution to another. Due to this variability, there is very little collaboration in the area of diagnosing students in postsecondary settings. There is variety in the tests used, variety in what areas need to be assessed, in whom to test, and in whom should be responsible to make a diagnosis.

In considering the survey results, many diagnostic issues became apparent. The following suggestions for resolving these issues cannot begin to address all the problems; however, they do constitute a beginning toward refining the diagnostic process at the postsecondary level.

1. A national task force could be developed to thoroughly review assessment practices at the postsecondary level. One important contribution that this task force could make is to consider a valid and workable definition of learning disabilities for the postsecondary population. 

2. A "best practices handbook" on diagnosis could be developed by qualified professionals. Possibly an organization such as the Association on Handicapped Student Service Programs in Postsecondary Education could publish and distribute such a handbook. 

3. A multidisciplinary team should make the decision when determining whether or not an individual has a learning disability. A team approach would increase the likelihood of a more comprehensive assessment and an appropriate diagnosis. 

4. New assessment instruments based upon research principles should be developed to evaluate the postsecondary adult population. Clearly, placement teams make assessment judgments under conditions of uncertainty (Fagley,1988). Perhaps this will always be the condition when diagnosing individuals with diverse characteristics. However, additional reliable and valid assessment tools designed for adults would make the job easier and more objective. 

5. Research in the area of adult diagnosis should be promoted and conducted. 

6. There should be regular meetings for service providers who are involved in the diagnosis of learning disabilities in postsecondary settings. Collaborative opportunities are essential for growth in this new field. Some of the following issues could be discussed: 

a. tests appropriate for use in diagnosing learning disabilities in college-aged students; 

b. the sharing of information about new tests; and 

c. strategies for diagnosing international or emotionally ill students.

The field of postsecondary assessment for learning disabilities is essentially in its infancy. Now is the time to make decisions as to how this field will evolve, grow and mature. Hopefully, these decisions will be made with input from individuals from many disciplines. It is now time to plan systematically for quality growth.
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The Transition of Students with Learning Disabilities: A Case Study
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Abstract

This case study illustrates the transition process of one individual with learning disabilities during a 3 year period. It describes her experiences as she graduated from high school and went on to a local community college. Specific transition objectives, personalized counseling, and individual accommodations are discussed in detail, with both secondary and postsecondary examples. Relevant research and recommendations pertinent to service providers who work with adolescents and adults with learning disabilities are also provided.
Introduction

One of the most topical transition issues being examined today is the service delivery for adolescents and adults with learning disabilities. There are currently numerous articles, conference presentations and even books focused on this new and frequently unexplored area. And yet, many questions still remain. In order to understand and better define the transition process for students with learning disabilities, we have chosen a case study approach to provide a comprehensive example of what transition is and how it was addressed with one student. It is hoped that the information derived from this case study will not only expand knowledge of transition but assist service providers in facilitating the successful transition of students from school to postsecondary settings and employment.

The framework for the service delivery to the student with learning disabilities in this study was provided through the LD Transition Project, a 3-year, federally-funded research/demonstration project located at the General College of the University of Minnesota. Forty high school juniors and seniors with learning disabilities were selected by the Project transition counselors. These participants received intensive, personalized service over a 3-year period as they moved from the secondary to postsecondary setting of their choice. (Aune & Price, 1988; Aase & Price, 1986; Evelo, 1989; Price, 1989a).

Current Research

It should be emphasized that very little empirical data or qualitative data are available about the transition process of adolescents and adults with learning disabilities (Hedberg, 1987; Mick, 1985; The New York Area Study Group on Transition, 1986; Price, 1986; Price, 1989b). Such a lack of supporting data and documentation is a critical gap, because a survey of the professional literature shows that: (a) many authors now recognize the transition process clearly exists (Hedberg,1987; New York Area Study Group, 1986; Okolo & Sitlington, 1986; Scheiber & Talpers, 1987); (b) it is an important development phase in the lives of individuals with learning disabilities (Dalke & Schmidt,1987; Kroll,1984; National Joint Committee on Learning Disabilities, 1987; Price, 1986); and (c) because learning disabilities are a life-long condition, continued support will be necessary for the individual with learning disabilities (AHSSPPE, 1986; Hedberg, 1987; Kroll, 1984; National Joint Committee on Learning Disabilities, 1987; Ness, 1989; Okolo & Sitlington, 1986; Scheiber & Talpers, 1987; Seidenberg, 1986). The support needed for these individuals can be vocational (Brown, 1982; Clark, 1980; Crimando,1984; Okolo & Sitlington,1986); academic (Cronin & Gerber,1982; Hinds, 1984; Kroll,1984; Mangrum & Strichart,1984); or social skills assistance (Alley, Deshler, Clark, Schumaker & Warner, 1983; Donahue & Bryan, 1984; Morse, 1977; Orzek,1977). Consequently, it is the intent of this case study to build on this body of transition knowledge and clarify it through illustration of the transition process for one student with learning disabilities.

Background Information

Julie's case was selected because she represents a unique insight into the complexities that a student with learning disabilities might confront while preparing for adult life. It attempts to provide the reader with an understanding of one individual's experiences during the transition process, the interaction between Julie and her transition counselors, and the total holistic process that transpired over a 3-year period (1986-1989).

Julie's case study is unique to her, but a is also fairly typical of other students who participated in the LD Transition Project. Each student displayed a wide range of skills, interests, and needs. During the transition process, many of the students progressed and changed as they worked through complex stages of development and self-awareness. Each required a truly individual "plan" to be able to move successfully from high school to a postsecondary program. Additional background information about Julie is provided to better understand her personal experiences.

Julie, a 17-year-old white female, lived in a large, urban, midwestern city with her parents. She had received special education services since first grade, where she attended a special school for students with physical and learning disabilities. During seventh grade, Julie transferred to an accessible regular junior high. At ninth grade, she transferred to a regular high school where she received resource room special education services for students with learning disabilities. Julie's 11th grade individual education plan (IEP) indicated that her primary disability was "learning disabilities" and that her secondary disability was "ostegenous imperfecta" (brittle bones), which required her to use an electric wheelchair. She was in the mainstream 83% of the time and received special education support 17% of the time during the school day. According to current test results, Julie demonstrated strengths in the areas of mathematics and spatial skills as well as eye-hand coordination and visual perception. Her weak areas that affected her learning were in oral and written language.

A combination of psychometric and vocational assessments were administered to Julie in her junior year of high school. She scored a 12th grade equivalent in Vocabulary and a 12th grade equivalent in Comprehension on the Gates MacGinitie Reading Test, with an overall reading level of grade 12. Her scores on the Wide Range Achievement Test-Revised (WRAT-R) indicated Spelling at 6th grade level, and Math at the 11th grade level. Sub-test scores on the Career Occupational Preference System Interest Inventory (COPS) included: Science/Professional at the 97th percentile, Service/Professional at the 94th percentile, Outdoor at the 89th percentile, Arts/Skilled at the 74th percentile, and Science/ Skill Labor at the 68th percentile.

A summary of the academic, vocational and work samples assessment identified strengths in Julie's ability to take the initiative, and in her outgoing, friendly, pleasant and cooperative behavior. Her level of academic achievement, evidence that her quality performance could be transferred into appropriate job settings, and her interests would predict success in several occupational areas. An area of weakness for Julie was the limit of vocational options available to her because of her physical disability. She would require light lifting and a more sedentary role in a job. The occupational area in which Julie expressed an interest (becoming a veterinary technician) was not considered realistic for her given her physical disability.

Results on The Career Assessment Inventory (National Computer Systems, 1986) were consistent with her previously expressed interests in becoming a veterinary technician. It was suggested to Julie that because of her high interest in the Social and Investigative areas, she may want to explore a 4-year rather than a 2-year postsecondary program. Julie agreed that this might be a possibility.

The Student Questionnaire (LD Transition Project, 1987), a self-report inventory, was given to all Project participants as a pre- and post-measurement of knowledge about transition issues including the following: (a) the student's level of awareness and skills in various areas of transition; (b) skill areas that the student would need to develop, and (c) appropriate modifications and accommodations to suit individual student needs.

Julie's initial screening on The Student Questionnaire revealed that she had some insights into her learning style. She listed math, singing and "people liking her" as strengths in school, and "being responsible" as a strength on the job. She felt that other people would view her "outgoing" personality as a strength as well. Julie listed her preferred mode of learning to be through listening, talking or discussing things, writing or drawing and through experiencing. Speed in reading and writing were seen as problem areas. She named four specific postsecondary schools and two program areas in which she had personal interest, but she was aware of only one postsecondary school that offered special services to students with learning disabilities. Julie's assessment of her "self-advocacy" skills was very high. She felt she was able to ask for and get the help she needed. She stated that she was "very likely" to utilize a number of accommodations and services if the need arose in a class situation. Julie also perceived that she had the ability to manage her time, set goals and complete assignments, and had no difficulty with general study skills.

The Janis-Field Attitude Inventory (Robinson & Shaver, 1973) is designed to measure a student's self-esteem level. Julie's score of 4.15 placed her in the high average range compared to other project participants whose overall average score was 3.5 (average self-esteem).

The Wechsler Adult Intelligence Scale-Revised (The Psychological Corporation, 1981) was administered to all project students to identify strengths and weaknesses and to fulfill the entrance criteria for participation in the project. Julie's overall score placed her in the average range of intelligence (Full Scale I.Q. 105) with strengths in the areas of spatial motor skills and mathematical reasoning ability. She also showed strengths in the areas of visual-perceptual ability and eye-hand coordination. The interpreter of the test also indicated that Julie's learning disability significantly affected her ability to work with written and oral language as well as her writing speed and accuracy. Julie also had problems encoding information which affected spelling, vocabulary and organization of written ideas, skills that are essential for college success.

The First Year

Julie received extensive transition counseling services during her junior year in high school from the Project. Her individual goals included: (a) participating in two out of five summer sessions offered by the transition staff on various aspects of transition (Choosing the Right School for You, Exploring Career Interests, Learning What to Expect in a Postsecondary School, Understanding Your Strengths and Weaknesses, Planning Accommodations in School and Advocating For Yourself); (b) reviewing high school course selections for senior year to ensure appropriateness for college preparation; (c) checking to see whether the Scholastic Aptitude Test (SAT) was required for her chosen postsecondary institution and, if so, arrange for an adapted SAT; (d) participating in study sessions for the SAT; (e) reviewing postsecondary programs available and special services available; (f) choosing sites to visit; (g) reviewing career goals after vocational evaluation from Division of Rehabilitative Services (DRS); (h) improving vocabulary and general knowledge through high interest reading; (i) increasing understanding of her individual strengths and weaknesses; (j) planning to visit the veterinary technician program in Waseca, Minnesota; (k) considering taking a class through the Minnesota Postsecondary Options Act in a local Technical Institute or Community College; (I) improving study skills; and (m) completing college and financial aid applications.

The Second Year

During the summer months before her senior year in high school, Julie not only attended the project's summer sessions, but she also worked in the office of her DRS counselor doing general office work, and obtained a vocational assessment. Julie expressed to her transition counselor that she felt very discouraged when she was told during her vocational evaluation that being a veterinary technician would be an unrealistic goal because of her physical limitations. She reluctantly agreed to look at other career options, and her transition counselor provided numerous career brochures from various local technical institutes and 2-year colleges. She encouraged Julie to make appointments to visit the schools, and to ask specific questions about their programs and what specific services might be available.

Transition objectives for Julie's senior year included: (a) choosing a postsecondary school by obtaining information about four postsecondary schools, visiting at least three of them, making a list of questions to ask on a site visit, and listing and/or comparing the support services available at each school; (b) implementing career exploration by identifying four career areas for further exploration based on interests and strengths, planning and completing activities to explore each career (e.g., job shadowing, interviewing); (c) getting into the school of choice by meeting with the high school guidance counselor to discuss college choices and application procedures, obtaining applications, filling them out, role-playing the college interview with transition counselor, and studying for the SAT; (d) financing college by obtaining and completing appropriate financial aid forms, meeting with the DRS counselor, checking at least four sources for scholarships, and completing scholarship applications; (e) exploring postsecondary options by taking a class through the Postsecondary Option Act during the third high school trimester; and (f) implementing accommodations by determining study strategies or accommodations to complete reading assignments in English, Economics, and Psychology, and continue to use them as needed.

Julie followed through with four site visits to local technical colleges, community colleges, and universities. She also followed through with studying for the SAT on the computer. She expressed new interest in a travel advisor program and in architectural drafting. During her senior year, Julie received special education services for both her learning disability and her physical disability. She also made plans to move into an accessible apartment with a girlfriend in February, 1988.

Julie was hospitalized in mid-December because she broke both arms and suffered a ben pin in her leg as a result of a fall from her wheelchair. She required surgery and was hospitalized for approximately one month. When she was able to go home, she needed to have a home health aide and attended school only half-days. Julie was beginning to consider attending a nearby community college for at least the first year after high school while she sorted out what she wanted to do. Julie and the transition counselor discussed how she could obtain applications and financial aid forms. Julie's parents were able to assist her in completing the necessary forms.

Julie returned to high school full-time in February and moved into her own apartment as planned. The transition counselor consulted with Julie, the special education staff, and outside agencies on thirteen occasions during this month. The transition plan was updated and revised. Julie and her transition counselor discussed taking a course through Postsecondary Options during the spring semester at the nearby community college. Some arrangements were made by the transition counselor to prepare Julie and the staff at the community college concerning the postsecondary option course and the courses Julie would take there in the next year.

During March and April, Julie registered for a Biomedical Terminology course at the community college as a postsecondary student. After discussing the course with the instructor and the project's postsecondary transition counselor, Julie was cautioned that it was an extremely fast-paced course, was not intended as an introductory college course and would require a lot of independent work. The transition counselor suggested that she take a look at the textbook and talk directly to the instructor before making a final decision.

Julie continued her spring courses in high school and although she had many responsibilities, she felt positive about the job she was doing both at school, work, and with her living arrangement. She received a "B" on her first Biomedical Terminology test at the community college. By May, however, Julie was experiencing difficulty with the postsecondary course. The Biomedical Terminology instructor contacted the transition counselor and stated that Julie needed to study between nine and ten hours per week to do well, and there were no taped accommodations available for the course. He also suggested that Julie might want to withdraw from the course immediately so that it would not affect her GPA. After discussion of the situation and possible options, Julie decided to withdraw from the class.

Exiting High School

Julie and her transition counselor concluded the senior year by discussing summer plans and developing a transition "Exit file". This file contained Julie's IEP, Transition Plan, letters of recommendation and support, documentation of her learning disability, and a list of accommodations that could be needed. Julie would be able to use this file to facilitate a smooth transition into her postsecondary school.

The Third Year

Julie began the third year of the Project in July, 1988. The postsecondary transition counselor contacted her to set up a meeting for registration at the community college in early August. Julie informed her counselor that she had already contacted the community college, taken the required Skills Assessment at the community college, and expressed excitement about beginning classes in the fall. Julie, with assistance from the postsecondary transition counselor, completed registration in early August and discussed possible accommodations that might be needed for her courses. She requested a notetaker for English and Health, but she did not think she would need any texts taped for fall. In fact, Julie stated that she had tried using taped texts and did not like them. The transition counselor arranged to have the math computer fee and text books paid for by DRS, as her DRS counselor was very supportive of Julie's decision to attend the community college.

Julie bought her books early and previewed them prior to classes starting. Her excitement remained high even after some last minute course changes and some difficulty in getting her financial aid check. The transition counselor gave Julie several names and phone numbers of people on campus and at other agencies to contact if there continued to be problems with financial aid.

After classes began, Julie and her transition counselor met to discuss the courses she was taking. Julie enjoyed all of her classes and didn't find them to be too difficult. There did not appear to be a need to tape texts at this time, but Julie agreed to keep this in mind as an option for the future. Julie was utilizing a notetaker in Health and English and using the computer for Math. The transition counselor offered some suggestions for reading: long- and short-term goals for studying were established. Julie was encouraged to talk with her teachers regarding extra time needed for taking exams. 

Postsecondary Progress: Fall

Meetings in October revealed that Julie continued to be progressing very well. She reported to be averaging a "B" in English and continued to like all her courses. She was following through with the study strategies that were suggested and with the goals that were set with her transition counselor. Julie joined the Student Senate at the community college and became Student Activities Director. The purchase of an Apple Ilc computer printer was discussed as a possible aid to assist with written assignments especially because spelling, punctuation, and speed were difficult areas for Julie. Julie already owned a computer so the transition counselor spoke with the DRS counselor who agreed to research the possibility of assisting with the purchase of a printer. Julie said that she was having some difficulty keeping up with all the reading in her Health class. The transition counselor reviewed the steps in SQ3R (Survey, Question, Read, Recite, Review), and set two short-term goals with Julie: (1) keep track of study times and work completed by recording them in a notebook, and (2) use a highlighter to underline important concepts in the text.

Julie expressed that she continued to be pleased with her progress during her November meetings. The "B" average in all classes continued and she had been asked to work at the Upward Bound office as a secretary. She also became involved as a cheerleader for the community college basketball games.

Accommodations And Strategies

In December, Julie discussed the difficulty she was beginning to experience in her English class, specifically in spelling, punctuation, and not having enough time to correct errors or to complete writing assignments. The transition counselor worked with Julie and they developed a number of strategies and accommodations for her to utilize which included: (a) speaking directly to the instructor, explaining her disability and needs; (b) requesting appropriate accommodations in class, such as utilizing a notetaker; and (c) requesting services from the Learning Center, such as tutoring and assistance with writing projects. In addition, the transition counselor offered to speak with Julie's English instructor to explain her disability and offer assistance.

Postsecondary Progress: Winter

Julie missed several weeks of school in January because of bronchitis. She had been doing passing work in English but had not followed up with utilizing the tutorial assistance from the writing specialist. Julie continued to be active in student senate, choir, and cheerleading and was working twenty hours per week in the Upward Bound office.

Some of the strategies that Julie used in her courses during winter quarter included keeping a list of difficult vocabulary words, using the dictionary for definitions and writing them on notecards. The transition counselor referred Julie to a math tutor as she stated that she was having difficulty understanding Algebra and was falling behind in class. A goal was set to help Julie develop a study schedule and establish study goals. Although Julie was having some difficulty this quarter, she expressed a positive attitude about her progress and decided to consider a career in Math, possibly as a teacher.

In March, Julie was uncertain about her status or grades in English, even after consulting with the instructor. The transition counselor talked with the instructor who expressed some concerns about Julie's progress. The instructor stated that although Julie was outgoing, assertive, and had the potential for academic success, several major assignments had not been handed in. Julie did not write down or follow directions for papers; she did not make the recommended changes in her writings; and there was little follow-through. She felt Julie was not taking the class seriously and suggested that she repeat the class prior to taking the next English course.

When this was discussed with Julie, she agreed that she had not put enough effort into English and that because of other things going on in her life (school activities and personal problems) she had let her academic responsibilities slide. Julie also stated that it was often difficult for her to understand verbal directions and she had never asked for clarification. The transition counselor suggested some self-advocacy skills and assertiveness strategies Julie might use in this situation. Julie agreed to try these suggestions and to consider taking the class again.

Postsecondary Progress: Spring

Julie started spring quarter registered in four courses: Choir, Math, Speech and Sociology. Prior to beginning spring quarter, Julie was encouraged to speak with the Sociology instructor to inform him of her learning disability and to discuss accommodations (extra time for tests, special testing arrangements and the use of a notetaker in class). She was also encouraged to purchase the textbook early to get a head start on the reading. Julie did not follow through with any of these suggestions. At the beginning of the quarter, she was excited about public speaking and choir, and was again encouraged to seek tutoring assistance early on for Math. Due to the large amount of reading required in Sociology, taped texts were suggested, but Julie did not want to use them. The transition counselor encouraged Julie to highlight main ideas and use flashcards for important terms. Julie promised to keep track of her study schedule for 1 week.

When winter quarter grades were received, Julie and her transition counselor were both surprised to see an "F" in Math 109. Julie agreed to discuss this with the instructor because she thought she had done much better. At first, she was unwilling to consider withdrawing from Math 110, even though she received an "F" on the first test of the spring quarter. But because it is a prerequisite for the higher level class, Julie was advised to withdraw from Math 110 and retake Math 109 in the fall. She would also work with a tutor from the beginning of the course. She stated feeling a sense of relief as now she could devote more time and energy to her other three classes. Because Julie's credit completion was 18 out of 30 credits attempted, with a cumulative GPA of 1.6, she was placed on the Warning component of Academic Probation.

Julie was feeling positive about Speech and Choir and reported some difficulty with Sociology, although it appeared to be going well. Extra-curricular activities kept Julie very busy during the spring. She continued to be active in student senate, directed a talent show and continued her twenty-hour part-time job.

Julie's Future Goals

Julie's goals for the future were unclear and undecided as she completed her first year at the community college and her final year with the Project. She stated in her final interview with the Project staff that she might take the Math 109 course during the summer session, or wait until fall quarter. She did intend to return to the community college in the fall but did not plan to graduate from there. Rather, she would transfer the credits earned at the community college and apply to a 4-year college, such as one of those visited on earlier site visits. Julie felt her strengths and interests continued to be in the areas of math, science and computers. She admitted that she sometimes got pretty caught up in extracurricular things and didn't do very well in school.

Counselor's Future Goals For Julie

Finally, it was recommended to Julie by the project transition counselor that she, (a) re-examine her academic goals and vocational choice, and her personal motivation/commitment to pursuing them; (b) set specific manageable goals for the upcoming year; (c) continue to apply study strategies which she had learned in order to prepare effectively for exams and to capitalize on her academic strengths; (d) realize and accept her academic strengths and weaknesses and select future courses accordingly; (e) make full use of accommodation options designed specifically for individuals with learning disabilities; (f) practice self-advocacy skills by speaking with instructors early in the quarter, before problems arose; and (g) manage her time more effectively. Julie was referred to the support services counselor at her community college for further assistance. Because the federal funding for the Project ended in 1989, no further follow-up has been conducted.

Recommendations And Conclusions

Both the quantitative and qualitative data gathered during the 3 years of the LD Transition Project clearly point to a number of recommendations that should be beneficial to others who provide services to students with learning disabilities. The following recommendations gleaned from this case study are offered for consideration.

(1) There is a pressing need for more longitudinal research to be done which applies to the transition process for adolescents and adults with learning disabilities. One of the few current studies in this area is being carried out by the Stanford Research Institute (Wagner, 1989). The National Longitudinal Study of Secondary Handicapped Students was created to follow 8,000 students with disabilities from ages 13-21. Preliminary results show many sobering trends directly related to Julie's experiences. For instance, 25% of the students with disabilities in the Stanford study were drop-outs. Only 15% of the students with learning disabilities have gone on to postsecondary education after high school graduation. Obviously, this study, and others like it, are necessary to further illuminate facets of the transition process.

(2) Julie's case study emphasizes the need to "front-load" the system by providing transition services early on in high school. The LD Transition Project staff saw the necessity of encouraging interagency cooperation, working closely with parents, and focusing on real life skills needed after high school graduation. Obviously, the emphasis on these skills goes beyond the typical secondary curriculum of academics traditionally used to earn a high school diploma. We firmly believe that this shift in secondary curriculum is integral to the successful transition of adolescents with learning disabilities into adulthood. This new transition emphasis moves the focus of service delivery and academic instruction in both secondary and postsecondary settings from merely "passing classes" to components that will affect adults with learning disabilities throughout their lives. Examples are: (a) emphasizing generalizable skills, such as using accommodations equally applicable to academic, vocational or social environments; (b) increasing disability self-awareness; (c) giving an equal emphasis to psycho-social issues as well as academic problems; and (d) shifting the responsibility for success to the student, as well as the service provider or the instructor. All of these components will require continued exploration.

(3) Continuous life-long support for individuals with learning disabilities must be provided. Both the professional literature (Cronin & Gerber, 1982; Hedberg, 1987; Kroll, 1984) and our own work at the University of Minnesota clearly show that the transition process may be a life-long one. Julie's case study illustrates this well. It is apparent from observing Julie's struggles and successes that each individual with disabilities may have his/her own unique timetable, but all will need some type of support at some time or another. Current information is beginning to emerge from interviews with this population who indicate the need for information on resources and support on the job for their disability (Brown, 1984; Clark, 1980; Crimando, 1984; Hedberg, 1987). This support must be flexible enough to allow LD individuals to "drop-in" or "drop-out," requesting services as they see fit.

(4) We must continue to explore transition issues that relate to adults with learning disabilities. One clear theme emerges from Julie's case study: Transition is not a "one-shot" set of isolated techniques, but a process full of overlapping, complex factors. Consequently, we as service providers must continue to incorporate knowledge and support for issues than are relevant to adults, and not only children. We recommend that issues such as chemical dependency, financial independence, human sexuality and pregnancy, marriage and family needs, social isolation, older students returning to school, and unsuccessful employment histories continue to be explored as part of the life-long transition process.

(5) Secondary and postsecondary service providers should prepare individuals with learning disabilities for independence. It becomes apparent when reviewing the progress of individuals with learning disabilities that it is vital for these students to receive personalized support which fosters both self-advocacy skills and disability self-awareness while they make the crucial transition from secondary settings to adult life. Experiences with students like Julie have underscored the fact that specialized information must be taught, because even though many individuals with learning disabilities have many strengths (such as average or above intelligence), they often don't develop these skills by themselves.

A great deal of time and energy in our Project was focused upon fostering self-advocacy skills and disability self-awareness in many different ways in a variety of settings. As a result, Project participants: (a) have the knowledge and appropriate skills to pursue postsecondary education and/or job training; (b) can practice pinpointing and communicating their needs; and (c) are able to listen, understand and accept feedback from peers, instructors, parents, supervisors, and others in their everyday environment. Best practices (Brown, 1984; Dalke & Schmidt, 1987; Hedberg, 1987; Ness, 1989, Seidenberg, 1986) demonstrate that programs which build in a bridge of support from high school to postsecondary education and/or employment include these components: teaching self-advocacy skills; visiting postsecondary facilities; connecting students with adult and community support services; and developing appropriate educational service plans (IEPS or ITEPS). To assume that individuals with learning disabilities will "pick-up" this critical information on their own is both naive and inaccurate, and a disservice to the student. To support this belief, several large longitudinal studies are now underway with students with mild handicaps to study the relationship between dropout rates and postsecondary retention patterns and self-advocacy skills and disability self-awareness (Johnson, 1989; Wagner, 1989).

(6) Collaboration with secondary personnel is critical to enhance transition. Our experiences have clearly taught us that transition cannot, and should not, be developed in isolation. If the transition process is to be successful for both students with learning disabilities and the service providers who work with them, collaboration must be continuous between secondary staff and postsecondary staff and/or employers. As Julie's case illustrates, if communication and sharing of information is encouraged among professionals, everybody wins. These benefits may accrue through collaboration: (a) students and parents are introduced to staff and services available in postsecondary facilities in a supportive, comprehensive manner; (b) the groundwork is prepared for students as they exit secondary education and enter postsecondary education and/or employment; (c) assessment data are coordinated to avoid costly duplication of staff and student time and energy; (d) information is synchronized so that everyone can pull together diverse bits of knowledge from many sources and then focus it on specific goals; and (e) the "handing-off" of students with disabilities is expedited by providing an exit file, which includes a description of the student's individual strengths and weaknesses, past disability accommodations, test scores, disability documentation and contact names and phone numbers.

In summary, if the field of learning disabilities is to continue to grow as children with learning disabilities mature into adults with learning disabilities, everyone involved in this journey needs to participate in dialogue and problem solving. Julie's case study is illustrative of an approach leading to an exciting and successful future for many individuals with learning disabilities.
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Abstract

This case study illustrates the transition process of one individual with learning disabilities during a 3 year period. It describes her experiences as she graduated from high school and went on to a local community college. Specific transition objectives, personalized counseling, and individual accommodations are discussed in detail, with both secondary and postsecondary examples. Relevant research and recommendations pertinent to service providers who work with adolescents and adults with learning disabilities are also provided.
Introduction

One of the most topical transition issues being examined today is the service delivery for adolescents and adults with learning disabilities. There are currently numerous articles, conference presentations and even books focused on this new and frequently unexplored area. And yet, many questions still remain. In order to understand and better define the transition process for students with learning disabilities, we have chosen a case study approach to provide a comprehensive example of what transition is and how it was addressed with one student. It is hoped that the information derived from this case study will not only expand knowledge of transition but assist service providers in facilitating the successful transition of students from school to postsecondary settings and employment.

The framework for the service delivery to the student with learning disabilities in this study was provided through the LD Transition Project, a 3-year, federally-funded research/demonstration project located at the General College of the University of Minnesota. Forty high school juniors and seniors with learning disabilities were selected by the Project transition counselors. These participants received intensive, personalized service over a 3-year period as they moved from the secondary to postsecondary setting of their choice. (Aune & Price, 1988; Aase & Price, 1986; Evelo, 1989; Price, 1989a).

Current Research

It should be emphasized that very little empirical data or qualitative data are available about the transition process of adolescents and adults with learning disabilities (Hedberg, 1987; Mick, 1985; The New York Area Study Group on Transition, 1986; Price, 1986; Price, 1989b). Such a lack of supporting data and documentation is a critical gap, because a survey of the professional literature shows that: (a) many authors now recognize the transition process clearly exists (Hedberg,1987; New York Area Study Group, 1986; Okolo & Sitlington, 1986; Scheiber & Talpers, 1987); (b) it is an important development phase in the lives of individuals with learning disabilities (Dalke & Schmidt,1987; Kroll,1984; National Joint Committee on Learning Disabilities, 1987; Price, 1986); and (c) because learning disabilities are a life-long condition, continued support will be necessary for the individual with learning disabilities (AHSSPPE, 1986; Hedberg, 1987; Kroll, 1984; National Joint Committee on Learning Disabilities, 1987; Ness, 1989; Okolo & Sitlington, 1986; Scheiber & Talpers, 1987; Seidenberg, 1986). The support needed for these individuals can be vocational (Brown, 1982; Clark, 1980; Crimando,1984; Okolo & Sitlington,1986); academic (Cronin & Gerber,1982; Hinds, 1984; Kroll,1984; Mangrum & Strichart,1984); or social skills assistance (Alley, Deshler, Clark, Schumaker & Warner, 1983; Donahue & Bryan, 1984; Morse, 1977; Orzek,1977). Consequently, it is the intent of this case study to build on this body of transition knowledge and clarify it through illustration of the transition process for one student with learning disabilities.

Background Information

Julie's case was selected because she represents a unique insight into the complexities that a student with learning disabilities might confront while preparing for adult life. It attempts to provide the reader with an understanding of one individual's experiences during the transition process, the interaction between Julie and her transition counselors, and the total holistic process that transpired over a 3-year period (1986-1989).

Julie's case study is unique to her, but a is also fairly typical of other students who participated in the LD Transition Project. Each student displayed a wide range of skills, interests, and needs. During the transition process, many of the students progressed and changed as they worked through complex stages of development and self-awareness. Each required a truly individual "plan" to be able to move successfully from high school to a postsecondary program. Additional background information about Julie is provided to better understand her personal experiences.

Julie, a 17-year-old white female, lived in a large, urban, midwestern city with her parents. She had received special education services since first grade, where she attended a special school for students with physical and learning disabilities. During seventh grade, Julie transferred to an accessible regular junior high. At ninth grade, she transferred to a regular high school where she received resource room special education services for students with learning disabilities. Julie's 11th grade individual education plan (IEP) indicated that her primary disability was "learning disabilities" and that her secondary disability was "ostegenous imperfecta" (brittle bones), which required her to use an electric wheelchair. She was in the mainstream 83% of the time and received special education support 17% of the time during the school day. According to current test results, Julie demonstrated strengths in the areas of mathematics and spatial skills as well as eye-hand coordination and visual perception. Her weak areas that affected her learning were in oral and written language.

A combination of psychometric and vocational assessments were administered to Julie in her junior year of high school. She scored a 12th grade equivalent in Vocabulary and a 12th grade equivalent in Comprehension on the Gates MacGinitie Reading Test, with an overall reading level of grade 12. Her scores on the Wide Range Achievement Test-Revised (WRAT-R) indicated Spelling at 6th grade level, and Math at the 11th grade level. Sub-test scores on the Career Occupational Preference System Interest Inventory (COPS) included: Science/Professional at the 97th percentile, Service/Professional at the 94th percentile, Outdoor at the 89th percentile, Arts/Skilled at the 74th percentile, and Science/ Skill Labor at the 68th percentile.

A summary of the academic, vocational and work samples assessment identified strengths in Julie's ability to take the initiative, and in her outgoing, friendly, pleasant and cooperative behavior. Her level of academic achievement, evidence that her quality performance could be transferred into appropriate job settings, and her interests would predict success in several occupational areas. An area of weakness for Julie was the limit of vocational options available to her because of her physical disability. She would require light lifting and a more sedentary role in a job. The occupational area in which Julie expressed an interest (becoming a veterinary technician) was not considered realistic for her given her physical disability.

Results on The Career Assessment Inventory (National Computer Systems, 1986) were consistent with her previously expressed interests in becoming a veterinary technician. It was suggested to Julie that because of her high interest in the Social and Investigative areas, she may want to explore a 4-year rather than a 2-year postsecondary program. Julie agreed that this might be a possibility.

The Student Questionnaire (LD Transition Project, 1987), a self-report inventory, was given to all Project participants as a pre- and post-measurement of knowledge about transition issues including the following: (a) the student's level of awareness and skills in various areas of transition; (b) skill areas that the student would need to develop, and (c) appropriate modifications and accommodations to suit individual student needs.

Julie's initial screening on The Student Questionnaire revealed that she had some insights into her learning style. She listed math, singing and "people liking her" as strengths in school, and "being responsible" as a strength on the job. She felt that other people would view her "outgoing" personality as a strength as well. Julie listed her preferred mode of learning to be through listening, talking or discussing things, writing or drawing and through experiencing. Speed in reading and writing were seen as problem areas. She named four specific postsecondary schools and two program areas in which she had personal interest, but she was aware of only one postsecondary school that offered special services to students with learning disabilities. Julie's assessment of her "self-advocacy" skills was very high. She felt she was able to ask for and get the help she needed. She stated that she was "very likely" to utilize a number of accommodations and services if the need arose in a class situation. Julie also perceived that she had the ability to manage her time, set goals and complete assignments, and had no difficulty with general study skills.

The Janis-Field Attitude Inventory (Robinson & Shaver, 1973) is designed to measure a student's self-esteem level. Julie's score of 4.15 placed her in the high average range compared to other project participants whose overall average score was 3.5 (average self-esteem).

The Wechsler Adult Intelligence Scale-Revised (The Psychological Corporation, 1981) was administered to all project students to identify strengths and weaknesses and to fulfill the entrance criteria for participation in the project. Julie's overall score placed her in the average range of intelligence (Full Scale I.Q. 105) with strengths in the areas of spatial motor skills and mathematical reasoning ability. She also showed strengths in the areas of visual-perceptual ability and eye-hand coordination. The interpreter of the test also indicated that Julie's learning disability significantly affected her ability to work with written and oral language as well as her writing speed and accuracy. Julie also had problems encoding information which affected spelling, vocabulary and organization of written ideas, skills that are essential for college success.

The First Year

Julie received extensive transition counseling services during her junior year in high school from the Project. Her individual goals included: (a) participating in two out of five summer sessions offered by the transition staff on various aspects of transition (Choosing the Right School for You, Exploring Career Interests, Learning What to Expect in a Postsecondary School, Understanding Your Strengths and Weaknesses, Planning Accommodations in School and Advocating For Yourself); (b) reviewing high school course selections for senior year to ensure appropriateness for college preparation; (c) checking to see whether the Scholastic Aptitude Test (SAT) was required for her chosen postsecondary institution and, if so, arrange for an adapted SAT; (d) participating in study sessions for the SAT; (e) reviewing postsecondary programs available and special services available; (f) choosing sites to visit; (g) reviewing career goals after vocational evaluation from Division of Rehabilitative Services (DRS); (h) improving vocabulary and general knowledge through high interest reading; (i) increasing understanding of her individual strengths and weaknesses; (j) planning to visit the veterinary technician program in Waseca, Minnesota; (k) considering taking a class through the Minnesota Postsecondary Options Act in a local Technical Institute or Community College; (I) improving study skills; and (m) completing college and financial aid applications.

The Second Year

During the summer months before her senior year in high school, Julie not only attended the project's summer sessions, but she also worked in the office of her DRS counselor doing general office work, and obtained a vocational assessment. Julie expressed to her transition counselor that she felt very discouraged when she was told during her vocational evaluation that being a veterinary technician would be an unrealistic goal because of her physical limitations. She reluctantly agreed to look at other career options, and her transition counselor provided numerous career brochures from various local technical institutes and 2-year colleges. She encouraged Julie to make appointments to visit the schools, and to ask specific questions about their programs and what specific services might be available.

Transition objectives for Julie's senior year included: (a) choosing a postsecondary school by obtaining information about four postsecondary schools, visiting at least three of them, making a list of questions to ask on a site visit, and listing and/or comparing the support services available at each school; (b) implementing career exploration by identifying four career areas for further exploration based on interests and strengths, planning and completing activities to explore each career (e.g., job shadowing, interviewing); (c) getting into the school of choice by meeting with the high school guidance counselor to discuss college choices and application procedures, obtaining applications, filling them out, role-playing the college interview with transition counselor, and studying for the SAT; (d) financing college by obtaining and completing appropriate financial aid forms, meeting with the DRS counselor, checking at least four sources for scholarships, and completing scholarship applications; (e) exploring postsecondary options by taking a class through the Postsecondary Option Act during the third high school trimester; and (f) implementing accommodations by determining study strategies or accommodations to complete reading assignments in English, Economics, and Psychology, and continue to use them as needed.

Julie followed through with four site visits to local technical colleges, community colleges, and universities. She also followed through with studying for the SAT on the computer. She expressed new interest in a travel advisor program and in architectural drafting. During her senior year, Julie received special education services for both her learning disability and her physical disability. She also made plans to move into an accessible apartment with a girlfriend in February, 1988.

Julie was hospitalized in mid-December because she broke both arms and suffered a ben pin in her leg as a result of a fall from her wheelchair. She required surgery and was hospitalized for approximately one month. When she was able to go home, she needed to have a home health aide and attended school only half-days. Julie was beginning to consider attending a nearby community college for at least the first year after high school while she sorted out what she wanted to do. Julie and the transition counselor discussed how she could obtain applications and financial aid forms. Julie's parents were able to assist her in completing the necessary forms.

Julie returned to high school full-time in February and moved into her own apartment as planned. The transition counselor consulted with Julie, the special education staff, and outside agencies on thirteen occasions during this month. The transition plan was updated and revised. Julie and her transition counselor discussed taking a course through Postsecondary Options during the spring semester at the nearby community college. Some arrangements were made by the transition counselor to prepare Julie and the staff at the community college concerning the postsecondary option course and the courses Julie would take there in the next year.

During March and April, Julie registered for a Biomedical Terminology course at the community college as a postsecondary student. After discussing the course with the instructor and the project's postsecondary transition counselor, Julie was cautioned that it was an extremely fast-paced course, was not intended as an introductory college course and would require a lot of independent work. The transition counselor suggested that she take a look at the textbook and talk directly to the instructor before making a final decision.

Julie continued her spring courses in high school and although she had many responsibilities, she felt positive about the job she was doing both at school, work, and with her living arrangement. She received a "B" on her first Biomedical Terminology test at the community college. By May, however, Julie was experiencing difficulty with the postsecondary course. The Biomedical Terminology instructor contacted the transition counselor and stated that Julie needed to study between nine and ten hours per week to do well, and there were no taped accommodations available for the course. He also suggested that Julie might want to withdraw from the course immediately so that it would not affect her GPA. After discussion of the situation and possible options, Julie decided to withdraw from the class.

Exiting High School

Julie and her transition counselor concluded the senior year by discussing summer plans and developing a transition "Exit file". This file contained Julie's IEP, Transition Plan, letters of recommendation and support, documentation of her learning disability, and a list of accommodations that could be needed. Julie would be able to use this file to facilitate a smooth transition into her postsecondary school.

The Third Year

Julie began the third year of the Project in July, 1988. The postsecondary transition counselor contacted her to set up a meeting for registration at the community college in early August. Julie informed her counselor that she had already contacted the community college, taken the required Skills Assessment at the community college, and expressed excitement about beginning classes in the fall. Julie, with assistance from the postsecondary transition counselor, completed registration in early August and discussed possible accommodations that might be needed for her courses. She requested a notetaker for English and Health, but she did not think she would need any texts taped for fall. In fact, Julie stated that she had tried using taped texts and did not like them. The transition counselor arranged to have the math computer fee and text books paid for by DRS, as her DRS counselor was very supportive of Julie's decision to attend the community college.

Julie bought her books early and previewed them prior to classes starting. Her excitement remained high even after some last minute course changes and some difficulty in getting her financial aid check. The transition counselor gave Julie several names and phone numbers of people on campus and at other agencies to contact if there continued to be problems with financial aid.

After classes began, Julie and her transition counselor met to discuss the courses she was taking. Julie enjoyed all of her classes and didn't find them to be too difficult. There did not appear to be a need to tape texts at this time, but Julie agreed to keep this in mind as an option for the future. Julie was utilizing a notetaker in Health and English and using the computer for Math. The transition counselor offered some suggestions for reading: long- and short-term goals for studying were established. Julie was encouraged to talk with her teachers regarding extra time needed for taking exams. 

Postsecondary Progress: Fall

Meetings in October revealed that Julie continued to be progressing very well. She reported to be averaging a "B" in English and continued to like all her courses. She was following through with the study strategies that were suggested and with the goals that were set with her transition counselor. Julie joined the Student Senate at the community college and became Student Activities Director. The purchase of an Apple Ilc computer printer was discussed as a possible aid to assist with written assignments especially because spelling, punctuation, and speed were difficult areas for Julie. Julie already owned a computer so the transition counselor spoke with the DRS counselor who agreed to research the possibility of assisting with the purchase of a printer. Julie said that she was having some difficulty keeping up with all the reading in her Health class. The transition counselor reviewed the steps in SQ3R (Survey, Question, Read, Recite, Review), and set two short-term goals with Julie: (1) keep track of study times and work completed by recording them in a notebook, and (2) use a highlighter to underline important concepts in the text.

Julie expressed that she continued to be pleased with her progress during her November meetings. The "B" average in all classes continued and she had been asked to work at the Upward Bound office as a secretary. She also became involved as a cheerleader for the community college basketball games.

Accommodations And Strategies

In December, Julie discussed the difficulty she was beginning to experience in her English class, specifically in spelling, punctuation, and not having enough time to correct errors or to complete writing assignments. The transition counselor worked with Julie and they developed a number of strategies and accommodations for her to utilize which included: (a) speaking directly to the instructor, explaining her disability and needs; (b) requesting appropriate accommodations in class, such as utilizing a notetaker; and (c) requesting services from the Learning Center, such as tutoring and assistance with writing projects. In addition, the transition counselor offered to speak with Julie's English instructor to explain her disability and offer assistance.

Postsecondary Progress: Winter

Julie missed several weeks of school in January because of bronchitis. She had been doing passing work in English but had not followed up with utilizing the tutorial assistance from the writing specialist. Julie continued to be active in student senate, choir, and cheerleading and was working twenty hours per week in the Upward Bound office.

Some of the strategies that Julie used in her courses during winter quarter included keeping a list of difficult vocabulary words, using the dictionary for definitions and writing them on notecards. The transition counselor referred Julie to a math tutor as she stated that she was having difficulty understanding Algebra and was falling behind in class. A goal was set to help Julie develop a study schedule and establish study goals. Although Julie was having some difficulty this quarter, she expressed a positive attitude about her progress and decided to consider a career in Math, possibly as a teacher.

In March, Julie was uncertain about her status or grades in English, even after consulting with the instructor. The transition counselor talked with the instructor who expressed some concerns about Julie's progress. The instructor stated that although Julie was outgoing, assertive, and had the potential for academic success, several major assignments had not been handed in. Julie did not write down or follow directions for papers; she did not make the recommended changes in her writings; and there was little follow-through. She felt Julie was not taking the class seriously and suggested that she repeat the class prior to taking the next English course.

When this was discussed with Julie, she agreed that she had not put enough effort into English and that because of other things going on in her life (school activities and personal problems) she had let her academic responsibilities slide. Julie also stated that it was often difficult for her to understand verbal directions and she had never asked for clarification. The transition counselor suggested some self-advocacy skills and assertiveness strategies Julie might use in this situation. Julie agreed to try these suggestions and to consider taking the class again.

Postsecondary Progress: Spring

Julie started spring quarter registered in four courses: Choir, Math, Speech and Sociology. Prior to beginning spring quarter, Julie was encouraged to speak with the Sociology instructor to inform him of her learning disability and to discuss accommodations (extra time for tests, special testing arrangements and the use of a notetaker in class). She was also encouraged to purchase the textbook early to get a head start on the reading. Julie did not follow through with any of these suggestions. At the beginning of the quarter, she was excited about public speaking and choir, and was again encouraged to seek tutoring assistance early on for Math. Due to the large amount of reading required in Sociology, taped texts were suggested, but Julie did not want to use them. The transition counselor encouraged Julie to highlight main ideas and use flashcards for important terms. Julie promised to keep track of her study schedule for 1 week.

When winter quarter grades were received, Julie and her transition counselor were both surprised to see an "F" in Math 109. Julie agreed to discuss this with the instructor because she thought she had done much better. At first, she was unwilling to consider withdrawing from Math 110, even though she received an "F" on the first test of the spring quarter. But because it is a prerequisite for the higher level class, Julie was advised to withdraw from Math 110 and retake Math 109 in the fall. She would also work with a tutor from the beginning of the course. She stated feeling a sense of relief as now she could devote more time and energy to her other three classes. Because Julie's credit completion was 18 out of 30 credits attempted, with a cumulative GPA of 1.6, she was placed on the Warning component of Academic Probation.

Julie was feeling positive about Speech and Choir and reported some difficulty with Sociology, although it appeared to be going well. Extra-curricular activities kept Julie very busy during the spring. She continued to be active in student senate, directed a talent show and continued her twenty-hour part-time job.

Julie's Future Goals

Julie's goals for the future were unclear and undecided as she completed her first year at the community college and her final year with the Project. She stated in her final interview with the Project staff that she might take the Math 109 course during the summer session, or wait until fall quarter. She did intend to return to the community college in the fall but did not plan to graduate from there. Rather, she would transfer the credits earned at the community college and apply to a 4-year college, such as one of those visited on earlier site visits. Julie felt her strengths and interests continued to be in the areas of math, science and computers. She admitted that she sometimes got pretty caught up in extracurricular things and didn't do very well in school.

Counselor's Future Goals For Julie

Finally, it was recommended to Julie by the project transition counselor that she, (a) re-examine her academic goals and vocational choice, and her personal motivation/commitment to pursuing them; (b) set specific manageable goals for the upcoming year; (c) continue to apply study strategies which she had learned in order to prepare effectively for exams and to capitalize on her academic strengths; (d) realize and accept her academic strengths and weaknesses and select future courses accordingly; (e) make full use of accommodation options designed specifically for individuals with learning disabilities; (f) practice self-advocacy skills by speaking with instructors early in the quarter, before problems arose; and (g) manage her time more effectively. Julie was referred to the support services counselor at her community college for further assistance. Because the federal funding for the Project ended in 1989, no further follow-up has been conducted.

Recommendations And Conclusions

Both the quantitative and qualitative data gathered during the 3 years of the LD Transition Project clearly point to a number of recommendations that should be beneficial to others who provide services to students with learning disabilities. The following recommendations gleaned from this case study are offered for consideration.

(1) There is a pressing need for more longitudinal research to be done which applies to the transition process for adolescents and adults with learning disabilities. One of the few current studies in this area is being carried out by the Stanford Research Institute (Wagner, 1989). The National Longitudinal Study of Secondary Handicapped Students was created to follow 8,000 students with disabilities from ages 13-21. Preliminary results show many sobering trends directly related to Julie's experiences. For instance, 25% of the students with disabilities in the Stanford study were drop-outs. Only 15% of the students with learning disabilities have gone on to postsecondary education after high school graduation. Obviously, this study, and others like it, are necessary to further illuminate facets of the transition process.

(2) Julie's case study emphasizes the need to "front-load" the system by providing transition services early on in high school. The LD Transition Project staff saw the necessity of encouraging interagency cooperation, working closely with parents, and focusing on real life skills needed after high school graduation. Obviously, the emphasis on these skills goes beyond the typical secondary curriculum of academics traditionally used to earn a high school diploma. We firmly believe that this shift in secondary curriculum is integral to the successful transition of adolescents with learning disabilities into adulthood. This new transition emphasis moves the focus of service delivery and academic instruction in both secondary and postsecondary settings from merely "passing classes" to components that will affect adults with learning disabilities throughout their lives. Examples are: (a) emphasizing generalizable skills, such as using accommodations equally applicable to academic, vocational or social environments; (b) increasing disability self-awareness; (c) giving an equal emphasis to psycho-social issues as well as academic problems; and (d) shifting the responsibility for success to the student, as well as the service provider or the instructor. All of these components will require continued exploration.

(3) Continuous life-long support for individuals with learning disabilities must be provided. Both the professional literature (Cronin & Gerber, 1982; Hedberg, 1987; Kroll, 1984) and our own work at the University of Minnesota clearly show that the transition process may be a life-long one. Julie's case study illustrates this well. It is apparent from observing Julie's struggles and successes that each individual with disabilities may have his/her own unique timetable, but all will need some type of support at some time or another. Current information is beginning to emerge from interviews with this population who indicate the need for information on resources and support on the job for their disability (Brown, 1984; Clark, 1980; Crimando, 1984; Hedberg, 1987). This support must be flexible enough to allow LD individuals to "drop-in" or "drop-out," requesting services as they see fit.

(4) We must continue to explore transition issues that relate to adults with learning disabilities. One clear theme emerges from Julie's case study: Transition is not a "one-shot" set of isolated techniques, but a process full of overlapping, complex factors. Consequently, we as service providers must continue to incorporate knowledge and support for issues than are relevant to adults, and not only children. We recommend that issues such as chemical dependency, financial independence, human sexuality and pregnancy, marriage and family needs, social isolation, older students returning to school, and unsuccessful employment histories continue to be explored as part of the life-long transition process.

(5) Secondary and postsecondary service providers should prepare individuals with learning disabilities for independence. It becomes apparent when reviewing the progress of individuals with learning disabilities that it is vital for these students to receive personalized support which fosters both self-advocacy skills and disability self-awareness while they make the crucial transition from secondary settings to adult life. Experiences with students like Julie have underscored the fact that specialized information must be taught, because even though many individuals with learning disabilities have many strengths (such as average or above intelligence), they often don't develop these skills by themselves.

A great deal of time and energy in our Project was focused upon fostering self-advocacy skills and disability self-awareness in many different ways in a variety of settings. As a result, Project participants: (a) have the knowledge and appropriate skills to pursue postsecondary education and/or job training; (b) can practice pinpointing and communicating their needs; and (c) are able to listen, understand and accept feedback from peers, instructors, parents, supervisors, and others in their everyday environment. Best practices (Brown, 1984; Dalke & Schmidt, 1987; Hedberg, 1987; Ness, 1989, Seidenberg, 1986) demonstrate that programs which build in a bridge of support from high school to postsecondary education and/or employment include these components: teaching self-advocacy skills; visiting postsecondary facilities; connecting students with adult and community support services; and developing appropriate educational service plans (IEPS or ITEPS). To assume that individuals with learning disabilities will "pick-up" this critical information on their own is both naive and inaccurate, and a disservice to the student. To support this belief, several large longitudinal studies are now underway with students with mild handicaps to study the relationship between dropout rates and postsecondary retention patterns and self-advocacy skills and disability self-awareness (Johnson, 1989; Wagner, 1989).

(6) Collaboration with secondary personnel is critical to enhance transition. Our experiences have clearly taught us that transition cannot, and should not, be developed in isolation. If the transition process is to be successful for both students with learning disabilities and the service providers who work with them, collaboration must be continuous between secondary staff and postsecondary staff and/or employers. As Julie's case illustrates, if communication and sharing of information is encouraged among professionals, everybody wins. These benefits may accrue through collaboration: (a) students and parents are introduced to staff and services available in postsecondary facilities in a supportive, comprehensive manner; (b) the groundwork is prepared for students as they exit secondary education and enter postsecondary education and/or employment; (c) assessment data are coordinated to avoid costly duplication of staff and student time and energy; (d) information is synchronized so that everyone can pull together diverse bits of knowledge from many sources and then focus it on specific goals; and (e) the "handing-off" of students with disabilities is expedited by providing an exit file, which includes a description of the student's individual strengths and weaknesses, past disability accommodations, test scores, disability documentation and contact names and phone numbers.

In summary, if the field of learning disabilities is to continue to grow as children with learning disabilities mature into adults with learning disabilities, everyone involved in this journey needs to participate in dialogue and problem solving. Julie's case study is illustrative of an approach leading to an exciting and successful future for many individuals with learning disabilities.
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Abstract

This study examined the relationship between social competence and work success in college students with learning disabilities (LD). A sample of college students with LD was rated on an index of social competence and then interviewed about their summer and part-time work experiences. Subjects with high ratings on social competence were more likely to have earned over $6 per hour and to have worked on a non-hourly basis, and were less likely to have had difficulty finding a job. A subset of the sample with diagnosed Attention Deficit Hyperactivity Disorder was found to have low social competence and marginal work histories. Implications of the findings for support service planning are discussed.
Introduction

For many young people and their families the main purpose of a college education is to prepare them to succeed occupationally. A major question for those who run support programs for college students with learning disabilities (LD) centers upon whether the interventions that decrease the risk that such students will fail in college do anything to decrease the risk that they will fail occupationally. There are several reasons why we should be interested in this question: (1) there is a small but growing literature that indicates that adolescents with LD are more likely to have marginal and unsatisfactory work adjustments (Rourke, Young, Strang & Russell, 1986; White, Alley, Deshler, Schumaker, Warner & Clark, 1982); (2) there is an even bigger literature suggesting that adolescents with LD are more likely than non-LD adolescents to have deficits in social skills that are relevant to work success or failure (Bryan, 1977; Meyers & Messer,1981; Rourke,1989; Spreen, 1988); and (3) LD support programs tend to focus on academic success, and do relatively little to prepare students more specifically for a successful transition to the world of work (Mangrum & Strichart, 1984; Vogel, 1987).

This study is a preliminary effort to validate an instrument for identifying which college students with LD may be at increased risk for occupational failure because of interpersonal skill deficits. Although students with LD, as a group, may be more likely to be socially incompetent, there is considerable variability in the level of social competence of students with LD. With the increased emphasis on sub-typing as a necessary prelude to design of intervention programs, it is of interest to determine whether level of social competence is a meaningful basis for screening those college students with LD who may need increased services aimed at helping them make the transition to employment.

The most valid approach to examining the relationship between social competence and work success of college students with LD would be to follow them into adulthood. Given the number of years needed to do that, however, we have chosen to use as a preliminary index of employment success the experiences that college students with LD have had in their summer jobs and in their part-time employment during the academic year. In this study, a sample of college students with LD was rated on a measure of social competence and then interviewed to gather information about their recent work experiences. It was hypothesized that students who scored low in social competence would give indications of problems in their college work experiences that might be predictive of later, more serious, problems in career development.

Figure 1. 

Model Underlying the Social Competence Sub-Scale of the GCI.

Method

Subjects

The subjects were all students at a 4-year private university who were enrolled in an LD support program. Forty-five students were rated on the social competence scale of the General Competence Index (Greenspan, Gregory, Granfield, & Musheno,1989). Based on a median split, subjects were divided into a "High Social Competence" (Hi SC) and a "Low Social Competence" (Lo SC) group. Eighteen subjects (nine Hi SC, nine Lo SC) agreed to be interviewed about their recent employment experiences. The mean social competence score for the nine Hi SC subjects was 96.1 (range:93-99)compared to a mean of 85.6 (range 74-90) for the nine Lo SC subjects.

The Hi SC group contained six males and three females, while the Lo SC group contained seven males and two females. The mean age of the Hi SC group was 19-11 (range: 18-10 to 21-3), while the mean age for the Lo SC group was 20-9 (range: 19-4 to 23-7). Wechsler Adult Intelligence Scale-Revised (WAIS-R) scores were available for most subjects. The mean Full Scale IQ for the two groups was essentially identical (99.6 for Hi SC, 100.6 for Lo SC). The mean Verbal IQ was five points higher for the Lo SC group than for the Hi SC group (108.1 versus 102.8), while the mean Performance IQ was two points higher for the Hi SC group than for the Lo SC group (95.7 versus 93.4).

Information about educational and occupational backgrounds of subjects' parents showed the two groups to come from similar socioeconomic backgrounds. All subjects were white, and most came from relatively advantaged professional families.

General Competence Index

The measure of social competence that was used is derived from a rating instrument known as the General Competence Index (GCI). The GCI was developed by the first author and his colleagues (Greenspan, Gregory, Granfield, & Musheno, 1989), based on a model of competence that had been developed over a period of years (Greenspan,1981). Raters (in this case staff persons in the college LD support program who knew the subjects well) are asked to rate students on a 5-point Likert scale, according to how competent they are on each of 64 items. Half of the items (32) tap an individual's "social competence" (practical intelligence, social intelligence, temperament and character), while the other half of the items tap his/her "instrumental" competence (physical state, motoric ability, sensory functioning, and language/cognition).

In this study, only the social competence sub-scale of the GCI was used (see Figure 1 for a detailed depiction of the model of social competence). In this study, a summary measure of social competence was obtained by summing the five-point ratings across all 32 social competence items. The GCI is filled out by raters who are asked to read the very detailed and self-explanatory directions, without receiving any training. One reliable study, utilizing a sample of mentally retarded adults, and utilizing Generalizability Analysis of Variance (Genova) produced a reliability coefficient of .66 (Gregory, 1989). A more recent reliability study, utilizing a high school sample of emotionally disturbed youth, produced a reliability coefficient (for the social competence component of the GCI) of .83 (Musheno & Greenspan, 1990). While there are no absolute guidelines concerning an acceptable Genova coefficient, this level is considered adequate for research purposes; however, it is recommended that at least two raters be used for any clinical purpose to which such an instrument might be put (Suen, Awrey, & Greenspan, in press).

Validation of the GCI is ongoing. Content validity was obtained by having expert judges rate the items according to their fit with descriptions of the major components of the competence model. Concurrent validation thus far was provided in one study (Gregory, 1989) in which the social competence sub-scale of the GCI was found to be as good a predictor of work adjustment in adults with mild mental retardation as was the Vineland Adaptive Behavior Scale.

Interview About Work Experience

Telephone interviews were conducted with all of the 18 subjects. In these interviews, students were asked about their work experiences over a span of 3 years, plus the current summer (the interviews were conducted mid-summer). Subjects were asked to give their job titles, dates of employment, the nature of the work, hours worked per week, their highest hourly earnings, and any difficulties they may have had in keeping the job and in getting along with supervisors and co-workers. They were also asked whether the job was challenging, whether their learning disability interfered with their job performance, their reasons for leaving the job, and if any accommodations were made for their LD (for example, allowing an individual to work alone, allowing an individual to take longer to complete a task, etc.).

Finally, the following open-ended questions were asked: "Have you ever had difficulty finding a job?", "If so, what do you attribute the difficulty to?", "What are the most important things people need to do to hold a job?", "What do people need to do to get ahead in a job?" and "When people get fired, what do you think are the reasons?"

Demographic and other personal information was noted from subjects' records, including: age, parents' education and occupations, WAIS-R scores, the nature of their learning disability, and any known history of psychiatric difficulty.

Results

Level of Employment

Several analyses were undertaken to compare the level of employment of the students in the Hi and Lo SC groups. Salary was one such indicator, although mean salary level is a less than satisfactory index, as students were in multiple jobs for varying periods of time. It was decided to look at the percentages of students who, at one time or another, had earned an hourly equivalent rate of $6 or more. In the Hi SC group, seven out of nine had met this criterion (eight out of nine, if one counted the tips earned by one student who worked in a restaurant). In the Lo SC group, however, only five out of nine subjects met this criterion (note: because of the small N, findings are presented descriptively, without any effort to use an appropriate statistic, such as chi-square).

Another way of looking at level of employment is in terms of whether a subject has ever worked on a non-hourly basis, for example on a fee-for-services, contractual, or commission basis. Using this rough index of "professionalism," we found that seven out of the nine Hi SC subjects had some experience with such a compensation arrangement, having worked in such roles as photographer, commission salesman and camp counselor, while only one of the nine Lo SC subjects had any such experience.

Difficulty in Finding Jobs

Another indicator of employment success was whether or not the subjects had ever experienced difficulty in finding a summer job. Three of the Hi SC subjects reported difficulty, with two of those attributing it to poor timing: for example, as a result of having to attend summer school. Five of the nine Lo SC subjects, on the other hand, reported difficulty in finding a summer job, with none attributing it to timing problems. Two of the Lo SC subjects attributed their difficulties to motivational problems, as reflected in one statement that "I didn't feel like looking."

Ideas About Job Maintenance and Success

Preliminary analysis of the responses to questions about reasons why people succeed or fail in jobs revealed no differences between the two social competence groups. Both groups tended to rely on platitudes like "work harder than you have to," "show a good attitude," "be on time," etc. Relatively few comments were made by any subjects about the quality of the work performed (as opposed to the importance of conforming), and these were all made by members of the Hi SC group. The validity of the open-ended approach to assessing employment insight was brought into question by one comment (from the lowest-rated member of the Lo SC group): after providing socially desirable responses about the importance of punctuality and taking direction from supervisors, he volunteered the information that he regularly ignores both bits of advice.

Role of Attentional Disorders

An interesting finding, although one not part of our initial focus, emerged from an examination of available data about subjects' psychiatric histories. It was found that the Lo SC subjects were quite a bit more likely to have been diagnosed or referred for possible diagnosis for Attention Deficit Hyperactivity Disorder (ADHD). Four out of the nine Lo SC subjects were evaluated for possible ADHD, with three so diagnosed (all three had been placed on attention-enhancing medications). In the Hi SC group, by contrast, only one of the subjects was ever referred for ADHD testing. Interestingly, this subject had the lowest social competence score in the Hi SC group, scoring only two points above the median for the total sample.

Discussion

Research Implications

The results of this study suggest that social competence level, as measured by the social competence scale of the GCI, may be a useful indicator of risk status for later employment difficulties in college students who have learning disabilities. In their recent summer and part-time academic year employment experiences, the Hi SC subjects were more likely to have earned over $6 per hour and to have worked on a non-hourly basis, and were less likely to have experienced difficulty in finding a job. There were no apparent differences in the responses to open-ended questions about how to keep and succeed in a job, although there is reason to think that a more valid approach to tapping such knowledge might have been to present hypothetical problem situations and ask for possible solutions, rather than to solicit platitudinous responses to open-ended questions.

Inferences about the risk status of the Lo SC subjects in this study are based on the assumption that difficulty or failure in summer employment may be indicative of later difficulty in post-college career-building efforts. This is an unproven assumption, although one that is reasonable to adopt. Clearly, a stronger case could be made for the validity of the GCI if these subjects were followed up for several years, and their post-college employment experiences examined.

This study indicates, quite clearly, that there is variability in the level of social competence found in college students enrolled in an LD support program. There was a negative skew in the social competence scores, such that the majority of subjects were grouped at the high end, with the major variability consisting of a few extreme outliers at the low end. This suggests that the GCI may be useful as a screening device, with action (such as counseling, psychological evaluation, social skill training, and vocational rehabilitation referral) considered routinely mainly for those students who evidence very low social competence scores.

Although this study lacked sufficient sample size to undertake a fine-grained analysis of the contribution of particular components of social competence to work experience, the finding of a higher incidence of possible ADHD among the Lo SC group is of particular interest. It is significant that the three confirmed ADHD subjects in the Lo SC group also received the three lowest social competence scores of the total sample, with two of these scoring almost 20 points lower than the highest subjects in the Lo SC group. These three subjects also had very marginal employment histories (i.e., held a job in college typically held by high school students and maintained jobs through the intervention of parents), and appeared to be especially at risk for later employment problems.

The IQ data, while not a central focus of this study, provided some interesting findings. The fact that the Full Scale IQs were equivalent in the two social competence groups suggests that (at least for this sample) the employment risk status of the Lo SC subjects was a function of factors other than IQ. In fact, the Verbal IQ scores (perhaps most related to purely academic success) were actually higher in the Lo SC group. In sum, the study lends some support to the notion that a segment of the LD college population maybe more at risk than others for later problems in the area of career success. The interpersonal incompetence needs further exploration as the possible central factor in creating this increased risk. In this regard, students with LD are probably no different than students with other types of disabilities (or no identified disability) who may lack employment readiness because of social skill deficits. Services aimed at increasing employability, while desirable for all students who may need them, are particularly advisable for students who are both LD and socially incompetent, because of their increased risk of failure in life challenges after college.

Practical Implications

In developing services for students with LD who are experiencing social and/or job difficulties, existing support services first need to be identified and utilized. Collaboration needs to be developed between LD specialists and vocational specialists such as career counselors and cooperative education program staff. When students with LD do not qualify for cooperative education programs, modifications may be needed, or alternative fee-based programs designed. Additionally, collaboration should be fostered with State Departments of Rehabilitation Services to offer individuals vocational training and support during their college careers. Finally, collaboration between LD specialists and counseling and mental health professionals is critical to more expertly address ongoing social and emotional difficulties. Collaborative projects might involve peer support groups, job skill workshops, and supervised practicum experiences. Topics, objectives, and activities will vary depending on individual student needs; however, because the most successful job strategy often involves "selecting a job that rewards and utilizes assets and minimizes areas of deficiency" (Kokaska & Skolnik, 1986, p. 515), self-assessment and job exploration are critical elements of transition programs. Discussions of the distinction between vocation and avocation might encourage some individuals to more realistically consider pursuing fulfillment through hobbies and/or family and community activities rather than through their jobs. For others, exploration of self-employment options might be appropriate, as in the innovative Venture Project initiated by the Washington Coalition for Citizens with Disabilities (Haring & McCormick, 1990). Rather than focusing on how to be a good employee, this project helps individuals to clarify their resources and abilities, and to develop skills and systems for self-employment.

In support groups, inappropriate interpersonal behaviors might be identified and addressed using modifications of the awareness building and self-management techniques proposed by Fagen, Long and Stevens (1975) and Goldstein, Sprafkin, Gershaw and Klein(1980). Opportunities for interview rehearsing, self-advocacy practice and collaborative problem-solving also need to be made available to students (Siperstein,1988). Alumni and/ or other adults with LD (in particular, ADHD) could be invited to speak about their job experiences and to serve as mentors (Schumaker, Hazel & Deshler,1985). Alumni networks and evening follow-up groups could further provide opportunity to develop job maintenance and promotion skills (Michaels,1989).

Hopefully, interventions such as those described above will serve to increase the likelihood that college students with LD who have significant interpersonal difficulties will make a more successful adaptation to work and, consequently, to adult life. It should be kept in mind, however, that even with the best and most conscientious interventions, some college students with LD face a future of long-term dependence on adult disability service systems.
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As we seek to enhance opportunities in higher education for students with learning disabilities, it is important to keep abreast of issues that are critical to meeting the needs of this growing cohort of students on our campuses. This article presents responses from a number of AHSSPPE LD SIG members to questions that are appearing in the literature and are being debated in many forums.
Insights on Issues

By its very nature, a disability in learning implies unique challenges in the arena of higher education, which is characterized by an emphasis on the advancement of knowledge and a mission of fostering intellectual, academic, and vocational growth. As service providers, we share a commitment to acknowledge and advocate for the rights of qualified students with learning disabilities (LD) for equal educational opportunity. Yet there exist provocative issues for interpretation and action that underscore the value of professional collaboration and communication. This article presents responses of selected AHSSPPE members from the LD special interest group to topics of concern on a national level including the following: determining who is an "otherwise qualified" student with a learning disability; documenting and determining a specific learning disability; defining reasonable accommodations including provisions for dealing with foreign language requirements; and promoting independence.

The Concept of "Otherwise Qualified"

Explaining the construct "otherwise qualified" often presents unique problems for college service providers. According to Sally Scott, prospective students and their parents frequently arrive on campus with an understanding of learning disabilities and an expectation of services based upon their prior educational experiences under P.L. 94-142 (the Education of All Handicapped Children Act, now called Individuals with Disabilities Education Act). Section 504 and the construct "otherwise qualified" bring about a shift in both students' and parents' educational roles, responsibilities, and rights, affecting everything from how services are attained, to which services are provided, to why services are available. These changes in rights and requirements for services are dramatic: "otherwise qualified" is not a clear-cut standard for prescribing specific procedures and services, but rather entails a reasoning process for weighing essential requirements, individual abilities, and reasonable accommodations.

Scott suggests that communicating the nuances and implications of this reasoning process is not typically a simple task. In most instances, the college service provider is likely providing an initial exposure to the construct in a relatively limited amount of time. As with other audiences seeking to understand the regulation (faculty or community), initial exposure is necessary to increase awareness of student rights, but it is rarely sufficient for understanding and personalizing the functioning of the construct. Prospective students must be able to apply this construct to their own learning profiles and needs in juxtaposition with the "institutional personality" which includes institutional mission and the profile of the typical student served in that setting. Ironically, notes Scott, individual differences which are at the heart of our services and form the essence of the construct "otherwise qualified" also make it more difficult to explain in an introductory and often cursory interaction with prospective students and their parents.

Arlene Stewart has found varying responses to the notion of "otherwise qualified" which reflect the level of real understanding of the learning disability and the amount of time a student and family have been dealing with that disability. For those who have recognized and coped well with their problems over a number of years, Stewart has observed a desire to meet standard institutional entrance criteria as well as efforts to deal with deficiencies in secondary school preparation prior to formal application for admission. These students frequently begin the college search process well before their senior year in high school.

In contrast, Stewart describes another group of students who are "shopping around" for schools with specific programs for students with LD, regardless of the academic status of institutions. Frequently, there is an expectation that services will eradicate the learning disabilities, and this group is concerned about special admissions considerations in light of a disability. Clearly, the logic of adhering to the principle of "otherwise qualified" creates difficulties for these students.

In summary, as advocates and service providers, we are in a position to encourage students with learning disabilities to consider higher education as a viable option. However, we must also be cautious in fostering unrealistic expectations. Given the heterogeneity of the LD population, as well as the extensive range of postsecondary institutions and programs, the challenge rests in creating a reliable method for applying the notion of "otherwise qualified" in an equitable and proactive manner. It behooves us to assume leadership roles on our campuses to create a climate of cooperation and collaboration between special student services and admissions personnel to critically examine the process by which applicants who self-identify as learning disabled are evaluated for admission and enrollment. Institutions of higher learning must address accessibility for students with learning disabilities by conducting self-evaluations to judge equity in admissions decisions in light of Section 504's constructs of "otherwise qualified," and "academic and technical standards." At the same time, institutional policies that depend upon the use of standardized test scores or other criteria that may reflect the student's learning disability rather than ability require close scrutiny to assure compliance in a nondiscriminatory fashion.

Documenting and Determining a Learning Disability

Although there is great variability in criteria used to establish eligibility for services as a student with LD at the elementary and secondary levels, there is general consensus that a specific learning disability involves a significant discrepancy between a student's aptitude and level of performance or achievement in academic areas. At the postsecondary level, problems in documenting and determining a learning disability are enormous and far-reaching. More colleges and universities are encouraging potential students to voluntarily submit documentation to enhance understanding of their qualifications for admission. For those students seeking support services, college student service providers often rely upon previous diagnostic evaluations to establish eligibility under Section 504.

Nancy Oliker and Susan Krasnow point out the dilemma college decision-makers face during the process of considering applications for admissions from students with learning disabilities. Legal mandates of Section 504 restrict preadmission inquiry about an applicant's disability. This results in the use of traditional admissions criteria (class rank, grade point average, SAT or ACT scores) to judge an LD applicant's potential to succeed. Yet there is evidence that these criteria may be adversely influenced by the disability.

In an effort to institute affirmative action policies, some colleges and universities encourage voluntary submission of disability information for use in the admissions process. Oliker and Krasnow accurately point out that not only do admissions staff often lack the expertise and training to assess such testing materials, but also that there is a dearth of research on valid predictors of collegiate academic success for students with LD. Problems with documentation are confusing and complex. Because there is no universally-accepted operational definition of LD, diagnoses vary from state to state, examiner to examiner, depending upon theoretical perspectives. Often the documentation is old, allowing for legal eligibility for services based upon a history of a disability, but offering little useful information regarding a student's current strengths and weaknesses in processing and performance. Oliker and Krasnow summarize numerous problems with documentation including technical inadequacies of testing instruments, lack of agreement on a suitable battery of tests, and credentials of diagnosticians. They also raise the critical issue of access for lower socioeconomic status and nontraditional students who may not have been offered the opportunity for diagnostic assessment.

Reasonable Accommodations

At the postsecondary level, service providers are called upon to advise students, faculty, and administration regarding the provision of reasonable accommodations for students with learning disabilities. Yet there is no standard formula or equation to guide the process of rendering such judgments.

All students with LD do not need the same reasonable accommodations, according to Pamela Adelman. Since the term "reasonable" requires interpretation, the institution must develop a process or method for evaluating the appropriateness of modifications. This implies the importance of documentation that is comprehensive and current and includes specific information about the necessary types of auxiliary aids or academic adjustments based upon a profile of strengths and weaknesses. Adelman raises a crucial challenge: research is needed not only to document the rationale or basis for accommodation, but also to validate instances when accommodation is not reasonable. Because academic requirements that are deemed essential to a program of instruction will not be considered as discriminatory, we need to develop reliable and valid methods of determining what program aspects are essential. Adelman, as an example, poses this question: "Is knowledge of a foreign language essential for a student to receive a liberal arts education?"

Lydia Block notes that the foreign language requirement has been an obstacle between many students, both those in the general college population as well as some students with LD, and a college degree. Anna Gajar reports numerous experiences of students with LD struggling to master a foreign language, often accompanied by frustration and repeated failure. Both Block and Gajar emphasize the importance of creative approaches to reasonable accommodations in meeting foreign language requirements. Future options such as graduate school and jobs in bilingual communities may be eliminated for students with LD without second language experiences, notes Block. "We know that they learned how to speak English. We might assume that under the right conditions they can learn a second language."

Creative approaches must, not should, be fostered, and Gajar suggests a number of alternatives while favoring substitutions, such as American Sign Language (ASL), cultural foundation courses and computer languages, rather than waivers. She also advocates for a proactive approach to avoid repeated failures on the part of students grappling with foreign language learning. The development of university and college norms for predictors of success in learning a foreign language would enhance the criteria used to determine qualifications for the reasonable accommodations of substitution.

Block points out that all of the research on the climate of the classroom leads one to believe that students with LD can benefit from different teaching and learning approaches. Rather than making it the standard to seek foreign language substitutions, she emphasizes the "can" of learning a foreign language, rather than the "can't." This will require collaboration among foreign language departments and educators, college administrators, and students' service providers. Instructional environments that foster creative approaches to foreign language mastery, rather than focus on traditional oral and written evaluation as evidence of proficiency, may offer a way to tap into the strengths many students with LD exhibit in oral expression.

Independence

A call to dedicated action to promote independence and self-advocacy among college students with LD is issued by Ernie Rose and Patricia Tomlan. Rose articulates the disturbing outcomes from the current research base associated with dependence among this student cohort: (a) postsecondary education completion rates which are significantly lower than for students without disabilities; (b) significantly higher unemployment and underemployment rates than the national average; and (c) significantly higher numbers of adults who continue to live at home and depend upon their families as their primary source of social interaction. Rose offers several suggestions to change these outcomes, including dialog with secondary education personnel to stress importance of training in social skills and self-advocacy. This curricular focus should reach down to the elementary level and involve parents at every step. Further, teacher trainers at the undergraduate and graduate levels are in a position to prepare future educators with the competencies to teach independence and self-advocacy. Personal empowerment and self-determination are critical concepts to be stressed at both the pre-service and in-service levels of training. Finally, Rose emphasizes the importance of listening to and learning from persons with learning disabilities. "We must work in partnership with service recipients to foster independence thorough the system, not dependence on the system."

Both Rose and Tomlan suggest the importance of promoting independence in preparation for implementation of the Americans with Disabilities Act (ADA). At the postsecondary level, we have a professional responsibility to work with students with learning disabilities to develop compensatory strategies, recognize accommodations to deal with their specific deficits, and promote responsibility for becoming self-sufficient in anticipation of transition to employment. As Tomlan so aptly describes it, we must avoid becoming the "someone" to do for LD students, and focus on enhancing their skills in "learning how to do" for themselves.

Resources Addressing Current Issues in Postsecondary LD: An Annotated Bibliography

Joseph Patrick Cullen
A. J. Pappanikou Center for Special Education and Rehabilitation, University of Connecticut

This is the first in what is expected to be a regular column in the journal listing current resources from the ERIC and PSYCLIT data bases that pertain to issues in disabled student services at the postsecondary level. Although the following references address issues within the field of learning disabilities, subsequent compilations will focus on concerns in other areas of postsecondary disability services. Each entry was chosen for its practicality, timeliness and relevance to one or more of the following topics: admissions and the determination of "otherwise qualified" under Section 504, legal issues, foreign language instruction, reasonable accommodations independence and self-advocacy, and assessment and eligibility for services.
Admissions and the Determination of "Otherwise Qualified" under Section 504
1. Benderson, A. (Ed.). (1988). Testing, equality, and handicapped people. Princeton: Educational Testing Service (ETS). (ERIC Document Reproduction Service No. ED 303 944).

The author reports on a series of studies conducted by ETS to evaluate whether SAT and GRE results obtained in special administrations are comparable to those obtained in standard administrations. Comparability was found to be high in terms of reliability, factor structure, and item difficulty. Nonetheless, while predicative validity studies suggested that there is little over- or under-prediction of academic performance for the majority of students with disabilities, it was found that SAT results substantially over-predicted the college performance of examinees with LD.

2. Cooper, R. J. (1987, Summer). What an admission counselor needs to know about learning disabled students. Journal of College Admissions, 116, 14-18.

This author reviewed definitions of LD and some of the history of the field, relating this information to the college admissions process. Included in this discussion were the problems associated with standardized admissions tests as well as recommendations that postsecondary institutions clarify their admissions policies for students with learning disabilities and disseminate them more effectively to high school guidance counselors.

3. Engel, J. B. (1988). Questions to ask the bright but learning disabled student during the admissions process. College and University, 63, 333-337.

This article covers a line of questioning to be used in the college admissions process for learning disabled students. The author's intent is to provide admissions counselors with an informal procedure for evaluating a student's academic survival strategies and determining whether the institution provides a good match for a given student's needs.

4. Shaywitz, S. E., & Shaw, R. (1988). The admissions process: An approach to selecting learning disabled students at the most selective colleges. Learning Disabilities Focus, 3, 81-86.

Guidelines are offered to admissions counselors in competitive colleges for identifying learning disabled applicants who would survive in their institutions.

Legal Issues
1. Recruitment admissions and the handicapped student: A guide for compliance with Section 504 of the Rehabilitation Act of 1973 (2nd ed.). (1985). Washington, DC: American Association of Collegiate Registrars and Admissions Officers. (ERIC Document Reproduction Service No. ED 308 759).

This is a revision of an earlier guide designed to assist postsecondary institutions in complying with Section 504 of the Rehabilitation Act of 1973. The sections address basic issues related to 504 compliance including to whom the law applies and how it affects all major phases of institutional operation (recruitment, admissions, publications and forms, testing, financial aid, orientation, registration, etc.).

2. Rothstein, L. F. (1986). Section 504 of the Rehabilitation Act: Emerging issues for colleges and universities. Journal of College and University Law, 13, 229-265.

This author addresses several issues related to compliance with Section 504 including: eligibility for services; the problem of standardized testing; and the determination of what constitutes "reasonable accommodation."

3. Smith, E. (1989). Anderson v. University of Wisconsin: Handicap and race discrimination in readmission procedures. Journal of College and University Law, 15, 431-442. 

This article explains the elements of race and handicap discrimination as listed in the Anderson v. University of Wisconsin court decision. The author also describes readmission procedures that may reduce the probability of discrimination claims.

Foreign Language Instruction
1. Demuth, K. A., & Smith, N. B. (1987). The foreign language requirement: An alternative program. Foreign Language Annals, 20, 67-77.

A description of the Boston University program for alternative foreign language instruction is offered. This program provides a modified course sequence to students with learning disabilities or other handicaps that adversely affect their opportunities for success in foreign language classes.

2. Freed, B. F. (1987). Exemptions from the foreign language requirement: A review of recent literature, problems and policy. ADFL Bulletin, 18, 13-17.

A summary of how specific learning disabilities adversely affect foreign language acquisition is presented along with the University of Pennsylvania foreign language exemption policy. The author includes a description of procedures for evaluating student requests for exemption and possible alternative course sequences.

3. Ganschow, L., Myer, B., & Roeger, K. (1989). Foreign language policies and procedures for students with specific learning disabilities. Learning Disabilities Focus, 5, 50-58.

The results of a survey of the foreign language practices of 166 four-year colleges and universities are discussed. Included are data on foreign language requirements, procedures for seeking exemptions, prevalent teaching methods and instructional alternatives, and typical course substitutions.

4.Ganschow, L., & Sparks, R. (1986). Learning disabilities and foreign language difficulties: Deficit in listening skills? Journal of Reading, Writing, and Learning Disabilities International, 2, 305-319.

These authors report on the results of four case studies of learning disabled college students with LD who experience severe problems learning a foreign language. While each of these students exhibited a pattern of processing deficits that might adversely affect foreign language learning, deficiencies in listening comprehension were found in all four cases. These results suggest that listening skill deficits may underlie some LD students' problems in foreign language courses and that alternatives to the audio lingual teaching method may be needed.

5. Goodman, J. F. (1988). The measurement of foreign language disabilities in college students. Journal of Learning Disabilities, 21, 429-430.

The author presents the results of a study on the foreign language aptitude test and concludes that current assessment technology is not adequate for diagnosing a specific foreign language learning disability.

Reasonable Accommodations
1. Ellis, E. S., Sabornie, E. J., & Marshall, K. J. (1989). Teaching learning strategies to learning disabled students in postsecondary settings. Academic Therapy, 24, 491-501.

The authors describe learning strategies than can be taught to postsecondary students and integrated into the college curriculum. They also discuss the results of recent research on the effectiveness of these strategies.

2. Gajar, A. (1986). Assisting the learning disabled: A program development and service delivery guide for university service providers, diagnosticians, tutors, counselors, and learning disabled students. University Park, PA: Pennsylvania State University. (ERIC Document Reproduction Service No. ED 283 350).

This guide was developed by the author as a resource to educators at the postsecondary level who are involved with the development of support services for students with LD. In addition to detailing comprehensive diagnostic and support services, it offers guidelines and recommendations for initiating a program; improving student, faculty, and staff awareness; developing materials for dissemination to the public; and conducting research.

3. Lundeberg, M., & Svien, K. (1988). Developing faculty understanding of college students with learning disabilities. Journal of Learning Disabilities, 21, 299-300, 306.

This article describes an inservice for college faculty on the needs of students with LD and the ethical and pedagogical issues associated with providing services to them at the postsecondary level. It includes procedures for conducting a needs assessment and promoting faculty involvement.

4. McGuire, J. M. & O'Donnell, J. M. (1989). Helping learning disabled students to achieve: Collaboration between the faculty and support services. College Teaching, 37, 29-32. 

Strategies for improving the success of students with LD at the postsecondary level are discussed as well as the advantages of collaboration between faculty and disabled student service providers. Among the interventions discussed are instructional techniques that educators can use and organizational, notetaking, and test preparation techniques for students.

5. Perin, D. (1990). Inservice training for community college faculty in learning disabilities using video vignettes. New York: City University of New York Center for Advance Study in Education. (ERIC Document Reproduction Service No. ED 314 144).

This paper presents the results of an effort to develop video materials that demonstrate instructional strategies that faculty can use with students with LD at the postsecondary level. Videotaped vignettes are available on teaching writing, math, and study skills. Also included is a comprehensive viewing guide and other workshop materials that provide faculty with an orientation and general information on learning disabilities, discussion questions, and resource lists.

6. Vogel, S. A. (1990). College students with learning disabilities: A handbook (3rd ed.). Pittsburgh, PA: ACLD.

Primarily intended for admissions counselors, faculty and administrators, this booklet provides an overview of learning disabilities and their implications for postsecondary institutions. The author begins with a definition of LD and a list of the characteristics of an adult with LD. Also included are descriptions of typical modifications required by college students, a model of comprehensive support services, and reference and resource lists.

Independence and Self-Advocacy
1. Egly, N. J., Leuenberger, J. E., Morris, M. J., Geis, J. M., & Greenlee, D. R. (1987). Self-advocacy and assertiveness for the learning disabled college student and how to use self-advocacy skills. Postsecondary intervention model for learning disabilities. Study manual #4 part II. Lincoln, NE: University of Nebraska. (ERIC Document Reproduction Service No. ED 286 311).

These two manuals describe a program for promoting self-advocacy and assertiveness among students with learning disabilities and their service providers. The first manual focuses on the theoretical in that it distinguishes between assertiveness and aggression and develops a four-step model of self-advocacy: targeting, preparing, influencing, and following up. The second manual is more clinical in that it presents transcripts of self-advocacy training sessions, examples of each of the four steps, and methods for assessing student strengths and weaknesses.

2. Hoffman, F. J., Sheldon, K., Minskoff, E., Sautter, S., Steidle, E., Baker, D., Bailey, M., & Echols, L. (1987). Needs of learning disabled adults. Journal of Learning Disabilities, 20, 43-52.

The results of a needs assessment survey of 381 adults with LD, 948 service providers, and 212 advocates are discussed. Based on their data, the authors identify critical needs for adults with learning disabilities in the areas of academic development, health status, vocational training, daily living skills, social competence, and personal adjustment.

3. Humes, C. W. (1986). From learner to earner. Academic Therapy, 21, 483-489.

This article focuses on the need of adolescents and adults with LD for vocational and life adjustment counseling. Group and career counseling techniques are described including the goals of these interventions.

4. Seidenberg, P. L. (1987). Social and personal characteristics of the learning disabled. Limitations and implications for the adolescent and young adult. Position paper series: Document No. 9. Brooklyn, NY: Long Island University. (ERIC Document Reproduction Service No. ED 289 335).

This paper addresses two lines of inquiry in the research on the social competence of persons with learning disabilities: (a) those that focus on the interpersonal environment (subjective ratings of significant others, sociometric assessment, and evaluations of interpersonal and communication skills) and (b) those that focus on affective status (self-report assessments of self-esteem and motivation). The author advocates an emphasis on learning disability subtypes and a situation-specific, component analysis of social and interpersonal competencies.

5. Somers, R. L. (1988). Causes of marginal performance by developmental students. Telementoring project study guide number six. Boone, NC: Appalachian State University. (ERIC Document Reproduction Service No. 306 993).

Focusing on the needs of educators working in postsecondary developmental programs, the author attempts to identify the reasons for poor academic performance among developmental students and interventions to address them.

Assessment and Eligibility for Services
1. McCue, M. (1989). The role of assessment in the vocational rehabilitation of adults with specific learning disabilities. Special issue: Learning disabilities. Rehabilitation Counseling Bulletin, 33, 18-37.

Efforts to rehabilitate the adult with LD can be greatly enhanced by accurate diagnosis, particularly the elucidation of vocational deficits. However, comprehensive evaluations (which may include medical, psychoeducational, neuropsychological, and/or vocational components) should serve prescriptive as well as diagnostic functions. The author concludes by listing essential areas that should be addressed in a comprehensive assessment and their relevance to the vocational rehabilitation of the client.

2. Mellard, D. F. (1990). The eligibility process: Identifying students with learning disabilities in California's community colleges. Learning Disabilities Focus, 5, 75-90.

Focusing on the eligibility model developed for the California Community College (CCC) system, the author discusses the major components of the evaluation process and the procedures and criteria utilized. While it represents a regional solution to the eligibility question, the CCC system is presented as a model with potential for broader application due to its basis in empirical data, clinical evidence, and "political reality."

3. 0'Hearn, C. (1989). Recognizing the learning disabled college writer. College English, 51, 294-304.

After reviewing the limited research available on the college students with LD, the author identifies some of the difficulties these students often face in the writing process and how existing institutional services can be used to address these problems.

4. Polloway, E. A., Smith, J. D., & Patton, J. R. (1988). Learning disabilities: An adult development perspective. Learning Disability Quarterly, 11, 265-272.

This article discusses the nature of learning disabilities in adulthood within the framework of empirical and theoretical models of adult development. The authors attempt to develop this new conceptualization of learning disabilities in adulthood as an alternative to the point of view that adult LD is merely the continuation of a childhood disorder. In developing their perspective, they list the basic assumptions of a lifespan developmental approach, discuss variables that influence LD adults' adaptation to significant life events, review recent research in terms of its relevance to adult development, and draw implications for future research and intervention efforts.

5. Vogel, S. A. (1987). Eligibility and identification considerations in postsecondary education: A new but old dilemma. In S. Vaughn & C. Bos (Eds.), Research in learning disabilities: Issues and future directions (pp. 121-132). Boston: Little, Brown & Company.

This article includes a discussion of definitional concerns relating to the identification of adults with learning disabilities as well as suggestions for eligibility procedures. Screening, referrals, intake interviews, and diagnostic testing are addressed within the context of postsecondary settings.

