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Serving Students with Psychiatric Disabilities on Campus: Clarifying the DSS Counselor's Role

Colleges and universities are opening their doors wider each year, resulting in an increasingly diverse student body. Foreign students, older returning students, and students with disabilities, each group often requiring specialized services, have made the campus experience richer for all. Currently, a new group of students is identifying themselves on campus and also requesting specialized services. Students with psychiatric disabilities are enrolling in colleges to begin or resume their education in greater numbers than ever before. This phenomenon has occurred for several reasons.

First, the places where persons receive treatment for mental illness changed as a result of the deinstitutionalization movement. Because of the development and refinement of psychotropic medications and advances in treatment modalities, persons who previously needed long-term hospitalization can now function adequately in the community after the illness is stabilized with the support of community mental health services. Many of the problems of decreases in functioning and institutional behavior caused by the isolation of long hospital stays could be avoided by this timely return to the community.

Second, as mental health professionals, clients, and their families realized the implications of this expeditious return to the community, a shift in focus has occurred. Rehabilitation services, helping people to regain their maximum functioning, became as important as the mental health treatment to keep the illness stabilized. As people returned to the community from the hospital, rather than isolating them in day treatment and sheltered workshops, it became clear that they could resume their previous roles as family and community members, students, workers, and tenants or homeowners. Rehabilitation services, in combination with mental health treatment, were necessary to facilitate and support the resumption of those roles.

Third, longitudinal studies have shown that between 40 and 70 percent of the people diagnosed with long-term mental illness may recover and can function adequately in the community where they show few continuing effects of the illness.

Fourth, the Rehabilitation Act of 1973, particularly section 504, and the Americans with Disabilities Act of 1990 have made it clear that discrimination against people with psychiatric disabilities is unlawful.

All four of these factors have brought people with psychiatric disabilities to college and university campuses. Just as there was misunderstanding and resistance to serving people with physical and learning disabilities as they began to assume their rightful place on campus, there is now misunderstanding and resistance to serving people with psychiatric disabilities. The misunderstanding and resistance most often comes from two areas.

The first is the stigma surrounding mental illness and people with psychiatric disabilities. The media particularly perpetrates the image of the deranged person committing heinous crimes against innocent and unsuspecting victims. Madness, which we equate with mental illness, stirs deep and unconscious fears in all of us. Homeless street people with mental illness remind us almost daily of what the illness, left untreated, might do. And for others, a tragic incident in their local community may further evoke fears of people with mental illness. These fears need to be acknowledged and overcome. Persons with mental illness are not more violent and do not commit more crimes than the "normal" population. The crimes they do commit however, often receive much more publicity and play upon our stereotypical images of mental illness.

The second area of misunderstanding and resistance comes from a lack of knowledge about how or where to serve students with psychiatric disabilities when they return to college. Many disabled student services (DSS) counselors may have attempted to serve these students and have thrown up their hands in despair because the students take so much of the counselor's time. The students may be viewed as disruptive and some students have become real advocates for themselves and don't know when or where to draw the line on pushing for special accommodations. Often, students who come to the attention of college administration or the college counseling office are inappropriately referred to the DSS office. These are real problems but can be mitigated by three major principles of practice.

The first principle of practice is to separate, as clearly as possible, treatment issues from education issues. Treatment issues, such as therapeutic counseling, medication maintenance, or crisis intervention are not the responsibility of the DSS counselor; academic counseling and reasonable accommodations are. Referrals to appropriate community or campus resources may help the student resolve medical or therapeutic issues as they arise. Ideally, the student themselves will recognize when these issues arise, but an alert and caring counselor may serve to remind the student to resume or intensify treatment and thus avert a potential problem. Some knowledge about the symptoms of mental illness may be helpful here.

The second principle of practice is to provide services to students with psychiatric disabilities as you would any student with a disability. What does the student need, as a reasonable accommodation, that will allow him or her to be successful on the college campus. To be successful means to fulfill the educational requirements of the college and to coexist with their instructors and peers in such a way that the education of others is not compromised. Reasonable accommodations for students with psychiatric disabilities may include these:

· Orientation to campus 

· Assistance with registration/financial aid 

· Assistance with selecting classes/class load 

· Extended time for exams 

· Change of location for exams 

· Parking 

· Note taking, tape recorders 

· Seating arrangement modifications 

· Beverages allowed in class 

· Peer support 

· Identified place to meet on campus that feels "safe" before or after class 

· Incompletes rather than failures if relapse occurs 

· Time management 

· Study skills 

· Special reentry classes (college survival, setting personal goals) 

In some communities, mental health or vocational rehabilitation service providers may see the college campus as a place to continue therapeutic treatment for their clients. Some of these referrals may be inappropriate if the student cannot meet the admission requirements of the college and cannot function in an academic environment. Such students need to be better prepared by the referral source before returning to campus.

A third principle of practice is to help students become aware of their behavioral responsibilities on campus. It is important to be clear when a student violates the student code of conduct and when the behavior may simply be somewhat unusual. When people with physical disabilities first appeared on campus, it took students and college personnel time to adjust to people who may have looked "different" than normal students. However, increased contact with these students showed that in spite of some apparent difference, they were after all, only people with the same range of abilities and personalities that others had. The same is true for people with psychiatric disabilities. Often the side effects of medication taken to stabilize the illness cause dry mouth, repetitive or nervous movements or "peeling" behavior (like rolling something between the fingers). Some students may be more withdrawn or show overt signs of stress. However, with repeated contact, it becomes clear that people with psychiatric disabilities are also only people and are on campus to make a better life and new friends, just as all students are.

If a student with psychiatric disabilities impinges on the rights of others or interferes with the functioning of the institution, clearly these are violations of the student code of conduct and need to be handled as disciplinary referrals. Students with psychiatric disabilities are entitled to all the same rights that all students have. Similarly, they also have the same responsibilities that all students have. Reluctance to refer students for violations because of fear or our need to protect because the student is perceived as vulnerable, do the students and the counselor a disservice. The student is not well served because they have missed an opportunity to learn appropriate behavior. The counselor is not well served because feelings of helplessness or futility may arise and the counselor could feel overwhelmed and rejecting of the student.

Serving students with disabilities on campus is a new role for many DSS counselors. Some reject the role because they feel they do not have the skills or expertise to serve the students. Others are fearful that they don't understand the symptoms of mental illness and the people who exhibit them. Some may feel overwhelmed because of an already heavy work load and realize that the students with psychiatric disabilities need personal attention and the student/counselor relationship may be particularly important to them.

A helpful guide in working with students with psychiatric disabilities is to ask yourself the following questions: (1) How would I solve this problem if the person had a physical disability? (2) What reasonable accommodations need to be made? (3) Is this an educational or a treatment issue? (4) Do I need to make a referral to a community or campus resource? (5) Has there been a violation of the student code of conduct? (6) Am I working harder on this problem than the student who presented the problem?

These questions, which are related to the three principles of practice, separate treatment issues from education issues, work with students with psychiatric disabilities as you would students with physical disabilities and help students become aware of the behavior requirement on campus, can help counselors clarify their roles as they work with students with psychiatric disabilities. With clear guidelines and boundaries, working with these new students on campus can bring numerous rewards to the counselor and valuable opportunities to the student.
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Abstract

In this paper we will provide a summary of evaluation results on student use, satisfaction, and academic outcomes resulting from the use of compensatory technology services. Evaluation results indicated a high level of student use, belief by students that compensatory systems were helpful, and improved student academic performance.
Much of the literature on computer services for postsecondary disabled students has focused on Sections 504 and 508 concerns related to making campus computer resources accessible to disabled students (e.g., Brown, 1987, 1989; Keddy, 1988, 1989). Although access to existing computer resources is a necessary aspect of postsecondary disabled student services, a second type of computer service, compensatory technology, can also be provided. Compensatory technologies are applications that integrate the language generation, information processing, and communication capabilities of computers with the capabilities of the student to enhance overall functioning and alleviate limitations on participation (Horn, Shell, & Severs, 1986b, 1988).

The purpose of this paper is to provide postsecondary service personnel with an overview of compensatory technology applications and a summary of evaluation results on student use of compensatory technology applications, student satisfaction with compensatory services, and student academic outcomes resulting from the use of compensatory services. The data to be discussed were obtained from a three-year evaluation of the Educational Center for Disabled Students (ECDS) at the University of Nebraska-Lincoln, a demonstration project established through a Federal Department of Education Grant (see Horn & Shell, 1988; Horn, Shell, & Severs, 1986a, 1987).

Compensatory communication systems all utilize a basic computer system consisting of a microcomputer and word processing software. They can be created on any of the commonly used personal computers, although, some applications cannot be implemented on Macintosh computer (see Brown, 1987,1989; Shell, et al., in press for more complete discussions of implementing compensatory systems on specific computers). To utilize a compensatory application, students must be able to operate the computer hardware and software and enter text. Adaptive interfaces are necessary for students who cannot effectively use the standard computer interfaces of keyboard, video display screen, or mouse. An extensive body of literature exists on available adaptive equipment and software (see Brandenburg & Vanderheiden, 1987a, 1987b, 1987c; Brown, 1987, 1989; Keddy, 1988, 1989).

The types of compensatory systems described in this paper are designed to meet the educational needs of students and enhance their educational performance. With these goals, it is critical to know if students will utilize compensatory applications if they are provided, whether students are satisfied with available compensatory applications and find them to be beneficial, and if providing compensatory computer applications will have a positive effect on academic success.

At the ECDS, compensatory communication systems were provided to students with physical, visual, speech, hearing, and learning disabilities for three years. These systems were designed to improved the expressive capabilities of students by augmenting existing communication abilities or providing alternative communication methods. The computers were housed in an accessible facility near the Handicapped Services Office of the university. One full-time coordinator and two graduate assistants were available to train students in operating the systems, assist with system set-up and operation (e.g., booting programs, physically changing disks, assisting with printer operation), and provide help with program operation. Since the establishment of the ECDS, students have utilized ECDS compensatory communication systems to complete papers for courses, take examinations, communicate in classrooms, and deliver oral reports. Detailed discussions of the technical aspects of compensatory communication systems with specific examples are available in Horn, Shell, and Benkofske (1989), Horn, et al. (1988), and shell, Horn, & Severs (1989).

Evaluation Results

Student Use

Student use of services in the ECDS was measured with a Use Log kept by staff. During the second year of the project, an open-ended Log was used in which staff recorded the date, student time in and out, and a description of student activity. The Log was kept for a four-month period. A summary of recorded student use indicated that 45 students used the ECDS a total of 415 hours during November and December and 203 hours during the last week of January and all of February. Compensatory applications were the most used ECDS service, accounting for 66% of the logged time.

During the third year of the project, a more specific Use Log was developed utilizing categories that occurred most frequently on the previous year's log. The Log contained a checklist of 26 specific activities (see Table 1). Staff recorded the date, student time in and out, and indicated student activity on the checklist for each student using the ECDS during a one month sample period. Student activity was grouped into three categories: (a) compensatory technology system use, (b) academic support services general studying; staff help with tutoring or other course-related activities; non-course related skill building such as instruction or practice in writing, typing, or study skills; and proof reading assistance), and (c) traditional disabled student services (registration assistance, alternative testing services, reader services, contact with the ECDS coordinator). A summary of recorded student activity time indicated that 65 students used the ECDS for a total of 233 hours of logged time during the sample period (it should be noted that a number of students had compensatory systems of their own by this time and therefore did not use ECDS systems). By category, students had 122 hours of compensatory technology use, 41 of academic support service use, and 71 hours of traditional services use. Compensatory technology applications were again the most used ECDS service, accounting for 52% of logged time.

The findings from the use logs of student activity indicate that when compensatory applications are provided by disabled student service programs as an ongoing service, students will utilize them. The level of student use of compensatory applications in the ECDS in particularly encouraging because the majority of students had no experience with computers prior to using them in the ECDS.

Student Satisfaction

A mail survey was conducted following the third year of ECDS operation. Sixty-five surveys were sent to a stratified sample of the total population of students who used the ECDS at least once during the previous year. Thirty-two complete surveys were returned for a response rate of 49%. Of the 32 respondents, 20 (62%) indicated use of compensatory applications in the ECDS (physically disabled = 13; visually impaired = 2; hearing impaired = 2; speech impaired =1; learning disabled = 2) and another 3 indicated use of their own computers for compensatory writing applications (physically disabled = 1; learning disabled = 2).

Students were asked to rate the compensatory applications they used as either very helpful, somewhat helpful, or not helpful. They were also asked to rate support services for computer use provided by the ECDS. Student responses are summarized in Table 1. All compensatory applications were rated as either somewhat or very helpful as were all support services except help with operation of the computer that was rated not helpful by one student. These findings indicate that students were satisfied with the compensatory applications and found them to be beneficial.

Students were asked to indicate whether use of a computer for writing had helped them improve their writing and their confidence in their writing. Of the 20 students responding to these questions, 17 (85%) indicated that use of a computer helped them write better and 15 (75%) indicated that use of a computer helped them feel more confident about their writing ability. The high percentages of student users indicating that use of a computer helped improve their writing and their confidence about writing again indicate that students were satisfied with compensatory applications and found them to be beneficial.

For students indicating that the use of a computer helped, an open-ended question asking them how the computer helped was provided. Fifteen student (88%) provided responses to how the computer helped them write better. Thirteen students (87%) provided responses to how the computer helped them feel more confident about their writing. Content analyses were used to classify and group student responses. Responses to how the computer helped students write better were classified as referencing (a) mechanical aspects of writing (e.g., time required for writing, spelling/proofing, etc.), (b) process aspects of writing (e.g., organizing, editing, rewriting, etc.), or (c) other. Responses to how the computer helped students feel more confident about their writing were classified as referencing (a) writing abilities (e.g., improved mechanics, improved efficiency, improved creativity, etc.) or (b) affect (e.g., less worry, less frustration, etc.). Responses could be classified in multiple classifications if a student provided more than one reason how the computer helped.

Results of the content analysis are summarized in Table 2. Students' comments confirmed that they believed compensatory applications are effective in improving their written communication skills and, as a result of this improvement, make them feel more confident about their writing abilities. It is important to note that students saw improvement and had increased confidence in higher level writing processes such as organization and creativity as well as in the more mechanical aspects of writing that are most directly affected by compensatory applications. The following examples are reflective of student responses related to writing improvement:

• Organization, legibility, proofing, editing, and efficiency of using the computer has decreased many hours of typing or word processing.

Table 1

Log Sheet Categories
Activity
Study
see Center Coordinator
staff help
test/quiz
photocopy
ECDS testing
Socialize
print only
registration
Cognitive Skills Training
skill building
counseling
equipment
proofreading
go-between
paper writing
read text
  
Software Used
Prof. Write
PFS write
PFS WSKE
E-Z Keys
Word Perfect
Appleworks
data base
file program
Typing Tutor
Other

Table 2 

Student Ratings of Compensatory Applications and Support Services 

Student Ratings

	 
	Very Helpful
	Somewhat Helpful
	Not Helpful

	 
	N
	% 
	N
	% 
	N
	%

	1. Word Processing
	17
	85
	3
	15
	0
	0

	2. Spell Checking
	13
	77
	4
	23
	0
	0

	3. Computer Operation Training 
	13
	81
	3
	19
	0
	0

	4. Word Process Training
	11
	85
	2
	15
	0
	0

	5. Help with Operation
	15
	83
	2
	11
	1
	6

	6. Help using Programs
	15
	83
	3
	27
	0
	0


• I've learned to compose on the computer and that has made my paper writing much faster and easier.

• I am able to compose papers at the keyboard of the computer. I am able to proof my own papers and change the format of the paper. I enjoy writing now.

• With my physical disability, that is the only way I can write.

The following examples are reflective of student responses related to improved confidence about writing:

• I feel more confident because I know I can insert words or sentences anytime, but the greatest advantage is the spell check. I don't have to worry about misspelling words while I'm composing on the computer.

• I can write much better because correcting mistakes and rewriting is much easier; therefore, I can put a better effort in then (sic) if I had to retype and retype over and over.

• I feel I can be more creative when I use c computer because it is much easier to write and make changes. I write more now and that has helped build my skills.

Student Academic Outcomes

During the second and third years of ECDS operation, evaluations of student academic outcomes were conducted. Student GPA, suspension or probation frequency, and frequency of passing all attempted credit hours were examined. The results of these evaluations are described in detail in Shell, Horn, and Severs (1988) and Shell and Horn (1989). We will provide a summary of the findings.

Three student groups were evaluated. A sample of students attending the university prior to the start of the ECDS (N =28) constituted a control group reflecting the performance of students not receiving ECDS compensatory computer services. Two groups of students who entered the university during the second year (N = 20) and third year (N =16) of ECDS operation constituted experimental groups reflecting the performance of students having ECDS compensatory computer services available at entry into college. The performance of the experimental groups during their first semester in college was compared to the performance of the control group in the semester immediately prior to the start of ECDS operation. Also, the change in performance of the initial student users of the ECDS (N = 20) who were attending the university prior to the start of the ECDS and continued to attend during the first year of ECDS operation was examined.

Table 3 

Content Analysis of Student Open Ended Responses
	Classification
	N

	How has using the computer helped you write better?

	 

	Mechanical

	Improved ability to spell/proof
	7

	Reduced time needed for writing
	4

	 

	Process

	Improved editing capabilities
	4

	Improved rewriting/organizational capabilities
	3

	 

	Other

	Made writing easier
	5

	 

	How has using the computer helped you feel more confident? 

	 

	Writing Abilities

	Improved mechanics of writing
	6

	Improved efficiency/time utilization
	5

	Improved content/idea generation/creativity
	4

	 

	Affect

	Less worry/frustration
	2


The performance of both experimental groups on all measures was substantially better that the control group. During the semester prior to the start of the ECDS, the control group had (a) an average semester GPA of 2.20, (b) 23 of 28 students on probation (46%), and (c) 12 of 28 students passing all attempted credits (43%). During their first semester, the second year experimental group had (a) an average semester GPA of 2.80, (b) 3 of 20 students on probation (15%), and (C) 17 of 20 students passing all attempted credits. (85%). All differences between the second year experimental group and the control group were statistically significant at the .05 level. During their first semester, the third year experimental group had (a) an average semester GPA of 2.63, (b) 2 of 16 students on probation (13%), and (c) 14 of 16 students passing all attempted credits (88%). Differences between the third year experimental group and the control group in probation frequency and frequency of passing all attempted credits were statistically significant at the .05 level; however, the difference in GPA was not significant.

The performance of the initial student group showed improvement following the start of ECDS services. Semester GPA for the initial student group was 2.32 during the first semester of ECDS operation, and 2.74 during the second semester of ECDS operation. This increase was statistically significant. The initial group also had fewer instances of probation and a higher frequency of passing all attempted credit hours during the first year of ECDS operation; however, these changes were not significant at the .05 level.

These findings indicate that the ECDS program has had a positive effect on student academic outcomes. The results, however, must be interpreted cautiously. Because the ECDS provided other types of academic and disabled student support services in conjunction with compensatory applications, the findings can only provide indirect evidence that compensatory technology use has a positive impact on academic performance. The previously discussed findings that compensatory technology was the most used ECDS service and a finding, following the second year of ECDS operation, that the amount of computer use time significantly predicted semester GPA in a regression analysis (Shell, et al., 1988), however, suggest that compensatory technology use was the primary contributor to the identified improvements in student academic outcomes.

Summary

Based on our experiences, we would caution against providing computer technology in isolation from other services. The compensatory computer applications used in the ECDS were not modifications to existing campus computer resources to allow disabled students to access and use these resources (cf., Keddy, 1988, 1989); rather, they were implemented as one aspect of an integrated service delivery program (Horn, et al., 1986a, 1986b,1988). Other projects in which computers have been effective in enhancing disabled student academic performance also have provided computers in conjunction with other services or as part of a broader academic class (e.g., Farra et al., 1988; Maik, 1987; Margolis & Price, 1986). Thus, empirical support for the effectiveness of technology has been found when technology is integrated with other ongoing student services.

In summary, the evaluation findings in this study indicate that students will use compensatory technology when it is provided, they generally perceive compensatory technology services as beneficial, and their academic performance improves after compensatory technology is made available. Because of the diverse student population served by the ECDS and the fact that computer services were provided in the context of ongoing services rather than in a specialized program, we believe that the findings for ECDS students will best generalize to other postsecondary settings implementing similar services and that we would conclude that computer technology can be an effective, valuable component of a comprehensive disabled student services program.

Christy A. Horn can be contacted at the Nebraska Center for Educational Research, 1301 Seaton Hall, Department of Educational Psychology, University of Nebraska-Lincoln, Lincoln, NE 68588-0642. This project was supported in part by Grant G008530057 from the U.S. Department of Education, Post Secondary Education Programs; and by the University of Nebraska Foundation.
References

Beukelman, D. R., Yorkston, K. M., & Dowden, P. A. (1985). Communication augmentation: A casebook of clinical management. San Diego, CA: College-Hill Press.

Brandenburg, S. A., & Vanderheiden, C. G. (Eds.). (1987a). Rehab/education technology resource book series: Communication, control and computer access for disabled elderly individuals, Resource book 1: Communication aids. Boston: College Hill Press.

Brandenburg, S. A., & Vanderheiden, C. G. (Eds.). (1987b). Rehab/education technology resource book series: communication, control and computer access for disabled elderly individuals, Resource book 2: Switches and environmental controls. Boston: College Hill Press.

Brandenburg, S. A., & Vanderheiden, C. G. (Eds.). (1987c). Rehab/education technology resource book series: Communication, control and computer access for disabled elderly individuals. Resource book 3:Hardware and software. Boston: College Hill Press.

Brill, J. (1987). Writing, technology, and liberation. Journal of Postsecondary Education and Disability, 6(1), 68-71.

Brown, C. (1987). Computer access in higher education for students with disabilities. San Francisco: George Lithograph company.

Brown, C. (1989). Computer access in higher education for students with disabilities, 2nd edition. San Francisco: George Lithograph Company.

Farra, H. E., Morelli, E., & Balfe, M. A. (1988). A model program using microcomputer word processing instruction and a coordinated curriculum for the community college. Capitalizing on the Future, Proceedings of the 1987 AHSSPPE Conference, 10, 165-170.

Heller, J. (1978). Typing for the physically handicapped. Methods and keyboard presentation charts. New York: McGraw-Hill.

Horn, C. A., & Shell, D. F. (1990) Availability of computer services in post-secondary institutions: Results of a survey of AHSSPPE members. Journal of Postsecondary Education and Disability, 6, 16-23.

Horn, C. A., Shell, D. F., & Severs, M. K. (1986a). 1985-86 final report: Education center for disabled students. Lincoln: University of Nebraska-Lincoln, Educational Center for Disabled Students.

Horn, C. A., Shell, D. F., & Severs, M. K. (1986b). Survival skills for disabled college students: Computer technology and cognitive skills training. Charting the Course: Directions in Higher Education for Disabled Students, Proceedings of the 1986 AHSSPPE Conference, 9, 7-12.

Horn, C. A., Shell, D. F., & Severs, M. K. (1988). Beyond access: Classroom application of compensatory technology. Celebrate in '88: AHSSPPE and All That Jazz, Proceedings of the 1988 AHSSPPE Conference, 11, 209-215.

Keddy, B. A. S. (1988). Computers for disabled students: Recommendations for modification of computer facilities. Journal of Postsecondary Education and Disability, 6(2), 5-14.

Keddy, G. A. S. (1989). Methods of adapting computers for use by disabled students. Journal of Postsecondary Education and Disability, 7(1), 16-26.

Laine, C. J., & Harper, F. B. W. (1988). A pilot project using word-processing for disabled students. Journal of Postsecondary Education and Disability, 6(2), 3-4.

MacArthur, C. A. (1988). The impact of computers on the writing process. Exceptional Children, 54, 536-542.

Maik, L. (1987). Word processing in a classroom with handicapped students. Journal of Postsecondary Education and Disability, 5(1), 4-11.

Shell, D. F., & Horn, C. A. (1989). Effectiveness of computer based services for disabled students: Results of an evaluation of student academic outcomes. Manuscript submitted for publication.

Shell, D. F., Horn, D. A., & Severs, M. K. (1988). Effects of a computer-based educational center on disabled students' academic performance. Journal of College Student Development, 29, 432-440.

Shell, D. F., Horn, C. A., & Sever, M. K. (1989). Computer based compensatory augmentative communication technology for physically disabled, visually impaired, and speech impaired students. Journal of Special Education Technology, 10, 29-43.

A Private College's Response to the Emerging Minority of Student with Disabilities
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Abstract

This case study reviews and analyzes the patterns of institutional change in a private and highly selective college that are in response to the needs of students with disabilities. Document and archival record review, interviews, questionnaires, and participant-observation are used as multiple data sources. Findings indicate that organizational changes necessary to effectively serve this emerging minority are complex and multidimensional. Six key factors that facilitated organizational change are described, recent changes are cited, and suggestions for further change or improvement are highlighted. This format of self-study and the application of findings from this case study may be useful to other small colleges initiating programs for serving students with disabilities.
Over the past two decades, as a result of the implementation of Section 504 of the Rehabilitation Act of 1973 and the Education for All Handicapped Children Act of 1975 (Public Law 94-142), American society has been involved in a "quiet revolution" (Gliedman & Roth, 1980). Professionals working with students who have benefited from this legislation are aware of the increasing number of individuals with visible and invisible disabilities in higher education (Fishlock, 1987; Rothstein, 1986). The Higher Education Research Institute estimates that in 1985 over 7% of the freshman college population had disabilities (Rothstein, 1986). Since only 40% of qualified high school graduates who have a disability pursue a postsecondary education, as compared to over 50% of the non-disabled high school graduate population (Jarrow, 1987), it can be assumed that as services and awareness increase, students with disabilities will make up a larger proportion of the college student body.

Students with disabilities who apply to college have been educated primarily in the mainstream and expect that college will be ready to serve their needs. Many college communities are open-minded and are trying to be more accessible to students with certain disabilities. Sandperl (1989) described four models of program design for learning disability services which have developed in higher education. The Academic Development Model focuses on individual assistance from a writing center or a center for academic development, offers writing counseling, tutoring, individual educational evaluations, requirement waiver or substitution, and special examination accommodations. The Consumer Advocacy Model focuses on self-understanding and self-advocacy, offers a support group and direct student support such as reading and notetaking services. The Disabled Student Services Model is administered by a coordinator from a disability resource center, has a strong services infrastructure, individualized evaluation, academic planning, strong advocacy, and a student support group. The Comprehensive Model has a coordinator, written college policy, evaluation services, individualized academic planning and support services, auxiliary aids, specialized tutoring, academic accommodations including examination adjustments, requirement substitutions, reduced course load, priority registration and housing assignments, a high level of campus awareness concerning disability issues, readily available information, faculty mentors, and an active student group.

Institutions may decide to adopt a particular model, but more likely, a unique model will evolve in response to the institution's needs and pressure groups. Within all models, program and physical accessibility can constitute major organizational challenges to institutions, while financial constraints may collide dramatically with progressive and humanistic attitudes and intent. The ensuing processes of problem-solving and compromise lead to the individualized institutional model which, to be successful, must be compatible with the mission of the college.

In small institutions with limited resources a case study format of self-evaluation allows an efficient method of data collection and the basis for ongoing self-monitoring. The resulting data base and the key factors for organizational change illuminated through this process provide a foundation for a formal program for students with disabilities. This case study explore how a highly selective private college, which has a long history of individualized planning for student needs, has responded to the emerging population of student with disabilities. The purpose of this case study is to review and analyze the patterns of institutional change that have take place in this organization in answer to the needs of these students. The study identifies the internal and external forces leading to organizational changes that respond to the physical and psychological needs of students with disabilities. It also addresses issues such as program and service development, administration and faculty attitude, current practice, progress, perceived difficulties, and future goals and objective.

Method

The liberal arts college that is the focus for this case study is coeducational residential, and highly selective. As recommended by Yin (1989), multiple sources of date were utilized to determine the patterns of institutional change that have occurred over the past 17 years (1973-1990). Sources of data included documents and archival records; three questionnaires, one each for staff, faculty and students; interviews with faculty, staff, alumni; a videotape of a panel discussion with students with disabilities; and participant-observation.

Documents and archival records included college publications (catalogues, handbooks, alumni magazines, campus newspapers), mission statements, documents approved by the Board of Trustees, admissions materials, Section 504 compliance documents, affirmative action statements, accessibility committee minutes and reports, strategic planning documentation, the organizational flow-chart, budgets, annual reports, and registry data on students with disabilities. Document review focused on references to students with disabilities and their programmatic and facility needs with particular attention paid to the evolution of policy, program development and physical accessibility that reflected growing awareness and sensitivity to the needs of students with disabilities.

Three questionnaires were designed to explore aspects of awareness, commitment, and action related to improving college accessibility for students with disabilities. The first questionnaire was distributed by mail to 30 current and past administrators, faculty, and alumni whose job responsibilities encompassed issues relevant to students with disabilities, such as housing, academic modifications, accessibility, counseling, and health. Questions focused on organizational responsiveness, outstanding issues, institutional policy, and documentation that related to students with disabilities. From this group, follow-up interviews were conducted with six individuals to clarify and elaborate on specific information.

A second questionnaire, which focused on classroom practices and faculty attitudes and concerns regarding students with disabilities, was distributed through campus mail to all 200 teaching faculty. Questions explored publicizing the Section 504 statement, alternative testing and academic adaptations used, and perceived accessibility issues.

The third questionnaire was distributed through campus mail to all 1650 full-time undergraduate students. This questionnaire focused on publicity for the Section 504 statement and explored the incidence of disability, use of support systems and adaptations, and perceived accessibility issues. A half-hour video was produced in which four college students discussed the impact of their disabilities on their college experiences. Their disabilities included visual disability, hearing loss, dyslexia, and traumatic brain injury.

Participant-observation was carried out by both authors as members of the teaching faculty and disability program administrators. Our roles in advising students, assisting admissions, participating in standing committees, and directing college programs all provide opportunities to monitor and raise sensitivities to the needs of individuals with disabilities.

Results

Documents and Archival Information

Documents and archival items were reviewed to establish a chronology of campus activity and action that reflected awareness and commitment to issues concerning students with disabilities. Document review revealed a two-phase process of organizational response to the mandates of Section 504 and to the needs of the increasing number of students with disabilities. In the first phase; 1973 through 1979, years which largely preceded formal implementation of Section 504, the college carried out the organizational processes required by the Rehabilitation Act, but there was little evidence of any major organizational impact. Beginning in 1980, documentation revealed a shift toward programmatic and organizational changes that reflect a more assertive and advocate-oriented interpretation of the role of this private institution in regard to students with special needs. Specific key events noted in the 1973-1990 time period are summarized in the time line (Table 1).

Table 1 

Timeline of Major Institutional Change 
	1976
	Equal opportunity statement in college catalogue; appointment of Section 504 coordinator

	1977
	Committee formed to respond to Section 504; institutional self-study and transition plan

	1980
	Establishment of Writing Center

	1982
	Writing Center offers diagnostic testing, learning disability consultation, specialized tutoring

	1984
	First Disabilities Awareness Day

	  
	Class gift of ramp to science laboratory

	1987
	Statement regarding students with disabilities in handbooks for freshmen, advisors and faculty

	  
	Needs assessment questionnaire for freshmen; handicapped awareness in dorm directors' training 

	  
	Ad hoc alumni and campus accessibility committees formed

	  
	College joins State Consortium on Learning Disabilities, HEATH and AHSSPPE

	1988
	Staff and faculty Section 504 workshops established

	  
	Appointment of Coordinator of Services to Students with Disabilities

	  
	Budget lines established for coordinator and college-wide accessibility projects

	  
	Student support and advocacy group formed

	  
	College representatives attend, "Dyslexic/Learning Disabled Students at Selective Colleges: An Invitational Symposium" 

	1989
	Sign language house chosen as theme house for 1989-1990

	  
	Accessibility position paper presented to trustees by alumni and campus accessibility committees

	  
	Section 504 statement read by faculty in classes

	  
	College representatives attend "The Next Step: An Invitational Symposium on Learning Disabilities in Selective Colleges" Coordinator participates in orientation for new faculty

	1990
	Coordination of services: Campus Safety, Residential Life, Deans

	  
	Institutional case study presented at American Orthopsychiatric Association meeting

	  
	Students with disabilities highlighted in college strategic plan 

	  
	Nondiscrimination statement revised and moved to front of catalogue and on all course schedules

	  
	Campus map revised to include accessibility 


At the time of the study, the 94 students out of the 1650 population (5.6%) who were registered with the coordinator included students with a learning disability or attentional deficit disorder (68%), motor or sensory disability (17%), chronic physical illness (11%), eating disorders or drug or alcohol dependency (3%), or emotional disturbance (1%).

Administration survey

Eighteen of the 30 questionnaires (60%) were completed. Highlights of the 18 complete questionnaires and six follow-up interviews were summarized. Respondees had jobs that related to students with disabilities on an average of 9.5 years (range of 1 to 26 years of experience). They described the organizational atmosphere regarding students with disabilities as generally supportive with strong case-by-case response. Issues raised included the need for more planning, policy development, faculty and staff training, and increased physical accessibility. Fifty percent of the respondees were unaware of existing written college policy and 78% were unaware of written history concerning students with disabilities.

Faculty questionnaire

The 54 faculty returns (27%) were summarized. Responding faculty are increasingly willing to publicize the Section 504 statement to their classes (from 52% spring of 1989 to 72% in spring of 1990). Forty-three percent of the respondents have been asked to make academic accommodations including testing accommodations, teaching adaptations, and physical accessibility adjustments. Responding faculty expressed concerns about the need to increase campus physical accessibility, and to continue consciousness raising and training for the faculty.

Student questionnaire

The 133 student returns (8%) were summarized. Students reported that the Section 504 statement had been heard in classes more frequently each semester (from 33% in spring of 1989 to 50% in spring of 1990). Thirty of the responding students (23%) indicated that they had a visible or invisible disability, with 19 of these students (63%) having made their needs known to some appropriate member of the college staff or faculty. Specific course adaptations that have been requested by these students included flexible deadlines, increased testing time, additional support for notetaking, foreign language requirement substitution, and course adaptations regarding expectations for classroom oral participation. Students expressed pleasure with the college's progress toward increased program accessibility but were concerned about inadequate physical accessibility and the need for more tolerance, awareness, and information on campus.

Video Panel Interview

The video offered four junior and senior undergraduates the opportunity to discuss a wide range of topics that related to their college experience. In general, all the students were pleased by the progress made on the campus over the past years and cited specific programs that they believed would ease future students' experiences, including the writing center, the presence of a coordinator of services to students with disabilities, the peer support group, and campus-wide sensitivity training. All students expressed both frustration and difficulties while at college but described how the specific challenges in this competitive setting had made them more competent and confident.

Participant-observation

The authors have been on the faculty for 18 and 12 years, respectively. Job requirements, including student advising, teaching, committee participation, and administrative responsibilities, have provided both authors opportunity to observe, monitor, and encourage institutional planning and responsiveness to the needs of students with disabilities. Personal observations were used to corroborate case study findings.

Discussion

Findings from document review, questionnaires and videotaping are consistent with the authors' participant-observation findings. The review of the documents and archival information reflects an institutional shift in the last decade beyond compliance and toward a more assertive and proactive model of institutional preparation and response to students with disabilities. Questionnaire results demonstrate a generally responsive and open-minded attitude on the part of the staff, faculty, and students who responded. Returns indicate that despite increased awareness of Section 504 and its implications, respondents believe that there remain areas needing clarification in institutional design, role definition, and institutional documentation of policies. Answers indicate that there remains a need to educate the campus concerning the policy documentation that already exists. Low response rates in both the faculty and student questionnaire may reflect the general lack of priority given to this issue. It is interesting to note, however, that the faculty who did respond to the questionnaire have had a high rate of experience teaching students with needs for academic adaptations, and likewise, students who responded have a high rate of personal experience with disability issues. Alternative distribution and collection techniques need to be used in future surveys to increase the return rate and provide a better reading of institutional change. The videotaping of the student panel provided a first-hand documentation of organizational change as experienced by four students with disabilities. These students expressed an awareness of increased sensitivity and responsiveness in the institution and attributed these changes to specific organizational action.

Findings of this case study indicate that the organizational changes necessary to effectively serve students with disabilities are complex and multidimensional. For this college they include six key factors: (1) utilizing strong trustee and alumni advocacy, commitment, and support; (2) appointing and coordinator of services to students with disabilities and developing a program budget; (3) increasing administrative, faculty, student, and staff awareness; (4) building an internal network of administrators and faculty who have demonstrated individual support to students with disabilities, and building an external network with other institutions and organizations who are working on similar goals; (5) establishing two committees to monitor and support the process of change, and increasing the efforts for physical accessibility; and (6) improving programmatic and physical accessibility. In the following discussion of the six key factors, recent changes are cited and suggestions for further change or improvement hare highlighted.

Utilizing Trustee and Alumni Advocacy

Trustees and alumni serve as advocates and support the administration in their commitment to provide services beyond the minimum required by law. Trustee support is crucial in any action that requires policy innovation. In the institution studied, trustee support was key in endorsing the diversity statement which set an institutional goal of increasing enrollment of student with disabilities, and in making budget decisions that stress physical accessibility. The alumni have a strong emotional and financial connection to the institution and, returning year after year for reunions, they are personally interested in the physical accessibility of the campus. The establishment of the Ad Hoc Alumni Committee on Accessibility was an effective initial step in the process of change because the alumni organization had the mechanisms in place for communicating with and influencing trustees and administrators.

Central Coordinator and Budget

It is important to have a designated person responsible for coordinating disability services. The coordinator not only provides more efficient delivery of services but also keeps records and statistics which help establish priorities for services. Designating a specific coordinator or services to students with disabilities is a key step in committing the organization to improving services for students with disabilities. A job title ties the project to a budget line and ties the individual to the organizational structure. The individual is accountable to a more senior member of the organization, and annual goals and objective for the project become part of the annual performance review. This assures accountability and furthers organizational commitment. The budget for office activities, even if the financial amount is modest, solidifies the project and makes it more viable in the institution.

The coordinator has improved interdepartmental communications among the offices of residential life, campus safety, deans, and counseling services in regard to student safety issues. The coordinator is developing more structured data collection on newly admitted students which will facilitate better demographic monitoring and program evaluation. With the Dean of College, the coordinator needs to initiate a system of information-sharing with the Director of Health Services to assure better data collection and analysis, maximum program accessibility, and coordinated safety systems for students. To assure campus-wide policy development it is important that the coordinator establish a regular system of communication and collaboration between her office and the Director of human Resources and the Affirmative Action Officer, who are both responsible for staff and faculty members' disability rights and needs. The position of Coordinator of Services to Students with Disabilities needs to be placed on the organizational chart with a reporting line to the Dean of the college. In order to assure continued program development and evaluation an increase of office support should be considered for the Coordinator's office.

Increasing Campus Awareness and Training

Campus awareness of accessibility issues and needs is crucial to gaining support for developing programs and for ensuring that academic modifications and physical accommodations are appropriate. Campus awareness is developed through accessibility committee work, the development of campus support groups, feature articles in campus and community publications, and through speakers, awareness weeks, and library displays. Awareness programs have the advantage of being generally inexpensive and having an immediate impact on all levels of the organization.

The policy of having faculty read the college's nondiscrimination policy in all classes is an effective communication technique. New admissions disability support group brochures should be designed to increase the information readily available to prospective and enrolled students. The nondiscrimination statement is now placed on the inside cover of the college's catalogue, and the registrar now regularly publishes the same statement on the cover page of every semester schedule. Continued efforts must be made to increase administrative, staff, and faculty awareness, sensitivity, and knowledge concerning policies and practices for students with disabilities.

Building Internal and External Networks

The statement passed by the trustees which asserts that the college should be more diversified gives the impetus for staff and faculty to work together and network more successfully. From the point of application for admissions there is a system of communication among the admissions office, the coordinator of services to students with disabilities, and the deans' offices. As training and awareness programs have been carried out with staff, faculty, and students, the coordinator has become aware of individuals who act effectively as ombudsmen for students with disabilities. The goals and visibility of the program are being aggressively pursued on the campus. Public information meetings, student panel presentations, and news coverage have all been useful in increasing the visibility of the program and in strengthening and expanding the network of cooperation and enthusiastic advocates.

Networking is also conducted outside the immediate college community. By joining appropriate organizations (Association on Handicapped Student Service Programs in Postsecondary Education, and the state Consortium on Learning Disabilities, HEATH) and attending and making presentations at conferences, a network of professionals is developed. This group is a support system and a resource to the coordinator as the college develops more policies and programs. Policy statements and research forms are shared. General exchange of ideas and problem-solving techniques saves the coordinator both time and frustration. This external network also increases the visibility of the college's program and adds to its public recognition.

Accessibility Committees

In small colleges, the number of students with disabilities will always be relatively small and will lack the power of a highly visible mass; therefore, it is crucial to have specific advocates who can continually remind the organization about the goal of increasing diversity. Campus-wide accessibility committees help to develop campus awareness for the need for services and establish a campus network to provide these services efficiently. It is recommended that either the current accessibility committees or a new task force begin work on developing a set of policy recommendations that address admissions, registration, advising, course load, requirement substitution, and testing modifications.

Program and Physical Accessibility

Physical accessibility is an important goal, but because of the financial expenses intrinsic in physical renovation, it is a long-term goal. Students, alumni, faculty, staff, and trustees have all gained awareness concerning physical accessibility. The campus map has been redesigned to specify handicapped accessibility of buildings and handicapped parking areas. There is now funding in the annual budget specified for use in projects that improve physical accessibility. There needs to be established a public format to report to the college community the projects completed each year that increase physical accessibility.

Program accessibility is much more immediately achievable and has been a major focus of the coordinator's time and efforts. This case study found significant success in this area. There needs to be an annual progress report made to the full college community that highlights changing demographics and program initiatives for students with disabilities.

Application of this approach to self-study and the findings from this case study may be useful to other small colleges initiating programs for serving students with visible and invisible disabilities. As this case study illustrates, inclusion of the newly emerging population of students with disabilities into a highly selective college can be successfully executed, but not without an organized and extensive plan for change. In smaller colleges, because of limited personnel and financial assets, providing adequate services for students with disabilities will mean utilizing all the available resources both inside and outside the institution. But careful planning, consistent effort, and efficient methods of self-monitoring can lead to significant institutional change.
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