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Abstract

Students living with leaming disabilities often face a host of problems that
complicate the school environment for them. Given the academic concems of such
students and their high risk for dropping out of school, this study set out to determine
how post-secondary students manage their disabilitis. The study utilized a qualitative
research methodology of conducting open-ended, semi-structured interviews with six
learning-disabled students attending a post-secondary institution. Noteworthy themes
included: self-awareness, public awareness, self-advocacy, support from significant
others, support from faculty members, support from the Center for Students with
Disabilities, hard work and determination, and  ability to take control. Students
articulated the struggles they encountered throughout their school lives but they now
feel stronger for having had o siruggle. At the post-secondary level, they continue to
struggle and to feel misunderstood. They feel that people pejoratively categorize them

as learning disabled rather th people with distinet earning needs.
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CCHAPTER 1: INTRODUCTION

Dr. Barbara Cordini (1990), author of Living with a Learning Disability, noted the feeling
of worthlessness often experienced by children living with leaming disabilities. Sadly,
some of these children grow up feeling that they are incomplete and worthless. Some

become what are called acting-out people, behaviorally manifesting their frustrations and

becoming,
Students with leaming disabilities lack motivation, exhibit an extemal locus of
control, and have low self-esteem. Lack of motivation and poor concept of self-worth,

combined with exteral attributions for success, inhibit the student from being successful

ly ., 1985). Students with leamni ies frequently fail to attain the

level.

‘The present study, which focuses on students completing post-secondary studeies
and coping with leaning disabilities, shows how they manage their learning disabilities
at the post-secondary level. For the most part, information relating to how such students
manage their disabilities at the post-secondary level is minimal. As stated by Fourqurean,

Meisgeier, Swank, and Williams (1991), “There is a dearth of information by which to

‘program planners t with leamning disabilities and o plan
the transition from school t0 adult lfe” (p.400). The paucity of information spawned this
rescarcher's interest in exploring how students with leaming disabilities manage their
disabilities at the post-secondary level. Students gave important information about how

they manage their leaming disabilities. This information will, perhaps, serve to assist



According to Dalke and Schmitt (1987), as students with leaming disabilities
move from high school to post-secondary institutions, they may be confronted with many
more challenges than are some peers who do not have leaming disabilities. When

students with learning disabilites have been admitted to college, they often need further

they can i Shaw, & McGuire, 1992; Vogel

& Adelman, 1992). Research indicates that the
school-age students with leaming disabilities experience continue to pose difficulties
when these students become adults in community, vocational, personal and academic
‘domains (Adelman & Vogel, 1990; Gerber & Reiff, 1991).

From the perspective of Cordini (1990), input is needed from adult post-
secondary groups of leaming-disabled students, especially o aid others who are coping

with similar problems and who are intending to go 1o college. The fact that the

this study are currently attends institution indicates that
they are able 10 overcome or circumvent many of the obstacles that have often prevented
leaming-disabled students from achieving success. This coincides with the request of
Gerber and Semmel (1984) for receiving input from the individual learning-disabled
adult student who has succeeded, in order to ascertain directions for future research in
this area. They consider clinical profiles and anecdotes as significant in contributing to a
realization of what life i like for learing-disabled aduls. Such students, as considered
here, will have succeeded in our public school system. This study should add valuable

insight into future directions for designing programs for the leaming disabled, thus
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increasing the degree of success for a greater proportion of these students. Clinical
profiles and anecdotes will direct further research.

Background

Even though the research over the past thirty years has looked at the topic of

from tive, Canni there

s sill  low level of awareness at the school level. Students with leaming disabilities are
found in most classrooms; yet few educators have sufficient understanding to identify
students with a leaming disability o design an appropriate instructional program for
them. Canning concluded that, more than for any other group, the parents of learning
disabled students expressed strong concem about the lack of services for these students

and the low level of ;

gh people isabilit ‘much less likely to attend
a college or university than their normally achieving peers (Wagner, 1989), they have
become more prevalent on college campuses during the past ten to fifteen years. An
increasing number of students with leaming disabilities are enrolling in and graduating

from p dary instituti & Vogel, 1992; Shaver, 1991).

As a result of this higher enrolment in post-secondary, there

an even greater

‘opportunity to leam from this population of adults managing their leamning disabilities.

be not only instructi invaluable to all who seek to
understand leaming disabilities and the management of these disabilities in adult

development.
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Fairweather and Shaver (1990) found that only 17.1 percent of students identified
with leaming disabilities enrolled in post-secondary courses. In- this context, the
successful transition of leaming-disabled students 1o higher education is especially
significant. People who have leaming disabilities are more likely to have lower
educational and occupational aspirations than peers who have no serious leaming
disabilities (Dowdy, Carter, & Smith, 1990; White, Deschler, Schumaker, Wamer, Alley,
& Clark, 1983).

We need theoretical and practical information to enhance career counseling and
Vocational interventions for the leaming-disabled population (Rojewski, 1996). There is

the literature to show the experiences of this population in the managing of their

tudies t successful

promote high levels of vocational success thus far have been largely neglected in the
research on adults with leaming disabilities (Gerber, Ginsberg, & Reiff, 1992). The field
has operated with a deficit model and a focus on remediating skills. Even though the
research shows clearly that learning disabilities do not go away despite intensive

academic intervention, there continues to be a focus on remediating those deficits. As

well i kills, we need to di helping individuals

with learning disabilities

Cowen (1993) points out that college-bound students with learning disabilities
must face more challenges than their non-disabled peers. These challenges include:
becoming aware of the leaming disability and its effect on leaming, describing the

leamning disability in plain language, and increasing the self-awareness or self-advocacy



H

kill i (Gerber & Reiff, 1991).

Purpose of the Study

‘The purpose of this phenomenological study is to discover how learning-disabled
students at the post-secondary level manage their learning disabilites in order to have
success at this level. Because there are few studies exploring the experiences of post-
secondary leaming-disabled  students, a phenomenological study devoted to
understanding these students' lived experiences as post-secondary students best lends

itself ini A i fo

leamning-disabled students will be identified. Understanding these factors should promote
the success of other students who are coping with leaming disabilities and who plan to

continue studies at the post-secondary level.

Definition

Defining leaming disabilities has been a challenge since Sam Kirk's first attempt
in 1962 (Kirk, 1986). Most definitions of learing disabilities focus on school-based
criteria. As a result, efforts 10 change existing definitions to operational, as well as many

of the clinical method: used 1o identify ites, do not generalize

to adults (Brinckerhoff, Shaw, & McGuire, 1993). The growing number of adults living
With learning disabilities and secking support services or accommodations in post-
secondary education indicates a trend that adds urgency to the movement to establish an

operational definition and more rigorous criteia for applying the leamning-disabled label
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(Valdes, Williamson, & Wagner, 1990). While many definitions have been used since the

term was first applied in the 1960's, there is an emerging consensus of support for the

definition of leaming disabilities given by the National Joint Committee on Leaming

Disabilities (NJCLD, 1994):

Loaming dasbiliy s ¢ geneic wom it el to » Ieteogeocnos group of
disorders manifested by significant difficulties in the acquisition and use of
i ing, reasoning, and mathematical abilites.

inflences (e, culura diffrences, insufficient o inapproprise
instruction, psychogenic factors), it is not the result of those conditions or
influnoss (.6}

Shaw, Cullen, McGuire, and Brinckerhoff (1995) based their operational

definition for adults with leaming disabiltis on the NCLD definition for the following

reasons:

h i ion of|

itis in line with the concept of intra-individual differences across areas;
it suggests that learning disabilities exist throughout the lfe span;

it deals with leamning disabilities as the primary condition, while acknowledging
possible concomitant disabling conditions;

it does not rule out the possibility that leaming disabilities can occur in people
who are gifted and talented; and

ithas support from a broad range of professional constituencies.



Significance of the Study
This study done at a post-secondary institution in Atlantic Canada provides basic
research on the question of success as it relates to those students who have been
diagnosed with leaming disabilities. I raises a whole new set of questions for the field,

not only questions that have to do with managing a leaming disability at the post-

secondary level, but broader questions that involve leaming-disabilities curricula,
instruction, and counselling practices within the school system forwarding it studens to
post-secondary institutions. Theoretical and practical information is needed to enhance
career counselling and personal development for this population. Overall, there is a need
for practical and effective methods of educating and a need to eliminate barriers that can
potentially keep these students from succeeding. According to Vogel, Hruby, and
Adelman, (1993), there are very few studies regarding the identification of factors that
would promote college success. This research investigated these factors so that students
with learing disabilities will be better prepared for post-secondary education.

This study will suggest a re-evaluation of current educational practices utilized to
enhance the lves of persons with leaming disabilites. As a result, goals should focus on
outcomes related o success. Educators can then look beyond the school age child and
consider the needs of the leaming disabled student once the student moves on to post-
secondary education.

“This study may help influence the direction of future curriculum development for

students with leaming disabilities. Hearing the stories of students who successfully



rk for students

with isabilities. Adopting the i student will inform

future changes and improvements within the current public system of education. Results
of this study can have significant implications for school administrators and university
students with

Most important, this study can influence program developers regarding the
secondary curiculum content in Newfoundland-at the provincial department of
education, at the local school boards, and within the local schools.

Overal, this study will suggest strategies by which students can become more
aware of their disabilities, know when and how to sclf-advocate and when and how to

seek supports; these strategies allow for taking control of their leaming disabilities.



CHAPTER 2: LITERATURE REVIEW

A review of the literature focusing on adult outcomes for individuals with
learning disabilities highlights just how “at risk” they are. Many reports refer 1o elevated
high school drop-out rates and the on-going impact of leaming disabilites across the life
span, with underemployment, job difficulties, prolonged dependence on others, ongoing
self-esteem and emotional difficulties, and high rates of dissatisfaction with their lives
(e.8., Rogan & Hartman, 1990; Sitlington & Frank, 1990). Rescarchers have often cited a
number of problems for adolescents with leaming disabilities, including poor self-
concept and extemal locus of control caused by repeated failures and the inability to self-
advocate when necessary (Dowdy, Carter, & Smith, 1990; Rojewski, 1996). Problems
with academic skills and performance are common hallmarks of leaming disabilities
(Dalke & Schmitt, 1987), as evidenced in numerous studies depicting failure (Hallahan &
Kaufman, 1997; Schunk, 1989 Seligman, 1992); and a high dropout rate among the
leaming disabled (Gerber & Reiff, 1991; Lichenstein, 1993; White et al. 1983).
Adolescents with leaning disabilities hold significantly lower educational aspirations
than their peers who do not have leaming disabilities (Gottfredson, Finucci, & Childs,
1984; Dowdy et al., 1990).

Consequently, the leaming disabled students appear to be underrepresented
within the post-secondary population (Fourqurean et al., 1991). College preparatory
course work is essential for those students who appear to have the potential for post-

secondary education. Aune (1991) emphasizes that these students must have the
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opportunity to experi having access nd

. The importance of one’s disability is

f—— . it ik
10 understand their disability is frequently ignored in secondary school settings. As a
consequence, many post-secondary transition programs have found the need to address
this area in their programs (Aune, 1991; Dalke & Franzene, 1988).

In recent years the field of leaming disabilities has begun to focus its energies on
adults with leaming disabilities. Before now a school-age emphasis and academic-skills
orientation resulted in a lack of awareness about continuing problems within the adult
population. Approaches to increase and enhance assertiveness, self-advocacy, leaming
and coping skills are more often encountered through sclf-help groups at the post-
secondary level. Understanding the nature of leaming disabilites, developing of good
communication skills, and refining the ability to work in groups are also leamed at this
level, rather than at the secondary school level (Aune, 1991; Rojewski, 1996; Ryan &
Price, 1992).

The successful students who have leaming disabilities, as reported in the
literature, manage 0 succeed in an educational environment where success s ofien
dependent on those areas in which they typically exhibit weaknesses. Within the
‘population of individuals with leaming disabilitis, researchers have found many that arc
successful, well adjusted, and satisfied with their lives (Adelman & Vogel, 1990; Gerber,

et al, 1992; Spekman, Goldberg & Herman 1992; Raskind, Goldberg, Higgins, &

Herman, 1999). These individuals, despite severe leaming disabilities, have often attained
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1, social, and identi ing them to overcome
the risks associated with learning disabilities at the post-secondary level include: having
an awareness of their leaming disability, being able to access supports, having control
¢ ly d i . The il

further consider these four factors that enable leaming disabled students to overcome

their difficultis.

“It cannot be stated t00 many times that one plank in the foundation for successful
transition from secondary to post-secondary settings is a clear, realistic knowledge of
one’s own disability” (Ryan & Price, 1992, p.10). Successful leaming disabled adults are

knowledgeable about the impact their disabilities have upon their lives (Spekman,

Goldberg, & Herman, 1993). Ar . ility can lead to acceptance of
weaknesses. Adelman and Vogel (1990) have argued that acceptance and self-awareness
of the impact of a leaming disability may-help one recognize strengths, assess limitations
accurately, and make appropriate accommodations 1o achieve personal goals. Aune
(1991) points out that a student’s understanding and acceptance of his or her strengths,

tself form the foundation for all other transition

weaknesses, and the leaming disabil
activities.

A clear and realistic understanding of one’s leaming disability is instrumental for
empowering the individual in many areas of his or her life, including social, familial,

‘academic and vocational situations (Ryan & Price, 1992). Without an understanding and
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acceptance of their abilities, students are able neither to select appropriate goals nor to
advocate for themselves (Aune, 1991). In addition, a lack of knowledge about one’s
ability can lead 10 a lack of acceptance of self and an inability to communicate one’s
needs and abilities to others (Getzel & Gugerty, 1992). Cowen (1993) states that post-
secondary students need 1o develop a clear understanding of the nature of their learning
disability as the first step toward building future determination skills. Once students
understand that a leamning disability is not a reflection of limited intellectual ability and
that it will not be outgrown, they may be more receptive to discussing their unique
profiles and limitations.

Gerber, Reiff

identified of cess in adults with leamning

disabilities. Simply put,

the ience i itive manner” (Gerber et
al., 1996, p481). ic studies on
and Reiff i the adults ighly

y I R

uncommon for the successful adults to express thoughts such as: “Despite the fact that I
‘could not read well, I knew I could succeed because I would not have found myself in

such a selective academic program" and “If I have enough time [ know I can do it” and
“In junior high I began to realize that I was good in math. I could handle more complex

stuff. 1 no longer thought I was stupid, and [ knew I wasn't mentally retarded.”



Self-Advocacy

ly which is an important
step in obtaining accommodations and services (Greenbaum, Graham, Scales &
Williams, 1995). Self-advocacy for college students with leaming disabilities can be

defined as the abil i ific

without compromising the dignity of oneself or others (Goldhammer & Brinckerhoff,
1992). Self-advocacy s seen as an important strategy that needs to be leamed. The
literature suggests that, despite their importance, self-advocacy skills are often not

directly taught in high school (Aune & Ness, 1991; Ryan & Price, 1992; Wilson, 1994).

High school students with it begin thei educati
with litle knowledge about their disability, its effects on their leaming, or kinds of
support networks on campus (Aune, 1991; Brinckerhoff et al., 1993; Dalke & Schmitt,
1987).

Communicating one’s needs succinctly and making informed decisions are often
difficult for college-bound students who may have been accustomed to having decisions
‘made for them by well-meaning parents, high school teachers, or classmates. In many
ways the educational system from which these students have emerged has perpetuated a
false sense of dependency (Shaw, Brinckerhoff, Kistler & McGuire, 1990). Often
students, who graduate from public school and apply for post-secondary education, are
unwilling to disclose the fact that they have a leaming disability. Only twenty-two of the
forty-nine participants of a study carried out by Greenbaum, et al., (1995) admitted that

they had a leaming disability. The main reason for disclosing a leaming disability was
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self-awareness so that help could be provided when needed. According to Greenbaum
and his co-writers, participants experiencing success at the post-secondary level are
knowledgeable about their disability, they can specifically describe their leamning
problems during interview sessions. Students with leaming disabilites need to develop a
wlent for realistic self-appraisal and risk-taking by being knowledgeable about
themselves and skilled in knowing when and where 1o self-advocate (National Joint
Committee on Leaming Disabilities [NJCLD),1994).

Self-advocacy is a related term that is often used almost interchangeably with
self-determination. Self-advocacy is considered o be a subset of self-determination
(Wehmeyer & Berkobien, 1991). According to Field (1996), self-advocacy refers to
taking action on one’s own behalf. Acts of self-advocacy lead to greater self-

An ¢ strengths and weaknesses and

self form the foundation of self-determination (Field & Hoffinan, 1994).

Self-determination is emerging as a priority in the transition movement. It refers
1o individuals leaming to make choices as they live with leaming disabilities; they set
‘goals regarding their lives and the services they receive and initiate actions to achieve
those goals (Browning, Brown, & Dunn, 1993). Achieving personal goals in an academic.
setting while experiencing a leaming disability amounts to hard work. Reis, Neu and
McGuire (1997) investigated a group of post-secondary leaming-disabled students who
had been previously diagnosed as gifted stdents. The majority of the participants

reported the belief that their capacity for hard work was their greatest asset, and the data
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indicated that a constructive interpretation of their negative school experiences caused
this work ethic to emerge.

Self-determination is becoming more widely investigated as one component of
secondary students" readiness for adulthood. Durlak, Rose, and Bursuck (1994) refer to a
number of self-determination skills that relate to students making a successful transition

o education. onincludes  such ics as:
assertiveness, self-advocacy, creativity, and independence. For students with leamning
disabilities these factors may be critical to establishing a carcer and making future
choices for education and training. Students who understand the nature of their leaming
disability need 10 acquire self-advocacy skills. Such skills foster independence (Aune,
1991).

Parents and special education teachers have encouraged dependency in students

with leaming disabili that i, by advocating and doing for them what
students can do themselves (Rose & Bursuck, 1990). Teaching students to deal with
success and failure situations requires teaching them to face rather than avoid these
situations and by discouraging dependency~-all are ways 1o prevent recurring failure.
Durlak, Rose, and Bursuck (1994) provide a study which makes a step toward educating
and

school personnel on the characteristics of students with leamning  disabil
conveying reasons that self-determination skills are so critical for such students. A
number of self-determination skills have been identified that are related to students

making a successful transition to post-secondary education. The results suggest that

students with I tain, and ize skills to focus on
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the self-determination skills of self-advocacy and self-awareness. The findings support
research suggesting that students with leamning disabilities must be taught such skills
directly (Schumaker & Hazel, 1984).

Leaming disabled students must leam 10 become their own best advocates. In

order to do this, leaming-disabled students must be self-determined individuals (Ward,

1988). Ward defines ination as the ability to ponsibility for one’s

own goals, accomplishments, and setbacks. Hence, the student develops relationships

Supports

Support from significant others enables learning-disabled students to integrate
specific. personal traits and special compensation strategies. Others encourage and
directly help students achieve their goals. Over twenty percent of participants studied by
Reis et al. (1997) report that another person such as a friend, fiancé(e), or faculty member
was most helpful.

Once students with leaming disabilities have been admitted to college, they often

need further assistance in how 10 stay in college (Vogel & Adelman, 1992). Parents arc

scen as playing a primary role during the initial stages of the transition planning process

by encouraging the students to reach for realistic educational goals and helping them
understand their profiles and strengths and weaknesses (Cordini, 1990; Cowen, 1993).

Hartzell and Compton (1984) conclude that college graduates had the advantage of



strong family support and private tutoring.

Support, guidance, and encouragement from families of leamning-disabled
students are factors that contribute to their success. Supports include financial and
emotional supports (Greenbaum et al, 1995; Spekman et al.,1992,1993). These studies
found that the lives of leaming disabled adults are enhanced by an effective family
support system. Other supports, such as the relationship with a tutor or mentor, continue
to be important in adulthood as in earlier years. The one-on-one relationship with

someone who understands the leaming disability and has faith in the person’s abi

succeed was identified as one of the most important aspets of services provided to
students (Adelman & Vogel, 1993). Adults dealing with a disability need to be
encouraged to seek the necessary individual counseling or to participate in appropriate
‘group therapy with peers, family members, and spouses. Such psychological support may

be important in assisting individuals through difficult transitions and periods of stress

(Vogel & Hruby, 1993). During transitions, support groups can also be beneficial in
addressing issues of adjustment and in overcoming feelings of fear and inadequacy that
new situations may engender. Other support services needed by leaming-disabled

uder i i ‘member. The staff

‘member is responsible for providing students with a variety of “academic adjustments.”
Instructional modifications often include test-taking modifications, readers, note-takers,
use of tape-recorded textbooks, and access to adaptive technology (Adelman & Vogel,
1991).

for fostering st by adults
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with leamning disabilities is the body of reports that indicate the effectiveness of such
technology in compensating for specific learning disabilites. Primus (1990) found that
the use of word processing enhanced the writing ability of post-secondary students with
leaming disabilites. Brown (1987) reported that speech synthesis in conjunction with

a quantit of writen ion. Spell-
checkers are useful in helping leaming-disabled college students compensate for spelling
difficulties (Cutler, 1990). Tape recorders, calculators and VCR systems can be useful for
adults with leaming disabilities (Vogel, 1987). Gerber (1991) stressed that highly

ful adults with

Given the i b - Y o o b

use of assistive technology appears to offer a viable altemative for dealing with the
problems experienced by adults with learning disabilities. It does not try to improve

deficits that have shown resistance to remedial approaches but rather allows for a

approach that seeks o work around
“The move toward independenc, difficult for many persons with learning disabilites, can

be facilitated through the use of assistive technology.

Control

Awareness of a leaming disability gives leaming-disabled students a certain
amount of control. Adults studied by Gerber et al., (1992) experienced years of failure
until they were able to take control and move on. The degree of control attained by the

leaning-disabled parnticipants distinguished the highly successful group from  the
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moderately successful group. The overriding theme of the highly successful group was
control. Meanwhile, many of the partcipants in the moderately successful group sought
control mainly to cover up their weaknesses. Fear of being found out was common, and
hiding the disability was almost an end in iself for the moderately successful group. The
key problem that adults with learing disabilities face is not the disability per s but,

e with

rather, the inability to confront the challenges they encounter as they leam to
the disability and overcome it (Gerber et al., 1992).

Control is identified as a criical protective factor, given that events beyond
individual control are considered the most harmful (Cohler, 1987); those  individuals
who manage 1o take control are likely to be most successful (Spekman et al, 1993).
Control is the key to success for adults with learning disabilitis. Control means making
intermal decisions ~conscious decisions to take charge of one's life-and giving extemal
‘manifestations~adapting and shaping oneself in order to move ahead (Gerber et al.,
1992). The intemal decisions include the desire to excel, setting goals, reframing,
accepting the disability, recognizing strengths, and understanding the leaming disability.
External manifestations include persistence and fiting individuals o environments in
which they can succeed. Gerber and colleagues place “control” as the major
encompassing theme related 10 success--the umbrella under which all the other factors
are contained.

‘Spekman, Goldberg, & Herman (1992) identify a nearly identical set of factors
related 10 sticcess, although their terminology differs. They describe successful leaming-

disabled adults s those who express and demonstrae a strong sense of being in control
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of what happens in their lives. These adults actively engage others, make decisions, and

take responsibility for these decisions. Implicit is an inherent belief in themselves as

agents capable of change and influence. Successful adults seem 1o be in control of
deciding when 10 take the next step. They also accept and use the supports provided by
family members and others.

Conclusion

An examination of the literature makes clear the need for the improvement of
student services for secondary level students. In particular, self-advocacy skills,
awareness and acceptance, supports and control, are important factors o be considered.
It would appear that the development of these attributes in persons with leaning
disabilities should be given as much attention as efforts 1o improve academic skills,

particularly during secondary schooling (Herman & Goldberg, 1993).



CCHAPTER 3: DESIGN OF THE STUDY

Given the current limited understanding in the area of leaming disabilities a
qualitative “inside-out” approach is a logical direction for future studies of leaming

disabled adults (Gerber & Reiff, 1991). The “inside-out” approach is referred to as an

approach that assi poorly . As
Miles & Huberman (1984) explained, a qualitative study is especially useful for inquiries
in poorly chartered waters. Qualitative data, with its emphasis on people’s lived
experiences, is fundamentally well suited for locating the meaning people place on the
events, processes, and structures of their lives--and for connecting these meanings o the
social world around them,

This is a phenomenological study investigating students’ views about managing

their leaming disabilites at the post-secondary level. Accepting that phenomenology i

“the study of experiences and the way we put them together to develop a world view"
(Marshall & Rossman, 1995, p.82), the study provides a framework for conducting the
current rescarch. According to Caines (1998), qualitative research is not trying to prove a
particular hypothesis or test a st of variables. Its purpose is to come to understand how
others experience a phenomenon (p.41). Phenomenologists explore the structures of
consciousness in human experiences (Polkinghome, 1989). Phenomenology has roots in
the philosophical perspectives of Edmund Husserl (1859-1938) and has been used in the
social and human sciences, especially in sociology (Borgatta & Borgatta, 1992),

psychology (Giorgi, 1985), nursing and the health sciences (Nieswiadomy, 1983).
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The author's approach focuses on the meaning of individuals’ experiences,

inthis research. i how the leaming-

disabled students at the post-secondary level interpret their success. The author chose the
qualitative paradigm because it affords the opportunity to o in-depth interviews. In this
study, an interpretation will be drawn from the perspective of the participants, who will
be asked o elucidate their lived experiences with leaming disabilities. In the present
study, guiding interview questions were used to direct the sessions (Appendix C). As
anticipated, participants were willing to discuss personal experiences in detail. It s the
views of the students being studied that are important; and to the fullest extent possible,
these views were captured in order to obtain an accurate “measure” of reality. According
1o Polit and Hungler (1997) “qualitative research tends to emphasize the dynamic,
holistic, and individual aspects of the human experience and attempts to capture those
aspects in their entirety, within the context of those who are experiencing them” (p.325).
This type of data may be best conveyed anecdotally in a semi-structured interview

format.
Sample

Students who are living with leaming disabilities and who are registered at the

P level were i of through Students
with Disabilities. The Centre provides specialized services to post-secondary students
who are able to document having some form of disability, including a leamning disability.
A letter was written requesting the participation of students (Appendix A). Six students

responded 10 the request and were chosen to partcipate in the study. The time and place
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of interviews was decided following initial contact with the students. Interviews took

place between November 1999 and June 2000,

Limitations of the Study

This research is limited to the views of the participants and it cannot be made so
general as to include all leaming disabled students. The method of inquiry (in-depth
interviews) and the analysis, based upon the participants' wording of their perceptions,
offse ts limitations in quantity and generalizability.

Ethical Considerations
Since all participants are adults and the topic requires freely-given
disclosure of personal experiences, ethical considerations, while important, should not be
of great concer. All participants were assured of confidentialty. Fictitious names were
assigned 10 all participants. The consent leter for participation in the study emphasized

confidentiality, voluntary participation. and each participant’s right to withdraw at any

point during the study.

Type of Instrument

For a phenomenological study, the usual process of collecting information

primasily involves in-depth interviews (Creswell, 1998). Thus, semi-structured in-depth

interviews were used in this study igat ipants' views of managing

leaming disabilities while they were studying at the post-secondary level. The interview
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schedule was administered o cover in detail four areas of concem: awareness, self-
advocacy, supports, and control. The interview schedule included open-ended questions
across four categories: awareness of ability, self-advocacy skills, access to supports, and
ability to take control; these categories were determined through the literature review to

be potentially significant for the success of post-secondary students with leaming

disabilities. See Appendix C for ed i

Procedure

Six participants volunteered to participate in this study and completed a
partcipant consent form (See Appendix A). The participants decided on the location for
h interview to take place. Each intervi [ d one-half hours. At

the onset of the interview, trust was established by ensuring confidentiality, utilizing a
non-judgmental approach 1o both the participant and the setting, and demonstrating
respect through active listening. Participants were informed that they could refrain from
answering questions if they so desired. It was agreed at the outset of each interview that
follow-up interviews would be schsduled only if clarification was needed and if such
follow-up was acceptable to the participant. The interviews were recorded using a hand-
held recorder and later transcribed to computer. Participants were given an opportunity

5; otherwise, these tapes

following the rescarch project to obtain the taped. inte
would be destroyed. All participants preferred to have the tapes erased following the
conclusion of the study. Before beginning the taped interview, each participant signed a

hi voluntary.
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A “closed questionnaire™ was used to determine demographics (Appendix B). Also, the
interviewer gave an account of her own interest and work in the area of leaming
disabilities. This gave both parties an opportunity to establish rapport before the
interview  began. It was a positive experience and all participants appeared to be quite
relaxed. As recommended by some researchers (¢.g., Bogden & Biklen, 1992), written

‘The open-ended nature of the pre-selected questions permitted the interviewees

to add any information not covered by the questions on the interview schedule. In
‘way the various factors that contibute to thei success at the post-secondary level would

be explored in depth.
Data Analysis

Preparation for data analysis involved tagging the interviews by date and
transcribing the audio recordings of the student interviews onto computer disks. Each
tape was assigned a record number, a detailed account of time, date, and place of
interview. Al notes taken during and after the interviews were also assigned the same
organizational infrastructure. The tapes were then ranscribed in long hand and later
converted into word processing files. The interview transcripts generated a vast amount

of information, which to what rance. As stated by

Moustakas (1994):

Each expericnce is considered in its singularity, and for tself. Within the
bracet.te phenomenon s pereivd and dseived in s iy, in 3
h and open way, a graded series of reductions coming from a



the most essential

constituents of the phenomenon ( p.16).

the focus of the first step.

The researcher engaged in disciplined and systematic efforts of seting aside
prejudgements regarding the phenomenon being investigated. It is necessary to be
completely open, receptive, and naive while listening and while having rescarch
‘participants describe their experiences of the phenomenon being investigated. What is

doubted are the scientific “facts,” the knowing of things in advance, from an extemal

from i i 1994).
The open-ended interview transcripts provided the rescarcher with an
extraordinary amount of information. This information needed to be reduced to what was

most important and relevant to the topic of research. This phase in the data analysis

Moustakas (

‘To summarise, the steps of Phenomenological reduction include: Bracketing, in
which the focus of the rescarch i placed in brackets, everything clse is sct aside
50 that the entire research process is rooted solely on the topic and question;
Horioealiing, very stemnent nkialyis e s baving oqal vaue. Later
statements irrelevant to the topic and question as well as those that are repetitive
or overlapping are deleted, Jeving oy the Horizons (the textural meanings and
invariant consiituents of the phen : Clusteing the Horizons into Themes;
eizons and Themes nto s Coherent Textural D

the phenomenon (p.97).
After an in-depth reading of the transcriptions the researcher concentrated on the
four themes of sclf-awareness, advocacy skills, supports and control. Miles and
Huberman (1994) refer to data analysis as coding the data. This means that the data
collected in this study was analysed into codes. These meaningful units of data were

clustered into common themes representing the students’ views on managing a leaming
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disability at the post-secondary level. These views will be further elaborated in Chapter 4.
Finally, the themes were used to illustrate how the students manage their leaming

level.
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The presentation and discussion of findings of this study will begin first by
introducing the students. Then the themes that emerged from the phenomenological
analysis of the students’ views regarding the management of their leaming disabilities at

the post-secondary level will be discussed.

The Post-Secondary Students

Six students responded 1o the author’s request o obtain participants for the
present study. Five of the six students were registered at the same post-secondary

courses when the interviews took place. One student, not

now attending but planning o retum the following semester, had been away for two
semesters. All six students were diagnosed with leamning disabilities during their public
school years. All six students became aware of the study as a result of their involvement
with the Centre for Students with Disabilities at the post-secondary level. The Centre
provided the students with the letter of request sceking their participation in the present

study.

For the purpose of confidentialty the author will refer to the students as S1, 52,
3, 54, 55 and S6. The first student (S1) is a twenty-one year old male completing his
third year towards an Earth Science degree. Because he was aware of his leamning
disability from an early age, his sense of awareness enables him 1o talk about his

strengths and weaknesses in some detail. He believes that his parents played a major part



S1 refers to his

as dyslexia, dif it i, difficulty in math. He also

exhibits characteristics of a visual perceptual weakness. He wears special coloured
glasses to help him in this area. $1 considers his strengths to be his good memory and
personality. S1 is quite involved at the post-secondary level. He feels comfortable asking
others for needed support. The necessary support, he says, have been available to him.
He feels personally in control at the post-secondary level and is making plans to further
his education when he completes his science degree.

52 is a 25-year-old male with one year of coursework completed at the post-
sccondary level. S2 waited for four years following graduation from high school to attend
post-secondary. He worked full-time until he began university, but has recently quit
university to return to his job. He is registering for corespondence courses next term.
Having been diagnosed with dyslexia at an early age, he seems keenly aware of his
strengihs and weaknesses. He does well in university partly because of the supports he
receives from the Centre for Students with Disabilities while attending. He can express
knowledge learned verbally, but he cannot read it or write it well. He fecls that, if he had

received oral testing in high school, he would have obtained better marks and would have

ded immediately

$3is a 20-year-old female, completing her third-year of an arts degree at the post-
secondary level. Although she has dysgraphia, a writing disability, she is experiencing
success at the post-secondary level. §3 is conscious of her strengths and weaknesses and

is comfortable asking for the support she needs. She credits much of her success at the



level ives from both her parents and

3 fecls she is a good self-advocate. She also expresses a desire to work at the

25 an advocate peopl
s4a year student,
program following completion of his second year. Initally he had intended to do the

more demanding commerce degree program, which includes work terms, but felt he was
unable to complete the requirement of six courses in his first term. S4 is struggling with
the written assignments, especially in English Language courses; he broke down during
the interview.  He has difficulty approaching professors and explaining his disability. S4
does not appear 1o have a good awareness of his disabiliy. He feels his being placed in
special education prevented him from being prepared for post-secondary studies. He
believes that the lack of supports at the high school level, following special education
placement in the carly grades, caused hirm to struggle. S4 seems determined o persevere.
His leaming disability was diagnosed during his last year of high school. $4 scored high
on an intelligence test but showed weaknesses in written language. He has to do the
required courses in English Language at the post-secondary level in order to continue on
‘with the other courses for his degree program. As a result he experiences great anxiety.
The time he needs to complete the writen assignments in the English courses prevents.
him from doing better with his other courses.

4 states that he did not receive much support from his parents while he was
going through the public school system. 4 is receiving supports at the post-secondary

level but does not feel that they are sufficient for his needs. He is not involved in any
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talk students

ith il i ? is girlfriend for support.

$5 is completing his fourth year toward a philosophy major and religious studies
minor and is experiencing reasonable success at the post-secondary level. He finds this
setting to be a big improvement over the public school system where he felt ostracized
socially. He does not need a lot of support at the post-secondary level as long s he is not
required to complete exams. If supports are needed, he knows how 1o get them. He was
identified as having a leaming disability from an early age and has received supports
from his. family throughout his public schooling. He believes that he is in reasonable

control at y ighly i i i ivities. He s able o take
control by knowing which courses to avoid. This has included avoiding mathematics
courses for the past four years.

geophysics. He has a witing and

His strengths are in the d science. He atiributes
his success to his personality and 1o his good memory. S6 does not feel that he has much
awareness of his leaming disability. He appears to lack the words needed to adequately
describe his dyslexia. However, he is acutely aware of his strengths and weaknesses. He
considers himself a hard worker with great determination. Support from his parents at an
early age helped him to experience success in the public school system. A supportive girl

all ity. S6 received a job ist with

friend helped
an oil company shorly after his graduation.

As a result of the large amount of relevant information collected during the six
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interviews, I feel it is important to present the information in the following format. I will
continue to refer to participants as S1 (Subject 1); S2 (Subject 2); $3 (Subject 3); $4
(Subject 4); S5 (Subject 5); S6 (Subject 6) throughout the presentation of data.
Information gathered from each participant on individual themes will be presented in the
order in which the interviews took place. The data collected from each participant and
based on all four themes will be presented. For each theme, the information gathered
from S1 will be presented first, followed by the information gathered from S2 on that
same theme. This order of presentation will continue in order to accurately convey
relevant information from all six participants on each of the four themes. This order of
presentation will allow for a more holistic look at each participant’s views on managing
a learning disability at the post-secondary level.

“The first theme the researcher discussed with each participant was “awareness” of
disability and its implications for their lives. This theme investigated students" ability to
explain their disability; their personal strengths and weaknesses; and their level of

comfort the subject. This ib-themes: self-

awareness and public awareness.

The theme of “sclf-advocacy” investigated the students’ thoughts regarding their

ability to advocate for themselves at the post-secondary level. This second theme showed
the experiences of students before their attending post-secondary studies. Students were
asked to give their thoughts about this theme and discuss those times when they fet they
were able to self-advocate at the post-secondary level. During the discussions, the sub-

theme of ing of the data.
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‘The third theme, that of “supports”, focused on the Various sources of supports
that participants believed contributed to their success at the post-secondary level.

Students were given the opportunity to express their feelings conceming availability of

supports and their i he evel.

During the analysis three sub-themes emerged toward a greater understanding of the

theme: faculty suppor and support from si
The final theme, that of “control”, explored the various ways by which

participants could take personal control at the post-secondary level. While investigating

this theme, the sub-
Upon the completion of the presentation and interpretation of data, there will

follow a discussion highlighting the relationship between the major themes and the

experience of success for the isabled popt studying at *
level.

‘Theme One: Awareness
Self-Awareness

ANl partcipants were able to talk at length about their leaming disabiltes, about their
individual strengths and weaknesses, and about the contribution that self-awareness of
their disabilities made to their success; it was evident that lack of awareness caused them
10 struggle.

$1 became aware of his disabilty at an early age and was sble to describe his

disability in detail. He is completing his third-year science program. When asked if he



could explain his learing disability to others, S1 responded:

Yeu,Lkave what s clled dexi. Thar's mainly s seading s witing peobens.
Itis actually not knowing how to write. I have difficulty in the actual writing of

andﬂwmllpellmgnfdwwwrhnﬂmrndmgoﬁmwmdx Itis
somewhat of a package really. In this package there are several items. One is
dyslexia and the other is dy‘c:lwlll, which iy a problem with math | tend 1
reverse numbers. I have trouble with low end math, simple calculations. High
order algebra and calculations tend not to be much trouble. Actual theory in
physics and chemistry I have no trouble with. It’s the math in these courses that
tends 1o be very basic. I understand the Theory of Intermolecular Forces. I also

‘This doesn't correct my dyslexia. It only corrects the way my eyes pick up light.
So my depth perception, for example, was atrocious. I couldn't catch a ball, run
straight ... was clumsy, fell down stairs. You know [ almost got hit by cars and
trucks because I couldn't perceive depth. Until I got those glasses~-and all that

hanged. The high gloss paper in books and the lights in schools really contribute.
to this problem. The images of the letters are distorted and the glasses tend to cut
down on this distortion and glare.

S1 felt ing about hi hs and weaknesses. When

e was asked if this had always been the case, S1 responded:

1 can't remember a time ever fecling embarrassed about my problem. If you are
locked up in yourself and the shame of having dyslexia, you are not going to seek
help. I can't write at all, I’ not that I can't write sentence structure, I can't spell.
I have high intelligence but these problems linger on. I consider myself illierate,
10 be honest. [ have a poor memory for things, like, even spelling my own name. I
am still terrible with time, no concept of time whatsoever. I still get Toesey ad
‘Thursday mixed up. But factual information, that's not a problem. The ans

~-the longest river in the world-—that will stay in my mind fmv« What Tk
reading I have, | remember words as pictures. For example, if you conjure up a
et o an appk n o mind you kpow what a spple ook ks, 1s apple
because it looks like an apple. 1 do the same thing with words. The word is
computer because it looks like a computer. | would never be able to spell
computer. Co is it? Man, I loathed going to school. It was a never- mdml
frustration. Like, you can imagine watching your class mates everyday. And you
know you were pretty sure that you were as smart as they were. You were
watching them get further ahead in their school work even though you were
spending hours o b drilling phonics and math at home with your mom.
You'd probably spend four or five hours working on a project that still wasn't
finished. Everyone else talked about how casy it was. That was a bt frustrating. It
‘was not until grade seven [ kind of found out for myself what was going on. |
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nunklhll:clnmxllabwlp'lden In grade three I actually had a diagnosis of
ADD (Attention Deficit Disorder). I don't think it was right. I was told I'd need

Mlpvudmgamwrmngml“anwdwdnllmpdfByyldenxlnxlme

special glasses and things up. They made looking at the words

‘much more comforable. Sﬂlwmleﬁnullydupw:dmnlw:mlvewtm

T had official documentation that I was dyslexic.

52 was not attending classes when the interview took place. He waited four years
after graduation from high school to attend post-secondary. Afer he had completed two
semesters successfully, he decided to retm to work. He planned to retum 1o his studies
at university the following semester. When asked if he could explain his disability to

others, he responded:
“The first time I leamed about my was in grade four. I started
going to a place where I got individual help. It was there I leamed a lot about
dyslexia. When I started going there I started 1o realize a lot. Even though I had
trouble with reading and writing I had a really good memory. At this level, I had
the most trouble with German. You can imagine if you have trouble writing
English, another language is going o be even harder. I'm an auditory leamer. [
leam best when I hear it. When I have lots of time, I can read something three or
four times wd thn i implanked o my i, Oue [ g . sy, You see
when | writ L If it it
i the peling problem. 1t takcs 100 much encgy 1 it know much sbont
leaming_disabilities as a child. The information was v
information was ever given to me other than that one time. I found litl bits on
television. There was nothing to say why my brain works differently. I haven't
en read the documentation--don' ' ut me. And I know myself
better than anyone. I aready know a lot about science and biology. I mean, I have
friends coming to me and asking me to help them because I know so much in that
area. I have always been an outside person. I can tell you anything about nature.
Right now, I gota fishing pole in my bag just in case I want o go fishing.

52 was accurately aware of his strengths and weaknesses. When asked to talk

1 think 1 make up for my problems in reading and writing. My brain is just
different. T know I can speak the knowledge. I can really tel people what I know.
I£ T had been able to do oral exams in high school I probably would have gotten a
better mark to keep up my average. Then I would have been able 10 go on to
university like an ordinary student.

In response to the question, “Did you always feel comfortable talking about your



leamning disability?" S2 responded:
There was nothing 10 say-that my brain worked differently. Finding good
information was impossible. Yes, I talked about it to my friends. They actually
helped me out. I didn’t have any problem like that. I just didn’t try hard enough.
Pretty much, it’s been like that since grade four when that lady explained it to me.
After that I knew why 1 was like I was.

$3 was quite aware of her leaming disability. She felt comfortable talking about
her strengths and weaknesses. She is successfully completing her third year. When asked
i she could explain her disability, she responded:
Idnnzlhink!hmismﬂnmomﬂlae 1 have difficulty in Math
because of perceptual weaknesses. I got around it and had an 80 percent
even though they told me I probably wouldn't ever be able to do Math. 1 did
academic Math and I had problems graphing. I enlarged the graph paper so that
the blocks were bigger. Then | coud actually see what was going on. Because of
i fer | looked at it for
e when Fenl arged the graph paper the blocks were s big that I couldn't
acoust the It wam ol g e o o tht | eally o 1 e
I'd be reading and ine. Then I'd realize when I went back over it, I'd
realize why [ gty ‘grasping the meaning of what I was reading. It wasn't that |
couldn’t understand what I was reading. It was just that I was missing important
information. I had to do things like follow with my finger or use a ruler. I'd do
‘whatever I could 0 | wouldn't miss any of the information. That became a real
problem at university. Because I have to follow real carefully, it takes me longer
10 read. 'm an auditory leamer. About 80 percent of what I pick up is through
listening to lectures in class. Awareness is very important. I feel fine talking about
it. I find that the more I talk about t, then the more help someone else might get.

In response to the question, “Has this always been the case?” 3 offered the
following response:

Ouce Lactsly went 0 techer s g schoc anl aiked b [ culd sk
‘what I had 0 write on an exam. Then she would know what I was trying o say.
‘Then if I had trouble with writing the material she'd ot S
worked out really well. It's impossible to have awareness, the ability to
understand your own disability, especially in high school. In here I help the
professors realize that I need extra time for tests. A couple of them have said no.
Some have asked why I need it. Then I tell them because I have a scribe. I may
need something read over twice 50 that I'l understand it. Therefore t s going o
take me more time. Most of them said yes. Do I feel comfortable? Yes, I've come.




o grips with it. It wasn’t until about grade three or four that I started to notice.

< b b . : .
late age was detrimental to his leaming. He is completing his second year and plans on
doing a business degree. $4 had not been identified with a learning disability until grade
twelve. He considered his years spent in special education as detrimental to his leaming.
In response to the question, “Can you explain your disability t0 others?” he responded:
one ever told me, but I had an idea. No one ever really said you have a
leaming disability. No one ever told me or helped me understand it. After all
dmyulso[school o ome i pcked ep e [bd kg dilly. Tht

out 1 have a learing diablty whea | am grauating 1 usd 10 s ol on
television about people who were really smart but couldn’t read or write very
well. It's hard to get it all on paper, the way I want to. I'm constantly checking
every single word for spelling. I'm trying o get my idea down and trying to

mn'ueunilmofﬂ\mpndwﬂnwnme.wnnhimlmungll Tttakes
a lot of time. The same thing o this guy on television. That was a kind
ofhoostfox . 1 hought th s maybe 1 coub b e bim, st bt il ey
troubles writing. With the right equipment like a computer and software that I got
now, I can write. I can read fine.

When asked about his strengihs and weaknesses, S4 provided the following
information and opinion:

Well, the thing that really slows me down is my writing. My spellmg is really
poor. My grammar skills are really low because I didn't have the of
ormal s for all ihoseyear. 1 did'sge he opporunity 1o praciee g all
those essays, and stff. I'm like--rying to catch up now. It seems like every one is
ahead a few steps. With the right equipment like a computer and software that [
g0t now, I can write. When I get s close as I can to @ word, the software will pick
up the word that | want t0 go in there.
58 was complting his fourh yar philosophy degree with 2 elgous studics
minor. He was enjoying ity ‘This was a big i
public school where he felt socially ostracized. He was identified at an early age with a
leaming disability. However, he feels it was late when he became aware of his strengths
and weaknesses. When asked, “Can you explain your leaming disability to others?” he
responded:




Al the way through school my grammar was horrible, atrocious. 1 remember
getting back one of first papers at university. I got 45 percent. That's when it hit
me. My auditory weakness was diagnosed my last year of high school. I was
aheady i vy by the e the docmnton e e Tha's whes [
found out I had an auditory weakness. I had to jump through some hoops at first
10 get the documentation for the Centre o Sude i s T bl 0
ask for what [ want. I'm good with people but I'm a bit reserved at times.
Awareness of time, being able to keep deadlines ... that's importan. I don’t like
testing. My handwriting is atrocious. 1 have horrible handwriting and when I'm
‘writing an exam my thoughts are somewhat jumbled. That's why 1 prefer papers.
‘Then I can make my thoughts more coherent. God knows, it’s a lot easier on the
professor. I pity the prof who has to go through my exam. One thing I've leamed
10 spend ceading cl bere s 1 s oy pencl ® kecp e fm wamdering.

My attention does tend to wander. One thing that has helped me here is doing
conmes with 0 et 1do ot beterwith papers It ives e a et chance (o
put my ftime I need plays a
big part. 8ot 85 pe 3

When he was asked, “What are your strengths and weaknesses?” S5 offered the
following response:

I'm a philosophy major. That sort of speaks for tself. Oh God, I've been avoiding
math courses for five years. In the arts program I don't have to do math. I can do
history or languages. When I was in grade two I was diagnosed with dyslexia. But
the reading has become a strength, sort of taken care of itself. I needed extra time.
not because of the eading but aking what I got rom the mdm. ol pul\mg it
it all. Sometimes I

inonir o arsand v dons when P reading, 11 say a word thars ot
v hes. | misiiryre woni, depndingon my e of mid. My weskness o
vyl meaned . Fin
3 na.m. 10 professors' lectures is not the
best thing for me. I have 10 ask a lot of questions.

When asked, “Do you feel comfortable talking about your leaming disability?” 85

responded:

1 think in high school you have to be a jock or a science geek. I was

e, Therswasne cuch e ers e, Al s coukn' st

It was sort of like a self-imposed as in

umvmny T was abl o ind pocpl ke myaelt. But the whols ysim is

re to |en brained than . rightrained peope. You have scince,
re_encouraged to go

Mmmry, .
Tegarlen of your imerets. | was ocky | was disgnosed n grade two.



‘Then in grade twelve I find out I have an auditory weakness. The auditory
‘weakness is probably right on. My strengths were always leading toward
the ants. My attention does tend to wander. Sometimes

philosophy, I find my mind wander so I have to put forth a little more
effort. My hnsh point in high school was literature. 1 actually did it twice
in the last y id

o i atvrsy I comeo whar e e o

6 had just graduated from university with honours in geophysics when the
interview took place. He became employed shortly after graduation as a geophysicist. In
school he had experienced difficulty in school because of his leaming disability. S6
espon , “Can you explain your disability 2" as follows:

I's very important for me to know who T am and what [ want to do. Its also

mporimt fr e s b awars of y Kiziocs. | gess veryone s g

and weaknesses. My weakness 10 be in reading and writing. Most of my
ificuics areinspelling. [ ave & o f proslms withpronunciatien of words. |
say one word for another and I honestly don’t know if I saw it like that or what.

When it comes to math and science I have no problem. But I am a very slow.

reader. The spelling is still really difficult. I avoid it as much as I can. Not avoid

it, but work around it so that people don’t notice. That's my biggest difficulty,
definitely, getting my ideas on paper. The same weaknesses are stll there as [

ioays b Tm ot able to sound. out using phonis. Even withal that e

trying to remediate, I'm still the same. My strengths are my good memory and

personality skills. T use them to my advantage. I was not afraid to ask questions.

T prey endusiasic, aggesiv. | dont mind asking questons if [ don'

understand something. T'll ask right away, get it resol n you are

bomn with dyslexia something is taken from you. But you're oo et bt

You ute what you have and lea 10.cope Wil . 1160k the ame 15 eveybody

else.

‘When he was asked, “Do you feel comfortable talking about your disability?", S6

responded:

I can ility. L ist who couldn't give me a
term to use. I was never given a term like dyslexia or anything like that. When I
talked to the psychologist about that, he said those are tems they don' like to use
wmore. Those terms sort of restrict people of they put them in a category. That

20t what should be done. That's eally what 1 neaded. I0s bard. If somecne had
taken me at an early age and given me the right way to describe it, I would have
been better prepared. Like, when I used 1o go and see my profs, I sill didn’t have
a grip on that. I just didn't have the preparation.




Public Aw:

O the six students interviewed, four of them expressed the need for more public
awareness in the area of leamning disabilities. S1 expressed his concem that individual
teachers in the school system do not have enough understanding: “The only way I got

through high school was my close network of friends. The majority of teachers didn't

53 expressed the importance of being aware at an carly age: “Awareness is
important. I wonder how many teachers know about leaming disabilities. You got to
know more about it when you are young."

4 expressed his frustration for not having been diagnosed at an early age with a
learning disability:

in the schools Kids and
show them some videos on leaming disabilities. Then they would get the message
that there is hope for them. There was none of that for me. That's why I am doing
this interview. I [ can do ing i 1ide iaome Tl do ow a lot more
has 10 be done in the schools. There is nothing there. At least for me there
nobing he. | can s all he Kicsdropping ot that ave he same problens, of
getting into trouble.

Even though S6 had gradusted successfully, he realized that many of the
frustrations i the result of
Some professors, especially English, just don't understand. I don’t think they
realy understood my Ieaming Gisably while 1 was hre cithe. The Blundon
Centre was really great and all. They did a lot for me. But I don't think they had
inin

disabilities as a sort of a whole. They basically said a two-hour extra time limit is
usually what leaming-disabled students get to complete exams. But I had different
needs. I needed a lot more time for the language exams. The two hours extra just
was not enough for me.
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‘Theme Two: Advocacy

Self-Advocacy

Self-advocacy for college students with leaming disabiliies is seen as an
important strategy that needs to be leamed, in order for these students 1o have success.
None of these students received instruction in becoming a self-advocate. However, al of
them worked at being advocates in their own way. S1 responded to the following
question, “Do you feel you are a good advocate for yoursel?” as follows:

As a result of being involved in music for many years, I became accustomed to

performing in public. This contributed to my ability o speak up. You have to be a

have some kind of training.

st any X
the second question, “Did you receive instruction in leaming to self-advocate before
attending post-secondary education?” by stating:

I never received any training in school. My mom helped me from m aly

age. [ did not know what dyll:xla was until | was in grade seven.

there was something wrong. | never had any formal teaching o et
advocacy kil 1 waiched my et Toers wes o uch course a sl
advocacy 1001, unfort forit. Ik

e g i my p-mm help. They helped me know that |
had a problem and that this problem could be easily coped with by having
some concessions allowed.

With “Do you feel
1 responded:
1 basically leamed how 1o self-advocate out of necessity when I was in high
school. My high school years were rough actually  in the way of getting help. Tt
pepard o o . L e 0 poblem kg forwhat 1 want: a seadvocsé, |
guess.

52 had completed his one year of post-sccondary successfully but did not
understand what the word “self-advocacy” meant. This lack of understanding showed
when ked if he was a good for himself, and




A self-advocate? I've never heard it put like that before. But the Centre for
Students with Disabilities seemed to o it all for me here. I didn't have to do
‘much.

‘When he was asked if he fel there is a need for training in this area, S2 was quick

o reply:
Oh, God, yes. Like if I didn't have Mom, I never would have gotten through high
school. She had to push for me. When I went to see the principal to talk about my.
dyslexia, he didn't even know anything about it. So my mom made an

ent to go se him. Once he read over the documentation, he had a better
idea of what I needed to have happen.

2 felt that he in high school
the term before. When asked, “Can you describe specific times when you were able to
self-advocate?” he answered:
1 4d koep ellingpooplethough, epecally i igh achoc. 1 would tll echers
at 1 nceded in order o graduate. T was the very first person in my high school
Lo et ora eting, A me here wers about fv or s learning csabled students
who asked for it. They came to me actually. Again it was because of the Center [
went 10 in grade four-that helped me and another student that went there. We
both got help after that

2 felt that he had received some assistance in becoming a self-advocate once he
reflected on his school years. At the same time, he fet his personality helped him ask for
what he felt he needed. When asked, “Did you receive any training in the arca of
becoming a self-advocate?” he responded:

2 way | Gl gt hlp while tthe Cente - wit eeing shout wt
vwedmdoleget elp. Well, I was a spiteful litle kid. 1 was a bit of a
procrastinator. Well, I did n-:r decent in high school excapt for English. 1 was
concerned that if I wanted to go to university, | wouldn't be able because of my
Engliah mack. When  wen 0 oy axa,thy tod ms | couldart 40 i oy, A
person from the Department of Education actually said it was not allowed. They
said in order to do an English exam at the high school level it had to be written. [
couldn't write. A lot of the words I spelled were wrong. So if | was marked down
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for poor spelling, I knew I'd fail. So the man from the Department id 1 coud g
a pass - 50 percent,if I didn’t write it. But that was all he could do for me.

meetwih b | i to make 3 diffenc,epsialy oot ‘who would have
10 go through the same thing to graduate.

S3 felt that being a good self-advocate was essential o success. When asked, “Do

‘you feel you are a good advocate?” she responded:

school. However, ining. eded to prepare her for

L try 1o be a self-advocate. As a result of being president of the Disabilities
Organization, I have become more of an advocate. Before that, I just didn’t have
the nerve, I guess. But now I realize if [ don’t do t, then maybe no one will.

3 felt that she had received a litle training in the area of advocacy while in high

‘There’s nothing here at this university. I didn't get any seminars or anything like

that on self-advocacy. I got a little in high school. There were a couple of teachers
‘me speak in class. They saw me as being very vocal about my Iummg

disability. I'm pretty open to teach others. I don’t want someone elsc

through what [ wen through. At high school I had to become a good et

Advocatc. Bu tha's no good enough when youar taling abowt ostsecondary

and government officials.

When $3 was asked if it was possible to leam this skill independently, she felt

that her experiences helped her as an individual and also assisted her in helping others:

1 think things that you've done that have helped you to realize that they've helped
you, may help somebody clse. Another person may have leamed something that
You may never have even thought about, that they may be able to help you with. |
think peer teaching would be the thing. Others who have found what works can
tell others — something you may not have heard of or thought about. Because of
my leaming disabiity  ealze there ae ccrain tings you have o do o g belp
You can when you of feel that it can be leamed independently by
ceain peopte, Ok peapls may be oo shy. Shynees, | would sey, 1 one of the
bgges iciors. Al i eomfdeoce i gk, The mors confdence you hevo
e better. | found the Organization (o be a great place to talk about your
pmblm\s nd sl

Overall, $3 felt that self-advocacy skills can be leamed. In response 1o the

question, “Can you deseribe specific times when you were able o self-advocate?” she felt
that there was a certain approach that worked for her at the post-secondary level:
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Being a self-advocate for me, is basically letting the prof know that take home
exams are best for me. I went o the head of the Relgious Sudies Faculy ad |
basically told him that I wanted to try something that they were probably not
going to agree with. I explained how I wouldn't have to worry abou time and I
could concentrate on the grammar. It could even be a different exam than
else. He agreed as long as 1 didn’t use a word processor. He preferred [
gota parent 1o edi i, | got 70 percent instead of the 50 percent I got before.

54 did not feel he was a good advocate and felt that many of the problems he was
experiencing at the post-secondary stemmed from the fact that he had no training in this
area:

Lot know: 1 hard 10 e somecne who does's el undersand earmi
ies. 1 don't feel like arguing. 1 really didn’t think I was overly bright
beme 1 got here. I was pretty good at hiding it then. Like, none of my friends
would ever know. So I guess I need the confidence. I don't care any more. I tell
them now I can't write. I don't feel ashamed any more.

Not having been taught how to become a self-advocate, S4 had difficulty
approaching professors and explaining his disability. When he did, he fet it was still no
use:

‘The paper says | should not be penalized for grammar, spelling, or stuff like that.

Jt was o peper, rihtthor, € was b1 i, Actally It vas pt undex

her door. I put it there. But it was coming from the Centre for Students with

Disabilites. It was going t0 be sent to her. But  decided to deliver it mysel! And

it wasn't even noticed. This is what I mean about the lack of sducaion i kexning

disabilities. [ approached her and I tried to go for it. I told her it wi

What | nesed: Sh was like | can only coret what you pu own, She hilled

me in grammar. No one really ever prepared me for anything. So I try to adjust

and talk o them. But they don't really want to read the information about me.

You tell them about the documentation but they don't care.

‘This same student, $4, graphically expressed his opinion that there is need for
teaching in this area.

1 think direct teaching of self-advocacy skills would help if you could get it, but
there’s only so many things they can teach you. Oh, definitely, there needs to be
teaching in this area. You've got to have strategies, a better way to talk about it

‘ou need to know your leaming disability and be able to talk about it It's always
good 10 leam how (o o that better. Every day is like a race. Imagine if you were
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blind, and someone challenged you to run up the stairs. That's what it is like
every day.

‘When asked if there is a need in our school system to teach students how 1o self-
advocate, S5 responded:

Maybe to say that I leamed it on my own is a bit of an exaggeration. I went

tgh ey progeams e tumgh Swadest Deveboprsent. 501 ik thre

are programs available to students there.

S5 felt that he was a good self-advocate and had no trouble being a self-advocate:
‘when he needed t0 be:

Lm,wr,,m firs thing when I register,  tr o get the professor
and face. Some people say it doesn't make na.ﬂame.mmmr«

suj
vocacy, and | think generally self-promtion, defnitly. I ran for council. That
‘was a character-building experience.

One student, $6, managed to graduate from university without knowing what the
term self-advocacy meant. In response to whether or not he felt he was a good advocate
for himself, S6 responded:

Yah, like in junior high and high school, my parents helped me along. In high
school I started o do a lttle more for myself. My parents tried to back off a bt so
that I would become independent and take care of myself.

6 did not receive any training in the area of advocacy skills and felt his parents
were responsible for teaching him. He recounted that, “They basically told me I had to
fight for myself and raise my own issues.” S6 had difficulty advocating at times,
especially when completing language courses:

1romn=mnmuep‘mmxmuymmmlw.m 1 had to do two

language courses, even though I was in the science area. My poor grammar and
poor spelling-that was a big deal for them. I really had to push those issues so
that they could understand. My first semester I had three A's and a 35 percent in

English. 1 had a lo of poblens with the profesor who just didnt undersand
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leaming disabilities. But other than that, I found getting involved really helped
me. 1 id bt of volaee work—sat o the Mayor's Advisory Cornmie. | isod
10 give help to the people at the Centre for Students with Disabilites. If there
were any new students on campus with leaming disabilities, I'd talk to them if
they needed someone to talk to.

Self-Determination

In the literaure self-determination is a related term that is often used almost

with 3 ination is emerging as a priority in the
transition movement. It refers to individuals with leaming disabilities leaming to make
ices, to set goals regarding their
actions to achieve those goals (Browning et al. 1993). Achieving personal goals in an

hard work (Reis

ives and the services they receive, and to initiate

E

etal, 1997). Four of the six students interviewed referred to self-determination and hard
work when discussing their self-advocacy skills. S3 fel that being determined was her
biggest asset o being able to self-advocate:

You have to have determination to look a prof in the eye and say that you are no
more than [ am. [ basically take the attitude that I'm no different than anyone else,

10 overcome a lot of stuff that others don't. You have to have a high
level of self-determination. Without it you're just ot going to be able to do it
Determination is what causes anybody to keep going. Especially when you hit a
rinaton 1 g0 on aer you've had that hurdle
Self-determination helps you find a way around that hurdle. Meet the prof face to
fae —tic ke sif-dvermintion | s being 8 slfadvocai s being el
determined helps when dealing with teachers. They see a picture of worry and
itevuimaion S ey ok o o o e, Ty s e s peyans el
wants t0 do this in my course; so they take that into consideration when grading
‘you. A lot of them will come up to you later and ask you if they can help in any
way. I see a lot of people with leamning disabilities who won't speak to the prof
themselves because they feel they don’t have the vocabulary. They'll call them
but they won’t speak to them in person.

'S4 expressed the belief that determination was an important factor which kept him



going:

I'm pretty determined. I'm not one to quit or give up. The only support I had was
my girlfriend who helped me with English in high school. I've read some stuff
myself and the main thing is that there are , successful learming
disabled students ard they don't give up. They're successful at business. - They'ra
50 used to getting doors slapped in their face, and there is only so much you

Iater 'd say, o, lets not go there. I can do this. I just wasn't going (o give up.

6 felt inati hand-
order to have success:

Aside from the supports, you have to be really determined. Looking back now I

can really see that determination and hard work rather than overcoming the

learning disability is what it is all about.

‘Theme Three: Supports

ficant
Case studies of high-ability students who have achieved success even though they
have leaming disabilitics report that another person such as a fiend, fiancé(c), or faculty
‘member was most helpful to them (Reis, et al., 1997). Al of the six students interviewed
referred to significant others when discussing supports that helped them have success.
‘When asked if he received supports at university, S1 responded:
One reason why I credit getting as far as I got is because of my mom and dad.
‘The hours they put into me I am intemally grateful to them. I can’t remember a
time ever feeling embarrassed about my problems. I survive on a close network
nfﬁunds Tam in a Society, The Society of Creative Anachronisms. There’s a lot
majors. Lask

gt Belpevry day There ae English maors who give me  band with my
today [ survive on friends.

2 felt that he was successful because of the support he received from his mother.



He described this support as follows:

Oy God, my 1o was the e ugport | never ol v gk
through school without her. She would always stay on top of me and my

Spend hours with her showing me what  had to do and she would help me
getitall down.

S3 felt that friends and parents were vitally important. She expressed the support
this way:

Ilhmkmnfnaldxnclhlkcyﬂ-yh:lpyvumlnlﬁnduwnpwﬂm
And you know e just support each other in a lot of things. I spend a lot ofime

helping others. lmallulmtnmllymddmpsd.mlmpmplu It hu of

gives you gumption to go on. You realize you've got somethiny

doesn't have. I‘ﬂpeauwoﬂﬁ!m:afmypoblam,mmlywnﬁn‘,hbﬂp‘

10 understand you a bt better. A ot has to do with parents. After you've hit one of
those hurdles 0 go on, they remind you of your accomplishments. Even though
you've hit a hurdle they push you on. They see the struggle. Profs don't see that.
‘At home you let your guard down. You put forth a different face at the time.

received support from his nrl[nmd beginning in high school. He
shoved i ‘gratitude for her support by sayir

My girlfriend is a big help. | write stff down, and she refines it for me basically.
She has been doing that since high school. When | write something down, she’ll
g0 back and critique it kind of thing.

5, who considered his parents and friends to be his main supports, talked about
the support he received:

My parwas v bom ey mgporivn; They e thrs ol tho vy drvugh
school. They gave me lots of support in the early years. They really stressed a
g0od education. One thing 1 do have here that I didn’t have before is a network of
support from other students. I have support from so many who help me when [
need it. My friends are always there for me. I didn't have that in high school. One
thing 1 bave leamed in universiy s that the social and the scademic are
intertwined. [ have been volunteering ‘groups.
Leredit my
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56 graduated from the post-secondary level and credits his success to the support

he received from his girlfriend:
lnschwlmymomwas ays there for me. When I came here I became mo

independent. Hnwmxfmmygnﬁ.mlwonmmbmﬁm-wmyynmm

dnsrumzmphync: Shewmnmyhounm through my papers, editing.

e fo me. Every papr 1 cve handed in he proof - red for . Wit that
support I don'tthink I'd be where I am today.

Eacult
‘There were mixed feelings about the supports given by faculty. Two of the six

‘support. Four of

the students felt that the amount of support provided by some of the faculty at the post-
secondary level was not sufficient for their needs.

S1 praised the professors saying they were quite supportive:
The majoiy ofprofs bentover ackvards I there s 2 prblem tey st ced o
t from the psychologist that states that you have a leaming
dabitny. 1 m-cmkarmﬁmm:mwofmnwmmm
down with me to write a test rather than use a scribe from the Centre. The prof
basically hand wrote my test for me during a lab period. The older profs seem to
be more supportive.
52 seemed to think the supports he received while attending post-secondary were
sufficient; he had no difficulty dealing with the professors:
‘The Centre for Students with Disabilites gave me a form with all the information
on it, and a scribe was provided for every course during exam time and tests. The

professors didn't mind doing this for me. Not one of them disagreed with it. It's

because of his I am coming back.

3 had mixed feelings. Some of the professors were not supportive while others

were highly supportive:

‘One prof fel that it wouldn't be fair to other students if I used a processor to do

my take-home exam. I's hard to understand. What I ried to explain to him was

that they already had me. They didn’ that
‘exam was possible. I found out from peer group, that one guy was doing

taped exams. I think sometimes 100, the faculty members are afraid to step on
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each other’s toes. I help the professors here realize that | need extra time for tests.
A couple of them have said no. Some have asked why I need it. Then I tell them.
Most of them have said yes.

54 el defente s b srugle. e et the profseors were o wareof eaing
language:

for grammar. My i my last
test. It's mot her fault, but I think there needs to be more education in the area of
leaming disabilities at the post-secondary level.  just can't argue anymore. It was.
all put on paper and seat to the prof not to mark me down for grammar but [ don't
know.

Even though some of
that this was not always the case:

1 had profs who were very strict about the amount of time. The main support [
need is for testing. They didn't think there was any need for me to have any extra
time. So, for example, I needed double the time you would need for a math
equation- juumgammgmimmmynndmdmmpw There was.

tesscd my leaming bty and have i pm in wnnn‘nul[ncdnddmhk
time. There has to be a relationship between the prof and the student.
on the prof, it determines how much time I get. 1 ry to shoot for the courses with

with professors but this prof s definitely okay with not having things in on time.
He would meet with students for an hour, chat about ideas discussed in class and
‘what you were trying to get down on paper. A lot is contingent on the prof. If you
get a prof who is willing to bend over backwards for a student, well, of course, it
goes a lot smoother.

$6 did not always receive the support he needed and experienced difficulty when

dealing with some of the other professors: In some cases, though, support and
understanding were there. He describes the struggle:

Profs don't ke it when the Centre calls. But it looks more powerful when you

have the Centre behind you. I did have one prof who said I had to prove the fact

that I needed it, the extra time. Then, I've had profs who didn’t want to fill out

any forms. They didn't care how much extra time I needed. They gave me as

much time as | needed. Even though I was in science, I had to do two language

urses. I found that department extremely difficult o deal with. Especially with
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poor grammar and poor spelling. The English professor just dida’t understand
mylumnlrllmlny,lw”paeml language and A’ in al the other
courses. ind me that I don’t have:
i.llmypwxdﬂ .nzymnammnlm.um done. There were a few
profs I had some difficulty with. They just couldn't understand why I couldn’t
spell words correctly. In terms of suppor, faculty support was not always there. |
think a lot of ti ith faculty, ilable.

ZTechnology

‘The use of technology is referenced in the literature as a necessary support for
post-secondary students with leaming disabilities. For some of the students proper
technology was casy to access. Others found that they did not always have access to the
kind of technology needed to complete their work.

$3 stated that she did not always have the technological supports she needed to

have success.

Students hide their laptops because the profs are afraid of copyright of their
lectures. A lot of the profs use the same exams year after year. They think there is
something different about hand-written, recorded, and type-writien stuff. Profs
don't I

jon’ i
“A" paper but, because of the spelling and grammar mistakes, they couldn'’t ‘g
me A Now i had th use of propr echnology that wouldnt ‘thappen.

54 said that he was comfortable with the supports he received since he came (0
university:

1's a huge improvement over anything I've ever had. I get my own room

during a test. It's quiet. | get extra time. I get access o a computer.

6 did not always need access 1o technology and was comfortable with the
supports he received. He graduated from university without ever having access to oral
testing or tape recorders. He saw access to more supports as being unfair to the other
students

1 don't use a word processor for exams. It would slow me down. For papers, |
always use a computer. Using a computer is a big help. Spell checkers got me
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g igh schl. | dont know bow o spell. You know. kg about s s

atape have hefped me

u know. This kind of idn't happen.

s a diffcult issue. Here you are n class with al these other people. The prof

lts you stay and get more time. You get to finish your exam. Like, | wouldn't

abuse i, 1 would Sort of et id ofth cxm a5 fst s | could. It srt of b o b
initiated by you~like you have to draw the line. What's fair?

Centre for Students with Disabilities
Two of the students interviewed felt comfortable with the supports provided by
the Centre for Students with Disabilities. S1 felt that he would not have been able to

d ndary if it were not ived from this Centre:

‘They actually tell you to get in touch with the prof. They basically encourage
10do it on your own. They tell you to get in touch with everyone who s imvolved
in teaching the course, lab instructors as well. You have to get 1o know them.

ice
really that I am completing my third year and I'm unable to read and write. I need
someane to read tests to me and a scribe, someone to write the long answers. The
Centre provides these supports for you. If that Centre was not in place here, I
woukin' b guing thee, That i o gl fuc. I did'tfav allowmcs i
setiog | woukdn e bl o pes myof e conres. | ccnsder e liae
10 be honest. I can’t write at all. [ can't spel. I have  high intelligence but these
problems linger.

For that S2 & suppor
provided by the Centre for Students with Disabilities to be sufficient for achieving
success. He atributes his discontinuing studies at the post-secondary level to reasons
other than lack of supports. He spoke at some length about the situation:

1 actually did okay in university because I was allowed a scribe. The Centre

arranged to have my exam brought to the Centre. Then I was given a scribe and.
my exams were scribed for me. Without that, | wouldn't be able to make it. Also,

1 was okay with take-home assignments because of the word processor. I figured [

was going 1o have o fight to get oral exams. When I went to the Centre, [

coulda believe it Someone 10ld me about i actually. I couldn't believe the
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knowledge the lady there had about my problems. She read all the information
before she met me. I passed in the information, instead of me having to explain
everything. She gave me a form with allthe information on it, and a scibe was.
provided for every time and tests. 't mind
doing this for me. Not one professor disagreed. It blew me away. I couldn't
believe there was no need to fight for anything. We have this, and this, and this.
All the books were on audio. I couldn't believe it, the exact words that were in the
books. It was all pretty much handed to me. 1 was set up better than I could ever
ask for. T do admit that I didn't put all my effort into it. I realize now and that's
‘why I plan to go back and do correspondence courses. I'll still be able to use the

3 fel that she had to fit into a mold and be satisfied with the same supports as
everyone else rather than being seen as an individual who was different from other
students:

1 get time and a half. I' 7o soquecd b, Whars i s e ks o e

of minutes to read may have to read it over twice o grasp what is

soing on. Hopefully next semester 'l be doing taped exams. I'm geting og docknd
for spelling and grammar, and it is something I can’t help. I'm going to go to

peof and s for taped exams o 8 back t ake-hare sxams 11 dobrt o I, it s

o going 10 be done because .. I'm not saying there is anything wrong with the

Centre but they have certain rules that they have to follow. They like for

everybody 1o be in the same mold. They expect everybody to get scribes and

readers. So, if I want something different, I have go do it myself or else it won't
get done. I£ [ don't approach a prof myself and ask for taped exams, it won't be.
done.

Aside from the academic supports provided by the Centre for Students with
Disabiliti ilities. He felt having

thers who 1 with learning would help him.

This student wh is nmmmg with his language courses does not feel the supports he is
getting are sufficient to bring about suceess:
1 get extra time and it's quiet there, the place I write my exams in the Centre. The
extra time and quiet is an improvement. I get the words [ want 10 get down. A
computer and some extra time really helps. I think 1 would really like to meet
others like me. [ 00 pmpl: that | sort of wonder about. I don’t think l klm
ut that. inds of
people out there. Thm s, sort af Ilkﬁ--!hls wﬂfdmhillly lboul itall. 1 gz( to do
my tests in a room at the Centr. Its okay except for English. I just don't get
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coough ime. L oalyge time and . There's bt of pesare on mysef I
ot of anxiety. I like 10 o it by myself. That's why I don’t want a scribe. Well,
see s 2 big downiil, [ o't ol ot bers bt ¢ neds 0 b worked
out. My girlfriend for me. But
ﬂml'mmnmlmlmﬂqwmywﬂwﬂk

S5 became less dependent on the supports offered by the Centre for Students with
Disabilities as he progressed in his studies. He explained that the supports were there for
him if he needed them:

‘The Centre provides you with keyboards and extra time. The first term, they send
letters out to profs. I get by more on my own now. In the beginning I needed a lot
of help from them. I needed more. Once you have a report from a psychologist
stating tht you ave & leaing disabity nd what you nee, you'reprey much

able 10 be on your own.
56 stated alack pos in the area
of leaming disabilities and, therefore, each individual student's needs were not being met.
with id not receive the
supports he needed:

In some ways | don't the university really understood my learning disability
either. It would have made so much sense 10 sit down with me and let me have as
much time as [ needed. I mean, when the time comes for me to write an exam, like:
gl Tt put i o T e thcy waot{ 'tk ow bomg
is going (0 take me. There are days when I have extremely good days.

Vo ey oo e soca ey L st el 1t depecnda o o, b | o, amd
how nervous I am. I had extra time in a separate room. I never did have oral
‘exams, which might have been good for me. Profs don't ike students using tape
recorders, especially when they see you can do it already without it. Boy, if they
only knew what went into getting it done. I do my best when I write it and then
put it on the computer. But I didn't have a computer. I didn’t use a tape recorder
cither. It could have been good o bad. I forget stuff. As soon as someone says
something, | understand. When they leave, I forget everything. A tape recorder
would have helped that, I guess. I look back now and I'm sort of sorry I didn't do
my exams orally. Actually in carth science I did fairly well. I was a high B and I
was getting 90's in math. When I had five labs, five courses, that's when my mark
dropped in carth science. [ knew the stuff but had trouble getting it all on paper. I
always just wrote. If I used a computer and had to spell check, I'd be there for
days. They just let me write it and tried to make as much sense out of it as they
could. The Centre kind of don't do much for us. I have all the documen
explaining my disability. A lot of times in the beginning of each semester cither
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Many of the supports needed for leaming-disabled students to achieve success at
the post-secondary level are available on demand. Students have to make arrangements
and request supports at different times in order to obtain them. Students who feel

fortable aski i

In response to whether or not he felt comfortable requesting supports, S1
responded:

I'm comfortable speaking up and asking for supports. I feel I have the confidence
1o do that. Being involved in music all those years helped me a lot. You need to
find yourself in university. I think personally it is a good place.

52 was not sure if, on his own, he would be able to request supports. For the two
semesters he completed at the post-secondary level, he did not have to ask for such
supports. They were there for him from the beginning:

1don’t know if I would be able to do it on my own. I never really had to do it. The

Centre s so well set If1 i '

3 seemed quite comfortable asking for supports and expressed that she was also
at ease in speaking up:

If T don’t o it, it's not going to be done. I've seen a lot of people with learning

disabilities who won't speak up for themselves because they don't have the

vocabulany 0 explan thei disbilty. The studets willcall thm.butthey won't
face-to-face.

54 who did not feel he was getting the supports he needed was not comfortable
asking for supports. He spoke about the proble:

1feela little ted here. I'm sure, if | had gotten the supports | needed in
high school, I'd have o sonfdence now in ssking for what | ned. All my

putit be better for
me to meet the prof one-on-one. I don't know. I was thinking for the past two
days that I have this final in-class paper coming up. I am going to have o say,
like, talk about it myself. I am going to have to tell her, like, ths information for




need s on paper: a computer, extra time, quiet area, not
mudfmmelhnxwmmmxs—mﬂuumlwmxmmlhal
have potential and that this is my situation and explain and see how it goes. It's
hard 10 go to someone’s office and be forceful and say I need this and this and
. You know, 1 tl the prof how o teachthe course-that i  difclt i,
T doing w0 Engliscoue this e nd i's ke peing the skin of oy . [
have got to do it. I got 70 percent on the last one. The reason [
because I got to take it home and was able to mmr:mmm
suppors 1 fnd ' relly bchind. Englis i the ille. My gilicnd is my main
support there.

§5 had no difficulty obtaining supports and said that he was comfortable asking
for the supports if he needed them:
Fortunately, I feel comforable speaking up and asking for supports, going 1o the

want a certain professor (o receive documentation of my leaming disabiity. 1
‘would say that for 75 percent of my courses since I've been here. Generally it is
for the testing courses where [ know ['m going to need help.

56 who was not sure of the supports he needed, did not always know what to ask
for. As a result he graduated from the post-secondary level having received very few

supports:
It wasn’t that I didn’t feel comfortable, I didn’t know sometimes if I needed it—
like, oral exams—like, gathering your ideas and stuff. It's more of a conversation
when you get in there. T think it would have been harder for the professor to mark
you then too. You know, other people might be jealous over the fact that you get
more time; so, for that reason, I didn’t think it was fair. Like, why do I get extra
time and they don’t? So I mean, I don’t know. That was probably wrong on my
par, to think like that. I didn't feel comfortable asking for them, but I knew I
eded e, B, | wouldo’ shase . Like, d et 5 of o eram 1= o 2 1
‘could-wouldn't even check it over.




‘Theme Four: Control and Hard Work

‘The literature considers control 1o be the Key to success for adults with learning
disabilities (Spekman et al., 1993). Often the level of awareness a student has about the
disability determines how much control he or she is able to obtain (Gerber et al., 1992).
Students have different ways of demonstrating control. Students were asked if they were

.S1 y trol:

‘When I got to post-secondary it was totally in my control. Before I knew I had

dyslexia, things felt out of control. I know what I need. I know that I can get it.

You need to assert yourself and know yourself really well. I know I can go to any

prof ant L rum i & roble, 1 ok back &y experience e high sehock. 1

take control by letting the person know that he is totally in charge. You can't

come on 100 strong. ‘The first thing

i that the prof hasn’t even heard of dyslexia. It's important to get personal. Once:

I'had a literature prof who I figured was  bookworm. I asked her what it would

be like for her not to be able 1o read. Fmﬁmdﬂyonlhadmenwnofmu

prof. She couldn't believe that. She spent a minute in my shoes. She couldn't

5o compuntead Tttt s w50, i ke 1 Tk, T Kiod o

communication works well for me.

S2 stated that he had more control at the post-secondary level than he had
experienced in the past:

I feel I have more control here than I did in high school. P've decided to do
Tknow 'll that way.

3, who felt she had control, saw that control as a necessary aspect for the
achievement of success:

Without having control at this level, I don't say you'd make it. I take full control
of all situations here. I have no trouble taking control. If you don’t push it
yourself, other people won't try 1o do it. Theyll ry 1o do what they think is best
for you, but you have to tell them what you know is best. A lot of times you have
10 step on a few toes 1o do that. You have to realize that no one is any more
important than you. It's important t0 realize that you don’t have to eam these
things. You deserve them.

$4, who is strugeling with the language courses, is having difficulty taking
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control of the situation. He feels isolated from anyone else who may be having this
pmblnn Cnnﬁdmulny at the Centre for Students with Disabilities prevents him from

with ites. That he

take control he explains in this way:

llhmkl'veukmcnnnnlnui]numadwmmve 100k the risk of coming here.
' willing to do anything. T don’t mind ratling cages after what I've been
brough. e go o Kep rying and not e s thing g o me. 11 i stdent
can doit, I can do it. They can look at him and see he’s disabled. Mine is not so
obvious. I figure it was not so long ago that no one knew anything about the
Wholeara of carming disablies. You were st consdered S0pd.

S5 connects his ability to take control with his being able to choose his own

courses:

Just being able 1o pick my own courses gives me control. I have avoided math
courses for five years. I think it's easier to have control at the post-secondary

s easier to have a niche. You have control over what courses you're
going to do. You have 5o many people to work with~it's easier to get involved.

S5 agreed that it was necessary to take control. Without it he would not have been

able to have success. He stated, “You have to have control because without it you're just
going 1o fizzle out and give up. So you have to have control over yoursel." He further

added:

Lty to shoot for the course with 1o exams and the course with the best prof.
‘Things were definitely out of control for me in high school. You felt small there
o being  par of e group, eling osracize from he social environmert. You
don’t have the extemal resources; at least I didn't, to build myself up. So in that
Cae it was il o m 1 hve ool becaus | don't thiok 1 wes part of the
environment. I was sort of away from the social gatherings and what not. Whereas
here at university, 1 have just found it so easy. I ran for council. That was a
character-building experience for me. I've had so much experience with different

clubs and societies over the last five years. Getting involved was definitely an
important factor.

6 explained he was able to take control by making himself visible to the

professors and showing interest:

1had to show the prof I was interested. You know I was always the guy up front
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‘with a smile on my face. I wanted him to know that I was interested in doing well
but that he had to change his format a little bit to accommodate me. The Centre
for Students with Disabilities helped me from the beginning to gain control. That
‘was the firstthing they told me~that I was the one controlling the situation. They

syt g 0 oy Raod. | b fo ke s f o th the prof. If |
didn't I wouldn't get help. You need another person controlling the situation for
you when you are young. But when you get older and you know exactly what's

‘wrong and what you need to get where you're going, then its easy to take control.

Having graduated with honours, 6 did not feel that he had gained control in
having enough time to write his language exams. He felt gaining control was important
for success:

I " ity to explis  That
comes down to understanding yourself and what you need. Sometimes it is hard
1o figure out. When you ask a prof for extra time and they ask you how much, it's
very difficult to say I need two extra hours and then I'll be finished.” They want
10 be in control. Even at the Centre when they asked me what I needed ... You
know, 1 sort of had to think about what I needed. When it came to language
courses, [ didn't feel I had that control. She dictated to me the way she wanted it
done. I probably didn't even deserve the 35 percent. I didn't get the exam
finished. So I think having control over these situations is extremely important.
When you don’t have it, the results can be bad for you. When you can control
your environment and tell others what you need—that's a good situation. I
eventually got through language with a 55 percent. I think the prof realized I only
needed it to get on with what [ really wanted to do.

An important sub-theme that became evident during the probing on the theme of
control was the role hard work played in achieving academic success. Three participants
saw exerting control as closely tied to hard work. $6 felt that having success at the post-
sccondary level without having oral exams to compensate for his writing and reading
weakness, amounted to a lot of hard work:

Even though I knew everything for the exam, I'd keep studying. 1 just basically

had 10 have it 50 deep in my head that it almost came out as soon as the exam was

there. I knew exactly what the questions were. It has been a lot of hard work. 1

every moming until one o’clock. I took one night off a week. I used to

be stomach sick when I'd have to write something. I was given the message that I

had to doit all. So much of my energy went into the writing. It took me five hours

10 go through the second chapter of my honours paper using a spell checker. T

used to write by hand first and then I'd put it on the computer. I never did do six
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comen. 14l fve s term e e prty ek all depends o it commes |
am doing. . You've got
Inbewnnngpqxls:lllh:nm:nd\ﬁu:mﬂmallmym My first

here, I had to put all my energy into two courses that required a lot of writing. I
had no time for study courses. | wouldn't give up on my writing courses.

to make it. | only got a 65 percent. I was super happy with that. I failed a study
‘course and got 45 percent.

S3 spoke about over-leaming as a contributor to her success when she was
completing exams with a scribe. This over-learning meant that she did not need as much
time:

Final exams are supposed to take you at least two hours. | was finished one cxam

with a scribe in less than an hour.  had known the material so well that [ was just

waiting 10 do it, knowing exactly what 10 say, 10 get it out of my head. If I had
done it with a tape I wouldn't have taken as long because I had to wait for the
scribe 10 be able to write down my thoughts. A lot of times you have to stop
talking and wait for the scribe to write down my thoughts. A lot of times they
don’t read it back to you until the end, and then they ask you if that was your
thought. So that's realiy hard to try and go back and think if it was the point you
‘were trying to make.

5 listed motivation and organization as two of the factors contributing 10 his.
success:

Motivation is very important. I try to challenge myself, try to set goals--what [

want to do and how I want to do it. Time management is very important to me.

1's only recently I discovered a day planner. I took a study course, and it stressed

the importance of this. I keep a daily track of my hours. It helps a lot. The way I
gt information is by writing things out. Just looking at it doesn’t work.

Other Emergent Themes
High School.
A swong theme, almost a plea, permeated the conversations with the post-

sccondary students with learning disabilities~the unfaimess of the public school system.
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‘The weakness is ingrained in many pages of the interview transcripts. The students have
suffered and struggled. Each and every student spoke about their high school experiences
and how they managed es. Five out of the si spoke of
how their struggles in high school and their ability to overcome them had contributed to

their success later. S1 refers to the emotional scarring and how the bad experiences
contributed to his need to have success:

‘The emotional scarring you get when you have  leaming disability~I remember
having a lot of anxiety and hatred towards language. You can imagine if English
is difficult, how hard French is going 1o be. I wanted to leam French but
memorizing has never been my strength. However, | wan o prove o myselftat

which was basically testing the writing ablhly of the students. Again, I can't
write; 5o, it was kind of redundant in a way~-a student can't writ, but he is going
1o write anyway and be evaluated. I had an agreement all year where I would take

my assignments home and get them typed with my father's help. Then I'd pass
them in a day late. There would be no penalty for passing them in late. When the
test was an in-class test, I would take it outside the class and recite the long
answers on tape. It came down 1o it that the school wouldn't allow me to use the
tape recorder for the final exam. I basically decided I could not write this test. [
then called the department head down to hear my plight. She basically said her
hands were tied. They couldn’t really let me do this. It went a little decper than
the school. I finally said I could not write this test. My average was 80 percent
and I knew I would fil this test. When my parents and [ went to the principal, he
was amazed that | had these problems. He didn't have a clue about dyslexia~-
whether or not it was fit to eat. So things have probably changed a bit now.
Finally I had 10 g0 to the board, and I was allowed o use the tape recorder. I got
75 percent.

52 spoke of his feelings of hopelessness because no one understood him and
everyone just considered him lazy. $2, who did not attend post-secondary immediately
following high school, felt his bad experiences in high school had kept him from
attending. However, in the long run, his high school struggle was the motivator for him;

he wanted to prove that he could succeed:
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1 think dyslexic people just fall into the category of being lazy. They are just
ndwuhdl'onolmg Thcy s ive up becmae gt 0 . Eveyons expects
10 do what is the hardest every day of their lives, like read and write. You
just get tired.
4 felt that being put down in high school had the strange effect of encouraging
him to be more determined:
In high school I didn't think I was overly bright. When you can't write something

on paper, that's pretty hard to hide. When someone tells you that you can't do
something, [ gues that makes you more determined. When I came out of special

or anything like that wasn' happening. Whatever I wrote on papers,that
o totally fed up. I didn't have any help and it was rully har. | go through high
hool without any supports. I'd stay away from courses that had a lot of writing-

T gt bured 4t et ine. | was dtemmined ot 1 e up. | wouk't g it
Sssed. It woud b sk from . | woukde'tbe s 0 et e whe | wia
'd

wh.nwmnmwunmqmlw-m
it. It was like a roller coaster road. One day you'd be right down and so mad with
everything. I'd just get fed up with it. And then a few days later Id be, like, no,
let's not go there, I can do this. | just wasn't going to give up. If I can do anything
for kids like me, Il do it That is why I'm doing this today.

S5 talked about the many difficulties he had fitting in during his high school

Lweot ol g schcl it sbot s bandred s, Thr werd sty

ers--social barriers. I had trouble finding my niche there in high school.
Treally coutd's fnd anything 0 belong in. I felt ostracized. This can really put
you down a lot. Being here has been great. I haven't gone through any of the crap
Twent through in high school.

56 remembers the high school experience and how it contributed to hs feelings of
low self-esteem:

[ remember I had really poor self-¢steem then. | heard from someone else that I' d

sover o i wivesy, wodig to ;y waches. Tha's whet tey ‘ol o

parets. No woader aming.disscld stodeis have low seifesiomn. I's 25

discoura gm[ going through school. Even though I have a lot of confidence now, I

silllike o hear it—-like a pat on the back and being told I can do it. Teachers can
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deﬁmlglybelblgploblem. Mmynrmmumlwmmuym.m.dm;h

I'm
ped ity He shot me down and it hurt | had to struggle so hard. He accused
‘me of not reading enough. To this day I still can't sit down with a novel.

‘Special Education

Five of the six students were placed in special education classes for remediation
of their difficulties. It was reported by these five studeats that this was not a successful
program for them. S2 felt that placement in special education classes contributed to his
lack of academic success. He still feels inadequate when it comes to describing his
leaming disability:

ls\llldvnlhlv:htmhnmmlww.ldllhlnhlve Ollellmgl feel is that
isabilities are not well rescarched. That's why I decided to do this
imericn. T4 proably have my Dilogy degree now 1€ 14 bec ahe 1o 8o
ssomewhere other that a special education class and actually leam about my
dsbiliy. |wemmunnewnmwaywnpr ‘where I leamed a litte bit about
to have that through junior high and high school, it
d:l'ml:ly wuuld have made a difference in my education. I'd have so much more
lerstanding. Just the short amount of time I was there I felt I knew so much
more sbou sl Tht severhagpne i pecil edcation clases. Theytied
to make you different than you

3 was placed in special education classes and remained there until his

final year of elementary school. He spoke of his experience:
At grde s { w1 ooger o sacal nds cla. Thay placed e b 2
regular class. [ had moved and I didn't tellthem 1 had an ual Program Plan
(IPP). Mmdnthwl:lwwadmanlmldﬂndnu'ulvmmm It
‘worked out pretty good for me.
54, who was also placed in special education class, remained there during his

primary and elementary years:

1 was in special education for all those years in the early grades. I got sick of
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being there. Actually I didn’t study. I did nothing. And stll I'd get these awesome

‘marks. One day I said I wasn’t going there any more. It was a waste of time. Al [

‘needed was help with my spelling. The only reason I ended up there was because:

L coukia't i down e . Wien they e o 6l e, ey did 3 et 10

w smart I was. I killed it. I was so smart. When the intelligence test was

ccmpmed 1 guess I did okay, but I guess I bombed out on the spelling and it
1

S got
wnung ne Thetsche hvecoula'sbelive 1 e b, She ik i 528
good place for me. No, I didn’t stay thee. She got me out of it. It was all
information off the top of my head. My grammar skills are stil bad because [

didn't have the opportunity in a normal class all those years. My mom never
really knew either that I had teachers
who said that [ ion. But there.

I even got fed up with her for not seeing it the way | saw it. She eventually
listened to me. Now she is really proud of me. My mom was afraid of the system.
She really didn't know what was wrong.

4 was convinced that a bad experience in Junior High School after having
attended special education in elementary school made him more determined to have

success. $4 broke d
1 had this one teacher. She was the worst I ever had. I'd write an essay and she
would make fun of me in front of the class. She was really rude and broke me
down. Like, this was the worst. She told me I was dumb. T kept telling myself no
‘and that  could do better. She just kept it up. She made me feel so small. T sort of
said | won'tlet her get over my time. So I stood up for myself. Like, I hate them
S0 much. I just want to do more 5o that I can say they were wrong. That's why I
don't give up.

6 remained in special education class until high school and explained that he got

nothing from being there:

1 was in special education classes in junior high. A lot of the kids were class
clowns, trouble makers. I don't think they had the support that 1 had coming up
through the grades. The time was taken up with trying to control these kids. So
wasn't any time to spend on the subject itself. We did a lot of reading and
Stuff, but I think I would be better off being left in the regular stream. I remember
‘getting nothing out of that special education class. It would have been difficult in
regular class looking at all the others do wel. I was in special education all the
‘way through, but I don't think it helped. I think I'd be better off today if I was in
regularcases, In rade elve [ did e ieraturscourses, The ccherreally
she helped a lot. She marked me differently and considered my

Srengihe She ddn't ook o my spellng. She discusscd snowers withme. 1 had
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‘enough time. When I did my final exam, I was at t from nine in the moming
four in the aftemoon. She was mﬂyummmmwhmsb:iwndmlldﬂnl
even take a break. I put a lot of answers on tape.

While exploring the four main themes and their sub-themes, two other
sub-themes emerged as significant to the lives of the leaming disabled students.
These two sub-themes included high school and special education. Indeed, it was
clear from student responses that their experiences in high school and their
placement in special education classes had presented much difficulty for the
students.

Discussion

‘This study i i ph the
managing of a leaming disability at the post-secondary level, with four main themes;
namely, awareness, self-advocacy, supports, and control. These four constructs were

investigated to determine if a relationship exists between these four main constructs and

the level of i level.
Six interviews were conducted to gather information necessary to determine the
relationship cxisting between these four factors and the degree of success obtained at the
post-secondary level, namely, at a university in Atlantic Canada. Upon completion of the
investigator's analysis, it became clear that there was a relationship between all four
constructs and the experience of success for the leaming-disabled students. What follows
is a discussion on how the findings of awareness, self-advocacy, supports, and control
contribute to the level of success for leaming-disabled students at the post-secondary

level.
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Recent research (Cowen, 1993), has shown that post-secondary students need to
develop a clear understanding of the nature of their leaming disability. Getzel and
‘Gugerty (1992) maintain that a lack of knowledge about one’s own abilities can lead to
fack of acceptance of self and an inability to communicate one's needs and ablities to

others. This research coincides with other findings which show that those students who

are | f their learning disabil less able their needs and
abilities to the others when difficulties occur (Getzel et al., 1992). Studeats reported that
awareness of disability at an early age was most beneficial 10 their present level of
awareness. Students obtaining explanational terms from psychologists were more
comfortable talking about their leaming disabilities. Without access to the proper terms
being used by professionals, the students were left for most of their school lives
‘wondering what was wrong with them. One student who achieved success at the post-
secondary level felt he had not been prepared for the challenges of college. Although he
had ot been properly diagnosed, he was fully aware of his strengths and weaknesses.
Another student reported receiving awareness sessions from an outside program when he
was completing grade four. He expressed a need for this kind of intervention. Aside from
this one time, he did not receive any other form of training. He credited this intervention
with giving him some of the tools he needed to understand how he leamed and, in
particular, o help him identify his strengths.

In most cases, the students were able to talk openly about their learing styles.
Yet, many still lacked awareness conceming the nature of their leaming disabilities.

Students who struggled the most were il equipped because they suffered from a lack of
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understanding of learning disabiliies.

‘Students reported frustrations when dealing with professors at the post-secondary
level. They atributed this mainly to the lack of awareness on the part of professors rather
than on the part of students. Reports of the students” experiences suggest that professors
who express limited knowledge surrounding this phenomenon do not accommodate the

needs of students. Accor study, they often become categorised
under heading of i a label which jviduals from
having their specif i i fitinto

the same mold.” This frame of thinking extends to staff members of the Centre for
Students with Disabilities as well to the individual professors. As a result, students with
leaming disabilities are often placed in categories where they do not belong. This error
indicates that there is an even greater need for the students to have a well-defined
knowledge and awareness of their own leaming styles and strengths and weaknesses.

This view coincides with that of Cowen (1993), who argues that, once diagnosed, post-

secondary ed i leaming
disability.

It is evident from the data that self-advocacy was closely related to self-
awareness. Students who did not have the proper terms to describe their disabilities
experienced the most difficulty in responding to questions conceming self-advocacy.
According to Aune and Ness (1991), self-advocacy is seen as an all-mportant strategy
that needs 1o be leamed. Students reported that they did not receive any direct teaching

about how the high school or levels. Greenbaum
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et al. (1995) reported that students who had received counselling in this area were more
likely to disclose at the post-secondary level that they have a learing disability. One is
left to wonder if ly be higher than

typically reported. However, students” low rate of awareness may have contributed o the
low rate of response o the request for participants in this study.

‘Students reported that they leamed the skill of self-advocacy from a parent or
from a caring teacher indirectly. Others leamed this skill out of necessity while in high
school. Without the skill of self-advocacy, many believed they would not have been able
to graduate and pursue post-secondary studies. One student who did not self-advocate at

the high school until four g . He

explained that by not being able to speak for himself he met failure: “not having oral
exams at high school caused him to get low marks.”

Al students reported that the supports provided by their parents and
understanding teachers had contributed to their success so far. The subjects in the present

study reported that watching their parents standing up for them helped them do the same

f the future. ported the need i gni

others such as parents because of their own lack of awareness at the school level.

However, themselves good greater
independence in this area of self-advocacy when they reached the post-secondary level.
O the other hand, those who did not consider themselves good advocates reported that
they were sill dependent on significant others for support.

Al students reported having great determination and a good work ethic. This
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finding coincides with the literature which states that achieving personal goals in
academic settings while experiencing a leaning disability does demand much hard work
(Reis, Neu, & McGuire, 1997). All students reported that they were determined to
complete their post-secondary studies successfully. One student who did not receive a
high enough average to attend a post-secondary institution chose to do 5o as a mature
student four years later just 10 prove to himself that he could do it. One student already
with a degree was able to look back on his post-secondary experience and acknowledge
how hard it really was. As he said, “Hard work and determination are more important
than overcoming the learning disability.” Nowhere in the studied is it stated that a
leaning disability can be overcome. Rather, direct teaching of skills that focus on self-
determination, self-advocacy, and self-awareness are necessary for success (Schumaker

& Hazel, 1984).

becoming a self-advocate. Ward that
skills in leaming-disabled students is a must if students are to achieve academic success.
With these skills, students can become their own best advocates. All students reported
that traditional remediation techniques did not work for them. Rather, emphasis on
awareness of their leaming disability and the development of self-advocacy skills

provided what was needed 1o better prepare them for post-secondary education. All

o lized that their part sabilities are with them for life, and that

dwelli strengths and interests

that their isabilities gave them a

certain amount of control. Taking control is seen a critical 1o success. Gerber et al,,
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(1992) reported that leaming-disabled students who have a high rate of success attribute

participants in the moderately successful group sought control mainly to cover up their
weaknesses. The findings of the present research coincide with the literature in that one
not be able

to understand his leaming disability. Rather than face the challenge of taking control, he
accepted the situation and continued 10 struggle. This same student reported that it was
beyond his control to get supports. He continued to struggle and work even harder to
attain a passing grade.

totake control a the post fevel than

at public school. This coincides with Spekman et al, (1992) who state that successful

adults are able to take control and, at the same time, accept supports provided by others.

ly
Students experiencing difficulty did not have a support network other than the supports
provided by the Centre for Students with Disabilities. Control was easy to obtain for
students actively involved with others whether that involvement came in the form of
‘working within societies or clubs or volunteering and helping others on a more private

level. i difficulties.

Al students reported that supports from others constituted a significant factor for
success. Reis et al., (1997) stated that over twenty percent of post-secondary students
receive support from others in order to achicve their goals. Students in the present study

reported that supports from parents at an early age had contributed to their success and to
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their managing any obstacles along the way. For the most part, they viewed this support
as being replaced by friends at the post-secondary level. Students whose families did not
provide support during the early years reported having a difficult time with ataining
success. However, since attending post-secondary, these students recognized that
supports from others did contribute to their success.

Students reported receiving support from faculty. When this support was missing
o lack of understanding of learning disabilities was evident, students experienced less
success. Those students who exhibited awareness, self-advocacy, and control were best
able to negotiate with professors and receive the accommodations they needed. When
these factors were not present, the difficulty with faculty was often not overcome.
Struggles continued, and success was not as evident for these students. Students reported
that proper technology was not available to them during class times. Professors did not

want students using recording devices or laptop computers during classes. As a result of

All students reported that they received supports from the Centre for Students
with Disabilities. This, for the most part, included access to quiet rooms for test taking,
access 10 technology, scribes, tape recordings, and readers. Vogel and Adelman (1992)
stated that there is a dire need for supports once leaming-disabled students attend college
in order for them 10 stay in college. Reports by the students in this study coincide with

this finding. Students reported that without adequate supports they would not have been

able to stay at post-secondary. The Centre for Students with Disabilities provided the

students with a staff member who co-ordinated the support services for those students.
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Even though these supports were available, the students still expressed a concem about
the staff who directed the programs at the centre. Students expected staff to have a

broader understanding of leaming disabilities.

One area emphasized by
recognized. Students found that they were being grouped together and expected (0 fit into
2 ‘mold’. They saw the need for more adjustments to be made when the student’s
individual leaming needs do not fall within the general categories of recommended
supports. Students reported these adjustments could be made only if more studeat-
directed, individualised assessments were carried out related to the curiculum at the

post-secondary level. Students reported that they were often left 10 their own devices to

advocate p

Students felt this was good in theory; however, many were unable to take control and

advocate for themselves at this level. A number of studies indicate that adults living with
leaming disabilities necd assistive technology if they are to compensate for their
weaknesses (Brown, 1987; Cutler, 1990; Gerber, 1991; Primus, 1990; and Vogel, 1987).
Students reported that the Centre for Students with Disabilities provided them with these:
supports.

P 50 said that the degree of iality that protects students with

leaming disabilities at the post-secondary level prevents them from meeting others with

similar disabilities. Many saw this as detrimental t0 those who wished to meet others with

P e ed that thers with learning disabilities would

be beneficial in that they could find out how others were facing hurdles. Such
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collaboration could be beneficial. At the same time, students reported limited
opportunity for meeting other leaming-disabled students when they registered at the
Centre for Students with Disabilities. One student reported that he often volunteered his
services if others needed support.

The study found evidence to support the claim that students with leaming
disabilities need to develop a clear understanding of their disabilities. Without this
knowledge, students have difficulty communicating their needs and abilties to others.
The students who had o difficulty in asking for supports were acutely aware of their
disabilities. They talked at length about their disabilitis, using terms to describe exactly
how they had been diagnosed. Commonly, students who were less likely to ask for
supports and communicate their needs and abiliies were never given the appropriate
terminology to describe their diagnosed disabilities.

‘This study offers evidence that early diagnosis is beneficial to the success of
students with learming disabiliies. The students reported that, as a result of becoming
aware of their leaming disability at an early age, they became more aware of their
strengths and weaknesses and, as a result, now find it easier 1o self-advocate at the post-
secondary level. Evidence also suggests that, even when a student is not equipped with a
proper diagnosis, a student possessing a good knowledge of personal strengths and
‘weaknesses can succeed. Based on the findings of this study the researcher concludes that
post-secondary students with leaming disabilities can benefit greatly from recciving an
early diagnosis and clear understanding of their leaming disabilities. Students reported

that diagnosis followed up with awareness sessions had contributed to their level of



understanding.

This
advocacy skills at the secondary and post-secondary levels. The students in this study
were not taught advocacy skills directly. Those students who felt they were good
‘advocates leamed this skill through others, particularly parents. Students who did not
receive this kind of direction and who did not develop self-advocacy skills were
struggling to have success at the post-secondary level.

The study also concludes that students with leaming disabilites studying at the
post-secondary level need to have a great deal of determination in order to have success.

Students named determination as a pre-requiste for success at the post-secondary level.

The characteristic of etermination, coupled with awareness of their leaming disability

and ability ., contributed greatly
The study further concludes that awareness of a leaming disability is closely

related and ing control at the level. Students who were

lacking awareness of their learning disability found it more difficult to advocate and thus
felt themselves to be lacking in the area of control.

The rescarcher found that support from faculty, significant others, and the Centre

for Students with Disabilities factors
secondary level. Students who exhibited awareness, self-advocacy skills, and control did

receive the supports needed 1o have success. The findings indicated that access 1o

technology lack of oy and

that the supports provided by the Centre for Students with Disabilities are necessary for



75

students 10 be successful at the post-secondary level. Students reported being satisfied
i Disabilities. Significant others

ith
continued to play a major role for some students. Others were able to advocate for

themselves in receiving the proper supports.



COME

‘This chapter outlines both the author’s and students’ recommendations for
achieving academic success at the secondary and post-secondary level.
Recommendations are then made for future studies of students with leaming disabilities

at the post-secondary level.

Author's Recommendations.

It is not surprising to discover that the profiles of post-secondary students with
leaning disabilities are rather varied. The major themes of awareness, self-advocacy,
supports and control outlined in “Chapter Four Literature Review” provide a framework

for understanding adjustment at the post-secondary level. The insights and

ly potential for use at a
personal, professional, and societal level.
‘The author recommends:
(a) that " if

they are 1o experience success at the post- secondary level;
(b) that diagnosis of a earing disability should take place at an early age;

(@) that, following diagnosis of a leaming disability, students be given a full

description of their disability, providing them with the proper language to
describe their disability, their strengths, and their weaknesses;

(d) that, i leaming: ive sessions of awareness




conceming their earning disability;

(€) that sessions of awareness be provided by a professional knowledgeable in the
area of leaming disabilties;

(D that self-advocacy training be offered 1o leaming-disabled students at the
secondary level and post-secondary levels;

(8) that awareness sessions about leaming disabilities be a required curriculum
outcome at the secondary level;

(b) that, as a prerequisite for teaching at the post-secondary level, professors at the
post-secondary level be required to complete sessions of awareness on leaming
disabilities;

(i) that program developers evaluate the secondary curriculum content for learning-
disabled students at the secondary level, at the provincial department of
education, at the local school boards, and within the local schools; and

) that a course in leaming disabilities be required for all teachers during their

teacher training program.

Students’ Recommendations

During the interviews the researcher asked the learning-disabled students if they
had recommendations for educators who work with leaming disabilities. All students
stated that having to do one required course at the post-secondary level where their
weaknesses would be emphasized was not relevant or did not contribute to their present

or ional plans. The igh school
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teachers who lacked awareness in the area of leaming disabilities; this deficiency
students’ feeli i and hope for the future.

Leaming-disabled students also concluded that the skills required for success were not

being taught in the public schools. There were no programs that had prepared them for
the obstacles that they encountered at the post-secondary level. The level of awareness

d ing disabilties was certainly not a result

of any helpers within the school system. Instead, the students saw their parents or
significant others as being the main supporters. The students rated the professionals who
were supposed 10 be qualified to diagnose their leaming disabilities as incompetent in
that, following diagnosis, they faled to explain their leaming disability o them.
Therefore, the students did not leam from the professionals the proper language to

explain their . Below ions made by

these six learning-disabled post-secondary students.

Students recommended:
1. Every school should have a pamphlet to hand out to every teacher, every year. In
this way the teachers would be made more aware of leaming disabilities and

‘would recognize their presence in their students.

Students with writing disabilities should not be required to complete language
courses at the post-secondary level. Those students with writing disabilities
tended to enrol in programsthat involved courses with factual information. The
language courses slowed them down, caused anxiety, and brought down their

overall average.
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. The Centre for Students with Disabilities should adopt a broader view in the

provision of support that will meet each student’s needs more specifically
Students expect to have a more individualized evaluation of their needs. This
evaluation could take place with the staff at the centre speaking directly with the

students.

The teaching of self-advocacy skills should be a part of the support program
provided by the Centre for Students with Disabilities.

‘There should be a student support program provided by the Centre for Students
with Disabilities. This program would give students with learning disabilities the
opportunity to meet other students with learing disabilites. As a result, there
would be a greater awareness of the extent of leaming disabilities on campus.
‘This should promote greater openness rather than the isolation which has a
tendency to disguise the disability.

After a leaming disability has been diagnosed, an outside program should be
made available all the way through school. Such a program would foster
awareness of a disability. Students who had participated in such a program found
it helpful for both student and parent.

More emphasis be placed on a student’s strengths of the student completing the

school curriculum. Students would then be able to obtain suppors for arcas of

Students who benefit from the use of computers and tape recorders should be

allowed to use these tools in class in order to get all the information being



presented by the professors.

9. More general information on the area of leaming disabilities should be made
available 1o students diagnosed with a leaming disability. In particular, students
believe that the need to hear stories of success would give them hope and better
prepare them for the future.

10. Parents should be provided with more support while their children are in school.
Five of the six students who received parental support realized that, without such
support they would not have been 5o successful.

11. Students should be given opportunities at the post-secondary level to receive
supports from other learning-disabled students.

12. Individual diffe should i ind of 10 be made.

For example, 10 be able to complete orally the material for a course evaluation

would fora studen

Recommendations for Further Studies

Based on the result and conclusions of this study, the author makes the following

recommendations for further studies:

1. Further research could be conducted to determine the population of leaming-
disabled students registering for post-secondary studies. A follow-up study could
then be carried out o determine the percentage of these students who graduate
from their respective post-secondary programs.

2. Further research could be conducted with parents of leamning-disabled students to
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understand how parental influence and guidance has contributed to children’s
success. This would provide valuable information for other parents who are
secking support in this area.

Further research could be conducted with teachers at the secondary level to
ascertain their level of awareness in the area of leaming disabilities. Results of
this study would determine whether or not there is a need to evaluate the teacher

training programs at the post-secondary level.

levelto

determine how much awareness they have or still need conceming leaming




Conclusion

The author has been privileged 1o enter the world of six complex individuals.
They all believed that the telling of their experiences might be able o help others with
learning disabilities. All of them have suffered mainly because they felt guilty about
having to approach leaming in different ways from the supposedly uniform way the rest
of us leam. The adult students with learning disabilties in this study offer convincing

learning from taking place, that leaming

disabilties are with a person for lie, and that there are many different types of leaming

‘The obstacles to success presented by leaming disabilities would deter many of
us. Instead, these students have found ways to accentuate their abilities and compensate
for their weaknesses. Over the past fificen years, the author has been privileged to work
with more than one hundred individuals with learning disabilities. The author's desire to
leave this population of individuals with hope and knowledge that they, and others like

them, can be ful academically, has motivated thi h,

There is silla significant gap between what is known about the challenges facing
this population of leaming-disabled students and what needs to be known. An important

step often not considered

is to determine students’ views regarding their own leaming

disabilites; the students can often tell what they need in order 10 acquire success.

study has allowed students 1o speak for themselves.
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Participant Consent Form ~ Interview



Participant Conseat Form - Interview

the
pecmision o met with and talk 0 you about your experiences. In paricular [ i ol
how you manage your
Information you provide will be kept confidentil in that neither your name
community will be used. The study wil involve one or more audio-taped interviews. | sk
my thesis. 1 will destroy

1apes o giv them o you  he e of e sy
ur paniipsion s i vy 0 s may wlthdnw our cosse o oy ta:oe

1o mwer s you do not wish to The study has received the
xpvproval aflh: Fn:ulry o!ad\xmnn 's Ethics Review Cnmmmn ‘The results of my research.
will be You upon request.

Fyou are pield it icipating in this study, please sign below and retur one
copy to me. The other is for you. If you have any questions or concems please do not hesitate
10 contact me at 579-3042. If you wish to speak to my supervisor, you may do so by calling
Dr. Tim Seifert at Memorial, 737-4470. If at any time you wish to speak with a resource
person not associated with the study, please contact Dr. Bruce Sheppard, Associate Dean,
Research and Graduate Proy

“Thank you for your consideration of this request.

‘Yours sincerely,
Gladys Burke

[ in the study
M-mlnl a Learning Disability at e M-Snnld-ry Levetr ndirtshen by Gladys
Burke. I understand information I provide is confidential i that I will not be identified
by name or community. I understand also that participation in this study s entirely
tary and [ can withdraw at any time.

Participant Researcher Date
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Preliminary Questions for Participants



Preliminary Questions for Participants

Interviewer’s Name:

Subject’s Name:
Birth (Maiden) Name:
Sex:
Birth Date:
Age:
Birth Place:
Marital Status:
Brothers:
Sisters:
Occupation of mother:
Oceupation of father:
Education:
highest level:
emphasis/specialty f any):

Children: (ages and geader)




Appendix C

Interview Guide



Interview Guide

Category 1: Awareness:

a) Can you explain your disability to others?
n; ‘What are your strengths and weaknesses?

a) Has this always been the case?

Category 2: Self- Advocacy:

-)Duyurulymnnnm-wnuuﬁw irself?
b)Did you receive instruction in learning to self-advocate before
m-dl-: post-secondary?

d) Ix W poum. o carn this kil lndependently or does  require direct

Category 3: Supports:
2) What kind of supports do you require in order to continue studies at

the post-secondary level?
b) Are the supports available to you when you need them?

o ¥
d) Do you feel comfortable asking for supports?
Category 4: Control:

) b pos level?

5) Do you feelthat you have control?

©) How have you been able to obtain control?
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