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Abstract

The paper focuses on some of the major ethical issues involved when employing disability simulations as a teaching tool in college-level courses on individuals with disabilities. These issues include: (a) the importance of maximizing the authenticity of the simulation experience; (b) the need to confront situations in which the simulation experience leads to increased discouragement on the part of some student participants; (c) the necessity for faculty members to recognize and fulfill various obligations to students, to the host institution, and to the larger community if disability simulations are conducted as required course exercises; and (d) the need to convince students of the relevance of disability simulations to their own lives, and to the larger society. The substance of the paper is derived mainly from personal reflections of the author regarding his experiences in conducting disability simulation exercises in college-level courses dealing with people with disabilities and disability-related issues. 

As a college professor, a sociologist, and a legally totally blind individual, I have found the idea of disability simulations to be inherently interesting. I not only have employed this technique in everyday life with acquaintances who "simply have wanted to see what it's like to be blind," but I have also employed the technique more systematically in several teaching endeavors. 

The first of these more systematic efforts occurred in two college-level courses that I recently taught concerning persons with disabilities and disability-related issues. In each of these courses, the nature and consequences of a variety of disabilities were explored, including visual, hearing, and mobility impairments. Special emphasis was placed upon the many physical, psychological, and social barriers that individuals with disabilities face in everyday life generally, and in specific institutional settings such as schools and the work place. 

As a means of facilitating an appreciation for these barriers, all students in the course were required to participate in a major disability simulation activity. Specifically, students were instructed to pair off into teams that would work together as functional units for the duration of the simulation exercise which typically lasted from four to six hours. During the first half of the exercise, one team member assumed a disability of his/her choice, while the other team member served as an assistant. For the second half of the exercise, team members reversed roles. Even though one of the goals of the simulation exercise clearly was for team members to gain a common joint understanding of what it means to have a disability and of the general dynamics involved in assisting someone with a disability, it was hoped that each team member also would gain a concrete understanding of his/her chosen disabling condition by virtue of having spent several hours simulating that disability. 

The disabilities that were simulated during this particular exercise, and the strategies through which the simulations were conducted were as follows:

1. Different degrees of blindness or visual impairment--participants utilized various kinds of low-vision eye glasses to simulate partial blindness, or a cloth blindfold to simulate total blindness. 

2. Hearing impairment- Participants plugged their ears with ear plugs similar to those used by swimmers. 

3. Various kinds of mobility impairments: 

d. Not having the use of an arm- Participants put their dominant arm into a cloth sling. 

e. Having difficulty in walking because of a serious leg injury- Participants walked while using crutches or a wooden splint. 

f. Experiencing a more severe mobility impairment involving at least partial paralysis- Participants used a wheelchair for an extended period of time. 

Throughout the entire simulation exercise, students were urged to conduct as many everyday life activities as possible. Such activities included going to class, preparing and eating meals, getting dressed, washing or bathing, and going shopping or running other kinds of errands. At the conclusion of the exercise, students shared their experiences and their own reflections upon those experiences with the class as a whole in both verbal and written form.

The second of my efforts to systematically employ the technique of disability simulation as a teaching tool took place during the Spring and Summer of 1990. On two separate occasions, I had the opportunity to work with a select group of college-age students who helped design and carry out a dramatic role-playing program that was eventually entitled "Disabilities Inside Out." The program was presented to two campus audiences and was quite well received. 

The basic goal of this program was to build on a theme that appeared in a very creatively done film entitled What to do when you meet a blind person? (American Foundation for the Blind, 1971.) Although it is dated, the film contains a number of scenes which illustrate various frustrating situations that a person without sight often encounters as he/she interacts with others in the everyday social arena. The participating student volunteers re-enacted several of the scenes as closely as possible. Additional interactive scenes not appearing in the film also were created and incorporated into the program in order to depict other situations that I personally have encountered at various points in my life. 

Brief summaries of selected dramatic scenes from this program follow: 

1. A person who is blind walks down the street; a passerby assumes that this person is helpless and automatically helps without asking, thus creating an awkward situation. 

2. A person who is blind meets a friend who walks and talks with him normally as they go into a restaurant for lunch. Several uncomfortable situations occur due to the uneasiness and awkwardness of other customers and the restaurant staff. The person who is blind and his friend persist and illustrate how to overcome such situations. 

3. The person who is blind goes on two hypothetical job interviews. 

a. Negative interview- The interview exemplifies an approach that clearly involves prejudice and probably discrimination against the applicant who is blind. Inappropriate questions and concerns are raised and the applicant is made to feel he/ she is being interviewed to fulfill affirmative action guidelines. 

b. Positive interview- The applicant who is blind is much more readily accepted for whom he/she really is. Attention throughout the interview is focused upon how the applicant feels he/she can contribute to the company, and thereby be an effective employee. When the issue of special accommodations arises, it is discussed in an atmosphere of mutual support and cooperation. 

As I reflect back upon these various efforts at disability simulation, two observations come readily to mind. These observations have grown out of the verbal and written comments of those who have participated in the disability simulations, my own perceptions of the experiences of the simulation participants, and my personal experiences as an individual with a disability. 

First, it seems as though two kinds of experiences have been involved in my efforts to simulate disabilities. They are: 

1. The direct personal experience: The participant experiences the disability and its associated aspects as fully as possible over an extended period of time; and 

2. The more indirect and passive experience: The individual observes purposely constructed and role-played everyday interactive situations, and sees the typical responses of others in the mainstream of society to the hypothetical person with a disability in those situations. 

The second and perhaps more important of my observations centers around the fact that the use of disability simulations as a teaching tool in courses on people with disabilities clearly involves a number of major ethical issues. Some of the more important among these major ethical issues of concern will now be noted briefly. (See Kiger (1992) for additional discussion pertaining to a number of these ethical issues, and for an overview of several theoretical, methodological, and ethical issues that might need more systematic attention in future efforts to conduct disability simulations. )

1. To what extent can a disability simulation be "real"? - i.e., how might we give a student the most genuine experience possible, and how might the realness or authenticity of a simulation experience be heightened? 
I believe that the answer to these questions varies according to the kind of simulation that is being employed. My own personal experiences and the thoughts and reflections of student participants suggest that the direct personal experiential simulation is most helpful when it comes to demonstrating the various physical aspects of a particular disability, and the physical barriers encountered by such a person in everyday life situations. 

However, in demonstrating the social and psychological barriers which people with disabilities also must confront, the direct personal experiential simulation may be less effective. This loss of effectiveness may simply be due to the tendency for the student participant with the disabling condition to become overly engrossed in the physical aspects of coping with the disability, thereby short-changing the social-psychological realities.of simulation, the interaction that occurs can be closely controlled and monitored by the simulation creator thereby eliciting specific social-psychological processes and attitudinal thought patterns that are known to occur as people with disabilities and the nondisabled interact. 

It seems reasonable that perhaps the best and most effective simulation experience in a course on individuals with disabilities might take the form of a combination of both types of simulations. The mechanics of devising and conducting such a joint simulation exercise obviously would be quite complex, but the end product could be quite rewarding and instructive. 

2. What might be done in those cases where a student perceives a disability simulation to be extremely discouraging or even hopeless? How might this air of discouragement or hopelessness be confronted to prevent the formation of increasingly negative future attitudes or orientations toward people with actual disabilities? 
This ethical concern appears to be equally applicable to both types of disability simulations. Fortunately, however, any serious feelings of discouragement or hopelessness can be counteracted relatively easily, with planning and foresight on the part of the course instructor. The simulation activities should be followed as quickly as possible by an array of positive examples of successful coping strategies on the part of individuals with disabilities. One possible source of positive examples is films or other audio-visual presentations. Many such audio-visual materials do exist, and are readily available to educators (see references for examples). An even better source of positive role models is clearly individuals with disabilities themselves. Many have succeeded in coming to terms with their disability, and are quite willing to serve as guest classroom speakers. 

3. If disability simulations are conducted as a required course exercise, what are the professor's ethical obligations to the students, to the host college or university, and to the larger community? How might these obligations best be realized? 
A. Obligations to the students- It seems clear that, no matter what kinds of disability simulations are used, and no matter how such simulations are conducted, obligations to our students as human subjects must be remembered. In general, these obligations can be summarized in what might be called "the golden rule of social research": "Treat your subjects as you yourself would want to be treated as a human subject in a research study." 

A more concrete representation of the elements of this "golden rule of social research" can be found in relevant sections of the 1980 Revised Code of Ethics of the American Sociological Association (Bailey, 1982, pp. 511-517). For example, Part 1, Section E of the Code stresses the importance of respecting the rights of human subjects. Although a number of specific rights are discussed within this section, two of them are particularly noteworthy in relation to disability simulations. First, human subjects are entitled to rights of privacy and dignity of treatment (Bailey, 1982, pp. 435-436,514). In addition, care always must be taken to obtain the full informed consent of subjects (Bailey, 1982, p. Not only should subjects be informed about the potential for any harm or risk that such simulations might entail, but they also should be given the ability to choose the kind of simulation in which they would like to participate. This ability to choose the nature of their simulation experience enables subjects themselves to determine the kinds of potential harm or risk to which they will be exposed, and allows them to participate in the simulation exercise in a way that personally is most meaningful to them. (The level of potential harm or risk that is associated with direct personal experience simulation can be reduced markedly via the 'learn work" approach which was described. Through such an approach, participants would be able to monitor and assist each other very closely during the entire simulation activity.)

B. Obligations to the host college or university- lt is incumbent upon a faculty member who is conducting disability simulations to inform appropriate college or university officials of his/ her plans. The specific college or university officials who would need to be informed will vary, of course, from one institution to another. As long as plenty of time is allowed for this informational process to occur, the most important bases can be covered with relatively little difficulty. 

C. Obligations to the larger community- Finally, it seems that the faculty member's obligations with regard to conducting disability simulations do not necessarily end with the host college or university. I have found that the most effective and realistic way to fulfill this last set of obligations is to give each student participant a copy of an official cover letter from me, which can be shown to anyone who expresses concerns or misgivings about the exercise. The cover letter simply outlines the nature and goals of the simulation activity, and requests cooperation in the endeavor to the extent that such cooperation is possible. 

4. How do you convince students of the relevance or significance of disability simulations to their own everyday lives, and to the larger society as a whole? 

Convincing students of the relevance or significance of disability simulations is a relatively simple task. Perhaps the best way to start is to constantly remind students of the potential or actual relevance of disability simulations to them personally. It should be pointed out that anyone could have a disability at some point in life. This becomes especially apparent when considering the wide variety of disabilities (e.g., commonly recognized disabilities such as blindness, deafness, mobility impairments, and speech impairments; less obvious disabilities such as temporary injuries, learning disabilities, and mental illness). 

With the help of disability simulations, emphasis also can be placed on the idea that the biggest obstacle to an individual with a disability often is not the disabling condition itself, but the negative attitudes that surround the condition. These negative attitudes, on the part of nondisabled persons and even individuals with disabilities in some instances, appear to be among the most important barriers that must be confronted if a better quality of life is to be enjoyed by citizens with disabilities. If such negative attitudes are not tackled, but instead are left unchecked, they could result in the continuation of harmful self-fulfilling prophecies with related detrimental effects. The detrimental effects of these self-fulfilling prophecies are long-lasting and well-known. They not only can involve damage to persons with disabilities by denying them opportunities to participate fully in the mainstream of social life, but they also can involve negative implications for the entire society as well due to the needless waste of much human talent, energy, and capital. 

Conclusion

In this article, an attempt has been made to offer some suggestions for effectively conducting various kinds of disability simulations in college-level courses dealing with individuals with disabilities and disability-related issues. An effort also have been made to summarize, and offer possible solutions to, a number of important ethical issues that clearly become involved in employing the disability simulation technique as a teaching tool. The ideas presented here are based solely upon the author's personal experiences, and upon his interpretations of the experiences of his students who have engaged in disability simulations. It remains for future scientific research to determine the true validity of these observations. 

In addition, even though disability simulations have been portrayed in a highly favorable fashion throughout this paper, a few qualifications or words of caution are in order. It also is probably not reasonable to expect disability simulation experiences to be a panacea for the larger societal problems of prejudice and discrimination against people with disabilities. 

Nevertheless, these precautionary observations should not be taken as evidence of a total lack of benefits associated with the disability simulation teaching technique. Benefits do exist, and can be very real for participants. As these more qualitative accounts suggest, disability simulations certainly can play an active role in at least causing participants to question their present attitudes and value orientations toward disabilities and individuals with disabilities. Simulations also can help the nondisabled reevaluate their everyday interactive encounters with individuals with disabilities, and thereby become more empathetic in their dealings with them in future interactive situations (Kiger, 1992; Wilson & Alcorn, 1969). Finally, as asserted by Kiger (1992), "if nothing else, disability simulations can create a positive discourse about persons with disabilities and societal reactions" ( p. 76). 
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Abstract

The purpose of this study was to create a descriptive account of the factors college students with disabilities view as important to their academic success. Thirty-six college students with disabilities receiving services from a northwestern university's Disabled Student Services Office were asked to describe the basis of their academic success or failure. An ethnographic open-ended interviewing technique was employed to allow the students to describe their academic performance and the experiences the considered important in their own terms. In addition to psychological belief factors, the participants in this study assessed their performance in terms of the supportiveness of family, faculty, and students with whom they worked. The implications of these results for university programs for students with disabilities are discussed. 

This project was designed to study college students' with disabilities perceptions of those factors that affect their academic success or failure. The starting point for the study was evidence that nontraditional college students' beliefs about the factors that influence their academic success go beyond psychological belief factors, covering a broad range of areas including social support factors, campus climate factors (e. g., interaction with other students and faculty), and achievement-related beliefs such as effort, discipline, ability, and ambition (Cheng, 1990; Holland & Eisenhart, 1988; Kraft, 1991; Van Stone, Nelson, & Niemann, 1993). The recognition that psychological belief factors are not entirely predictive of educational attainment has also been made in the case of school-age students (Allen, 1987; Comer, 1980; Goodlad, 1984; Green, 1989; Sizer, 1985). College students with disabilities sometimes require assistance and/or accommodations, and the possibility is great that a broad array of social support, campus climate and psychological belief factors influence the academic success of college students with disabilities. This information is especially important since growing numbers of students with disabilities are pursuing a postsecondary education (Decker, Polloway, & Decker, 1985; Nelson & Lignugaris-Kraft, 1989; Ostertag, Baker, Howard, & Best, 1982; Ugland & Duane, 1976). For example, the number of these students entering institutions of higher education doubled in the 1980s. One and one-third million or 10.5% of the 12.5 million students enrolled in postsecondary education during the 1988 - 1989 academic year reported that they had a disability (Wilson, 1992). 

Special support services reflect one dimension of social support and campus climate that may be important to the academic success of these students. College and university officials have developed support programs in response to the influx of students with disabilities on college campuses (Nelson & Lignugaris-Kraft, 1989). The major impetus for establishing support programs was the enactment of Section 504 of the Rehabilitation Act of 1973. The development of services at the college level is also a natural outgrowth of the services provided initially by elementary, junior, and senior high schools (Decker et al., 1985; Gray, 1981; Mangrum & Strichart, 1983; Nelson & Lignugaris-Kraft, 1989; Sedita, 1980). In addition, lobbying efforts by national and local organizations, combined with individuals' with disabilities interest in attending institutions of higher education, have brought pressure on college and university personnel to develop programs to assist these students (Nelson & Lignugaris-Kraft, 1989). 

Although there are differences in how support services are provided to individuals with disabilities attending institutions of higher education, these services typically include three general types of accommodations: counseling, instructional, and administrative. According to Nelson and Lignugaris-Kraft (1989) institutions of higher education usually provide personal or social counseling, academic or program counseling, and career counseling. Instructional accommodations include course modifications (e.g., modifications in testing procedures) or support services (e.g., tutors, notetakers, taped textbooks). Administrative accommodations often include program funding mechanisms to support services for students with disabilities. 

Interaction with faculty and other students represents another dimension of social support and campus climate that is likely to affect the academic success of students with disabilities. Although it appears that faculty report that they are willing to provide accommodations to students with disabilities (Matthews, Anderson, & Skolnick, 1987; Nelson, Dodd, & Smith, 1990; Nelson, Smith, & Dodd, 1991), there is little or no information regarding the extent to which faculty and nondisabled students facilitate the integration of students with disabilities into the academic community. The failure to achieve a sense of membership or integration within such a community may cause some capable students with disabilities to leave college campuses. 

The support of family is still another social support, campus climate factor that might be important to the academic success of these students. Though the support of family does not directly impact academic performance, other nontraditional students have discussed its importance to their academic and social success (Holland & Eisenhart, 1988; Kraft, 1991; Van Stone et al., 1993). Kraft, for example, found that a majority of African-American students attending a predominantly white college believed that the emotional support of their family positively impacted their academic and social performance. 

Psychological belief factors may impact the academic performance of students with disabilities. Beliefs about the causes of success and failure in academic settings, and expectancy of future success have been the subject of continuing interest (Borkowski & Krause, 1985; Dweck, 1975,1986; Nicholls, 1989). Research has also shown that there is a significant correlation between causal beliefs and academic achievement (Weiner, 1985). 

Though researchers have examined other nontraditional college students' perceptions of factors that affect their academic success (Cheng, 1990; Holland & Eisenhart, 1988; Kraft, 1991; Van Stone et al., 1993), there appears to be no research to date conducted with students with disabilities. Thus the goal of the present study was to create a descriptive account of some of the sociological and psychological belief factors college students with disabilities view as important to their academic success or failure. The value of such an account rests in its capacity to capture general patterns that may be missed in quantitative studies of academic experience. Because the students interviewed in the present study were in a unique position being the only "insiders" privy to the history of interactions that occurred across a wide variety of private and public contexts, we speculated that their perceptions would provide unique and valuable information about their personal impressions and evaluations of their academic experiences. 

A semi-structured interview was used in the present study to allow students to discuss the factors in their own terms. This interview process was used because some researchers have noted that typical belief taxonomies contained in theories of achievement motivation do not fully account for the broad array of factors that are necessary to adequately represent individuals' beliefs about academic success (e.g., Covington & Omelich, 1984; Kraft, 1991). They have argued that typical taxonomies of causal beliefs about academic success or failure fail to adequately capture beliefs about academic success or failure.

Method

Participants 

Participants included 36 (of 48) students with disabilities who had sought services from the Disabled Student Services Office at a northwestern university. 

The director provided the investigators with the names and telephone numbers of 48 students who had requested services during one academic quarter. The investigators attempted to contact each of the students by telephone. Of the 12 nonparticipants, 10 could not be contacted because they had moved or had dropped out of school and two declined to participate because of the time commitment involved. Fifteen(42%) of the students interviewed were female and 21 (58%) were male. There were 2 (6%) freshmen, 6 (17%) sophomores, 11 (31 %)juniors, 14 (39%) seniors, and 3 (8%) graduate students. The mean reported grade point average (GPA) of participants was 2.95 (range 2.0-3.8). Their ages ranged from 19 to 54 (mean=26.2). Fifteen (42%) of the students were social science majors, 12 (33%) were business or economics majors, and 9 (25%) were majoring in a science related field.at the university. Eighteen (50%) of the participants reported they had impairments in mobility, 2 (6%) in hearing, 7 (19%) in visual acuity, and 9 (25%) indicated that they had a learning disability. 

Interview Procedure

Participants were randomly assigned to one of three interviewers (first and second author, and a graduate student in psychology) who met with them individually. The rationale interviewers provided to students, orally and in informed consent forms, was that the information gained from the study would help university administrators, faculty, and other professionals to better understand what factors college students with disabilities thought influenced their academic success or failure. 

All interviews followed a 12-question protocol which was based on a review of the literature on factors that influence college academic success (Boyer, 1984) and on achievement motivation (Dweck, 1975; Nicholls, 1984; Weiner, 1985). Each interview lasted approximately one hour and covered three areas: a) demographic information as reported in the Participants subsection (Questions 1 - 4); b) beliefs about academic performance (Questions 5 - 7), and c) social support and campus climate factors (Questions 8 - 12). The questions, presented verbatim, were: 

1. What is your class standing (e.g., freshman, sophomore, junior, senior, graduate)? 

2. What is your current GPA? 

3. What is your disability? 

4. How long have you attended the University? 

5. What is your area(s) of study? 

6. Have you ever changed your area of study? If so, why? 

7. What does it mean to be academically successful? 

8. Why do you think that some college students with disabilities are more successful than others? 

9. Other students have talked about the importance of ... (ability, ambition, effort, discipline, luck, self-confidence, and interest). What influence if any, has...had on your success as a student? 

10. Other students have talked about the importance of ... (family, faculty, other students, and university services). What influence if any, has ... had on your success as a student? 

11. Who would you talk to if you were having difficulty with your work or other matters (or who would you advise someone with disabilities to talk to)? 

12. What are the obstacles students with disabilities face in trying to succeed in colleges and universities? 

13. Compare your experience in high school with your experience at the University. 

14. Have you ever thought about leaving the University? If so, why? 

Participants were allowed to fully discuss each question or to raise other issues they believed were important. The protocol was used only as a guide by the interviewers. This allowed the participants the opportunity to discuss their own personal experiences within a semi-structured format. At the end of each interview, the important points made by the student were summarized by the interviewer. These points were then verified with the participant as to whether the summary was an accurate assessment of the experiences (factors) that influenced their academic success. The interviews were also audiotaped. 

Analysis 

The interviews were transcribed and an analytic deductive strategy was employed in the analysis of the information provided by the participants (Goetz & LeCompte, 1984). This method was used to identify a priori categories of factors and to generate explanations and emerging factors that are not typically included in achievement- motivation taxonomies. Once again, in this study, we were most interested in students' spontaneous comments about factors that they thought influenced their academic success. Specifically, the interview notes were examined for comments about factors that are often included in achievement-motivation taxonomies such as personal ability, level of effort, task difficulty, luck, prior preparation, and interest in a topic. The interviews were also examined for comments about factors or beliefs that did not into fit into these categories. Simultaneously, there was a constant comparison across categories (Glaser & Straus, 1967) that supported the refinement of the factors. The data were then coded into categories, and written interpretations of the categories were constructed. This resulted in 10 factors that students indicated were important to their academic success (see Table 1). 

A two-step process was used to ensure the reliability of the interpretations. This included the initial verification of the responses by the interviewer and each participant (described under Interview Procedure section) and intercoder agreement between the primary researcher and second author. The intercoder agreement of each category was estimated by dividing the number of agreements by the number of agreements plus disagreements. The number obtained was then multiplied by 100. The mean percent agreement across the 10 categories was .97 (range=.88 to 1.00). Any disagreements were resolved through discussion by the coders. 

A question-by-question summary is not presented because students' discussions of factors important to academic success were not limited to any particular question and because they often responded to questions by elaborating on points made in response to previous questions. In addition to a summary of the factors that influence academic success presented in Table 1 and discussed in the next section, some of the typical experiences that participants described are also included. The terms and/or expressions used by the students themselves are indicated by quotation marks. 

Results

The 10 factors that college students with disabilities interviewed in this study cited as important to their academic success can be divided into two general categories: psychological belief and sociological factors (see Table 1). The six factors under the psychological belief category included discipline and effort, acceptance of their disability, personal ambition, self-confidence, prior knowledge and experience, and ability. The four factors included under the sociological category included family support, interaction with other students, interaction with faculty, and university support services. 

Table 1 Percentage of Students Identifying Factors Important to their Academic Success

	Factors
	Percentage 
(of students citing factor) 

	Psychological beliefs
	 

	Discipline and effort
	100 

	Acceptance of disability
	88

	Personal ambition
	72 

	Self-confidence
	52

	Prior knowledge and experience
	33

	Ability 
	14

	 
	 

	Sociological 
	 

	Family support
	92 

	Interaction with other students
	70 

	Interaction with faculty
	30 

	University support services
	30


Note. There were 36 participants. Percentages total more than 100% because respondents were not restricted to one response. 

There were no discernible patterns in the participants' responses in terms of their class rank, GPA, or major area of study. With the exception of accessibility issues, there were also no discernible patterns related to disability classification. 

Students in general indicated the importance of four or more factors to their academic success (e.g., supportive family, interaction with faculty, ability, self-confidence, and past experience). They were as likely to cite psychological belief factors as being more important to their academic performance than the sociological factors. Participants' responses regarding the psychological belief, social support and campus climate factors are detailed next. 

Psychological Belief Factors 

Discipline and effort. All of the students mentioned discipline and effort as an important basis for academic success (see Table 1). These two qualities were always discussed together. Participants typically made reference to working hard to master the material and the need to evaluate the significance of course requirements in relation to the final grade in a course. This means scheduling study time in relation to the appropriate amounts of time needed for the adequate completion of academic tasks as well as avoiding the temptation to socialize during study times. "You really have to think about what needs to be done and when you are going to do it [assignments]. Professors tend to schedule everything at the same time so you really have to be studying all the time. I can't do all-nighters and do well." 

The scheduling of study time was more complicated for those students (n= 12) that required the assistance of another individual such as a reader or note taker. These individuals had to coordinate their study times with those of another student. They, however, often commented that having to set up scheduled times helped them to be more organized and to avoid putting off course requirements. "Sometimes it is difficult to fit everything in, but it really helps me to be more systematic in my studies. It makes me get things done." 

The scheduling of study time for those participants (n= 18) with mobility problems was also very difficult. These students made reference to the amount of time necessary just to get to the university as well as around campus. "I really have to be careful to schedule enough time to get everything done. It just takes me longer to get around." 

Acceptance of disability.As indicated in Table 1, a majority (88%) of the students interviewed believed that it was important to accept their disability. These participants thought that the ability to deal with not being fully accepted by nondisabled persons was critical to their success. "You don't have to be popular, but it is nice to be accepted by people. It seems like people don't know how to accept you." These students often mentioned the importance of family in accomplishing this. For example, in the words of a student with a hearing loss: 

I accept my disability, I am not embarrassed to talk about it. My parents really helped me become comfortable with myself. They always encouraged me to inform people when I couldn't understand what people were saying. When people see that I am comfortable with it, they are.

This issue was especially evident for those students who had more noticeable disabilities such as mobility, hearing, and visual impairments. Students identified with learning disabilities, for example, did not report that they were unaccepted by nondisabled peers. 

Personal ambition. Twenty-six of the participants (72%) attributed their academic success to personal ambition. Most of these individuals' references to ambition were made in terms of a desire to obtain a job enabling them to "make lots of money" and advance their economic status. "When I get done [completion of baccalaureate degree], I just want to get a job that pays well. Then I can buy the things that I want." The remainder of these students commented on the importance of satisfying internal standards of competition, often striving to be one of the top students. "I want to be in the top three in my courses. I have a high GPA and there is no way that I will let that drop. I want to graduate at the top of my class." 

Self-confidence. A little over one-half of the participants discussed the importance of self-confidence or self-reliance in their academic success. These students commented that they took responsibility for their performance on course requirements. This included setting academic goals and having the confidence to meet those goals as well as making decisions about their course of studies. As one student put it, "I think that I have the attitude that I can do it. Some students don't think they can-that's why they don't do well." 

Prior knowledge and experience. Adequate preparation in high school and previous experience were described by a third of the participants as important to their academic performance. When students talked about their academic preparation they often made reference to a special interest course they had taken in high school or the lack of an adequate academic background. "I took a psychology course in high school that was really interesting, but I wish that I had taken more math. I am struggling with my statistics courses." 

Almost as important as academic preparation for some students (n=5) was the importance of social maturity. Those students who had experience working, prior to enrolling in college, often made reference to the importance of "knowing what they wanted to do." "You know, I have experienced more than most of the students in college. I take my courses more seriously. I am more focused and committed to my studies." 

Ability. Few (14%) of the participants discussed ability as a factor that influenced their academic success. Two students made reference to specific skills and not to their intelligence. In the words of a counseling major, "I can work with people. I have good interpersonal relationship skills. I listen well and can communicate with people." 

Only three other students described ability as a factor that distinguishes successful college students from unsuccessful college students They believed that successful students are "brighter" than students that fail to do well. In response to the question "What does it mean to be academically successful?" a student replied, "Being smart, that is what it takes to be successful in college. People who have a high GPA are usually brighter than those that don't."

Sociological Factors 

Family support. Though support from family does not directly affect academic performance, with few exceptions, students attributed their academic success to the support of their family (see Table 1). They typically described family support in terms of emotional support and encouragement as well as high expectations rather than in terms of financial support. These participants noted that emotional support and encouragement from their parents were critical to their academic performance. They believed that they might discontinue their academic pursuits at times if their families did not provide them support. As one participant commented, "I don't know if I would keep going at times if my parents did not tell me I could do it [complete a baccalaureate degree]. It [encouragement] really helps me when I am down." 

A few of the participants (n=5) also commented on the importance of their parents' academic expectations to their academic success. They made direct reference to the influence of their parents' high expectations throughout their high school and college careers. "They have always expected me to do well in school. They said that it was important for me to do the best that I can at whatever I do. They never cut me any slack." 

It is important to note that with only one exception, those participants who indicated that their family supported them also reported family encouragement to be autonomous. The importance of autonomy is illustrated in the following response by a business major: 

My parents have helped a great deal. They have helped me to deal with my disability. They supported and encouraged me to try anything that I wanted to do. My parents always encouraged me to be independent, they never told me that I should not try things. It was important to them for me to be independent. I am not sure that I would have tried many of the things that I did without them pushing me some. I might not have accomplished the things that I have. Yeah, my family really helped me. 

Interaction with other students. Seventy percent of the participants noted that interaction with other students was important to their academic success. Students' interaction with other students typically centered around informal academic study groups and counseling sessions. Students viewed study group sessions as important in the sense that it made college easier or more efficient. These students often talked of the importance of working with other students to prepare for examinations and projects. Although it may not appear to be a positive coping strategy, some students in the study did report negotiating with other students who would attend class in order to get notes and monitor course requirements for the larger group. Having someone to go to for academic advice was seen as important to their academic success. "Other students can help you with what professors to take and some of them [professors] you want to avoid." 

Two students also commented that interacting with other students was more than an efficiency issue. These students believed that interaction with other students was, in itself, an educational experience. In the words of one of these students, "It [interacting with other students] is more than just working together. We spend a great deal of time talking about social and political issues. I consider these discussions an important part of my education."

Interaction with faculty. Only 30% of the participants reported that faculty were supportive or made attempts to work closely with them. For these students, developing a professional relationship, being encouraged by, and/or receiving feedback and information from faculty were important to their academic success. Of lesser importance to these students was obtaining actual help from faculty regarding academic concerns. One participant in graduate school said, "He [major professor] cheers me on and motivates me to continue my studies. This is more important than getting help from him." Five students also indicated that faculty were willing to make accommodations for them. These accommodations often centered around changes in a professor's classroom presentation style for students who were visually or hearing impaired. For example, a student with a hearing impairment stated: 

My math professor spoke in a low voice, had a beard and mustache and faced the board when he talked. I talked to him about my hearing problem and he told me to sit in the corner in front. He talked to me and turned his head instead of facing the board. If I don't have a problem hearing in a class I don't worry about it. Most say, 'if you don't get something come to my office after class, and we will fill in the gaps.'

Conversely, the most common complaint about faculty from those students who did not indicate faculty were important to their academic success was that faculty did not take the time to help students outside the classroom with questions about course requirements or they did not provide any encouragement to them. As one participant put it, "They [faculty] just don't seem to care about the students. I don't know, maybe they just have too much to do. They really need to be more responsive to students [including those with disabilities]." 

University support services. A relatively small number of the participants (30%) thought that the University's support services were important to their academic success. These students typically utilized services such as tutors, notetakers, and access to enlarged text, and made reference to the importance of these services to their academic success. "I wouldn't be able to go to college without assistance. These services are very important." 

However, those students with visual impairments indicated that there is a need for technology to enlarge text, computers that accept verbal commands, and alternative ways of accessing the campus computing network. Further, students with mobility problems talked about the availability of parking and special computer tables and desks. They believed that the University had failed to eliminate all of the barriers for persons with disabilities. These students indicated that they were unable to fully access the computerized card catalog systems and campus computing network. The major problem centered around poorly designed workspaces for those students using a wheelchair. As one student stated: 

You know I am really happy that improvements are being made. There are places and things that I can do now that I couldn't have done only a few years ago. don't know what they are doing. The things they design just don't work very well. These people should talk to the persons that are going to use them and include them in their testing and inspection processes. I think this would help them to design things that work. 

Discussion

The purpose of the present study was to create a descriptive account of some of the factors college students with disabilities view as important to their academic success. This work contributes to previous work conducted with other nontraditional college students which has indicated that it might be profitable to expand achievement- motivation research beyond students' psychological beliefs about factors such as ability, level of effort, and task interest to include a broader array of social support and campus climate factors (Covington & Omelich, 1984; Kraft, 1991; Tracey & Sedlacek,1987; Van Stone et al., 1993). It also provides practical information regarding the achievement related beliefs of college students with disabilities. This information might be used by university officials and others to develop programs or refine existing programs for such students. 

The findings of the present study converge with previous evidence that suggests that achievement-motivation belief taxonomies should be expanded (Covington & Omelich, 1984). The achievement- related beliefs of students interviewed in this study were not limited to personal beliefs about ability, discipline and effort, and so forth. Though students commented that these matters were important to their academic success, social support and campus climate factors such as family support, interaction with other students and faculty, and university services were also considered to have an effect on their academic performance. Further, though the comments of students regarding their personal beliefs about academic success tended to fit achievement-motivation belief taxonomies, they sometimes talked about them in ways that did not directly correspond to the typical conceptual frameworks articulated by researchers (Dweck, 1975; Nicholls, 1984; Weiner, 1985). Students with disabilities also talked about the importance of accepting one's disability to academic success, a factor specific to this group of individuals. 

The students in the present study did not talk of effort as being made up of a variable dimension which depends on the nature of the task or the student's emotional state (Weiner, 1985). Instead, they talked about balancing the difficulty of the particular course requirements with the overall impact it would have on their final grade as well as the importance of a given course to their overall course work. In addition, students who required assistance from another individual or those who had mobility impairments coordinated their efforts with course work demands as well as with the time constraints associated with their disability. 

Even when directly asked, a majority of students interviewed in this study did not think that ability was critical to their academic success. Only three of the students talked directly about ability as a basic factor that influences academic success. In addition, the comments of two students regarding this factor were made in reference to particular skills rather than general intelligence. Presumably students understand that although ability plays a part in academic success, it is not sufficient to fully explain it. 

The students interviewed in this study also talked about the importance of accepting one's disability as a basis for academic success. They made reference to this issue in regard to a sense of acceptance by other students. These students believed that it was important for them to be comfortable with their disability if they were to be accepted by other students. It appears that many nondisabled students are unsure of how to interact with students with disabilities. 

The most significant contribution of this study concerns students' with disabilities beliefs about the importance of sociological factors. College students with disabilities perceive the quality of their academic experience in broad terms. They see the importance of a sense of integration into an academic community or a sense of belongingness (Boyer, 1984). These findings support previous work conducted with other traditionally underrepresented groups that has shown that these factors are critical to their acceptance and academic success (Covington & Omelich, 1984; Kraft, 1991; Tracey & Sedlacek, 1987; Van Stone et al., 1993). For example, Tracey and Sedlacek (1987) also described the importance of a sense of acceptance by one's student peers to the persistence of persons of color. 

The tendency of these students to view the support of their family and interactions with other students and faculty as important to their academic success provides practical information with which to develop or refine programs for college students with disabilities. For example, faculty awareness programs should be developed to enlighten faculty on how to interact and work with students with disabilities in addition to providing instruction on how to implement instructional and institutional accommodations. Institutions of higher education should also consider incorporating issues associated with persons with disabilities into their cultural diversity programs. This would provide students with important information to promote better understanding and acceptance of students with disabilities. 

Though few students indicated that the university support services were important to their academic success, comprehensive programs for students with disabilities should and often do influence faculty members' awareness and access. Programs for students with disabilities should also work closely with campus planning, library, and computing services staff to eliminate barriers for persons with disabilities. This work should go beyond the removal of physical barriers and include devising systems to ensure that students with disabilities have full access to computerized card catalog systems and campus computer networks. 

It is important to note several limitations to the study. First, the present study only presents an analysis of a diverse group of students with disabilities enrolled at one institution. Thus, conclusions regarding the generalizability of the findings must be made with caution. Second, although this trend is not obvious in Table 1 which reports on percentage of students verifying the importance of factors to their academic success, it was clear in students' spontaneous comments that sociological factors were perceived as more important in academic outcomes. Students reported that social networks via campus interactions with other students and family support were paramount to their success. Third, though the semi-structured interview allowed students to discuss the factors in their own terms, it tended to restrict their responses to only those factors asked about. It is clear that a more open-ended interview process might have resulted in a different set of findings. Finally, there was no viable institutional data base with which to verify the response of the participants. Nevertheless, the consistency of the participants' responses provided, at least in part, a measure of the trustworthiness of the data. 
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Residence Hall Students' Attitudes Toward Resident Assistants with Learning Disabilities

James J. Vander Putten
Sonoma State University

Abstract

The degree of attitude change of college students living in residence halls toward peers with learning disabilities (LD) serving as resident assistants (RAs) was investigated. This longitudinal study involved 45 traditional-aged undergraduate students and 24 RAs. Farrell and Harckham -s (1988) instrument for assessing attitude toward college students with LD was used. After one semester of interaction with RAs with LD, RA attitudes toward peers with LD remained favorable, and student attitudes became more favorable. 

Learning disabilities (LD) are lifelong disabilities that affect all facets of a person's life (National Joint Committee on Learning Disabilities, 1985). With the passage of the Vocational Rehabilitation Act of 1973 (specifically Section 504), access to postsecondary education has been expanded for students with disabilities (Brinckerhoff, 1986). The number of college students in the United States self-identifying as having learning disabilities has risen from 0.6% (Deshler, Schumaker, Alley, Warner, & Clark, 1980) to 12.2% (National Center for Educational Statistics, 1987), or more than 1.5 million college students. The increasing numbers of students with LD attending postsecondary institutions (Brill, 1987; Report on Educational Research, 1990) comprise the largest single group of college students with disabilities receiving university-wide services (King, 1988). These services include classroom accommodations, personal counseling, individually designed career decision-making assistance, and academic support services. 

Nathanson (1983) pointed out that difficulties in the teaching/learning process often result from faculty discomfort or unfamiliarity with students with disabilities. Since these students sometimes require observable classroom accommodations, other students without disabilities may experience similar discomfort, unfamiliarity, and concerns regarding academic integrity when learning about students with LD. However, a limited number of these investigations have addressed issues related to attitudes toward college students with any type of disability (e.g., Amsel & Fichten, 1990; Fonosch & Schwab, 1981; Kelly, 1984; Leyser, 1989; Nathanson, 1983; Stovall & Sedlacek, 1983). Fewer have specifically focused on issues related to attitudes toward college students with LD. 

Minner and Prater (1984) studied the attitudes of college faculty toward students with LD, and found that faculty held low expectations regarding their academic potential. Matthews, Anderson, and Skolnick (1987) reported that a majority of faculty at one northeastern university were willing to grant instructional accommodations to students with LD that did not "lower certain course standards involving instruction, assignments, exams, and academic policy" (p. 49). Nelson, Dodd, and Smith (1990) extended the research of Matthews et al. (1987) by comparing faculty willingness to provide instructional accommodations by faculty academic department. Results indicated that while faculty were willing to provide accommodations, concerns were identified regarding academic integrity. Faculty in the School of Education were more willing to provide accommodations than were faculty in the Schools of Business or Arts and Sciences. Dodd, Hermanson, Nelson, and Fischer (1990) surveyed faculty at an American Indian Tribal College to determine faculty willingness to provide instructional accommodations to students with LD. Results demonstrated that the faculty had been providing accommodations and were willing to continue providing them. 

Two studies addressed the attitudes of both faculty and student affairs staff toward college students with LD (Aksamit, Morris, & Leuenberger, 1987; Farrell & Harckham, 1988). Results obtained in each study were similar, indicating that student affairs staff held significantly more favorable attitudes toward college students with LD than did faculty members. 

This article describes a longitudinal study of residence hall student attitudes toward student resident assistants (RAs) with LD. The hypothesis was that non-LD students and RAs who experienced continued close interaction with RAs with LD would demonstrate significantly more favorable attitudes toward students with LD than would non-LD students and RAs who did not experience continued close interaction with RAs with LD. In this study, the groups consisted of (a) non-LD students residing in a living unit with an RA with an LD, (b) non-LD students residing in a living unit with a non-LD RA, (c) an RA staff having one or more members with an LD, and (d) an RA staff having no members with an LD. 

Residence life programs and staff will encounter increasing numbers of challenging situations from college students with LD. Residence life staff members who are unfamiliar with the strengths, deficits, and needs of students with LD may unintentionally provide ineffective or inappropriate services. Examples of unsatisfactory services include assigning a student with spatial perception deficits to a residence hall located far from classrooms and academic support program offices (Garrett& Welch, 1988); making inaccurate appraisal of a student with social skill deficits in a roommate conflict resolution meeting; providing incomplete assistance to a student making a transition to residence hall living (McGuire, Hall, & Litt, 1991); neglecting the use of multi-modal approaches in residence hall educational and paraprofessional program efforts (Vander Putten, Clemetsen, & Russell, 1989), or unintentionally attributing low intellectual ability to a student with visual perception deficits during in-hall academic counseling efforts. 

Method

Participants 

The participants consisted of 45 undergraduate students (residents) in two on-campus residence hall living units and 24 upper division undergraduate students employed as RAs in the same two residence halls at a medium-sized public university located in the midwest. They comprised four groups: (a) one group of female undergraduate students (n=23) living in a residence hall unit assigned to an RA with an LD, (b) one group of male undergraduate students (n=22) living in a residence hall unit supervised by an RA without an LD, (c) one RA staff group (n=12) including RAs with LD, and (d) one RA staff group (n=1 2) consisting of RAs without LD. The 24 upper division students employed as RAs comprised two residence hall paraprofessional staffs, and each staff consisted of six women and six men. 

Instrumentation 

Farrell and Harckham's (1988) instrument for assessing attitudes toward college students with LD was used in this study. Respondents were presented with a 24-item questionnaire containing statements addressing students with LD in higher education. Reaction to each item was measured in Likert format, ranging from strongly agree (1) to strongly disagree (4). Items in this instrument include: 

Most students with learning disabilities do not cause problems on campus. 

Students with learning disabilities should be permitted to take untimed classroom tests. 

Admitting students with learning disabilities will require the university to lower its standards. 

Students with learning disabilities can look forward to leading normal lives. 

The college should not have to make special accommodations to students with learning disabilities (Farrell & Harckham, 1988). 

Procedure 

Collection of data was completed at the beginning and end of the Fall semester, 1989. Data were collected from the residents during unit meetings, and from the RAs during staff meetings by the Residence Hall Director. The RA position involved a wide range of job responsibilities, including peer counseling, conflict resolution, teaching, and interpretation of institutional policies. As a result, the frequency and type of interaction between RAs and residents varied over the course of the semester. Some residents, particularly those in residence hall leadership positions, interacted with RAs on a daily basis. Other residents saw their RA as infrequently as once per week. 

Results

A non-parametric two-sample Mann-Whitney U test was applied to the pre-survey and post-survey means for each of the four groups (Table 1 ). 

Mean attitude scores increased overtime for all groups, but only the pre-post attitude scores of the residents supervised by the RA with a learning disability were statistically significant. 

Table 1 Mann-Whitney U Test of Changes in Students' Attitudes Toward Students with LD

	Group
	n
	Presurvey
Mean
	Postsurvey
Mean
	U

	Residents with LD RA
	23
	71.35
	76.00
	140.00*

	LD RA Staff
	12
	77.00
	77.10
	63.50

	Residents with Non-LD RA
	22
	69.32
	72.23
	168.50

	Non-LD RA Staff
	12
	74.08
	74.73
	64.00


*p< .05 

Scores of the RA staff group with LD members increased only slightly; however, it is important to note this group demonstrated a higher pre-survey mean score (x=77.00) than the other three groups. 

Discussion

Diversity education efforts that address issues of ethnicity and sexual orientation have recently become integral components of many university residence life departments. While students of color; lesbian, gay, and bisexual students; and students with visually identifiable physical disabilities are recognized as full members of these diversity education efforts, students with LD are sometimes identified as a "hidden minority" on campus. Diversity education efforts must address issues related to students with LD to ensure a complete representation of diversity, and to foster more favorable attitudes toward students with LD. 

Leyser (1989) identified four factors that influence faculty attitudes toward college students with physical disabilities: (a) faculty gender; (b) level of faculty familiarity with disabilities; (c) faculty academic discipline; and (d) faculty experience with students with disabilities (Morris, Leuenberger, & Aksamit, 1987). This matrix is easily adaptable to identify factors that influence undergraduate students' attitudes toward students with LD (Vander Putten & Clemetsen, 1992). Two relevant factors in this longitudinal study were (a) level of familiarity with disability and (b) experience with students with disabilities. These factors can be used to identify, or assist students to self-identify whether they would benefit from educational workshops on issues related to college students with LD. For example, if student awareness levels were limited to stereotypes of people with LD, or if students had no experience interacting with people with LD, educational workshops in the residence hall may be useful. 

The results of this study indicate the ability of paraprofessionals to effectively model favorable attitudes toward college students with LD and to facilitate the development of these attitudes among undergraduate students. Factors that may have influenced the higher mean scores of RAs with LD include the upper division status of the RAs, the prevalence of elementary education majors who had completed coursework in mainstreaming students, and familiarity of the RA staff members with the staff members with LD before the Fall semester, 1989. For example, an RA with performance deficits related to writing may delegate tasks such as making signs or taking meeting minutes to another unit member. An RA with sequential processing deficits may delegate tasks involving completion of a series of subtasks to unit members. As a result, undergraduate students were able to observe firsthand and develop a meaningful understanding of students with LD in college. 

Limitations 

Several potential problems exist in the research design. Second, frequent student room assignment changes hindered the completion of accurate longitudinal studies in residence halls longer than one semester in duration. The degree of change in student attitudes toward students with LD may be greater after a full academic year. 

Nevertheless, these initial research results provide an incentive for additional assessment of the effectiveness of educational efforts addressing issues involving college students with LD. Given the paucity of research on this topic, studies that examine student attitudes with respect to factors such as age, housing arrangements, gender, extent of familiarity with LD, and experience with students with LD will make important contributions to the field of postsecondary education for students with LD. 
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An international conference of disability service providers in higher education was held July 10-13, 1992 at the University of Innsbruck, Austria. The organizer of the conference was the University of New Orleans - Metropolitan College, the Division of Public Service Training/ Assistive Technology and the Division of International Education. Other conference sponsors were AHEAD, Project EASI (Equal Access to Software for Instruction), and the European projects, TEMPUS and COMETT-11 (to be described later in this article). 

Fifty delegates from 15 countries attended the conference, including a number of professionals who have disabilities. Twenty-three of the delegates presented information about their programs and about specific topics related to disability and higher education. The conference represented a first step in establishing an international network of service providers and laid the groundwork for a similar future gathering. This article summarizes the sessions of the conference, presents common issues that emerged, and discusses possible future results of the event. 

Description of Sessions

Oliver St. Pe, University of New Orleans, served as the moderator for the conference. The presentations were divided into three sessions: (a) an international overview of disability services; (b) identifying needs and resources of students with disabilities; and (c) transition into and out of the university. On the final day, participants evaluated the conference and discussed the format and content of a possible future gathering. 

Session 1: International Overview of Disability Services 

The first session was devoted to providing an overview of disability services in several countries - New Zealand, Great Britain, the United States, Australia, Belgium, and Canada. The presenters focused on the services provided at their particular institutions, so one cannot necessarily generalize to all institutions in that country. 

New Zealand. Bruce Fraser, Lincoln University, reported that universities in New Zealand have adopted an equal opportunity policy and have appointed an equal employment officer on each campus. Students can receive accommodations for examinations, such as extended time, oral exams, and the use of a scribe. Networks have been established for students with disabilities and staff. All services and accommodations are funded by the individual universities. Fraser reported that 1975 legislation called for physically accessible buildings. The next area to be addressed is faculty awareness of learning disabilities. At Lincoln, training in disabilities will now be a regular part of staff development. 

United Kingdom. Alan Hurst briefly described the higher education system in the United Kingdom and then presented an overview of disability services at the University of Central Lancashire. All postsecondary institutions are competitive and use the same application form. Next year, for the first time, there will be a place on the application form for prospective students to disclose their disability. It is hoped that this measure will make it possible to determine if students are being denied access to the university because of their disability. 

Currently, of 13,000 students at the University of Central Lancashire, 200 have identified themselves as having a disability. Lancashire offers a wide array of services to students with disabilities, including accommodations for examinations, part-time personal care, accessible housing, loan of adaptive equipment, and an adaptive technology unit in the library. Tuition allowances are made for students with disabilities. 

Hurst reported that British institutions are dealing with a number of issues such as: (a) less concern on campuses for people with disabilities than for women and ethnic minorities; (b) students experiencing difficulty qualifying for financial allowances; (c) a discriminatory medical examination required for entrance into the teacher training program; and (d) lack of government support to universities for special needs services. 

Hurst also provided information on SKILL: the National Bureau for Students with Disabilities. This volunteer organization, which is based in London, provides information, training, consultation and materials on disability and higher education, training, and employment. SKILL sponsors conferences, conducts research, and establishes regional networks to address issues related to physical and sensory disabilities, learning difficulties, and emotional problems. 

United States. Warren King briefly explained Section 504 of the Rehabilitation Act and its impact on American universities. He then presented a report on services available at The Ohio State University, which has one of the largest disability programs in the United States. The office, which was established in 1974, serves about 930 students per year, including those with learning disabilities; mobility, vision, speech, and hearing impairments; and chronic illnesses. King described a wide array of services including pre-admission interviews, priority scheduling, academic accommodations, adapted transportation, assessment, tutoring, an adaptive technology center, career-related services, and support groups. The program uses volunteers extensively to record textbooks on tape. The office also provides consultation and training for faculty and staff. 

King also provided information on two national organizations devoted to higher education and disability-AHEAD, an organization of postsecondary disability service providers, and HEATH Resource Center, a national clearinghouse on higher education and disability based in Washington, D.C. 

Australia. Gillian McConnell, Monash University, discussed the development of disability support services in Australia. These services were predominately informal until 1989-90, when federal policy was implemented to increase access to higher education for people with disabilities. Initially, the policy proposed that each university develop expertise in a specific disability area. McConnell spoke against this proposition, as it would not allow for equal access and, as Australia is such a large country with relatively few universities, it would require students to travel long distances to reach a university with the services needed. 

Monash University is the largest of Australia's 36 universities, with more than 35,000 students on five campuses. At Monash, the first disability support staff person was appointed in 1991 and, in 18 months, there has been a significant increase in the diversity of services, and the number of students asserting their right to support services, as well as a marked improvement in physical access on all campuses. 

Belgium. Myriarn Van Acker presented the interactive approach to disability services used at the Katholieke Universiteit, a university of 25,000 students, which is spread throughout the city of Leueven. Their philosophy is that integration does not mean 'fitting into' an existing system. Rather, adjustments must be made by persons with and without disabilities alike. A campus interdisciplinary working group, which has been in existence for 19 years, consists of a psychologist, three staff from housing, a social worker, an engineer, and a sports specialist. This group arranges for support groups for students with mobility impairments. Groups of 12 to 15 students live with the student with a disability in accessible housing, providing personal care service on a rotating basis. Similar groups are formed when necessary for students who are blind. Adaptive equipment is procured for students with visual impairments and a meeting is held with their professors before the course starts. 

Fewer services are available for students with hearing impairments. They have not found sign language to be an adequate communication technique for lectures, although a modified version of sign language is sometimes used. Financial assistance is available through the Flemish Fund for Social Rehabilitation of People with a Handicap.

Canada. Marion Vosahlo reported on the services available at the University of Alberta in Edmonton. The University of Alberta specializes in working with students with deafness, but it also serves other disability areas. Six years ago the University developed a research-based program to address the needs of students with learning disabilities. 

Vosahlo presented the following factors needed for a successful program: (a) a positive attitude about the capabilities of all students; (b) commitment to supporting educational access for people with disabilities; (c) services based on the expressed needs of students; (d) diplomacy to develop rapport and support from all who might play a role; (p) political awareness; and (f) accountability for student success. 

During the question and answer period, a conference participant asked if Vosahlo would use volunteers if she had unlimited funds. She replied, "absolutely." Vosahlo explained that the student volunteers help to change attitudes on campus. When these future leaders leave school, they leave with a new appreciation for and understanding of people with disabilities and will perhaps have an impact on their communities. 

Germany. A student, Stefan Pankoke, described his experiences at the University of Karlsruhe. In a later session, Joachim Klaus described a special project in which Pankoke participates. Pankoke is one of 26 students with visual impairments or blindness studying industrial engineering and computer science at the University of Karlsruhe. Students in these programs have developed both hardware and software to improve learning opportunities for students with visual impairments. 

Pankoke described a system whereby nondisabled students in the same program serve as tutors for students with visual impairments. They transfer requested reading materials to computer disk and meet with the students regularly to discuss diagrams and other information that was visually presented in class. These tutors provide a bridge between the faculty and the student. Students with visual impairments also have available specialized counseling and assistance with developing nonverbal communication skills. Pankoke reported that he feels totally integrated into university life. 

Session II: Identifying Needs and Resources for Students with Disabilities 

Session II addressed physical accessibility, services for students with learning disabilities, volunteer programs, and technology. 

Accommodating students with physical disabilities. Three presenters addressed issues of physical accessibility. Naomi Moore, University of New Orleans, U.S., presented a brief history of disability rights legislation and provided an overview of the Americans with Disabilities Act (ADA). As this information is well documented in other sources, it will not be summarized here. 

Susan Wheeler described her experiences in Canada, first at York University as a student with a disability, and then at Brock University as disability services coordinator. For example, she fought for replacing steps with a ramp to the stage for graduation ceremonies. Lack of money and dealing with the bureaucracy seem to be the major barriers in making the campus more accessible. A Canadian participant commented during this session that while Canada does not have legislation like the ADA, it does have a charter that provides for certain codes. Canada also has the Premier's Council on the Status of Disabled Persons which is addressing the issues of disability rights and access. 

Harold Morandell, a graduate student at the University of Innsbruck and a native of Italy, presented a summary of his doctoral study, which outlines a European perspective on disability. He reported that European universities are generally spread throughout a city which therefore causes difficulties for physical accessibility. Also, students have to find lodging on their own, making it difficult to find suitable living space for students who use wheelchairs. Morandell, a power wheelchair user himself, has found accessibility challenging but possible at the University of Innsbruck. The Austrian government does not fund disability services, so each university has to develop its own program. Morandell described legislation in Italy mandating accessibility, but it has not been enforced. 

Accommodating students with learning disabilities. After presenting a brief history of the development of the learning disabilities field, Harold Minden described a model program for students with learning disabilities (LD) at York University in Canada. They received a grant from a private research foundation for $2.1 million over six years to develop their program. It is a comprehensive program which includes career services; coordination with secondary schools and the business community; participation on campus committees; and education of faculty. Follow-up services are provided, including a self-help group for graduates. York's program emphasizes the development of a positive self-concept and stresses interdependence rather than independence. 

The learning disabilities program has a 90% retention rate of students after the first year compared to a 75% retention rate of the student population as a whole. Hard data have been collected to prove that the LD program works, which has resulted in government funding for similar LD programs at other Canadian universities.

Volunteer programs. Ann Kelly, University of Alberta in Edmonton, and Karen Swartz, York University, described the extensive use of volunteers in their programs. The University of Alberta uses over 300 volunteers per year, most of them students. Kelly and Swartz described the volunteer programs in terms of pre-recruitment; recruitment; interview and selection; training and orientation; evaluation and supervision; and recognition. 

Pre-recruitment involves defining the mission of the volunteer partnership, conducting a needs assessment to match volunteer and student, and securing resources for recruitment. Recruitment includes sending letters to the previous years volunteers, exhibiting at registration, and going into classes to recruit notetakers. York University has a smaller program and is therefore able to interview prospective student volunteers individually. The interview is used to give the volunteers information about the program and to determine their attitudes toward people with disabilities. During training, volunteers receive information about their job descriptions and on disabilities in general. Formal and informal supervision is provided so that volunteers receive feedback on their work. At the end of the term, volunteers meet as a group to provide feedback to the staff. 

Recognition is an important component in the volunteer program. Kelly reported that social forms of recognition (e.g., luncheon, barbecue) are not as effective as written forms (e.g., volunteer names in school newspaper, certificate of thanks). The most effective forms of recognition are the intangible ones - developing a friendly, fun and caring atmosphere and making volunteers feel welcome and appreciated. 

Ulrich Zeun described the work of self-help groups in German universities. He is a member of a self-help group and also works in the Disabled Student Services office at the University of Dortmund. Very few German universities even have a disabled student services office, but there are over 20 self-help groups at various universities. These groups are open to students with all types of disabilities and to students without disabilities who are interested in working to improve the situation on campus for students with disabilities. The self-help groups provide peer counseling and orientation for new students. They are also involved in political action to improve services on campus. 

Zeun remarked that Germany has no legislation like Section 504 of the Rehabilitation Act and the ADA. The university system does have a written policy stating that the needs of students with disabilities should be met, but there is no enforcement of the policy. An ombudsman is assigned at each university, but he or she is not given time to do this work and therefore little is actually accomplished. 

Students who request additional services at the University of Dortmund are often asked how many students with disabilities are on campus. When officials learn what a small number of students are involved, they say it is not worth it to have services for such a small number. However, more students do not attend the University precisely because there are so few services available. One of Zeun's goals is to end this cycle by obtaining commitment from University officials to increase student services so that additional students will be able to attend the University. 

Adaptive technology. Four presenters discussed technology as a resource for students with disabilities. Lamar Kap reported that Weber State University, Utah has been very successful in obtaining funds from private foundations for adaptive technology. He provided these tips on getting private grants: (a) keep current on funding sources; (b) request exactly what equipment is wanted and the amount of money required; and (c) stay in touch with the funding agency after receiving a grant. He explained that private foundations assure the recipient more freedom than government grants. Further, the university does not assess indirect costs to private grants as is done for government grants. 

Joachim Klaus, Germany, provided information on two projects of the European Community- COMET II (Community Action Program for Education and Training in Technology), and TEMPUS (Trans-European Mobility Program for University Studies). The purpose of COMET II is to integrate people with visual impairments into the workplace by developing opportunities for them to complete practical training within Europe. The project is a joint effort between European businesses and universities, with a pilot project at the University of Karlsruhe in Germany. The purpose of TEMPUS is the educational and vocational integration of persons with visual impairments in Czechoslovakia. This project will develop support centers at two technical universities in Czechoslovakia, and will influence the environment (faculty and workplace) to work more effectively with students with visual impairments. 

Klaus described the program at the University of Karlsruhe for students with visual impairments in the computer science and industrial engineering programs (the program in which Stefan Pankoke is a student). Through this project, all necessary literature for classes is transferred to computer by student tutors. Regular meetings are held with the students, the staff, and the tutors. Staff meet with professors before students with visual impairments are placed in their classes. They also work with employers who provide work experience opportunities for the students. Students with visual impairments are provided with all the equipment they need so that they can work at home, in the lab, and in the classroom. The computer science and industrial engineering programs work closely with the Counseling, Guidance, and Information Center, which provides orientation and counseling to the students. 

Gayle Gagliano, University of New Orleans, provided information on Project EASI (Equal Access to Software for Instruction), a project of EDUCOM's Educational Uses of Informational Technology (EUIT) program. EDUCOM is a consortium of over 600 colleges and universities and 100 corporate associates which facilitates computing and communication technology in education. The mission of EASI, which has members throughout the U.S., Canada, and other countries, is to serve as a resource to higher education in the area of computing resources for students with disabilities (Project EASI, 1991). The project provides information on adaptive technology for information access, instruction, research, and employment. Project EASI has a number of working groups including a speaker's bureau, outreach and referral, online resources, legislative and policy concerns, and fund raising. 

The final speaker on technology was Antonio Parreno, Hospital Ramon y Cajal, Madrid, Spain. He demonstrated new equipment he and his colleagues have developed. The device can be attached to a laptop computer and is more economical, smaller, and faster than similar devices because it uses only one cell, instead of the 80 cells used by traditional equipment. The Braille line can be used with application programs such as WordPerfect. 

Session III: Transition Into and Out of the University 

The speakers in this session discussed issues and programs related to the transition from high school to college and from the university to the workplace. 

Transition from high school to college. This session featured four speakers who addressed transition issues for students with learning disabilities and visual impairments, new approaches for vocational evaluation of students with sensory disabilities, and funding sources for students with disabilities. This author gave the first presentation, which outlined eight key elements for the successful transition of students with learning disabilities to postsecondary education: understanding one's strengths and weaknesses, using study strategies, planning accommodations in school, using self-advocacy skills, exploring careers, learning about different types of postsecondary schools, selecting and applying to a college, and developing interpersonal skills. Aune outlined a technique for assisting students in trying out accommodations while still in high school. 

Kenneth Zangla, University of New Orleans, discussed career and vocational evaluation for students with sensory disabilities. First, he led a discussion on the kind of assessment information that should follow a student from high school to college. Then he explained the assessment process generally used by rehabilitation agencies in the United States. Zangla pointed out some of the problems with traditional instruments when dealing with persons with visual and hearing impairments. He emphasized the importance of greater cooperation between high schools and colleges in developing appropriate career evaluation for students with visual and hearing impairments. Zangla stated that career exploration and work experience are especially important for college students with disabilities, because they often have not been exposed to various career options. 

Joachim Klaus described transition activities held at the University of Karlsruhe, Germany. Every year in May, a four-day program is held for students with visual impairments during their last year of high school. Faculty and students provide information about the demands of university study and about its special university programs. An orientation program is held in October for students with visual impairments who have entered the University. In addition, tutors who work with the students receive training on the integration of students with visual impairments into university life. Finally, a specialist is available to provide counseling to students with visual impairments. 

Susan Wheeler of Ontario discussed the concept of a 'fair race', stipulating that accommodations simply make the educational experience fair for students with disabilities, not easier. At the same time, students need to "respect their disability", to acknowledge the limits it places on them and to plan a course schedule with those limitations in mind. 

Wheeler reported that most funding sources unintentionally discriminate against students with disabilities because they require full-time status. She has written to 25 funding sources and asked them to waive this requirement for students with disabilities. All have agreed. She argued that the best way to increase the number of scholarships for students with disabilities is to influence existing sources to make their scholarships accessible to all students. 

Transition from the university to the workplace. Ingegerd Haglund provided data on the numbers of students with disabilities in various universities in Sweden and described the government-supported program at the University of Stockholm. Haglund presented follow-up data on graduates with visual, hearing and mobility impairments. Sweden has a national databased population register, so Haglund was able to track nearly all University of Stockholm graduates with disabilities from 1970 to 1986. The greatest number of majors among graduates were in social work, public administration, and law, with very few majors in the natural sciences. Results of the study showed that only a few of those surveyed were unemployed and looking for work. The employment rate was 89.7% and adaptive technology was used by 75% of the graduates (the government provides the equipment). A number of graduates were employed by the University. About one-fourth of the graduates had supported employment; however 95% were living independently. A strong correlation was found between the government's supportive policies and the success of graduates. 

Susan Aase and this author presented a model career development program entitled Career Connections at the University of Minnesota. This program, which is operated by Disability Services and funded in part by the U.S. Department of Education, offers career-oriented counseling and activities, including a career development course sequence, a mentorship experience, an internship, employer forums and a career assessment. The program also offers consultation and training to University staff and community employers. Project staff work closely with college placement offices, student employment, university personnel, student leadership organizations, the alumni association, and business groups in the community. 

Ute Lehnerer described the practical training experience offered to students participating in the Comet II Project at the University of Kadsruhe, Germany. The purpose of the work experience is twofold: (a) to provide an opportunity for students to become familiar with working life and to find out which specialty is of greatest interest to them; and (b) to reduce the insecurity of the company on how to deal with visually impaired persons and to understand that students with visual impairments do work independently. Students who participate in an internship bring their own adaptive equipment with them (paid for by the employment office), and employers are promised that students will provide their own equipment if offered a permanent job. Comet II staff plan to develop a videotape to train staff at the worksite before students with visual impairments start their practical training. They also plan, in cooperation with the counseling office, to train students on job seeking skills. One problem they have faced is that the practical training experience is not required for the degree and students must be persuaded of its value. 

Summary

After discussions about disability services in many countries, it became evident that service providers are dealing with a number of common issues. There is a growing recognition of the importance of educating faculty and of developing networks among national organizations world-wide. Adaptive technology is being used extensively in all of the countries represented and there continues to be great interest in learning more about new equipment now available. Transition into and out of college is recognized as an important issue for students with disabilities. Some institutions are directly involved in developing model transition programs, but transition does not seem to be an ongoing service routinely provided to students with disabilities at most institutions. 

While much common ground was found, differences also surfaced. Perhaps the most important difference was that the United States has by far the most comprehensive legislation to protect the rights of persons with disabilities (e.g., Section 504, ADA). Another important difference was the level of funding provided by the government for disability services in postsecondary education - from generous funding in Sweden to limited direct funding for many other European countries. 

Some European countries have found creative ways to deal with the lack of funding, for example, they have tapped the resource of students without disabilities, using them as a support to students with disabilities. In a number of cases, the initiative for European disability programs has come from academic departments, rather than from student services. 

While European countries tend to use their limited resources to fund special programs for specific disability areas, the United States, United Kingdom, Canada, Australia, and New Zealand have comprehensive services for people with all types of disabilities. The U.S. and Canada are working with large numbers of students with learning disabilities. The United Kingdom, Australia, and New Zealand are beginning to address the needs of this population. Most European institutions represented are not serving students with learning disabilities. Some conference participants reported that students with learning disabilities generally do not meet entrance requirements of their institutions. 

The term "learning disability" was not a common term used by all countries. In fact, varying terminology and groupings of disabilities caused some confusion about the groups under discussion at the conference. 

Evaluation of the Conference and Future Planning 

On the final morning, conference participants worked in small groups to evaluate the conference and to discuss a possible future gathering. Everyone agreed that another conference should be planned. Participants felt that, in spite of different terminology, legislation, and resources, the conference was valuable in learning about creative solutions to similar problems. Suggestions for a future conference that met with general agreement included the following: 

1. Select a focus for the conference and go into depth, rather than covering many topics. 

2. Have a plenary session first, before discussing particular programs. At this session, representatives of each country would explain their political, health, and education systems, so that participants will better understand the setting for each program subsequently described. 

3. Allow ample time for discussion. 

4. Request that speakers provide papers and/or visual aids. Publish proceedings from the conference. 

5. Schedule the next conference in one or two years in Europe, to encourage participation of additional European countries. Later conferences could be held in other areas, such as the United States. 

6. Publicize the conference well in advance, so that people have time to submit papers and to make arrangements to attend. 

There was considerable discussion about whether to limit the size of the conference. Participants agreed that the small size of the group enhanced discussion. However, they also agreed that it should not be an exclusive group and that it was important to involve more countries. A suggested compromise solution was that small groups could be formed around interest areas, allowing the overall size of the conference to increase. 

The group discussed whether a future conference should focus on a specific disability area. Participants observed that hearing impairments and deafness received little attention at this conference and could perhaps be the focus of a future conference. However, others pointed out that many issues touch all disability areas, for example, faculty development, volunteerism, and legal issues. 

A number of topics were identified for a future conference including (a) faculty/staff development, (b) funding resources, (c) volunteerism, (d) empowerment, (e) counseling, (f) specific disability areas, (g) adaptive technology, and (h) student exchange programs. 

Student exchange programs were discussed at some length. Conference participants need information from other countries about exchange opportunities for students with disabilities. The possibility was discussed of developing a guide for students of various study abroad opportunities with disability-specific information included. It was suggested that conference participants submit proposals to present at mainstream conferences, such as the Council on International Education, to heighten awareness among those who provide exchange opportunities. Participants also agreed that they should provide education to their campus international exchange organizations in order to open up new exchange possibilities for students with disabilities. 

Conference participants discussed a number of related projects. A conference for European countries will be held in Belgium in the near future, sponsored by FEDORA (Forum European D'Orientation Academique). Also planned is the development of a European directory of disability services for service providers and prospective students. The directory will identify services available and describe the accessibility of European universities. Several conference participants agreed to build on that work and develop an international directory. This directory would aid students with disabilities who are looking for international exchange opportunities. 

Conference delegates viewed this event as more than a learning experience. It was also the first step in organizing a group to address common issues and to advocate for change. They discussed the formation of a new international organization that would have the potential to influence government and higher education policy in member countries. This organization could perhaps become a branch or division of an already-established organization. This conference was also an important first step in increasing international cooperation and collaboration among disability student service providers. Future conferences will need to more clearly define the specific populations being discussed and the educational systems of countries represented. Hopefully future gatherings will include an even wider representation of countries interested in improving opportunities in higher education for people with disabilities. 

Resources
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Dr. Ingegerd Haglund, Stockholm University, Stockholm Sweden 106 91. (468-16-34-06). 

Dr. Alan Hurst, Student Services, Lancashire Polytechnic, Corporation St., Preston, Lancashire, Great Britain PR 1 2TQ. (0772-201-201). 
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