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Chapter I: Introduction

Over the years there has been a marked increase of students with dsabilitie
pursuing higher education. Between 1988 and 2000, “learning disabilities” were the
fastest growing category of reported disability among students (HEABBHUR=
Center, 2003). By 2000, two in five freshmen with disabilities (40%) cited a lgarnin
disability compared to 16% in 1988 (HEATH Resource Center, 2003). Prompted by
major legislation, beginning with the Rehabilitation Act of 1973 and most recenlly wi
the 2004 Amendments to the Individuals with Disabilities Education Act (IDEA),
students with disabilities have been enrolling in postsecondary education pragrams i
significant numbers (Sharpe & Johnson, 2001); however, peers without disabilities are
twice as likely to pursue postsecondary education (Fabian, 2007; Newman, 2005).

Although the number of students with learning disabilities attending college has
risen, they are still less likely than their nondisabled peers to attendec(ifiill,

Sitlington, & Alper, 2001). In 1994 (and again in 1999) the National Joint Committee on
Learning Disabilities (NJCLD) expressed concern that many studéhttearning

disabilities do not consider postsecondary options (Mull et al., 2001). Many studies have
supported this phenomenon reporting that adult adjustment of individuals with learning
disabilities can lead to low self-esteem; thus, limiting their motivatiorptoee post

school options (Blackorby & Wagner, 1996; Mull et al., 2001).

In addition, there is evidence suggesting that many students with disskititoe
enroll in postsecondary institutions have difficulty completing their postsegondar
programs (Mull et al., 2001). The National Center for Education Statistics (1994) found

that 52% of students with learning disabilities versus 64% of students without desabili



attained their target degree or were still enrolled. Murray, Goldstein, Nang&dgar
(2000) found that of the students who attended postsecondary education institutions, 80%
had not graduated five years after high school, compared to 56% of youth without
disabilities. Ten years after graduating from high school, 56% of youth withrigar
disabilities had not yet graduated from postsecondary education, compared to 32% of
individuals without disabilities.

Certain policies have been mandated to support students with disabilities such as
IDEA, Rehabilitation Act of 1973, and No Child Left Behind Act of 2002 (NCLB).
These acts were passed to improve transition services in order to promoteiacade
achievement and gainful employment for students with disabilities withtee of
facilitating successful postschool outcomes. Despite federal poliaiesitiatives to
allocate resources to support career and transitional competencies of indiwdhbal
disabilities, the educational attainment of adults with LD remains subdiiabgtow the
general population (Gregg, 2007; Wagner, Newman, Cameto, Garza, & Levine, 2005).

Perceptions and Expectations of Youth with Disabilities

The National Alliance for Secondary Education and Transition highlight the
importance of youth’s attitudes as a crucial component in the successfiticnaois
youth to early adulthood (2005). The National Longitudinal Transition Study — 2
(NLTSZ2) is one of the few studies which addresses the lack of knowledge regarding the
perceptions of youth with disabilities toward secondary school. The NLTS2reedm

the perceptions of youth with disabilities regarding academic challen¢gggarsonal

! The youth who are the focus of this report represaly a subset of youth with disabilities recaiyi
special education services in secondary schod@i 2not the entire population. This report present
findings drawn from the first time data were colgtdirectly from the youth in 2003; they were afjbs
19 at the time.



challenges, school safety, services and supports receive at schodiicaffilish school,
and enjoyment of school (Wagner, Newman, Cameto, Levine, & Marder, 2007). The
following results! were reported based on youth’s view of secondary school and
expectations of their future:

e Based on all measures, youth with disabilities have positive
views of school,

e The majority of youth with disabilities do not find school
particularly hard, and most report having no more than
occasional problems completing homework, paying attention,
or getting along with teachers or other students;

e Most youth expect they will graduate from high school with a
regular diploma; however, they are less confident they will

attend a postsecondary school (Wagner et al., 2007).

Adjustment to Postsecondary Education for Students with Learning Disabilities

The transition to postsecondary education may require changes in residence,
different social relationships, increased financial demands, and uncedfgatreer
aspirations (Wehman, 2006). College life can be unsettling and challengyayfay
adults, often affecting their independence, initiative, and self-regulatiodéBy
Milburn, 1990). Research has shown that first year college students experieogs vari
academic and social adjustments to their new environments such as loneliness,
disconnection from family and friends, heightened interpersonal con8lintisfinancial
burdens (Baker & Siryk, 1980; Lopez, Campbell, & Watkins, 1988). If such issues

remain unresolved, students experiencing difficulties are more likelyttthexi



postsecondary institution. Gregg (2007) purported that the adolescent and adult
population with LD continues to be underserved and underprepared to meet the demands
and standards of postsecondary education.

In response to increased enroliment of students with disabilities in postsgconda
educational institutions, many studies specifically examined the psychbadjistment
to college or university environments for them (Saracoglu, Minden, & Wilchesky, 1989).
Variables associated with student adaptation to college included problem-s&lilg)g s
visibility of resources, peer supports, stressful interactions, attachmentity, tand
satisfaction of classroom accommodations. Certain studies specifbdisaed
outcomes and experiences of students with LD. Although adjustment factors are unique
to each individual, the overall psychosocial impact of LD continues in adulthood. When
combined with the complexities and responsibilities of the postsecondary setting, it
impacts the student’s ability to adapt to life changes (Ryan, Nolan, Keingdsdm,
1999). Furthermore, college students with learning disabilities experigmegcaintly
poorer academic adjustment to the college setting compared to collegesstwitiemit

disabilities (Hartman-Hall & Haaga, 2002).

Self-Efficacy and Academic Performance

Tinto (1993) emphasized that the key determinant of persistence at and success in
college is commitment. In addition, he indicated that aptitudes and capabilitigbudent
to a sense of academic confidence or efficacy that influences goal woemni Over the
years there have been several studies that address academic selj-afia determinant
of success of high school to university transitions (Chemers, Hu, & Garcia, 2001, Choi,

2005; Hampton & Mason, 2003). Unfortunately, research has indicated that youth with



LD have poor self-concepts and low self-esteem, which can adversely affdetrac,
social, and employment success (Ryan & Price, 1992; Yuan, 1994).

Greenbaum, Graham, and Scales (1995) among others (i.e., Wehman, 2006)
found that successful students with LD had the following characteristiasdiegilities
were in the mild to moderate range; significant others provided guidance, eyaoerd
and support; they accepted and were knowledgeable about their disability and how their
disability affects their learning status; and they possessed high levetsmwhidation,
perseverance, and a belief in their abilities to overcome certain obstactespleting
their educational pursuits. Self-efficacy is an important component of aitadem
achievement. Several studies have shown the importance of students possessing high
academic self efficacy which positively influences academic pedoce (Lent, Brown,

Larkin, 1986; Pajares, 1996; Sarcoglu et al., 1989, Slemon & Shafrir, 1997).

Statement of the Problem

Admission to postsecondary institutions is only the first step in the process of
becoming a successful student. Students with LD have unique challengesu#tsod res
their disability as well as dealing with institutional barriers thay impact academic
success (Ryan et al., 1999). The recent NTLS2 data reveal that the nudjpoityt
with disabilities have positive views of their secondary school experiencesyéwhey
are less confident that they will attend postsecondary school (Wagner2@04l). Itis

assumed that students with LD have received the necessary academikrskilsedge

2 The descriptive findings regarding youth’s selinesentations are reported for the full samplecoily;
those findings are heavily influenced by informatfmrovided by youth with learning disabilities, who
constitute 63% of the weighted sample (Wagner.eR@D7). Youth with mental retardation, emotional
disturbances, or other health impairments, andcpleeguage impairments constitute 12%, 12%, 5%, an
4% of the weighted sample, respectively (Wagnat.e2007).



about their disability, and rights and responsibilities at the secondary levbli¢ve
success. Yet, the President’'s Commission on Excellence in Special Eduza@iah (
posited that many federal programs fail to allocate the necessary redounpsove
successful transition of students with disabilities to postsecondary and emeploy
settings. This study focuses on how well students with LD perceive thévifess of
their transition experience in preparation for postsecondary education.

Significance of the Study

To improve postsecondary outcomes for students with LD it is important to bette
understand the relationship between high school transition experiences, academic sel
efficacy, and academic adjustment in determining their overall impact omaicade
performance as these students pursue college. Understanding theesfésstiof
transition experiences could serve as a basis for developing and implemmemisigon
activities that contribute to postsecondary academic success. In additidts, géthis
study may assist disability professionals and postsecondary institutistngdre
transition activities and ease the adjustment of students with LD in postsgcondar
settings. These efforts may increase retention rates for univeusigngs with LD.

Other professionals such as teachers, transition specialists, retiabittaunselors,
school administrators, school counselors and postsecondary disability professithnals wi
have information to promote educational goals, personal growth, and student adjustment

Purpose and Research Questions
The purpose of this study is to assess whether or not students with LD perceive
their transition experience as effective. The significance of thiangses to gain a

clearer understanding as to students’ with LD perceptions of their own wansiti



experiences in order to identify implications for how high schools and postsecondary
institutions can adequately prepare students for postsecondary success. Io,dbisg s
study will explore self-efficacy, academic adjustment, as welbasitional issues for
students with LD. Provided the educational attainment issues faced by studemhtS wi
this research will expand knowledge and contribute to disability service povfalssi
designing and implementing programs that support students with LD and increase
retention rates and overall academic success of this population.

The study is guided by the following research questions:

1. What are the perceptions of college students with LD regarding theirdsegon
transition experiences in preparation for postsecondary education?

2. What is the relationship between positive/negative perceptions of secondary
transition experiences and (a) academic self-efficacy; and (t¢eia
adjustment to campus setting?

3. What are the contributions of each of these variables (a)positive/negative
perceptions of secondary transition experiences; and (b) academic salfyeftic
academic performance (academic adjustment and GPA) in college studants wi
LD?

4. What are the relationships between students’ demographic charactansti@
students’ perceptions of secondary transition experiences, (b) academic self-

efficacy, (c) academic adjustment, and (d) GPA?



Definition of Terms
For the purpose of this study, the following definitions apply:

Academic Adjustment Refers to the fit which students achieve
with the academic context of the college
environment (Ramsay, Barker, & Jones,
1999).

Academic Performance Will be measured in this study as self-
reported cumulative/current semester GPA

Learning Disabilities A student with a learning disability has a
documented discrepancy of strengths and
weaknesses related to internal information
processing, which can lead to a variety of
difficulties in acquisition and use of the
person’s abilities in speaking, listening,
written expression, or mathematical skills.
(National Joint Committee on Learning
Disabilities, 2004)

Perception Defined as students’ with LD opinions and
insights regarding transition experiences.

Postsecondary Education Education beyond high school,
including vocational and career schools and
2- and 4-year colleges and universities.

Transition Plan A document that is a part of the larger
Individualized Education Planning (IEP)
document. It includes student preferences
and interests concerning postschool plans
and the course of study required to prepare
the student to accomplish his/her plans.
The document also outlines future planning
tasks/activities that are to be completed by
IEP team members, including the student,
using designated timelines (National
Council on Disability, 2003).

Transition Services A coordinated set of activities for a student
with a disability that (a) is designed within
an outcome-oriented process, that promotes
movement from school to postschool
activities, including postsecondary
education, vocational training, integrated



Secondary Transition Experiences

Self-Efficacy

employment (including supported
employment), continuing and adult
education, adult services, independent
living, or community participation; (b) is
based on the individual student’s needs,
taking into account the student’s
preferences and interests; and (c) includes
instruction, related services, community
services, the development of employment
and other postschool adult living
objectives, and if appropriate, acquisition
of daily living skills and functional
vocational evaluation (IDEA, 2004).

Activities for a student with disability
designed to prepare the student for a
variety of postschool options, including
postsecondary education, vocational
training, or supportive employment;
specific activities occur durind"9-12"
grade.

Refers to an individual’s perceived
capability in performing necessary tasks to
achieve goals (Bandura, 1997). An
individual's perceived self-efficacy is
believed to influence choice of tasks, the
level of task performance, amount of effort
put into performing chosen tasks, and
perseverance in the task performance
(Bandura, 1997).
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Chapter II: REVIEW OF THE LITERATURE

Introduction
The transition from high school to postsecondary education can be an arduous

task for young adults. This process is one of exhilaration, adventure and interekt as w
as being emotionally fueled with confusion, frustration and discouragement. &dras b
found that positive self-efficacy has a significant impact on whether or negeoll
students graduate (Bandura, 1997, Costello & English, 2001, Allen, 1999). The
completion of a postsecondary degree has been associated with higher eanplayes
and higher incomes. The success of young adults during this process wiltredfec
ability and confidence to achieve an independent lifestyle. Academic suochssing
graduation, is even more challenging when a student has a learning digabijjtis a
member of a non-college educated family or is a first generation immhig&udies have
shown that learning disabilities diagnosed in childhood continue to affect academic
social and vocational functioning into adulthood (Costello & English, 2001, Kerka,
2002).

There has been a marked increase of interest in programs and servitsdefoiss
with disabilities who are attending postsecondary institutions (Sitlington, 2008nbllati
Center on Education Statistics, 1999; Vogel & Adelman, 1993). The number of first year
students with learning disabilities has increased tenfold since 1976, resultindants
with learning disabilities becoming the fastest growing group of ecokfigdents with
disabilities receiving services (Sitlington, 2003, Norlander, Shaw, & McG1L&@0). A
survey of postsecondary offices for students with disabilities indicatedttitients with

LD constitute more than one-third of all students with disabilities servathgdia 2004).
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Although some postsecondary programs reach out to neighboring public schools in an
effort to facilitate the transition to higher education, high schools are not ndgessa
actively involved in this process as it relates specifically to the needsdeinss with LD
(Durlak, Rose, & Bursuck, 1994). Unfortunately, research suggests that mangeof the
students have difficulty completing postsecondary programs (Durlak et al., 1994).
Hasazi, Furney, DeStafano (1999) defined transition as “a series of purposeful
activities designed so that the students have the skills, opportunities, and suppateto loc
and maintain employment, to pursue postsecondary level education and training, to
participate in the social fabric of the community, and to make decisions abouitvgsir
Over a 40-year period, Congress has been grappling with issues affecting individual
with disabilities and developing legislation to support and prevent discriminatidn in al
aspects of life. These challenges have broad implications for programs spscial
education, general education, and other organizations dedicated to supporting young
adults with disabilities as they make a transition from high school into emphbyme
postsecondary education, and other aspects of adult life (NCSE, 2004).

Conceptual Framework

The NTLS2 was designed to gather in-depth information regarding secondary and
postsecondary experiences of youth with disabilities. The study began in the 2000-2001
school year and sampled students between the ages of 13-16 who were at feast in 7
grade and received special education services. Specifically, the NLTS{ sxaveines
self-representations and expectations of youth with disabilities, how they alifioss
disability categories and demographic groups, and how parents and teaoteive filee

student’s school program and performance. The NLTS2 provides a wealth of
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information to begin the process of understanding students with disabilities)pense
regarding their secondary school experiences, data which have influencedehée curr
study.

Conceptual Model for Current Study

Pursuit of postsecondary education has been statistically related to students’
engagement in their schooling during their high school years (Finn, 2006; Fredricks &
Eccles, 2006; Mahoney, Cairns, & Farmer, 2003). There are a variety of se¢hdate
provide support, counseling, and preparation for postsecondary education-bound students
with LD. However, there is limited research addressing the perceptionslehtt with
LD regarding aspects of their transition experiences in preparation feepostiary
success. Brigharm, Morocco, Clay and Zigmond (2006) identified five school-wide
strategies which promote academic achievement in high schools spgciticalie
benefit of students with disabilities. For the schools that participated irutis & was
found that having LD was not a barrier to mainstream learning or overall academi
achievement (Brigharm et al). The authors devised a “Theory of Action” farwdhad
be considered “good” high schools based on how the five school-wide strategies are
integrated within programs that support students with disabilities. The fotjowi
describes these five strategies:

Strategy 1: provide challenging academic opportunities;

Strategy 2: students must have an ensemble of supports that balance their

needs;

Strategy 3: students become motivated to succeed when they experience a

sense of connection and belonging to the school through relationships
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with adult and/or other students;
Strategy 4: An adult community of teachers, specialists, parents, and
administrators work together to design and teach courses that reflect
state standards and design and staff support structures that can be

tailored to individual students ;

Strategy 5: Responsive leaders manage to balance demands for accountability

for individual students’ growth and for accountability to state

standards and assessments.

These strategies were obtained through case studies of three high schools.
Researchers revealed that one important unanswered question remained, “hegeare t
high schools preparing students with LD to transition into work and higher education, and
how well do they do after they graduate?” (Brigharm et al, 2006).

In terms of addressing this question, the NTLS2 studies (Levine, Marder, &
Wagner, 2004) were the first to identify youth with disabilities’ perceptadrtheir
transition experiences. The NTLS2 study specifically addresses #Htethat affect
youth with disabilities success, such as academic challenges, isterplechallenges,
school services and support, affiliation with school, and enjoyment of school. These
areas collectively measure youth with disabilities’ perceptions oftthasition
experiences and were used in the current study. The conceptualization for this stud
focuses on the predictor variables which have been found to be associated withacademi
success. The criterion variables in this study are academic adjustrdesaifareported
GPA (See Table 1).

Table 1
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Conceptual Model for the Current Study

Predictor Variables Definition Empirical Research
Students’ Perceptions Students’with LD National Alliance for
opinions and insights Secondary Education
regarding transition and Transition emphasize
experiences. the importance of youths’

attitudes as an essential
component in successful
transition (2005).

NTLS2 study was the

first to address the lack of
knowledge of students’
with disabilities
perceptions about their
transition experiences
(Wagner et. al., 2007).

Academic Self-Efficacy Refers to an individual's Academic skita&cy is
perceived capability in a determinant of
performing necessary postsecondary success
tasks to achieve goals (Chemers, Hu, & Garcia,
(Bandura, 1997). 2001; Choi, 2005;

This study focuses on Hampton & Mason,
academic self-efficacy (2003).

which is the belief in one’s
ability to complete the
necessary steps to

achieve academic success.

When students with LD enter college, they have certain transition experibate
have or have not prepared them for academic success at the postsecondary institution.
More specifically, this study will examine components of academic suceEssured by
GPA and identify if any relationships exist between perceptions of secondaiyidmm
experiences, academic self-efficacy, academic adjustment, amdatied GPA. The
conceptual model of this study specifically focuses on college students with LDs

perceptions of their secondary transition experiences and the impact on postsecondar
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academic success. The researcher recognizes the importance of atkacaslon
academic success such as parental involvement, teacher interaction, onsreietions;
however, these factors can be addressed in future research.

Students with LD attending postsecondary institutions have many challenges that
prevent successful completion of a degree. Although a great deal is currentty know
about a wide range of factors influencing academic success, verislktiewn about
student preparation prior to entering higher education and the impact of transition
services. To cover the most relevant information, the current literatuesvresl
examine transition services that affect individuals with LD. The followanegs will be
discussed in this review: policies and legislation influencing transitioicesrveview of
transition studies; overview of best practices in transition; academiemped facing

students with LD; academic preparedness; self-efficacy; and acaadjostment.

Policies and Legislation affecting Transition Services
IDEA — The “Special Education” Law

The Individuals with Disabilities Education Act (IDEA) is the primary lat
governs treatment of students with disabilities from pre—school through high school
years. Formerly known as the Education for All Handicapped Children Act of 1975 (P.L.
94-142), it established specific minimal standards for state and local comptiance
educating youth with disabilities from age 3 ¥2 to age 21 or graduation from high school,
whichever comes first. Its basic provisions require all federally fundealscfad
public schools included) to provide free, appropriate, public education in the least

restrictive environment; nondiscriminatory testing, evaluation, and placeprea&dural
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due process of law; regular parent (or guardian) consultation; and approguicaé@al
services as specified in a written Individualized Education Program. (IEP)

Many students enrolled in special educational services receive an Indzedual
Education Plan (IEP) which is developed by a team of professionals and famibensem
within the school serving the student. An IEP is designed to support the student’s
attainment of his or her future career and academic goals, by identifyigeseand
supports needed in order to achieve them. Although IDEA is a federal statutés there
considerable margin within the law as to precision of classification, how schoails obt
and report information, as well as other implementing regulations; therdfere are
substantial differences in how IDEA is practiced from state to skatether words, the
overall goal is the same; yet implementation differs.

Since the passage of IDEA in 1975, there have been numerous amendments
which have created some substantial changes to it. This section will focus on these
changes. The passage of the 1997 amendments to IDEA resulted in better transition
services (Hitchings, Retish, & Horvath, 2005). Under IDEA (1997), an annually updated
statement of “transition needs” was required beginning at age 14. By the age of 16, a
“statement of needed transition services” was required, to mirror the radhdat
transition services be a coordinated set of activities (Hitchings et al).

The pursuit of higher education has been targeted as an important transition
outcome for students with disabilities due to the impact of a college degree on future
adult outcomes (Madaus & Shaw, 2006). The National Center for Education Statistic
found that students with disabilities who graduate from college exhibit simila

employment rates and annual salaries as compared to their peers withollitidss
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(2000). The 2004 reauthorization of IDEIA (Individuals with Disabilities Education
Improvement Act) contained several changes that directly address tiseofisaablents
with LD who are preparing for transition to higher education. Of note, chafigesthe
areas of assessment and transition planning. The area of assessnigmat jsncthat
students with LD who seek postsecondary education must provide documentation to the
college/university in order to secure protections and services under Section B84 of t
Rehabilitation Act of 1973, which will be discussed later. Under IDEIA amendments
schools are not required to update a student’s disability documentation prior tc; exiting
therefore these students may be required to provide documentation necessarytie meet
post-secondary guidelines, an effort requiring additional time and moneydenss and
families (Shaw, 2005).

The most recent 2007 IDEIA amendment supported the following changes:
emphasizing substantive requirements of the special education processgd i
with No Child Left Behind (NCLB) provisions such as adequate yearly proggpest
(AYP), highly qualified personnel, and evidence based practices; and atkgibgity

requirements (Yell, Shriner, & Katsiyannis, 2006).

Section 504-Civil Rights for Individuals with Disabilities

Congress passed the Rehabilitation Act of 1973 (P.L. 93-112) which funds the
public system of vocational rehabilitation services in the United States.V]@ection
504 of the 1973 Act states:
No otherwise qualified person with a disability...shall, solely on the basis

of disability, be denied access to, or the benefits of, or be subjected to
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discrimination under any program or activity provided by any
entity/institution that receives Federal financial assistance.

Case law has clarified some of the more ambiguous terms presentetidn Sec
504 regarding postsecondary education. For example, the term “otherwise djualifie
means that the student has to meet the requisite academic and technical stasgéaels i
of his/her disability when requesting reasonable accommodation (Davis v. Stertheas
Community College, 1979). Securing services from the postsecondary institution is
required upon disclosure of disability and formal request of services (Salvadotl, v. Bel
1985). In addition Subpart E of Section 504 emphasizes that recruitment and admission
must be handled in a nondiscriminatory manner. In other words, postsecondary
institutions cannot inquire about disability status; therefore, it is the student’s
responsibility to notify the institution of his/her disability in order to request
accommodations. There are also precise regulations governing the waghreghal
opportunity should be fostered in the areas of admissions, appropriate academic
adjustments, counseling, advising, athletics, and employment assistance.
ADA-Americans with Disabilities Act of 1990

In 1990 Congress enacted the Americans with Disabilities Act (ADA) to provide
a lucid and comprehensive law to eliminate discrimination against individuals with
disabilities. Title | of the ADA prohibits discrimination on the basis of digahiti
employment. Title Il prohibits any entity funded by state or local goaent from
discrimination on the basis of disability. Title Il of the ADA extendsnndates to
privately funded entities that provide their goods, programs, or services to the public

Title IV is dedicated to assuring access to telephone and communicationssystenV
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of the ADA addresses technical provisions. While the ADA does not addressdransit
services directly, its provisions regarding physical and technologicassibdity,
employment non-discrimination, and transportation services have had a sabstett
on improving opportunities for youth and adults with disabilities.

Other laws affecting transition services

In the last twenty years, other federal laws have guided recent edulcationa
reforms. It is quite obvious that both federal and state support is necessaicésssin
the area of transition. The passage of these laws prompted the development of
comprehensive strategies designed to increase standards for acadbodcupational
systems; state and local accountability systems; improvement of sgkmatien
programs; and increase collaboration with schools, employers, postsecondanyonstit
and other entities. Through legislation such as the Technology-RelatecAcsikir
Individuals with Disabilities Act of 1998, the Carl D. Perkins Vocational and Applied
Technology Education Act of 1990, the Goals 2000: Education Act of 1999, and the No
Child Left Behind Act of 2002, Congress provided support for students with disabilities
at the state level.

In the area of vocational education, the Carl D. Perkins Vocational and Applied
Technology Education Act of 1990 established equal accessibility to vocationali@ducat
for students with disabilities. In essence this legislation prompted the deeslibpm
various programs such as vocational education classes, work-study for stutténts, a
postsecondary technical education programs. For example, the “Tech Prepirprogr
attempts to integrate secondary curriculum with that of community and telchnica

colleges. Due to federal funding, all 50 states have some type of a Tech Pramprogr
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These programs develop technically oriented curricula that span the lagaxgmf high
school and the first two years of college. According to Bragg, Kim, and Ba20éa)(

39 of the 50 states report targeted efforts to serve special populations,thadal/e
minorities, and low-income student. The Office of Vocational and Adult Education

(2003) expressed, “many of our youth with LD drop out of high school before they have
the opportunity to access Tech Prep programs”; however, the Tech Prep modelthas grea
potential for many students with LD. To prompt certain changes, more spg@ificit

rigor in curricula as well as modification of existing standards is me@akeegg, 2007).

The recent No Child Left Behind Act (NCLB) of 2002 mandated federal
involvement in education. In response to the disproportional achievement gap between
disadvantaged minority students and their peers including students with disalfilgies
NCLB had four major goals: strengthen accountability for results,aserparental
flexibility and control, increase parental options, and usage of empiricatid b@aching
approaches and strategies.

In a recent report, The National Council on Disability (NCD) discussed the
impact of the reauthorizations of IDEA and NCLB (2008). A fundamental tension exists
between the two laws due to their differing historical approaches (NCIBA fbcuses
on individualized needs assessment, service provision, and performance measurement
approach; whereas, NCLB emphasizes a shared objective of quality education by
requiring statistical indicators of progress mainly through standardizédd. In light of
this distinction, one of the growing concerns is how and to what extent are stuilents w
disabilities factored in the statistical composites by which school systerevaluated

under the No Child Left Behind Act (NCD). Adequate yearly progress jA&{ports are
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the essence of NCLB. States, school districts, individual schools, and subgroups of at-
risk students, including students with disabilities must improve test sconeyéar to
year. Failure of particular schools to achieve AYP results in correctimsor
penalties. Overall, inadequate results will lead to loss of funds and even schoobclosing

NCD reports that Congress considering expanding NCLB, which covers
elementary and secondary schools, to cover postsecondary education as welll{2008).
this expansion occurs many things can be done within the framework of curreat law t
improve access, choice, participation, and outcomes for students with disahilities
college. Several considerations should be made incorporating the legal provisions of
ADA and Section 504, such as involvement in accessible design of university fgcilitie
assistive technology resources, and accessibility of curriculariaiate

While laws have been enacted to improve transition services, reseaayers h
presented alarming information regarding the quality of transitionit&s among Local
Educational Agencies (LEAS). In one study, “model” and “representaties’ siere
compared by a cross-case analysis (Hasazi, Furney, & DeStefano, 1999)seAsalow
that model sites provided leadership support in the transition process within thog, distri
interagency collaboration agreements, planned professional development, atidriransi
initiatives integrated with other general education initiatives (Hataa). On the other
hand, representative sites lacked adequate support for students 18 to 21 years, served a
smaller number of students, and reported pressure to choose between academic and
vocational training curricula (Hasazi et al).

For many youth, "a successful transition into the labor force is contingent upon a

successful transition from special education to the adult service delivesynSyst
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(DeStefano & Snauwaert, 1989, p. 37). A special report from the President’s
Commission on Excellence in Special Education purported that “transition seméces a
not being implemented to the fullest extent possible and that meaningful results do not
occur. IDEA’s federal requirements are too complex for educators, studentds [zare
others (such as vocational rehabilitation program counselors) to understand what the la
requires and when it is required” (2002). To ensure positive post school outcomes for
students with disabilities, reform is crucial in implementing fedevaliathe state level.

Another report directing efforts to improve postsecondary outcomes for studen
with disabilities was published by the General Accounting Office (GAO) in 200& T
report focused on IDEA and current literature and recommendations in regards to
transition challenges affecting students with disabilities dropping out of high school
Highlighting the fact that students, parents, and others consistently idemtififiude of
transition issues, such as the lack of vocational training and poor collaboration between
schools and service providers, the report reemphasizes the ineffectiveri2iSa'sf |
policies and procedures regarding transition to postsecondary education and emiployme
settings.

This section has reviewed legislation that affects transition of studehts wi
disabilities to adult life. Although several acts were developed to proteaghts of
students with disability in the area of education and employment, there is a bveakdo
implementation which ultimately affects the experience of the transitanegs,
academic success, and post school outcomes. The next section will addresgshe iss
that students with LD experience in transitioning from high school to postsecondary

education.
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Review of Transition Studies for Students with LD

Traditionally, transition services were offered to students with sevgretioe,
physical, and sensory disabilities. It was assumed that students witbskBsged the
necessary cognitive skills that supported their transition into adult lifs¢Bas Smith,
1996). More attention has been paid to services for LD students as a result of outcomes
of longitudinal studies which reported bleak post-school outcomes for this population
(Collet-Klingenberg, 1998; Edgar, 1987; Schumaker, Deshler, Alley & Warner, 1983).
Compared to the general population students with LD still have high rates of
unemployment and underemployment even though they have the highest employment
rate of all disability categories (Edgar; Humes & Brammer, 198bn@in & Frank,

1990). Research has shown that only 17% of students with LD who are eligible to enroll
in post-secondary education actually do so (Fairweather & Shaver, 1991). Thisis a
drastic difference from the 56% of the general student body. Once the fielctiad spe
education and disability service professionals recognized that learnibgitiesacan

impede adult functioning, transition efforts and research to support transition programs
were initiated for students for LD.

Dowdy, Carter, and Smith (1990) reviewed the self-perceived differences in the
transition needs of secondary students with and without LD. A transitional services
survey was developed to examine differences in: (a) identification aragoals; (b)
self-perceived social support system; (c) assistance in transitiorsétomol to work; (d)
post-graduation goals; and (e) self-perceived assets and limitatiospéttréo goals
after high school; and (f) knowledge of vocational rehabilitation servicesh régard to

career goals, both groups reported that parents had the greatest impact orctbioses.de
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In addition, parents assisted in securing employment during high school. Both groups
expressed a need for more assistance in career goals and planning. When duestione
about college, 63.9% of students with LD indicated that their parents would provide
assistance if they attended colleges compared to 98.3% of NLD students. Witht@spe
existence of support programs, Dowdy et al., reported few differences betuwaents

with and without LD. Most support programs for students with LD were provided
through vocational rehabilitation agencies whereas support programs for ddéhtst

were administered in their high school business courses.

To expand the focus of transition, Hicks-Coolick and Kurtz (1997) examined
factors contributing to success for students with LD pursuing postsecondaayieal gy
conducting semi-structured interviews with disability service professianaise
postsecondary settings. In an effort to gain a representative samplesheiseahnose
nine postsecondary institutions which included two private colleges, two state
universities, two public four year colleges, one community college, and twaorcdat
schools. The main research question was, “What personal characteristitsitetar
the postsecondary academic success of students with LD?” (Hicks-CodfiaktZ&,

1997). Researchers three interrelated factors — motivation, preparationlfand se
advocacy - that differentiated a successful student with LD.

Participants in this study purported that successful students deemed postsecondar
education as their primary objective; therefore, these students utilizeddéssary
support services available to achieve their goals. Motivation and diligenasdtow
achieving an objective were not necessarily reflected in the GPAs eartiezl diydents

with LD. Academic preparation was crucially important to meet thdesiges in a
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postsecondary setting. These challenges were met when students developed self-
advocacy skills.

In responding to the need for transition services, secondary and post-secondary
institutions developed a variety of programs. For example, Dalke and Schmitt (1987)
examined the outcomes of a summer transition program that supported student3 with L
seeking postsecondary education. They reported that the GPAs for the sem#stsefor
who participated in the program were significantly higher than the GPAs sfutients
who had not participated. A 17-item questionnaire was designed to assess the students’
transition needs. Administered at the end of the program, the results illudteated t
students ‘overall satisfaction with the program. Students reported a heightened
awareness and knowledge of their disabilities as a direct result of thiegnaceived
during the program.

The U.S. Department of Education funded the National Longitudinal Transition
Study (NLTS-2) in an attempt to document the experiences of a national sample of
students who were 13-16 years of age in 2000 as they progressed from secondary school
into adult life. This study focused on a wide range of important topics such as high
school coursework, extracurricular activities, academic performancegpostiary
education and training, employment, independent living, and community participation
(Wagner et al., 2007). The NLTS2 was designed to be a ten-year study to dgythin-
information regarding secondary and postsecondary experiences of youth with
disabilities. Research participants included students, parents/guardiensrgeand
school administrators. Data collection procedures included parent telephoviewsger

youth telephone interviews, student in-person interview, teacher survey, schoafmprogra
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survey, school background survey, and transcript requests. In addition there were five

waves of data collection where certain groups were assessed everytsvo yea

Results from the first wave of data collection provide a wealth of information

regarding youth perceptions and expectations of school and transition experiences.

Specifically, NLTS2 finding&revealed (Wagner et al., 2007):

On virtually all measures, positive views of school predominate,
and strongly negative views are held by a minority of youth with
disabilities;

The majority of youth with disabilities report not finding school
particularly hard, and most report having no more than occasional
problems completing homework, paying attention, or getting along
with teachers or other students;

Almost half agree “a lot” that they receive the services and
supports they need to succeed at school, and the majority report
enjoying school at least “pretty much”;

The most negative views (e.g., having daily problems at school,
finding school “very hard,” or not liking or feeling part of school
“at all") are held by 1 percent to 11 percent of youth with
disabilities across measures;

Most youth expect they will graduate from high school with a
regular diploma. They are less confident they will attend

postsecondary school;

% This report reveals results based on the firstangf\data collection directly from youth, ages %5-ih
2003. Self-perceptions, views of secondary schmarsonal relationships, and expectations fronfuhee

were analyzed.
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e Youth tend to hold higher expectations for themselves than their
parents hold for them. Despite this difference, parents’ and
youth’s expectations are related to each other in that youth who
hold higher expectations for their own futures also tend to have
parent who hold high expectations for them.

Best Practices in Transition

There are extensive resources that explore the history of transitigaotess of
transition, transition models, and reported best practices in transition. yoenti#ctors
of successful secondary special education programs has been one areaué litgtia
scarce information. Since the IDEA was first authorized, the federnakeQff Special
Education and Rehabilitation Services (OSERS) emphasized transition astg, [amaki
over 266 model programs as well as more than 500 projects were established to focus on
transition education and services for students with disabilities (Rusch, @Hadseh, &
Szymanski, 1982; Kohler & Field, 2003). The final result of implementation and
research led to identification of several factors that contribute to beitpsaa
transition.

A number of common factors have been presented among the myriad of best
practices research. The most frequently cited factors include:gatena collaboration,
vocational assessment, vocational skills training, social skills trairangeiceducation
curricula, paid work experience, written transition plans and family involvemess(F
1999). Collet-Klingenburg (1998) asked service providers and educators from
Minnesota to indicate what factors are critical to effective triamsglanning for students

with disabilities. The factors generated from the study were: (a) staderiamily
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involvement, (b) an emphasis on total life experiences, (c) agency involvement, (d)
training in self-awareness and self-advocacy, (e) comprehensive tnamdins

following secondary education, (f) IEP team member collaboration, (g¢reage for
transition planning (14yrs), (h) transition plans based on student needs and desired adult
outcomes, (i) functional instruction which includes student experiences, and (jphahcti

life skills taught in natural settings.

In an analysis of 46 transition studies consisting of theory-based,
experimental/quasi-experimental, and follow-up research, Kohler (1993) idéntif
vocational training, parental involvement, interagency collaboration, socialts&ifishg,
paid work experience and individualized transition plans as best practices itnomans
Minskoff (1996) found the following essential components for transition programs for
students with LD:

Individual transition plans

Vocational education and training

Work experience

Social skills training

Parent involvement

Interagency coordination

Integration with non-disabled persons in vocational and work settings
Academic support

. Vocational counseling

10. Job seeking and job placement services

11. Personal counseling

12. Supportive services from an advocate

13. Program evaluation involving follow-up and follow-along

CoNoO~WNE

Other researchers have identified similar components and have sought to develop
general models and strategies and/or generate information usefulgaamro
development and implementation (Zigmond, 1990; Kohler, 1993; Phelps & Hanley-

Maxwell, 1997). Furthermore this research has provided a synthesis of findings from
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specific implementation and follow-up studies, as well as the development and
dissemination of transition services and programs standards.

Another result of transition studies was the heightened recognition thatidransit
into adult life is a complex process where a myriad of factors affectrgfidiees after
school completion (Benz et. al, 2000; Kohler 2003; Wehmeyer & Schwartz, 1997).
Overall studies suggest that successful transition requires the develgbmetadent’s
abilities through academic and other experiences, specific supports thateeahanc
facilitate those abilities, and applying abilities to real-life exgrerés (Kohler). Research
has demonstrated the importance of student involvement in the planning and preparation
for successful post-school outcomes.

Many studies have illustrated a variety of transition models for studetht$ i
that focus on specific outcomes such as quality of life, community living, and
transitioning from secondary environment to employment (Halpern, 1985; Halpern, 1993;
Wehman, Kregel, & Barcus, 1985; Will, 1985). A limited number of studies have
specifically focused on transition of students with LD to postsecondary educatiogs
(Evelo & Price, 1990; Dalke & Schmitt, 1987; Rojewski, 1992). Kohler (1996)
developed a comprehensive and inclusive transition model that affects atbadpec
transition planning, IEP development, life skills, community living, vocationalitrgj
family involvement, counseling, and postsecondary education. However, the initial
group involved in developing the model did not include professionals who were directly
associated with transition-related education and service delivery. Inoadstiident

perceptions were not included in the model development.
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Many researchers have examined effective transition practidesdapted a
broader conceptualization of transition planning, which Kohler (1998) referred to as
transition-focused education (Kohler & Field, 2003). Within each of these categoe
a myriad of transition approaches (Kohler, DeStafano, Wermuth, Grayson, &ni¢cGi
1994; Aune, 1991), evaluation studies (Kohler et al), and model transition project
outcomes (Rusch, Kohler, & Hughes, 1992). Recognizing the multitude of approaches
and conceptual organization of practices, it will be useful to focus on the comnesnaliti
among them. Using this approach, one can interpret elements associated v posit
student outcomes that are central across multiple studies. Kohler and Fiefcetienti
common elements through a three-phased research process that are indicdiked2n Ta
Each of these categories is reviewed separately below.

Table 2

Kohler and Field’s Categories of Effective Transition

Categories of Effective Transition Description

Student-Focused Planning Development of student goals using
relevant assessment information as a
basis for planning, student
participation in planning and
decision making, and student
evaluation of their progress in
meeting their goals (Matrtin,

Marshall, & Maxson, 1993; Ward &
Kohler, 1996; Kohler & Field, 2003)

Student Development Emphasis on life, employment, and
occupational skill development
through school-based and work-
based learning experiences; student
assessment and use of
accommodations is a crucial element
which provides a basis for evaluating
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how learning experiences result in
successful transition (Kohler &

Field, 2003).
Interagency and Interdisciplinary Synthesized efforts of collaboration
Collaboration help to facilitate community

involvement, organizations and
agencies in all aspects of transition
focused education (Kohler & Field,
2003).

Family Involvement Includes parental and family
participation in planning and
delivering education and transition
services (Kohler & Field, 2003).

Program Structure and Attributes Certain features that relate t
efficient and effective delivery of
transition-focused education and
services which include philosophy,
planning, policy, evaluation and
resource development (Kohler &
Field, 2003).

Student-Focused Planning

Student-focused planning assists students with disabilities to develop and enhance
self-determination skills through practice and application (Kohler &dFz003).
Transition planning for a student’s future begins in elementary and secasctiant. A
key component of student-focused planning is that all educational decisions are based on
students’ individual aspirations, interests, and goals, and that there is a ne@d to hel
students articulate short- and long-term goals (Kohler & Field, 2003). Students
participating in cross-curricula opportunities enhance student awareesoavation
to establish goals (Wehmeyer, Palmer, Agran, Mithaug, & Martin, 2000). Wdbrst
and family participation an IEP is developed to prepare students for the futucereeig t

make meaningful connections between personal and academic experiences.
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Key stakeholders in the transition planning process as mandated by IDEA include
school psychologist, educators, school administrators, agency personnel and
parents/guardians. Students are encouraged to actively participate whierslibést
development of self-advocacy skills and creates a context where studentpress e
themselves and discuss their needs. Effective planning involves student reflection of
their progress or lack thereof during the preceding year (Kohler & Field,.2003)
Collaborative Service Delivery

Collaborative service delivery is attained by interagency agresrtiaitclarify
roles, responsibilities, effective communication strategies, and other caligbo
components designed to strengthen curriculum and program development and service
delivery (Benz, Lindstrom, & Halpern, 1995). These collaborative processds assis
educators and adult service providers to identify educational opportunities and
community resources which support students with disabilities’ lifelong leaamdg
support needs. Researchers posited that interagency collaboration and support for
transitioning youth and their families is a crucial factor that when donesuglborts the
achievement of transition goals, but when done poorly, can limit or impede transition
goals (Devlieger & Trach, 1999).

Family Involvement

Family involvement can facilitate transition planning as well as iserea
successful school outcomes for students with disabilities. Researchefeuraléhat
family involvement leads to better school attendance, increased postsecondamesutc
and higher assessment scores, improvement of students’ self-esteenedutiarr of

drop-out rates (Blackorby & Wagner, 1996). Family involvement assists tisgioa
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team in developing appropriate printed materials that help to inform students alyd fam
regarding the process of transition and provide insight into future possible post-sc
outcomes for these students. Further, deFur, Todd-Allen, and Getzel (2001) ineestigat
parent identified factors which improved transition planning based on the development of
personal relationships. Parents identified effective service professaanésng
proficient communicators, knowledgeable about disability legislation, initiainag
maintaining collaborative relationships that link them with other families amhnzinity
resources, and serve as advocates for their children (deFur et al).
Program Structure

Program structure and school attributes offer a foundation for implementing
transition planning to support transition focused education. These structures influence
outcome-based practices in education and potentially lead to the expansion ofasurric
options such as community-level strategic planning, cultural sensitivitgaamission
and objectives, competent staff, and appropriate allocation of resources (HOBr
Kohler & Field, 2003). Program structures must be in place for transition programs
schools to establish systematic community involvement which leads to a variety of
educational options, community-based learning opportunities, systematiconabdisi
students in the social context of school, and heightening expectations relateld to skil
building, values, and postschool outcomes for all students (Edgar & Polloway, 1994;
Kohler & Field).

Hasazi et al’'s (1999) study described in the previous section found substantive

differences between both local and state level transition programsnegied under the
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IDEA mandates. They found the following factors as characteristic of eHecti
programs:
(a) incorporation of systemwide, student- and family-centered strgtegies
(b) fostering of effective and substantive interagency collaboratign; (c
facilitation of systemic professional development; (d) a visionary,
supportive, and inclusive form of leadership; (e) coordination of an
integrated set of reform efforts; and (f) emergence of connections among
variety of local and federal transition initiatives (Hasazi et al., 1999, p.
558).
These findings support the importance of developing program structures that ineorporat
a strong program policy and aligned philosophy that leads to effectiveitvariscused
education.
Academic Challenges for Students with LD
As students with LD seek higher education, they are faced with various
challenges and barriers to success. A learning disability is a defocagnitive
processing in one or more areas of attention, reasoning, processing, memory,
communication, reading, writing, spelling, and/or calculation. These gefiahifest in
the academic realm; thereby, infringing on the student’s academidealalitd
performance.
Evidence suggests that many students with disabilities who enroll in
postsecondary institutions have difficulty completing their postsecondary pr&gram
Murray, Goldstein, Nourse, and Edgar (2000) found that of the students with LD who had

attended postsecondary education institutions, 80% had not graduated five gears aft
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high school, compared to 56% of youth with no disabilities. Ten years after graduating
from high school 56% of youth with LD still had not graduated compared to 32% of their
non-disabled counterparts. Overall, there are internal and external factasringiute

to the decreased retention rates of this population, which will be discussed further.

Internal Factors that Affect Academic Performance

Students with LD have a variety of problems that contribute to their poorer
academic performance. Due to the nature of their disabilities, these staiderds
always spend more time and energy on their studies than do their peers (Rath & Royer
2002). Available study time is often a valuable commodity in college settings and
making less efficient use of it is often a burden and a source of discouragémsmne
cases, there may not be an adequate amount of time available for studyatigedyf
regardless of the students’ best efforts. In addition, students with LD oftemneaaineg
comprehension problems and other learning difficulties accompanied by uro€altpti
usually overly optimistic) views of their abilities (Stage, 1996; Rath &eRoy

College students with LD usually have difficulties in reading (Runyan, 1991),
written expression (Vogel & Adelman, 1992), and math (Vogel, 1985; Dunn, 1995). In
addition, many have trouble organizing and budgeting time, taking notes, taking tests,
identifying the essential requirements of a task, integrating informatiorgsaablishing
long and short-term goals (Dunn). Researchers have reported deficitsrealoé social
and interpersonal skills, as well (Rath & Royer, 2002). Mangrum and Strichart (1988)
suggested that some college students with LD drop out of college because of their
inability to handle the course load which is further complicated by reportetiosal-

social difficulties. For example, these students may be immature in handiatiges,
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and they may have personality characteristics associated with yondigeduals
(Mangrum & Strichart; Dunn; Stage, 1996).

Another issue that creates a barrier to academic success relates toltee afum
college-bound students with LD that lack an understanding of his/her disability and how
it affects his/her performance. Many students with LD are unabbetaie their
disability to others in plain language (Brinckerhoff, 1996). After years afesni
struggle in high school, these students may view themselves as lacking amglear
strengths or abilities, which may decrease their self-concept.

External Factors that Affect Academic Performance

Some students enroll in college because of pressure from parents seekigg presti
associated with a college degree (Levinson, 1998; Janiga & Costenbader, 2002).
Students may find themselves in programs that do not meet their occupational
aspirations, because the decision to attend college does not always takeoinitd tec
student’s career goals. For students with LD who have IEPs, transition plans do not
necessarily ensure that the student’s goals are being considered.

Additionally, students with LD lack the content preparation necessary to succeed
in college or have not been provided with learning strategies instruction that wilt per
them to generalize their skills across settings (Mitchell & Sel]d&95; Brinckerhoff,

1996; Gregg, 2007). Family over-protectiveness tends to heighten this issue of
preparation. For example, a student with a LD may adopt a teacher or parinds att
that she cannot do math or science, which is not necessarily the case. Thesemstydents
opt for less challenging classes, and usually are not prepared for the giffictie

material expected of college -bound students.
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Since learning disabilities are hidden disabilities, the needs of these stadent
not readily understood and accepted as are the needs of students with more obvious
disabilities such as visual or hearing impairments. Students with LD oftgritden
learning problems, wanting to distance themselves from the special eduabébthéy
carried in elementary and secondary school (Brinckerhoff, 1996). Unfortunatedy the
students may not seek the accommodations they need to succeed in college.

The adjustment from a secondary to postsecondary education also presents
difficulty for students with LD. Typically, the university setting providessl student —
teacher contact and larger class sizes (Mitchell & Sedlacek, 1995; LE38&r,Janiga et
al., 2002). College courses usually require long-range projects and infrequent
evaluations, in contrast to the short-term assignments and frequent gradingneegokein
high school (Janiga et al). College students have more unstructured time to nmahage a
often lose their familiar support network of family and friends. Although all students
college experience these new learning conditions, students with LD asatgrgisk for
failure because of their inherent learning difficulties (Lerner; Za@igl). Their ability
to self-assess strengths, deficits, interests, and values is oftereithaid they may find
decision-making to be a difficult and problematic process (Cummings, Maddux, &
Casey, 2000; Levinson & Ohler, 1998). Therefore, students with LD need assistance to
determine specific accommodations and they need assistance with caigendec
making (Kerka, 2002). In addition, they must acquire self-advocacy skills in order to
communicate their own strengths and weaknesses to professors to fagptetatian of

appropriate accommodations (Cummings et al).
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Many postsecondary institutions house a disability services center teg asr
the focal point for overall coordination of campus efforts, plans for services, and the
direct delivery of specialized support services to provide accommodations for student
with disabilities. A U.S. Department of Education survey conducted in 1998 found that
98% of all institutions that enrolled students with disabilities provided at least one
support service. Alternative test formats or extended time were provided at 888sef
institutions; tutors were provided at 77%; readers, note takers, or scribes wilel@zai
69%; and assistance with class registration were provided at 62% of thes&ansti
(U.S. Department of Education, 2000).

However, the identification of students who need these services is often difficult
(Gajar, 1992; Janiga et al., 2002). The majority of the referrals received by
postsecondary programs that serve students with disabilities are frortsmarself-
referral prior to admission, but a large proportion of students are identifiezdtrady
already have experienced difficulties with the college curriculum. Thetogarepare
students with LD for postsecondary education is critical to enable selfadvtcinsure
they seek out needed services, and reach their educational goal of degree @ompleti
Academic Self-Efficacy

Many students with LD have very little understanding of the nature of their
disability and the effects on their lives. They often have poor self-concept anelfow s
esteem which can be detrimental to academic, social, and employment $Ryees&
Price, 1992; Saracoglu, Minden, & Wilchesky, 1989; Kerka, 2002). Also there is
evidence to suggest that problems with self-esteem and general emotiocalal-soci

functioning may continue into adulthood (Buchanan & Wolf, 1986). Research has shown
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students with LD experience various processing and study skills deficghl@de
Schumaker, Alley, Warner, & Clark, 1982) which might be expected to lead to problems
in academic adjustment (Saracoglu et al).

Bandura (1994) defined self-efficacy as individuals’ “beliefs about their
capabilities to produce designated levels of performance that exeftisade over
events that affect their lives” (p. 71). Perceptions of self-efficacyetated to
motivation in that they can enhance or decrease motivation (Bandura 1993). Bandura and
his colleagues found that both the beliefs of students and the collective belesfshurs
(in their own instructional efficacy) contributed significantly to studentslkeof
academic achievement in school settings.

For the college student, prior conceptions of ability (often based on experignces i
previous educational settings), social comparisons (i.e., within classes, living
environments, and extracurricular contexts), framing of feedback (i.e.yadlpeogress
or shortfalls), and perceived controllability (locus of control) all combine for the
development of self-efficacy (Stage, 1996). Bandura’s (1993) concept of setgff
also influences general learning and development during college yearsijesc
environment provides the context within which a student who does not excel in the
classroom can still develop skills and abilities outside the classroom thaeareansl
valued in the “real world”. As students’ beliefs about themselves become mdreeposi
their motivation to perform and, therefore, overall performance is enhanceld. Wit
success, self-efficacy beliefs become even more positive. The studen¢ imotimated,

and performance proceeds in a continual reciprocal relationship (Stage, 1996).
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For students, self-efficacy beliefs influence choices of activities and
environments, and thus shape their lives. Choices of educational opportunities, social
networks, and careers are also influenced by students’ perceived salfye{fstage,

1996). Chemers, Hu, & Garcia found compelling support for the role of self-effitacy
first year college students’ success and adjustment (2001). They reporteslftha
efficacy directly and indirectly showed powerful relationships to acadpenformance
and personal adjustments (Chemers et al., 2001).

Due to the presence of LD and associated secondary factors such as low self-
efficacy beliefs, individuals with LD often experience difficulties inemademic setting
(Hampton, 1998). Much research indicated that college students with LD have lower
self-efficacy than students without disabilities (Saracoglu et al. 1989p8I& Shafrir,
1997; Klassen, 2002; Lackaye, Margalit, Ziv, & Ziman, 2006); however, very few studies
have explored mechanisms that may contribute to the differences. The pradentast
designed to explore relationships among perceptions of transition experiepeas, ty
institution attended, academic self-efficacy, academic adjustment, ahehaic
performance.

Academic Adjustment

Chickering describes the transition to college as a process of coomaléenges
in emotional, social and academic adjustment (1969). Students can be quite rasilient i
learning how to adapt to the college environment; however, others deal with iibastrat
anxiety, low self-esteem and depression (Pappas & Loring, 1985) which ina®bee
to predispose students to dropping out (Gerdes & Mallinckrodt, 1994). Scholars refer to

adjustment as “a dynamic and interactive process that takes place btevperson and
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the environment and is directed towards an achievement of fit between the two”
(Anderson, 1994; Ramsay, Barker, & Jones, 1999). Therefore, “academic adjustment”
described as the fit which students achieve with the academic context ofi¢ige col
environment.

The concept of academic adjustment entails more than a student’s scholarly
abilities. Baker and Siryk (1989) highlight important components of academic
adjustment that include motivation to learn, taking action to meet academic demands, a
clear sense of purpose, and general satisfaction with the academic enviroStoeres
have shown that students who make relatively early decisions to identify clpasgiful
educational goals tend to persevere within the college environment (Gerdes &
Mallinckrodt, 1994). Early studies on adjustment to college found that freshmen have
more positive expectations concerning college than the actual experidraagpin
college (Berdie, 1968; Buckley, 1971; Herr, 1971; King & Walsh, 1972; Watkins, 1978;
Whiteley, 1982). This idealized concept is termed the “freshmen myth” which is
associated with disengagement when high expectations are not met (Shaw, 1968).
Unfortunately those students that have unrealistically high expectation® teérap tout
of school in higher numbers than do those who do not have such a discrepancy between
expected and actual experience (Shaw, 1968; Baker & Siryk, 1989; Gerdes &
Mallinckrodt, 1994).

As aforementioned, college students with LD experience poor self-concept,
interpersonal difficulties, and high levels of stress while pursuing postsegonda
education. Saracoglu et al. (1989) investigated the adjustment of students wath LD t

university and found that these students reported significantly poorer academic
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adjustment than their non-LD peers. Without support, students with LD have unique
challenges that impact academic success at the postsecondary level.
Summary

Federal laws and policies have been implemented to improve transition planning
in response to poor outcomes for students exiting special education. Stressnpesall
associated with the transition experience from secondary to postsecondaripaducat
affect all young adults; however, students with disabilities experieeegegrchallenges
that complicate their transition process (Everson, Zhang, & Guillory, 200dg8s with
LD are not adequately prepared to pursue postsecondary education.

Several federal initiatives and transition planning practices haveispbygif
examined the status and quality of transition planning as well as the adheremnlegdb fe
mandate such as IDEA, NCLB, and the Rehabilitation Act. The report from the
President’s Commission on Excellence in Special Education recommends a major
revision of the IDEA transition policies to enhance the transition servicagderg@s with
disabilities need successful transition experiences to promote achievemh@noede
them with the skills needed to pursue postsecondary education or sustainable
employment in their future endeavors.

This literature review highlighted the federal legislation, initiativad, r@ports
that have influenced transition services. More attention should be given to rekaarch t
focuses on the quality of transition activities, students’ perceptions oftimarectivities,
and its impact on future aspirations such as employment and postsecondary education.
Without changing the current system of transition, issues of retention, unemptpyme

lack of academic preparedness will continue to impact students with LD.
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Students with LD face a variety of academic challenges. High schools have an
important role in preparing college-bound students with disabilities for acaderogssuc
in higher education. Transition activities are tailored to the each studeetigtes and
match goals with specific outcomes. A substantial amount of literaturésépedack of
preparation students with LD experience in attempting to pursue higherieducat
Specifically learning issues not resolved in high school such as developingstisdful
strategies; lack of confidence; lack of support; and lack of resources suw@Edama
accommodations all have a major impact on academic success. However, littlens know
regarding how students with LD perceive their secondary transition expesieln
addition, there is no research that attempts to identify a relationship between
positive/negative transition experiences and the impact on postsecondary outcomes
Specifically this current study focuses on students with LD perceptionsiioé¢icendary
transition experiences and the impact on academic self-efficacy, acaatjostment,

and overall academic success (GPA).
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Chapter lll: METHODOLOGY

The researcher sought to investigate what potential relationshipbetisien
students’ perceptions of transition activities in respect to postsecondarynacade
performance, academic adjustment to postsecondary setting, and acadieeffcacy.
The specific objective of this study was to determine if students’ percepfiomesir
secondary transition experiences impact postsecondary academic sdteessudy
was exploratory in nature and sought answers for future research.

Restatement of the problem

More information was needed regarding if transition activities in high schrerel w
adequately preparing students with learning disabilities for acadenuessuin
postsecondary education settings. Accordingly, this study attemptechtimexhe
following variables related to academic success: how well did studehtteasihing
disabilities perceive their secondary transition experiences; how did stuatentseir
level of academic self-efficacy; and how did these variables predict acaadjostment
and self-reported grade point average. The researcher comparediqesaaipt
secondary transition experiences among first year and second yearsstitiefgarning
disabilities attending postsecondary institutions in the Maryland and Virgeas.a

Research Questions

The research questions that guided the current study were as follows:

1. What are the perceptions of college students with LD regarding their
secondary transition experiences in preparation for postsecondary

education?
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2 What is the relationship between positive/negative perceptions of
secondary transition experiences and (a) academic self-efficat{hy
academic adjustment to campus setting?

3. What are the contributions of each of these variables (a)positive/negative
perceptions of secondary transition experiences; and (b) academic self-
efficacy to academic performance (academic adjustment and GPA) in
college students with LD?

4. What are the relationships between students’ demographic characteristics
and (a) students’ perceptions of secondary transition experiences, (b)

academic self-efficacy, (c) academic adjustment, and (d) GPA?

Participants

The population for this study included first year and second year studdmisiwit
registered with their universities’ disability services office Témearcher identified
three large public universities (University of Maryland, College Park; Uniyark
Maryland, Eastern Shore; and Salisbury University) and three large comrmolietyes
(Prince George’s Community College; Montgomery Community College; and Norther
Virginia Community College) in the Maryland/Virginia area using the Usitxeof
Maryland’s Information System consisting of local colleges and uniiessitn addition
the schools were listed members of the Association for Higher Education afdiB)is
(AHEAD). The AHEAD directory was used only to identify disability senpceviders’
email addresses at these universities.

Demographic information was gathered to better understand intrinsic and

extrinsic factors related to perceptions of transition experiences amehaicasuccess.
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Items requested included gender; age; race; college year; sertastercollege major;
university attending; state of origin; and cumulative grade point average (GPA)
Respondents were asked to complete background questions by indicating choices or by
answering open-ended questions (Appendix A).

The modified Youth Continuation Interview, College Academic SelfeBtfy
Scale, and Student Adjustment to College Questionnaire werdosentlege students
with LD identified by each college/university Disability Seei Director or staff
members. The number of emails that were sent out could not behet@rdue to the
protection of anonymity for each college/university.203 students retuheedurvey,
with 51 incomplete and 152 completed instruments. The majority of respastdishgnts
represented Maryland (65.8%); Virginia (10.5%); and the Distric€@timbia (5.3%).
A small number of participants attended high school in otheome@f the United States
which included Ohio, Michigan, Florida, Kansas, Utah, and Puerto RicogeJeswhe
majority of the sample attended high school around the Northeashref the United
States.

Table XX illustrates information concerning the demographicadteristics of
the 152 participants. The table presents the number and percentaglegd students
with LD who represent identified categories of demographic vasabReviewing the
data, 59% of the participants were female while 41% wele.ma addition, 63% were
Caucasian, 16% were African American, and 8% were Latino/Lafifee majority of
the students were 19 years or older. 28% of the respondents wereloves% were

exactly 19 years old. The range of ages are inclusive of thesdigtudent body from
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each participating college/university which includes traditionadestts entering college
from high school and non-traditional students who enrolled at later ages.

Table 3 also presents the number of students from each patitig
college/university. The majority of participants were from thaversity of Maryland,
College Park representing 45% of students in the sample. Swlidhiversity had the
second largest participant pool with 18% of the sample. Both thesersihas had the
largest disability services offices with around 1800 or more studeithsdisabilities
currently registered. In addition both these schools are predominately Cawdaisia is
illustrated by race/ethnicity percentages.

From Table 3 it can be seen that second year students veecmaairity of
respondents consisting of 33% of the sample. 18% of the respondentBrsteyear
students and 19% were third year students. The mean of self-repomethtive GPA
was 3.00 with a standard deviation of .554. The GPAs reported inutis\were based
on a 4.0 scale. The majority of respondents did not fall below 2.0, @G®ét likely due
to college/university policies in which a student who receives bal@® will be placed
on academic probation; thus, the possibility of leading to academsigension if the
student cannot raise his or her GPA.

The majority of the sample completed between one to three semestdtsge co
in the period of time the study was implemented. Specifically, 23% of the sudent
completed two semesters whereas 20% completed one semester of coursework.
Seventeen percent of the sample completed three semesters of cours@verity-S
eight percent of the students were pursing their degrees as full-titug; sthile 18% of

the students were part-time status.
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Frequency Distribution of Participants by Selected Demographic Variables

Variables Frequency (N=152) Percent
Gender
Female 90 59.2
Male 62 40.8
Age
18 15 9.9
19 38 25
20 35 23
21 22 14.5
Over 21 42 27.6
Ethnicity
Caucasian 95 62.5
African American 24 15.8
Latino/Latina 12 7.9
Biracial 10 6.6
Asian 9 5.9
Other 2 1.3
State attended High School
Maryland 100 65.8
Virginia 16 10.5
District of Columbia 8 5.3
New Jersey 7 4.6
New York 5 3.3
Pennsylvania 4 2.6
California 2 1.3
North Carolina 2 1.3
Ohio 2 1.3
Florida 1 v
Kansas 1 7
Michigan 1 v
Puerto Rico 1 v
Rhode Island 1 7
Utah 1 g

College/University Attended
University of Maryland, College Park 68 44.7
Salisbury University 28 18.4
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University of Maryland, Eastern Shore 13 8.6
Prince George’s Community College 16 10.5
Northern Virginia Community College 14 8.6
Montgomery Community College 13 8.6
Current College Year
First Year Student 28 18.4
Second Year Student 51 33.6
Third Year Student 29 19.1
Fourth Year Student 23 15.1
Five or More Years 21 13.8
# of Semesters Completed
1 semester 31 20.4
2 semesters 35 23
3 semesters 26 17.1
4 semesters 16 10.5
5 semesters 10 6.6
6 semesters 9 59
More than 6 semesters 25 16.5

Self-Reported GPA

3.5-4.0 34 22.4
3.0- 34 51 33.6
25-29 37 24.3
20-24 22 145
1.9 or below 6 3.9
Missing Value 2 1.3

Table 4 illustrates the minimum, maximum, mean, and standard deviation on all
demographic variables based on participants’ responses. . Since these \amgables
categorical, dummy codes were used during data analysis. Appendix B gisistrat
dummy coding used for Table 4.

Table 4

Distribution of Respondents’ Demographic Variables

N Minimum Maximum Mean Std.
Deviation
Age 152 18 1004 291.6 4417
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Ethnicity 152 1000 1006 1000.9 1.5

Gender 152 1000 1001 1000.6 5

GPA 146 15 4.0 3.0 .6

Type of Institution 152 1000 1006 1000.3 15

# Semesters 152 1000 1006 1002.4 2.1

Current Year 152 1000 1004 1001.7 1.3
Instrumentation

A demographic questionnaire and three research instruments were used in this
study. After completing the demographic questionnaire, participants weme tas
complete one survey and three research scales: the NLTS2 Youth Continuatioevinte
(YCI), the Academic Self-Efficacy Scale, and the Academic Adjusti@eale, a
subscale of the Student Adjustment to Campus Questionnaire
NLTS2 Youth Continuation Interview

Until recently there were not many measures developed to analyze perceptions
secondary transition experiences pertaining to college students with ¢edisabilities.

For the purposes of this study, the NLTS2 Youth Continuation Interview (YCI) was
selected to obtain information regarding secondary transition experiemeessnilre

youth interview consisted of social and extracurricular activities,hesdtondary school
experiences/involvement, postsecondary education, employment, risk behauitins y
feelings and expectations, and youth’s household. Since the focus on this study was on
perceptions of secondary transition experience, academic preparation, asd succe

college, only the secondary school experiences and postsecondary education sect
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pertaining to college/university settings was utilized. This was not to sugsal
activities, health, employment, risk behaviors, or youth’s household do not contribute to
success in college.

The YCl is a 22-item questionnaire in which participants were asked about
educational experiences in secondary school (Appendix C). Some questions were
eliminated based on the nature of the population. In other words, the YCI was developed
for a sample of students between the ages of 13-16. Certain modificatrensage to
address an older student body and focus on students attending postsecondamnsstituti
For example, questions such as “Did you graduate from high school?” and “Did you drop
out of high school” were eliminated in the adapted version of YCI since the jpantici
pool who were surveyed in the current study were enrolled at a postsecontiatyoins
Modified YCI Scale

To investigate the effects of the perception of secondary i@nsiperiences for
students with learning disabilities, this research adapted itiemsthe NTLS2 Youth
Continuation Interview (YCI). The YCI did not provide a holistic mgament of a
student’s perception of their transition experiences, so it wasssageto develop a
Modified YCI Scale to determine if the student’s perception otrdesition experience
was positive or negative.

The entire YCI (Appendix C) was delivered to subjects as pahni®fesearch, so
there were no concerns about context effects causing items twnpetifferently than
they would on the regular YCI. The ten YCI survey items showiidhle 4 were
identified as items that measure whether the student had a positiegative perception

of their transition experience. Since these items were L8aale items with different
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scales, each item response was normalized to a 0-1 scalengWsdues were zero

imputed. In some cases, the scale was reversed, as a lop@risevalue represented a
more positive perception of the transition experience. The diffeaentscore response

and the corresponding scale value were shown in Table 5.

Table 5

Scaling of Selected YCI ltems

Raw Score Response Value

YCI Item
Blank 1 2 3 4 5

How much did you enjoy high school? 0 0 1/3 2/3 1

How much did you feel like you were 0 0 1/3 2/3 1
part of high school?

How hard was high school for you? 0 0 1/3 2/3 1

Getting along with your teachers? 0 1 3/4 1/2 1/4 0
Paying attention in school? 0 1 3/4 1/2 1/4 0
Getting along with other students? 0 1 3/4 1/2 1/4 0

How much choice did you have about 0 0 1/2 1
the goals on your IEP?

How do you feel about your part in the 0 1 1/2 0
decisions about your IEP?

How much do you think your IEP goalsO 0 1/3 2/3 1
are challenging and right for you?

How useful have the services and 0 0 1/3 2/3 1
accommodations been in helping you

stay at the university and do your best

there?

Student’s scaled responses to these ten items were then sumgeectiate the
Modified YCI Scale. The Modified YCI Scale consisted of valfresn 0-10 such that O
was a very negative perception of the secondary transition experaant 10 was a very

positive perception of the secondary transition experience. This MOXICI Scale was
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used to gather information regarding positive and negative viewsiadrds’ secondary
transition experiences.

Because the Modified YCI Scale may be an imprecise measuaestfdent’s
perception, the interval Modified YCI Scale was transformed into cadinal
measurementYCl_g Students’ Modified YCI Scale scores were converted into four
ordinal perception values: very negative, negative, positive, and veryeodihese
values were assigned to each respective quartile of the Mbdifid Scale. Quartile
values are shown in Table 6. These four values were used in theéwmanultiple
regression analysis tests as a moderating variable.

Table 6

Perception Labels by Modified YCI Quartile

Modified YCI Scale Values

Qu: Very Negative 0.00 - 3.50
Q2: Negative 3.51-4.25
Qs: Positive 4.26 —5.00
Qa: Very Positive 5.01-10.00

Academic Self-Efficacy
Participants completed the College Academic Self-Efficacy SCASES)
developed by Owen and Froman (1988). CASES consisted of 33 items ranging from very
specific (i.e. attending class consistently in a dull course) to faergml (i.e.
understanding difficult passages in textbooks) built on a 5-point Likert-tgle sanging
from quite a lot(5 points) tovery little (1 point) (Appendix D). Higher scores indicated

higher college academic self-efficacy. The authors posited an alpfieiemt of .90 and
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test-retest reliability of .85 within an 8-week interval. Similarly, usirggmple of 230
undergraduate students, Choi (2004) reported a coefficient alpha of .92.

In addition, Owen and Froman (1988) provided good empirical support for both
factorial and concurrent validity. To assess concurrent validity, twaelifferiteria were
utilized. In different studies, participants were asked to complete 5-pounaselfs on
“frequency” and “enjoyment” regarding each of the 33 academic behaviors on CASES
These were considered criteria suggested by self-efficacy theang(Ba, 1997). Given
their analysis, Owen and Froman purported, “academic self-efficacy dh@amgstrong
incremental validity beyond that explained by GPA alone.... In a variation of these
concurrent validity studies, ...the addition of CASES increased R from .62 to .81” (p.5).
Academic Adjustment

Academic adjustment to college was measured using an on-line version of the
Student Adaptation to College Questionnaire (SACQ; Baker & Siryk, 1999). Tihe ent
SACQ consisted of a 67 item self-report questionnaire that could be admdahistere
individually or in groups. The SACQ focused on four aspects of adjustment to college or
university: academic adjustment, social adjustment, personal-emotionafreshtjsand
institutional attachment. Only the academic adjustment subscale was usedindy
(Appendix E).

The academic adjustment subscale measured how well the students manage the
educational demands of the university experience and consisted of 24 items. E&h SAC
item was a statement that the student responds to on a 9-point scale rangitzgppices
very closely to me” to “doesn’t apply to me at all”. The student indicated the poinéon t

scale which best represented the degree to which the statement was ltiroreor her at
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the time of testing. Higher scores on the Academic Adjustment subscalexpeted
to be associated with higher levels of academic motivation (Beyers & Geo2662).
Measures of internal consistency for the Academic Adjustment subscadel faoig .81-
.90.
Academic Performance

Self-reported cumulative grade point averages (GPA) were used as irgdafator
academic performance. Each institution has similar grading scale&<#4.0, B=3.0,
C=2.0, D=1.0, and F=0.0). Participants were asked to report their cumulative GPAs in the
completed survey.

Procedures

Timmerman purported electronic surveys have evolved from disk-by-medysur
to e-mails with embedded or attached surveys and finally to web-based suntegsgmos
the Internet (2002). With web-based surveys, participants were usuallgabtyfie-malil
to participate in the survey. The e-mail generally included a link to the Uftlo(m
resource locator) web address of the survey.

Online surveys have several important advantages over paper-and-pencil surveys
that make them particularly attractive to researchers. These includededsponse
time, lower cost, and ease of data entry (Granello & Wheaton, 2004). Researchers
examined nonresponse in student surveys to investigate why some schools achieve highe
student survey response rates than other schools. The major findings in this study
showed: social environment, such as urbanicity and percentage of partdii®etst has
an impact on response rates at schools using a Web survey mode (Porter & Umbach,

2006). In addition public schools tended to have lower response rates than private schools
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(Porter & Umbach). Another study found that web-based surveys weréaigpeseful
when collecting data from special populations which are characterized eywhah
share similar characteristics and are difficult to reach (Mitra;Shukla, Robbins,
Champion, and Durant, 2008; Yeaworth, 2001). Mitra et al (2008) provided a set of
recommendations for data collection conditions for using web based surveysk¢a) ma
sure that the paper and pencil version of the questionnaire can be appropriz&yeta
to a html version; (b) the data collection process in the first 96 hours is al géred
following the broadcast of the email inviting people to participate in a study;igc
important to have frequent reminders sent after the first email; and (ahhpastant to
recognize there is variability in the rate of response on a variety of$aich as gender,
school year, and technology environment of the school.

Consideration of all these factors influencing response rate was givdadtinge
data collection methods and administration. Using the Survey Gizmo site, a pradessi
online survey was designed to email to participants. Since there weigeaofdactors
influencing the response rate of the current study which include density, upaigoe
of institution (2yr/4yr), and the use of a web-based instrument, the responsasate w
expected to be lower ranging from 30-40%. The email containing the link cdnsliste
brief description of the research agenda, personal incentives for paditipathe study,
and potential professional insights of the study (Appendix F).

A pilot study of 20 students was conducted to generate psychometric data
pertaining to the YCI. General research procedures for the pilot studgiwvela to
those of the larger study. For the purposes of the pilot study, participants evaerede

from the University of Maryland’s Disability Support Service (DSS) offiéd.policies
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and procedures for research approval by the agency/organization were abpdioct
the data collection. For results of the pilot study sample, refer to Appendix G.

Data were collected during the 2009-2010 academic year. Permission to collect
data was granted from each participating institution’s InstitutioneileReBoard
(Appendix H). Data were collected from a sample of students with learnirglitiss
Students with learning disabilities eligible to participate in this stude vdentified
through the university’s disability service office. Students were efigibregister and
receive services from these offices after providing documentation of a diagnosed
disability. Students who were registered with the disability offieex® contacted via
listserv or by email sent by the disability service office. In additmnec¢ruit those
students with LD who are not registered with their college’s DSS offitgerawas
created to invite these students to participate in the study and contact snehrese
(Appendix I). This sample consisted of first year and second year studgmksasning
disabilities who volunteered to participate in the study.

The research announcement informed all participants that the researchesttempt
to answer questions regarding perceptions of high school transition experiences and how
these students prepared for postsecondary education (Appendix J). In addition,
respondents were informed of the requirements of the research (i.e., onlineenstrum
completion). The research announcement instructed students who wish to participate in
the research study on how to access the study introduction, description of research
procedures, informed consent form, and respective questionnaires with the provided

URL.
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Respondents participated in the research by selecting the provided URL in the
email requesting patrticipation. The email included a cover letter and irdaromsent
form (Appendix J). The rationale, procedures, and voluntary nature of the resaedych s
were explained in the cover letter. Additionally, participants were inforhregdtie
purpose of the research was in part to fulfill the requirements for the completion of
doctoral degree and to answer questions regarding perceptions of transitiomegperie
academic self-efficacy, and academic adjustment to postsecondauytiorsti
Participants were told that completion of the survey including the three ques&snnai
would take between 25-30 minutes. The consent form also stated that their pianicipat
was voluntary and that they could decide to exit the questionnaire at anyitiaatw
penalty. The first 200 participants who volunteered to take part in the study wéske el
to receive $5 Amazon gift card by submitting an email address upon completion of the
survey. The respective gift card prizes were sent via email from the Amabesiteve
using the email addresses retrieved from the students.

Research has shown that providing monetary incentives does help to improve
response rates (Jobber, Saunders, and Mitchell, 2004; Warriner, Goyder, Gjertsen,
Hohner, & McSpurren, 1996). Szelenyi, Bryant, and Lindholm (2005) conducted an
experiment exploring how differential amounts of incentives affect divertgeol
student populations. Specifically, the researchers found that increasing prepdiarynone
incentives from $0 to $2 had an overall impact on the response rate increasing 13%
(Szelenyi et al). Their findings did not suggest substantial returns resuttimg f
increasing the amount of money from $2 to $5; however, for specific demographics such

as race and gender result in an increase of response rate (SzelenyiMaled) African
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Americans, and Latino/a student were found to have a higher response rate from
increasing monetary incentives from $2 to $5. From a practical perspective gdrehes
has shown that it appears more reasonable to provide a small monetary incentive to a
greater number of students rather than utilizing larger incentives acsosalar sample
population (Szelenyi et. al).

Since participation in the study was anonymous, respondents were told that
permission to give their informed consent was a result of submitting the survey upon
completion. Each participant was instructed to submit their email addresatsbpa
from the questionnaire using the URL link provided upon completion of the survey if
they wanted to be eligible to receive a $5 Amazon gift card. At the end of submission,
participants were thanked for their contribution to the research study.

Research Design and Data Analysis

Data collected from the surveys was stored into a computer file usingi&htis
Package for Social Sciences (SPSS) — Windows version 17.0. First, theheisear
completed a frequency distribution to check for missing values and/or coding errors.
Next, inferential statistical analyses, ANOVA, were used to deterinatatistical
differences exist between each postsecondary institution in terms of tverigll
dependent variables: perceptions of transition experiences, academidcatfyetind
academic success (academic adjustment and GPA). For some researchgjlest
researcher used a correlational design. A correlational design is lyypsadl to
examine or describe relationships among a wide number of variables of inttelsel
& Jolley, 1999). The researcher explored bivariate correlations which sought to

determine a pattern of relationships between predictor (positive/negatbeppens of
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transition experiences) and criterion variables (academic self@ffesad academic
adjustment). Finally, the researcher used multiple regression analystuwimy

coding of categorical variables and examined the contribution of independentevafiabl
student demographics and positive/negative perceptions of secondary transition
experiences and other intervening, mediating, or dependent variables. Scores®©h the Y
CASES, SACQ, and cumulative GPA were included in data analysis.

Researchers employ regression to estimate the quantitative effieetazfusal
variables upon the variable that they influence (Cohen, Cohen, West, & Aiken, 2002).
The objective of regression analysis is to help predict a single dependebleviiam
the knowledge of one or more independent variables (Cohen et al). Multiple @yisssi
preferred over simple correlation as it allows for the control or partialingfdbe
effects of the other variables in the equation. In multiple regression, thesiegre
coefficients illustrate the strength of the effects of one variable ohemohile
controlling for other variables.

To insure that the basic assumptions of the model were not violated, additional
analyses were conducted. First, partial regression plots were developsidfoo t
linearity. Second, a Levene’s test for homogeneity of variance was conductetl, whi
measures the equality of variances for a single variable or pair ablewi(Cohen et al.,
2002). Third, the residuals were plotted against any possible sequencing variable.
Fourth, the assumption of normality of the error term distribution and individuablesia
was addressed by using normal probability plots. A criterion alpha level of .Qse@s

to make decisions regarding the statistical significance of the findings.
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CHAPTER IV: RESULTS

This study explored how well college students with LD were prepared for
postsecondary academic success based on their high school transition expefiaree
chapter provides information regarding the population of college students with LD
utilized in this study, and presents the findings to illustrate the relatpmishtween
perceptions of high school transition experiences, academic self-gffacademic
adjustment, and/or academic performance. Multiple regression, analysisaoteaand
simple correlations are shown to illustrate significant relationships batpredictor and
criterion variables. Results of this study should be interpreted with cautibtheAl
relationships described are not to suggest causation. Instead the findstgadlu
relationships and potential impact on certain variables. The research questions and
specific statistical analyses are outlined in Table 7. The findings assbgiith the
selected research questions are discussed in this chapter.

Table 7

Statistical Analyses

Research Question Variables Statisitical Analysis
1. What are the perceptions Dependent Variable: Obtain frequency
of college students with Perceptions of transition distribution tables,
learning disabilities regarding experiences means, standard
their transition experiences in deviations (sd)
preparation for postsecondary Independent Variablefor all demographics
education? Students (age, sex, gender,

race, type of

institution). one way
analysis of

variance (ANOVA);
obtain means and sd for
all 3 scales

2. What is the relationship Criterion Variable:  Pearson product moment




between positive/negative
perceptions of secondary
transition experiences

and (a) academic self-
efficacy; and (b) academic
adjustment to campus
setting?

3. What are the
contributions of each

of these variables (a)
positive/negative
perceptions of secondary
transition experiences; and
(b) academic self-efficacy,
to academic performance
(academic adjustment and
GPA) in college students

Academic Self-Efficacy bivariatelation, R

Academic Adjustment

Predictor Variable:

Perceptions of secondary
transition experiences

Criterion Variable:  Multiple R and R

Academic Performance
(Academic adjustment
and GPA)

Predictor Variable:

Perceptions of Transition
Experiences; Academic
Self-Efficacy
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With LD?

4. What are the
Relationships between
Students’ demographic
Characteristics and (a)
Students’ perceptions of
Secondary transition
Experiences, (b) academic
Self-efficacy, (c) academic
Adjustment and (d) GPA?

Criterion Variable: Pearson product moment
Academic Self- bivariate correlation, R;
Efficacy; Academic Correlation matrix; One
Adjustment; GPA way analysis of variance
(ANOVA); Stepwise
Regression Analysis

Predictor Variable:
Student Demographic
Characteristics;

Perceptions of
Secondary Transition
Experiences

Research Question One
The following tables illustrate self-reported perceptions of college studéhts
LD regarding the following aspects of their secondary transition expese academic
challenges; interpersonal challenges; services and supports deaehigh school; and
postsecondary education supports. The survey items included a variety of ansees choi
ranging from “yes”, “no”, “not sure”; levels of agreement; and degree ofiinsefs.

Each answer choice was assigned numeric coding values. For instanteefmoases
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with “Yes”, “No”, or “Not Sure”, numeric values of 1000, 1001, and 1002 were assigned.
Means and standard deviations were calculated for each category cbrgie§ertain
guestions on the YCI pertain to these specific areas of students’ perceptiohsaliiac
outlines the questions as well as means and standard deviations from the total of
participating students.

Table 8

Distribution of Respondents by Academic Challenges
N Minimum Maximum Mean Std.
Deviation

How hard was 152 1 4 2.53 75
high school for you?

How often did you 152 1 5 3.17 1.41
have trouble paying
attention in school?

The majority of students reported some difficulties in high school (46%), while a
substantial percent (39%) felt that it was not very hard. .The mean score farihide
was 2.53 and the standard deviation was .75. About 49% of the students reported having
trouble paying attention in school on a regular basis. The mean for this varialde&lWas
and the standard deviation was 1.41.
Table 9

Distribution of Respondents by Interpersonal Challenges

N Minimum Maximum Mean Std.
Deviation

Was there an adult 150 1000 1002 1000.52 74
who you felt close
to and who cared about you?

How often did you 152 1 5 1.88 .93
have trouble getting
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along with your teachers?

How often did you 152 1 5 2.26 1.23
have trouble getting

along with other

students?

In response to the question that assesses if students received supports asd service
in high school, 62% of the sample reported they had at least one individual that supported
them. Numeric coding was used for “Yes”=1000, “N0”=1001, and “Not Sure”’=1002
responses. Overall the majority of students who responded did have an adult within the
school who they felt were concerned for their well-being. The mean for thablawas
1000.52 and the standard deviation was .74.

About 51% of the participants reported having trouble getting along with
teachers just a few times in high school. The mean for this variable was 1.88 and the
standard deviation was .93. Overall 38% of the students expressed having trouble getting
along with other students just a few times in high school. 31% of the students expressed
never having trouble getting along with other students in high school. The mean for this

variable was 2.26 and the standard deviation was 1.23.

Table 10
Distribution of Respondents by Services and Supports Utilized in High School
N Minimum Maximum Mean Std.
Deviation
In high school, did 152 1.000 1002 1000.87 .63

you meet with adults

at school to set goals

and make a plan to achieve
them?

During high school, 152 1000 1002 1000.76 .63
did you go to IEP meeting?
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How much doyou 37 1 4 2.76 .76
think your IEP goals
were challenging for you?

How much choice 39 1 3 2.26 .68
did you have about
your IEP goals?

How do you feel 37 1 3 2.27 .61
about your part in

decisions about

your |IEP?

Were you getting 152 1000 1002 1000.58 .69
the support and services

from the school that

you needed to do well

there?

Over half of the participants, 55%, responded they did not have an IEP. Thirty-
five percent of the sample responded that they did have an IEP in high school. The mean
for this variable was 1000.76 ; and the standard deviation was .63. To clarify,
“Yes”=1000, “N0"=1001, and “Not Sure”=1002 were the numerical codes assigned to
these responses. Students were then asked if they met with an adult in high school who
helped set goals and a plan to achieve each goal (i.e. transition plan). They mfajor
participants (59%) expressed that they did not have someone who helped with arransiti
plan. About 28% of students responded that they did have someone who helped with their
transition plan. The mean for this variable was 1000.87 and the standard deviation was
.63.

For the participants who had a high school IEP, 87% students asserted that were
involved in setting goals for their IEP (M=2.26; sd=.68). In essence, the majattie

students who had a high school IEP was proactive with their involvement, had an
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appropriate role in decision-making and felt their goals were chaligragid right for

them. Slightly more than half of the students (53%) reported they received s@gabrts

services from their high school in order to do well. Thirty-six percent of students

expressed they did not receive enough supports and services from their high school.
The following table focuses on postsecondary supports and services that

participants have utilized. In addition, descriptive information will be presented

illustrating entrance into college and supports used as a registered chitbagd with

LD.

Table 11

Distribution of Respondents by Timeline Attending College and Postsecondary Supports

N Minimum Maximum Mean Std.
Deviation
About how long
after leaving high school
was it before you
began college?
Days 30 0 90 36.23 37.84
Weeks 30 0 14 4.67 5.19
Months 126 0 8 3.22 1.37
Years a7 0 5 94 1.13
Have you been 152 1000 1002 1000.18 .43
steadily enrolled
during the school year
or Off/On taking classes?
Did you stop going 152 1000 1002 1000.89 .35
to college?
Did you ever go to a 152 1000 1002 1000.53 .53

study center or writing
center in college to
get help with your
work?
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Do you think you 152 1000 1002 1000.57 72
received enough services

and accommodations to

help you with college?

Participants reported on average between 36 days to one year between ending
high school and beginning college (M=36.23; sd=37.84 and M=.94; sd=1.13,
respectively). Some participants spent even more time away (up to 14 ybars). T
majority of participants (84%) were steadily enrolled in school since tlggnbmllege
(M=1000.18; sd=.43). For those students who had to stop attending college, reasons
included financial issues, having children, academic probation, death in the fardily, a
illness.

Respondents were asked to report college supports that were used as wedl as if t
supports were helpful for them to do their best in college. About 77% of respondents
acknowledged that they received services and supports from college (M=1000.57;
sd=.72). Most of the sample (49%) reported utilizing a campus study center or writing
center (M=1000.53; sd=.53). However, 36% of the students sought out other services on
their own that were not available at their college. Overall 57% of the resporelents f
they received enough services at their college (M= 1000.57; sd=.72).

Each participant was asked to list specific accommodations that he/she used as a
registered college student with LD. Not surprisingly, the majority afraccodations
used by this sample of students were testing accommodations (i.e. 94% used extended
time and 46% needed a different setting to take exams), assistive techinelogfy%
used computer spell checker in class or on tests; 40% had special use of casmdator

38% had books on tape), classroom accommodations (i.e. 4% or 58 had additional time to
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finish assignments), human aides (i.e. 57% used a notetaker in class and 35% had a
tutor) and out of class supports (i.e. 75% had early registration, and 37% had assistanc
with learning strategies or study skills). The entire list of speaftommodations is
shown in Appendix K.

Finally after reviewing the responses to the YCI, a one-way analysisiahea
(ANOVA) was used to compare the mean modified YCI scale for the perceptions of
secondary transition experiences for students with learning disabildragtie
University of Maryland College ParkA= 4.238,SD= 1.474), University of Maryland
Eastern ShoreM = 4.378,SD= 1.184), Salisbury Universityf = 4.262,SD= 1.290),
Prince George’s Community Colleg® € 4.249,SD= 0.984), Montgomery Community
College M =4.378,SD=1.501), and Northern Virginia Community Colledé € 4.363,
SD= 1.554). Using an alpha level of 0.05, this test was not found to be statistically
significant €, 146)= 0.052,p = 0.998). The mean perception of secondary transition
experiences as measured by the modified YCI scale did not differ sigtiyfibatween
groups of students from different schools.

Research Question Two

A test of the Pearson correlation was used to address therrelap between the
modified YCI scale for the perceptions of secondary transitigergnces for students
with learning disabilitiesNl = 4.28,SD = 1.36) and the CASES scale for academic self-
efficacy M = 114.11 SD= 26.46). Using an alpha level of 0.05, this test was found to be
statistically significantrasz) = 0.27,p = 0.001 (two-tailed), indicating that these two

variables are positively related.
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In addition, another test of the Pearson correlation was used to adaeess
relationship between the modified YCI scale for the perceptioseaindary transition
experiences for students with learning disabilitdMs=(4.28,SD= 1.36) and the SACQ
scale for academic adjustmem € 81.32,SD = 9.73). Using an alpha level of 0.05, this
test was not found to be statistically significants;) = 0.16,p = 0.055 (two-tailed),
indicating that these two variables are not related. Nevesthedae should note that this
is a small relational effect between the modified YCI scale and the SA4€) sc

Research Question Three

This research was designed to determine the influence of acasiefetficacy
on academic adjustment, while controlling for the students’ perceptibsgcondary
transition experiences. Students’ SACQ scores for academicradjisivere regressed
on their CASES scores for academic self efficacy and thedlifrad YCI scale quatrtile,
which corresponds to four categories of perception: very negativativesgositive, and
very positive. The overall multiple regression was statisfictinificant {= 0.14,F,
149)= 12.13,p < 0.001).

The two predictor variables (CASES and modified YCI Quartiezjoanted for
14% of the variance in academic adjustment; however, it does notteae all of the
predictors are important in the regression. The unstandardizedsiegresefficient §)
for academic self-efficacy was 0.133 40 = 4.64,p < 0.001), suggesting that a one point
increase in a CASES score will correspond to a 0.133 point seieahe SACQ score
for students with learning disabilities when controlling for tiperception of secondary
transition experiences. The effect of the student's modified ®Gartile was not

statistically significantf = 0.36,t149) = 0.54,p = 0.593), which suggests that a student’s
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perception of their secondary transition experience has no effecheir academic
adjustment.

These findings suggest that a student’s perception of their segdnaasition
experience will play no role in their academic adjustmermoldége, and that a student
with learning disabilities will have a more positive acadendpigtment if they have
more academic self-efficacy.

The researcher also sought to determine the influence of aicadelfrefficacy
on the cumulative grade point average of students with learning disabilwnhile
controlling for the student’s perception of secondary transition exmas. Students’
GPAs were regressed on their CASES scores for acadenfiefBeacy and their
modified YCI Quartile. The overall multiple regression wasistiaally significant &=
0.28,F(2, 143y= 27.14p < 0.001).

The two predictor variables (CASES and modified YCI Quartiteoanted for
27.5% of the variance in cumulative GPA; however, it once again dose@ot that all
of the predictors are important in the regression. For thigsemmn, the unstandardized
regression coefficien3( for academic self-efficacy was 0.014 43 = 7.340,p < 0.001),
suggesting that a one point increase in a CASES score wilspamd to a 0.011 point
increase in the cumulative GPA for students with learning diabikvhen controlling
for their perception of secondary transition experiences. The daffette student’s
modified YCI Quartile was once again not statistically sigaift (5 = -0.043,t(143) = -
1.188,p = 0.237), which suggests that a student’s perception of their secorataiyion

experience has no effect on their cumulative GPA.
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These findings suggest that a student’s perception of their secondaryanansit
experience will play no role in their academic success at college, and thdéiat stith
learning disabilities will be more successful academically if the In@ore academic
self-efficacy.

Figure 1 Plot of GPA Error Terms versus Estimated Cumulative GPA Values.
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Partial regression plots were developed to test for lineatitywhould be noted
that this model violates the multiple regression assumptions dfaim@scedasticity of
residuals and linearity. Figure 1 illustrates a plot of GPdreterms versus estimated
cumulative GPA values, which shows a distinct underestimate omtigel as the
estimate drops below a GPA of 3.00. This is likely because GRAaGsstrained scale. It
is impossible for students to have a score higher than 4.00. Sintilariyery rare to see
cumulative GPAs below 2.00. This may be because students with sevewely
cumulative GPA scores leave college. It may also be thatviery rare for students to
earn class grades below a C in college, thus clustering ssudeghta range of CASES
scores into a very small range of cumulative GPA values. Aooprto Berry and

Feldman (1985) and Tabachnick and Fidell (1996), severe violations of hatasscity
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of residuals can weaken the analysis and result in Type | eAsrsuch, the results of
this regression model should be interpreted cautiously.
Figure 2 Plot of College Academic Self-Efficacy Scale Variablé Modified Youth

Continuation Interview Quartile Variable.
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In the case of linearity, a plot of the CASES variable andntdified YCI
Quartile variable shows systematic increases in the emmstéor the estimated GPA
score as the predictor values increase (Figure 2). Accordiighen et al. (2002), unlike
the violation of homoscedasticity, this violation may result in an nestienate of the
effects of the model.

Research Question Four

Pearson’s correlations were computed to identify what student demographic
characteristics are associated with students’ perceptions of secoadarydn
experiences, academic self-efficacy, academic adjustment, and Gétés 8w the
modified YCI, CASES, and SACQ were entered into a correlation matrix withreide
demographic characteristics and self-reported cumulative GPA. Tabdesl 113

illustrate the data produced to identify existing relationships.
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Table 12

Relationships Among Demographic Variables andég@lAcademic Self-Efficacy Scale

Variables C 1 2 3 4 5 6 7 8 9 10 11 12
C 1 12 -.02 -31** -30*.07 10 .28* -22* .11 .24%* A7* B2+
1 12 1 -09 -13 -1103. .14 .02 .09 -.07 .73*45% 13

2 -02 -09 1 A1 .0704. 06 -20* .14 .10 -.06 -.03 . 06

3 -31% -13 .11 1 .17 .03 .13 -36* .30 -07 -30 .24* -35*

4 -30= -11 .07 .17 1 -11 -12 -56*-.13 -05 -25*16  -35%

5 .07 .03 .04 03 -111 -07 -32* -07 -03-01 -05 .10

6 .01 01 06 .13 -12 -071 -.34* -08 -.03 -.01 .06 .01
7 .28* .02 -.20* -.36* -.56**-.32* 34** 1 -38** -15  .21* .18* .25%

8 -22% 09 .14 .30 -13 -.07 -.08 -38* 1 -03 -01-12 -08

9 1 -07 10 -07 -0503. -.03 -.15 -.03 1 02. .00 .05

10 24% 73* -06 -30 -25.01 -01 217 -01 -.02 1 T3 27
11 A7* 45 03 -21**-16 -.05 .06 A8 -12 .00 .73 A2

12 52** 13 .06 -35*-35*10 .01 .25%*  -.08 .05 2712 1

Note. **Correlation is significant at the 0.01 &\2-tailed).
*Correlation is significant at the B.[@vel (2-tailed).

C =CASES 7 = Caucasian

1=Age 8 = Latino

2 = Gender 9 = Other Race

3 = Type of Institution 10 = Current Collegeaf

4 = African American 11 = Semesters Completed
5 = Asian 12 = GPA

6 = BiRacial

The researcher first examined the matrix to identify any variahééshow proof
of multicollinearity as evidenced by correlations of .80 or higher. Multrediiity
occurs when there are “moderate to high intercorrelations among predictbiestabe
used in a regression analysis” (Mertle & Vannatta, 2005). By review of thedatan
matrix it was evident there were no variables in the correlation matrix tatedi

multicollinearity.
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There were several significant correlations. A large positive cooelakisted
between CASES scale for academic self-efficacy and self-egpoumulative GPA,
ras2=.52. There was a positive medium correlation between CASES and SACQ,
ras2=0.37; and, an inverse correlation between CASES and type of institution attended,
raszy= - 0.31. In addition, several slight correlations existed between CASES and the
number of semesters complete@sg=0.17); current year in colleggi@>=0.24);

Caucasian students:62=0.28); African American students:sy= -0.30); and Latino
students (s~ -0.22).
Table 13

Relationships Among Demographic Variables and Modified Youth Continuation
Interview and Student Adjustment to College Questionnaire

Variables 1 2 3 4 5 6 7 8 9 10 11 12
Y .03 07 .01 .0804. -52 -08 .06 -.03 .02 -.07 .06
S .00 -07 -04 -05 40 -01 .04 -05 .21 .00 .00 .09

Note. **Correlation is significant at the 0.01 &\(2-tailed).

Y= Modified YCI 6 = BiRacial

S = SACQ 7 = Caucasian

1=Age 8 = Latino

2 = Gender 9 = Other Race

3 = Type of Institution 10 = Current Collegeaf

4 = African American 11 = Semesters Completed
5 = Asian 12 = GPA

A small but significant correlation existed between SACQ subscaleddeauc
adjustment and “Other” Race of studengszf 0.21. An inverse correlation was found
between GPA and type of institution attendggby -0.35. There was also a slight
positive significant correlation between GPA and college yeaf0.27. All
correlations presented in this section were found to be significant at the 0.Qditave!

two-tailed distribution.
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A one-way analysis of variance was performed to compare mean differences of
the CASES, SACQ, and modified YCI scale with the type of institution attendéte(Ta
14). Due to the multiple outcome variables (CASES, SACQ, and modified YCI scale)
and only two levels (2yr vs. 4yr College), there was less chance of a €yoe |
occurring if ANOVA was used instead of multigiests(Cohen et al., 2003). Using an
alpha level of 0.05, Levene’s test was statistically signifidaatieo)= 6.511,p0 = 0.012)
for CASES only (Table 15). Results must be interpreted with caution due to the violation
of normality assumption.
Table 14
One Way Analysis of Variance (College Academic Self-Efficacy Scale, Student

Adjustment to College Questionairre, Youth Continuation Interview by Type of
Institution)

Sum of Squares df Mean Square F Sig.
CASES Between Groups 10335.156 1 10335.156 16.249 .000
Within Groups 95405.16C 150 636.034
Total 105740.31¢€ 151
SACQ Between Groups 24.666 1 24.666 .260 .611
Within Groups 14256.17€ 150 95.041
Total 14280.842 151
YCI Between Groups .050 1 .050 .030 .862
Within Groups 249.255 150 1.662
Total 249.305 151

Table 15

Levene’s Test of Homogeneity

Levene’s

Statistic dfl df2 Sig.
CASES 6.511 1 150 .012
SACQ .081 1 150 776
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Levene’s

Statistic dfl df2 Sig.
CASES 6.511 1 150 .012
SACQ .081 1 150 776
YCI .893 1 150 .346

Results indicate that CASES was the only scale that illustrated éisyicda
significance between two-year community colleges and four-year sitigsr
Coincidentally, students attending four-year institutions have higher acaselinic
efficacy than students attending two year community colleges.

A stepwise regression analysis was performed using student demographic
characteristics (age, gender, race, and type of institution attende@ptjrs of
secondary transition experiences (modified YCI), academic selkefficlCASES), and
academic adjustment (SACQ) as predictor variables and self-reportethtvenGPA as
the criterion variable. A stepwise regression analysis was performedevien potential
models; however, only the significant effects are reported below. Multicaitiynea
statistics indicated that the tolerance values for the predictor variabtegveater than
.1, which reveals that there is no violation to multicollinearity. A tolerances\@bse to
1 shows little multicollinearity violations; whereas, a tolerance valhsedo 0 means
that independent variables are highly correlated with one another resulting intiaviola
of multicollinearity (Appendix L).

To determine a regression model, predictor variables were added or removed
based on their effect on the criterion variable. The independent variable with the
strongest correlation to the dependent variable is entered into the modé@ldiniet 16).

Age was the first variable entered into the prediction equation model as the gtronges



77

predictor variable and all other variables were removed. Age accounted fdy sligt
53% (.53) of variance on the model and had a strong correlation (.73) to GPA.

Next, Race was added into the prediction model as the next variable with the
highest partial correlation on GPA after controlling for the first predicioiable. Race
accounted for an additional 5% of the variance in Model 3, specifically African
Americans and Latinos. The last variable that was added was Type toftimstiwhich
accounted for a little over 2% of the variance in Model 4 and produced a strong
correlation coefficient value, R = .78.

Table 16

Multiple Regression Model Summary

Standard Error

Variable R R? Adjusted R? of the Estimate
Age 73 .53 .53 .90
Gender 73 .53 .53 .90
Race .76 .58 .56 .87

Type of .78 .61 .58 .85
Institution

CASES .78 .61 .58 .85

SACQ .78 .61 .58 .85

YCI .78 .61 .58 .85

Table 17 summarizes the regression analysis revealing the effectoniGP
model 1 and 2, the participants’ age had a positive eflect13,p = .000); whereas,
gender had no effect on GPA. Model 3 reveals that African American and Latino

students had a statistically significant inverse effect on GPA,-(21,p = .000 and3 = -
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12,p = .034; respectively). In addition, Model 4 shows that Type of Institution also had
a statistically inverse effect on GPA&,£ -.17,p = .005). Although Age, Race, and Type
of Institution attended were statistically significant predictors oAGRe remaining
variables (gender, academic self-efficacy, academic adjustment, anptioaixef
secondary transition experiences) did not contribute to the final multiple regressi
model. The final model revealed that age, being non African American, and not

attending a community college remained a significant factor for isede@PA.

Table 17

Summary of Multiple Regression Analysis for GPA

Model Standardized
Unstandardized Coefficients Coefficients

B Std. Error Beta t Sig.
. (Constant) 1001.094 .087 11464.766 .000
Age .002 .000 .730 13.068 .000
: (Constant) 1002.098 149.268 6.713 .000
Age .002 .000 .730 12.976 .000
Gender -.001 .149 .000 -.007 .995
I (Constant) 908.390 147.371 6.164 .000
Age .002 .000 .725 13.254 .000
Gender .093 147 .035 .630 .529
African American -744 .200 -.208 -3.725 .000
Asian -.387 .303 -.070 -1.278 .203
BiRacial -.287 .289 -.054 -991 .323
Latino/a -.580 .270 -.120 -2.143 .034
Other Race .118 .624 .010 .190 .850
< (Constant) 901.296 143.864 6.265 .000
Age .002 .000 .701 12.966 .000
Gender .100 144 .038 .696 .488
African American -.607 .201 -.170 -3.026 .003
Asian Asian -.300 .297 -.054 -1.008 .315
Biracial -121 .288 -.023 -.419 .676

_ Latino/a -.285 .283 -.059 -1.006 .316
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Other Race .018 .610 002 .030 .976
Community college -.485 .170 -.168 -2.855 .005
! (Constant) 907.837 1444.077 6.301 .000
Age .002 .000 .696 12.785 .000
Gender .093 .144 .035 .647 .519
African American -.551 .209 -.154 -2.630 .009
Asian -.309 .298 -.056 -1.038 .301
BiRacial -.115 .288 -.022 -.399 .691
Latino/a -.228 .290 -.047 -.787 433
Other Race -.030 .612 -.003 -.049 961
Community College -.455 173 -.157 -2.629 .009
CASES .003 .003 .056 .951 .343
¢ (Constant) 920.825 145.077 6.347 .000
Age .002 .000 .694 12.743 .000
Gender .081 .145 .030 .556 579
African American -.538 .210 -.150 -2.557 .012
Asian -.324 .298 -.059 -1.084 .280
BiRacial -117 .289 -.022 -.405 .686
Latino/a -.218 .290 -.045 -751 454
Other Race .072 .625 .006 116 .908
Community College -.443 174 -.153 -2.548 .012
CASES .004 .003 .077 1.195 234
SACQ -.007 .008 -.049 -.832 407
" (Constant) 921.393 145.798 6.320 .000
Age .002 .000 .694 12.698 .000
Gender .080 .146 .030 .549 .584
African American -.541 .215 -.151 -2.516 .013
Asian -324 .300 -.059 -1.083 .281
BiRacial -.116 .290 -.022 -.401 .689
Latino/a -221 294 -.046 - 751 454
Other Race .075 .629 .007 .120 .905
Community College -.444 175 -.153 -2.540 .012
CASES .004 .003 .075 1.105 271
SACQ -.007 .008 -.049 -.831 .408
YCI .004 .058 .004 .073 .942
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Summary

This study explored four research questions about potential relationships and
differences in student demographic characteristics, students’ positive/aega
perceptions of secondary transition experiences, academic self-efficd@cademic
adjustment on academic success. The observed sample for this study was dahprise
first year and second year students with LD enrolled in the Fall 2009-iirty
semester at six postsecondary institutions (University of Maryland, Cétkedse
University of Maryland, Eastern Shore, Salisbury University, Princedeéor
Community College, Montgomery Community College, and Northern Virginia
Community College). Data were collected from an online survey submitted to
prospective students with LD registered with disability support serammgself-
identified students with LD who requested participation via email to the chsear

The study examined relationships and differences through predictor anidrcrite
variables assessing the impact on postsecondary academic successcathpéuisi
study analyzed student demographic characteristics, students’ percepsensrafary
transition experiences, academic self-efficacy, and academicradptdb determine the
impact on academic success. The main predictor variable was percepticcendbsg
transition experiences. Academic self-efficacy served as a predictoritenibn
variable. Academic adjustment and academic performance (acadensicretijuand
GPA) served as criterion variables. College students with LD were indepemdiables
to identify positive/negative perceptions of their transition experiences wiaskaw
dependent variable for one of the research questions explored.

Reviewing the full scope of students’ perceptions of secondary transition

experiences showed that the majority of college students with LD had pasitigéion
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experiences. One analysis of variance results revealed that there wdferanadis
between perceptions of secondary transition experiences and type of institations.
addition academic self-efficacy tended to be higher for those students witth&.D
attend a four-year institution versus a two -year community collegesdPémproduct-
moment correlations reveal the following statistically significarati@hships at the .05
level:

e positive relationships between academic self-efficacy and (a) perte pf
secondary transition experiences, (b) academic adjustment, (c) GPWnider
of semesters completed, (e) current college year, and (f) being a @aucas
student;

e inverse relationships between academic self-efficacy and type otfifiestias
well as being an African American and Latino students;

e positive relationship between academic adjustment and “Other” Race;

e positive relationship between GPA and college year;

e and, an inverse relationship between GPA and type of institution attended.
Finally, multiple regression results revealed that Age, Race, and Typditftios were
statistically significant predictors of GPA. Chapter 5 presents a disousisihe
research findings as they relate to the literature review and providesions and

recommendations for future research and practice.
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CHAPTER V: DISCUSSION

This study investigated perceptions of college students with LD secondary
transition experiences and the impact on postsecondary academic succdsd. tivdos
findings were consistent with those of the NTLS2 study completed within the 2000-2010
time period regarding perceptions of secondary transition experiences tublyisvas
exploratory in that the relationships between the perceptions of secondaryoimansit
experiences and academic adjustment, academic self-efficacy, emacgerformance
have not been addressed recently. The information gathered from thissandlyse
used for future research.

The generalizability of the results from the current study is limitedrmg of the
institutions and the measures. It is important to understand that an effort deasoma
gather a well-represented sample; however, additional research isl he@usude a
larger and more diverse sample of students and a variety of educational outcome
measures. Overall the researcher found that academic self-effiaadpe main variable
that contributes to postsecondary academic success for students with LD. Alimisug
finding is not surprising, it can facilitate a dialogue between key stakaisal/ested in
assisting students with LD prepare for postsecondary education. Student®wiiirly
face challenges to academic success due to the nature of their disdbdhyimpacts
learning, comprehension, speech, organization, and writing. All of the essemtiahtde
that aid in academic success are usually deficits for students witlBeBause academic
self-efficacy is a measure of confidence in ability, it is not surgithat in order for
students with LD to be successful they must be confident in their own acadersic skill

However, the challenge lies in having transition programs that provide the tools and skill
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necessary to promote and maintain academic self-efficacy for studémisDwiThe next
section discusses how the results of this study are consistent with othachesel
practices.

Background of Study

Since the passage of Individuals with Disabilities Education Act (IDd)

Section 504 of the Rehabilitation Act of 1973, more attention has been paid to transition
programs and how to improve postsecondary outcomes for students with disabilities.
Throughout the last 30 years transition mandates have included 1997 and 2004 IDEA
Amendments which have sought to strengthen existing transition concepts and service
approaches. These mandates have brought attention to how students’ transitionsprogram
can be coordinated to promote success in their post-school employment, postsecondary
education, and independent living.

The emphasis on transition policies and best practices has been based on
documented gaps of students with disabilities compared to their nondisabled peers in the
areas of employment, education and independent living (Blackorby & Wagner, 1996;
Newman, 2005; Bragg, Kim, & Barnett, 2006). It has been found that educators, parents,
and adult service professionals are crucial to the transition planning proaegsded
the quality of life and enhance postsecondary outcomes for students with disabilitie
(Harvey, 2001). The President’'s Commission on Excellence in Special Education had a
direct initiative to enhance transition policies and practices to improvetiwarservices.

The transition experience can be quite challenging for all students withlitdess
seeking successful postsecondary outcomes. This current study focused orsiti@ntra

experiences of students with LD pursuing postsecondary education. Until tbed\ati
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Longitudinal Transition Study 2 (NTLS2) study (2000-2010), there was limited
information regarding how well transition activities in high school are pregpatudents
with LD for academic success. In view of that, the researcherm#drto investigate
the following variables related to academic success: how students with Ldivpéteir
secondary transition experiences; how do students rate their level of académic
efficacy; and how do these variables predict academic adjustment argpsetéd grade
point average.

A comprehensive review of the literature revealed a range of isstesfédta
postsecondary outcomes for students with LD. Transition studies and best practice
models were reviewed and similar themes arose in exploring what spéafients
should be incorporated into a transition program to assist students with LD improve
postsecondary success. One important study found that in order to be considered a “good
high school” for students with LD, five essential themes should be present: (Dipgovi
a broad array of academic course and program options; (2) implementing sa@ol-wi
support structures that could be combined and customized to the needs and strengths of
individual students; (3) working intentionally to connect students to the school and build
motivation to succeed; (4) creating a connected and caring adult commureityeo s
students’ academic and social/personal needs; and, (5) developing responsige leade
who manage tensions inherent in the commitment to prepare students with LD to be
successful in their lives beyond school (Brigharm, Morocco, Clay, & Zigmond, 2006).
Every high school has different methods and transition planning activities ideally

designed to support all students with disabilities. The foundation of this study was
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supported by the lack of knowledge regarding student preparation prior to entering
college and the impact of transition services in the college adjustment process.
Another important study, NTLS2, focused on youth with disabilities’ perceptions
of their transition experiences, finding that the majority of youth with disigisildid not
find school particularly hard and most youth do not have more than occasional problems
completing homework, paying attention, or getting along with teachers or tilents
(2008). Most youth report feeling connected to their high school (NTLS2). Closk to ha
of the sample agreed they received the services and supports they need tbatuccee
school and the majority report enjoying school (NTLS2). Overall it was evideént tha
students with disabilities are having positive experiences in high school atlota
interested in postsecondary education feel prepared for continued academis. succes
The current study reflects similar findings. On most measures, posews Vi
predominate. For example, the majority of respondents indicated that ltreey fe
connection with their high school and overall enjoyed their high school experiences.
Most of the participants did not have more than occasional difficulties getbing &ith
teachers or students. Over half the students agreed that they received the sdpport a
services from the school needed to succeed. The most negative views (eudtiessfat
school, not enjoying, or not feeling connected to the school) were held by less than 15%
of the students across all measures, with two exceptions, about one-third of students
reported they did not have all the support they needed in high school nor an adult who
cared about them in high school. This finding is similar to that reported by th8-RLT

study.
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Brigharm et.al, (2006) developed the “Theory of Action” for high schools to
identify the necessary components students with disabilities need in high school to
achieve success:
Students become motivated to succeed when they experience a sense of
connection and belonging to the school through relationships with adults
and/or other students (strategy 3); have an adult community of teachers,
specialists, parents, and administrators who work together to design and
teach courses that reflect state standards and design and staff support
structures that can be tailored to individual students (strategy 4); and
responsive leaders who manage tensions in the use of resources to created
strong course choices and provide the staffing and training needed to help
students be successful (strategy 5).

Of note, the foundation of each strategy is the idea that challenging academic

opportunities (strategy 1) needs to be matched and balanced with sufficient support

(strategy 2) to enable students to do well (Brigharm et. al). All studathtslisabilities

must have the skills and support of the high school, adults, and other students to meet

their individual needs to effectively pursue postsecondary aspirations.

The current study explored components of the “theory of action” to ascertain how
well students with LD perceived their high school transition experiences irrgtiepa
for college. Specifically these components were academic challenggselistaal
challenges, services and supports received in school, affiliation with schdol, a
enjoyment at school. Analysis between academic self-efficacyeta adjustment,

and academic performance (GPA) revealed interesting findings not prgwopsbred
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in relation to high school transition experiences. The findings suggest that there is
slight relationship between academic self-efficacy and perceptions afitnans
experiences, academic adjustment, and academic performance (Gfeag résults are
based on correlational findings, and should not be misconstrued with causation.
Perceptions of Secondary Transition Experiences

The results revealed that there was a slight positive correlationdreagademic
self-efficacy and perceptions of secondary transition experiences. Pegjieeences
and connections in high school were associated with higher academidisatfyef
Although it is not known specifically what types of transition activities eadicpant
experienced in high school, these results illustrate the importance of invastiifiective
transition programs to enhance students’ with LD confidence in pursuing higher
education. This confidence in their academic pursuits will empower them and help them
to face certain challenges while transitioning from high school to college.

Academic Adjustment

Findings indicate that positive academic adjustment is associatedighier
academic self-efficacy. It is evident that regardless of transixijperiences, students
with LD can have positive adjustment to college if they have positive sel&ejt
College students with greater awareness of the necessary tools needad &ffeetive
student can have more confidence in their academic abilities which eassjustment
to a college setting where a variety of academic conditions and level ohsg@sipties

change.
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Academic Performance

Results from the current study reveal an association between acadmi
efficacy and GPA for college students with LD. These results should be viathed w
caution due to the constrained GPA values. Students were clustered into a geaif ran
values, specifically, no student can obtain higher than a 4.0 and most students falling
below a 2.0 are in danger of academic probation or suspension. Overall, students with
LD who have more confidence in their academic skills will usually have ihigRés.

Limitations of the Study

In evaluating these findings, it is important to recognize the limitabbttse
instrument and methods used. The conclusions, discussions, and recommendations
presented in Chapter 5 need to be considered in association with the followingdmaitati
of the study.

The emphasis of this research was limited to the Maryland and Virginia axea. S
colleges and universities were chosen to participate. The schools chosen weerawnsid
to be representative of a diverse population of students on the basis of racgfethnici
gender, traditional (18-21) and non-traditional; and socioeconomic status; however, the
results may not be generalizable in other contexts. The sample consistaedjofity of
Caucasian students which presents a unique challenge for interpretation of tee result

Students self-identified and some students did not have an IEP in high school.
The researcher should have emphasized the focus of the study on students with LD who
had an IEP in high school. The results can be generalized to all collegastuitle LD

although the intent was to focus on college students with LD who had a high school IEP.
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In addition, the researcher did not collect potentially important information atyfam
socioeconomic status and class background.

The ideal response rate was not as high. The design of the study did not
emphasize any further collection of data to analyze nonresponse bias. Givealthe sm
sample size, the study had fairly low statistical power to detect difieseridue to the
investigation of predicting relationships between variables, no causal conclceiobs
drawn from the information obtained.

A broad scope of information regarding secondary transition experiences was
obtained using the YCI; however, details about the high school and types of transition
activities were not represented. Responses were based on student selfitepest.08
the validity of survey responses on academic development suggest only a modest
correlation with objective, standardized measures (Pascarella, 2001), andattiers
that self-reported data should not be used in lieu of objective measures @uatrell
Willmington, 1996; Herzog, 2007). The student reported perceptions in this study provide
a context for each individual’s reality about their own beliefs. Although not objective
nature, the self-reported data were gathered anonymously to help elires@dase bias
so that participants did not feel pressure regarding their secondary trangigoieeces
and their GPA.

The Meaning of the Results

This study explored the idea that students’ with LD secondary transition
experiences would have a significant impact on postsecondary acaderaieamt.

The concept of this phenomenon was supported by Brigharm et.al’s, (2006) Theory of

Action model which suggests that for a student with a disability to be successiul, he
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she needs academic preparation, support, connectedness, and responsible leadership In
addition results from the NTLS2 study fueled the perceptions aspect by focusing
specifically on how students with disabilities perceive academic chadieimjerpersonal
challenges, support and services in high school, affiliation with high school and
enjoyment of high school. However the results of this study suggest that how well
students’ perceive their secondary transition experiences may not yiafaamgn
improvements for overall academic success, although this conclusion is limitesl in t
study due to only 35% of respondents having a high school IEP.

It was clear from the results that not all students with LD utilized a lecighos
IEP, a process which is designed to support achievement of post-school goals tieough t
provision of supports and strategies. Over half of the participants, 55%, responded they
did not have an IEP and 35% of the sample responded that they did have an IEP in high
school (with the remaining 10% responding they were “Not Sure” if they hadPn IE

The modified YCI was adapted from the NTLS2 study which provided a broad
overview of students with disabilities experiences in high school. The dataeghkfioem
the YCl illustrated general patterns of perceptions regarding high schodidrans
experiences. The current study shows no evidence that perceptions of secondary
transition experiences have any influence on academic success; however, given the
research on positive transition models/programs and acknowledging the dinsitait
this study, it is unlikely that perceptions of secondary transition experiencesda
impact on students’ postsecondary achievement. The findings of this study lead us to

think of alternative explanations as to why perceptions of secondary transition
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experiences do not affect students with LD academic success. These expdandtibe
explored in the following paragraphs.

The most significant and major limitation of this study was the number ofeolle
students involved. Students were sent research announcement via their school email
addresses. Many students utilize personal email addresses like Gmail, YaHotnai
more frequently than school emails. Some patrticipants did not finish the online survey
guestionnaire because of time constraints, boredom, or distractibility. Atthoug
participants had the option to “Save” and return to the survey, many students chose not to
use this survey feature.

Using Cohen’$, a comparison of the mean modified YCI values for each school
found that the modified YCI variable had a small standardized effec0(041). Cohen
(1992) suggests that for a six group analysis of variance with a small staedatiect
size, each group should have at least 215 members to have sufficient power togemit Ty
Il errors at thex = 0.05 level. If there is any difference in the mean modified YCI scores
for students with learning disabilities at each of the six schools, 215 students walild nee
to be surveyed from each campus, resulting in a total sample size of 1,290 students. This
response frequency may be difficult to achieve due to the time restraihesresearch
and the number of available students with learning disabilities at each of thgaseses.
Since the n’s were so small for each participating school, there wascsigtiyfiless
power, which is the ability of a measure to detect an effect given thdteheexists, in
the statistical analysis and the opportunities for a Type Il error sesg&ohen, Cohen,
West, & Aiken, 2003). Cohen et. al define Type Il error as accepting the nulhkgpot

that states no difference exists between groups when the null hypothakss (2003).
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As such, it will suffice to say that there may indeed be differences in the noekfireh
YCI scales at each school, but they cannot be detected without a larger sample.

This study only focused on college students with LD who had registered with a
designated college disability service office. There was a largelydnisséentified
sample of students who do not disclose their disability and have no affiliation with a
college disability service office. This unidentified group of students could pravide
wealth of information regarding personal high school experiences and the lack of use
classroom accommodations at the college level. It would be interestingridéza well
adjusted these students are and the retention of these students without the use af academi
supports.

Above all else, academic self-efficacy seemed to be the key relationsHip in a
aspects of analyzing academic success in the areas of acadentnejuscademic
performance, and perceptions of secondary transition experiences. However, the
relationship between perceptions of secondary transition experiences andiacadem
adjustment and academic performance did not exist. This finding supports theywedicti
value of self-efficacy reported in the research of Chemers, Hu, & Ganfd) who
found that self-efficacy directly and indirectly showed powerful relakignssto academic
performance and personal adjustments. A variety of other studies support thethatling
self-efficacy is a strong predictor of college student academficrpence (Pajares &
Miller, 1994; Choi, 2004). Interestingly, a slight positive relationship suggesta tha
college student with LD who had positive transition experiences also had hidgher sel
efficacy. Some other components that were not addressed from the modified ¥ for

study that could have impacted the results include parental involvement; specific
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transition activities that each student participated in or not; and the splecrfagraphics
of each high school attended.

Adopting a qualitative approach could have provided a wealth of information
regarding each student’s transition experience and give a voice to how arnteyifael
has or has not prepared them for postsecondary academic success. In addition for those
students who responded as “not having an IEP” or “not sure if | had an IEP”, further
information could be gathered as how well their experiences were and overalblsow w
the impact of postsecondary success compromised or supported.

Based on the review of participants’ responses, it was found that the majority of
students had positive experiences in high school. The majority of participants fel
connected to the school; had an adult who cared about them; and had very few issues
with students or teachers. Not all participants had a high school IEP and may not have
participated in structured and coordinated transition activities in high schoal.frbraut
this study revealed that the most important elements of a successfuldngmsgram
identified in the literature must be currently implemented within most high scthatls
this sample of students attended. Based on the majority of students’ perceptiotiefrom
current study their needs were met in the areas of academics, smegleronnections,
necessary services and supports, connection to the school, and overall enjoyment of
school. It might be suggested that the majority of these students attended “good high
schools” which supported their efforts in pursuing postsecondary education.
Alternatively, it could be that the students who responded to this survey had more
positive high school transition experiences. Detailed information about whatofypes

transition activities, review of IEPs, and information regarding collaioor&tom the
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transition team members would have provided information to compare how each school
specifically addresses best practices in transition.

Analysis of the data revealed that positive transition experiences have the
potential to improve academic self-efficacy. From the literature, ibbes evident that
students with LD who have positive self-efficacy become more motivated aetbtiee
have better academic outcomes (Stage, 1996). Students with LD usually haveeldwer
efficacy compared to their nondisabled counterparts mainly due to the nature of thei
disability and how it impacts academic success (Saracoglu et al. 1989nSieBhafrir,
1997; Klassen, 2002; Lackaye, Margalit, Ziv, & Ziman, 2006). The participants in this
study either engaged in effective transition programs or had the necesgi@gssand
support that assisted in enhancing their self-efficacy. The assumption based on the
literature is that these participants had positive high school transition expsrtaat
promoted their confidence in themselves.

The majority of the participants in this study did not have high school IEPs, which
indicates that they did not experience the transition process that most stuttents wi
disabilities encounter. These students still had positive experiences in highvglcaoml
they felt connected and supported which promoted their academic self-efficaeydnpw
this sample of students decided to participate in this study although they nkxed uti
transition services in high school. The entire sample of students was identifiemlrby th
college/university’s Disability Services office. Students with LD csinsd at least one
third-one half of the disability population at each participating college/igiiyeMany
students with LD in high school may not either receive a diagnosis until theydareool

may not want to be labeled as having a disability. It would be interestingnateae
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about the portion of the sample that did not use high school IEPs and how did they decide
to disclose their disability at the college level to utilize accommaoalsiti

Participants’ academic self-efficacy was also positively linked ademic
adjustment and academic performance (GPA). This finding can be vieweditasnal
support for to improve academic skill building, promoting self-advocacy, and supporting
students’ needs in the development of future transition plans and practices. Research
have found that poor academic adjustment impacts student retention and academic
success (Sarcoglu, Minden, & Wilchesky, 1989). Participants in this sample had hig
self-efficacy which was associated to better academic adjustnmeatidition students
with higher self-efficacy seemed to have higher GPAs. Interactiohe aetondary
level for students with LD should foster motivation, encouragement and advisement to
support students’ aspirations beyond high school. This serves as a crucial remiineer of
importance of connection to some adult within high school to help students with LD
strive to meet their educational goals as well as transition activitiegnddgo challenge
the student and prepare them for challenges beyond high school. The intent weeeto util
these data to improve transition services and provide insight currently limiteel in
literature concerning perceptions of high school transition experiences.

Academic efficacy plays a major role in academic performancéortunately
the data from the current study mirrors the nationwide academic achigvgapethat
continues to be an issue at the secondary and postsecondary levels of educatidl8 Table
illustrates the distribution of participants by race, gender, and self-rémoneulative

GPA. Even at the college level, a pervasive achievement gap exists. Table 18aeveal
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disparity between African American and Latino students compared to theastauc
counterparts.
Table 18

Frequency Distribution of Participants by Race, Gender, and GPA

GPA 1 2 3 4 5 6 7
N=146 N=146 N=146 N=146 N=146 N=146 N=146
(%) (%) (%) (%) (%) (%) (%)
M F M F M F M F M F M FM F
3540 10 14 O 1 2 3 0 2 0 0 0 1 0 1
(6.8) (9.6) 0.7y (1.4 1p. 1.4) (0.7) (0.7)
3.034 18 20 1 4 0 O 0 1 0 0 1 4 0 0
(12.3) (13.7) (0.7) (2.7) (0.7) 0.7y (2.7
2529 6 8 4 4 0O 3 2 5 0 0 2 2 0 1
(4.1) (6.5) (2.7) (2.7) (2.1 (1.4 B4 a4 @49 (0.7)
2.0-24 7 4 1 7 1 0 0 2 00 0 0 0 0
(4.8) (2.7) (0.7) (4.8) (0.7) 1.4)
1.9 and 1 1 2 0 0 0 0 0 00 0 0 0 0
below (0.7) (0.7) (1.4)
M=Male 4 = Latino
F=Female 5= Pacific Islander
1= Caucasian 6= Biracial
2 = African American 7=0ther
3 = Asian

The majority of these students report a GPA below 2.9; whereas the maijority
Caucasian students reported a cumulative GPA of 3.0 or higher. While 4.1% of African
American students earned a 3.4 or higher; 12.3% of these students earned a 2.9 or below.
About 42.2% of Caucasian students earned a 3.4 or above and 18.5% earned a 2.9 or
below. Considering that African American students consisted of only 15.8 perd¢eat of
total participant pool, this disparity reveals an undesirable side of educatiomuistatbe
addressed. Although this sample is not representative of the entire populatibn it stil

mirrors the achievement gap nationwide.
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The precollegiate achievement gap for black and white students stands at about
three quarters of a standard deviation in the areas of reading and even higttar in ma
(Krueger, Rothstein, & Turner, 2006). Some explanations for the persistence opthis ga
have been the continuing disparity of economic resources between black and white
students’ families (Wilson, 2010). Specifically, researchers agreththéollowing
factors contribute to the achievement gap: education of the mother and father, famil
income, whether the mother was working, the mother’s age at birth of the child, the
number of siblings, whether the mother was single or married, and whether thesparent(
were Hispanic, Black, or White (Barton & Coley, 2010). In addition the levelhafadc
quality and effective teachers was another factor especially whgnificsint number of
black and Latino students attend inferior elementary and secondary schootge(kaue
al., 2010). A large body of research exists and has been summarized in the Educational
Testing Services Policy Information Center entifléae Family: America’s Smallest
School. Some of the resulting adverse effects include: less academic suctessotae
and psychological problems; substance abuse and contact with the police; sexual
relationships at earlier ages; less economic well-being as adultssamhiesical and
psychological well-being as adults. It is obvious that these issues are\earaseffect
black and Latino children well into adulthood. This study did not examine
socioeconomic status or family involvement. This area is an essential comm@onent t
address in future research.

While ethnicity and academic self-efficacy have been establisHadtass
influencing academic performance (Bong 2001; Gore, 2006), this study revealed that

African American and Latino students tend to have lower self-efficacy attdading a
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four year university; whereas, these students tended to have higher acatfemic s
efficacy while attending a community college. Bembenutty (2007) found thatracade
self-efficacy correlated with academic achievement (GPA) amoiigrbioiority and
Caucasian students, however, minority students reported lower self-efiicaeg and
GPA. This particular study was conducted at four year universities. Werwlas
known about the impact of community college academic success. Tinto (2006) reports
that students attending community colleges are less academicallyegkeport lower
income levels, and spend less time on campus; therefore, it is not a surprise to expec
differences in ethnicity and self-efficacy beliefs between commuoitgges and
universities. The community college climate for most students is lessdating due
to a variety of factors such as the tuition rates are affordable, smatleetéa student
ratio, and open admission policies. Many students who may not feel ready to begin at the
university level usually attend a community college; therefore, some studagthave
higher self-efficacy beliefs while attending a community collegeabse they have
higher expectations of succeeding in that environment versus a four yeasityiver
Recommendations for Practice

This research has emphasized the importance and necessity improvingiransit
services to promote academic self-efficacy which can be heightenmasitiye transition
experiences. Depending on the high school and college settings, the key stak@holders
improving transition practices include transition specialists/coordinatatgisability
service professionals in higher education, as well as secondary school surgoomele
such as school counselors, who should be involved in transitioning programs.

Involvement and support of these professionals is crucially important for ensuring
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effective transition planning and supports within the high school tailored to prepare
students with LD for postsecondary education. Working with this diverse group of
professionals can increase interagency collaboration efforts and stretrgtistion
programs.

Counselor educators have an important role in preparing school counselors
serving students with LD as well as all disabilities. School counselorsdaect
resource in the high school in terms of assisting all students to prepare fecpodtsy
education. However, school counselors are not privy to effective strategies tiigorom
success for students with LD, and usually defer to the IEP team to help praacieens
success. Counselor educators must emphasize the importance of working with these
students in order to ensure that school counselors can develop effective programming
within the school that promotes postsecondary academic success for all students
including students with disabilities. In addition counselor educators should promote
collaboration with all key stakeholders in the transition process (i.e. spdaicators,
parents, school psychologists, and transition specialists). School counselors should be
well versed on academic challenges all students with disabilitiesafatlearn how to
incorporate effective programming to promote academic self-effiicastudents with
IEPs as well as those who do not have IEPs.

It was evident from this study that positive transition experiences and promoting
academic self-efficacy can lead to better postsecondary outconstgdents with LD
seeking higher education. Disability service professionals have alaolean assisting
students with LD to maintain or improve their self-efficacy in order te & process of

adjusting to the new academic environment. These efforts could help increatiemet
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rates for students with LD. Although the majority of students had positive high school
experiences, many students with LD still face academic challamgelsack of support to
attain successful post school outcomes. These students cannot be forgotterrtartd effo
address this group of students need to be implemented to promote educational attainment,
personal growth, and adjustment for each student. Although it seems as though many
high schools have adopted successful transition programs, improvement requires on-
going review and changes to established programs. Every school should continually
revisit best practices in transition services. In addition all professiaraisas teachers,
transition specialist, rehabilitation counselors, school administrators, schooklowsns
and postsecondary disability professionals should continue to seek out new approaches to
assisting students with LD, consult with other high schools regarding theititnans
programs, and maintain connections with local colleges and universities to promote
effective transition practices.

Some participants in this study did not have a high school transition plan. Since
not all students with disabilities utilize all the services and supports in Higblsd may
be useful to develop a high school program preparing senior students with disabilities
planning to attend college with useful skills and resources needed for successful
transition into college. All components of the program will be designed to aid in
academic preparation and adjustment to the college environment. This progrdm coul
serve as a platform for mentorship by inviting past graduates who are lyueraotled
in college to discuss personal experiences. Topics covered in the program should address
laws and rights pertaining to adults with disabilities in a postsecondary iedussiting,

promoting self-advocacy skills, and academic skill building such as criic&inng and
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time management. Desired goals and objectives at the postsecondary level should be
defined and creating high school outreach connections with local colleges and
universities would prepare students for the postsecondary environment and improve
academic adjustment to meet the demands of a new academic setting.

Directions for Future Research

Based on this study and review of the literature, the following recommendations
for future research are proposed. Future study in the area of transition progrdarming
students with LD and factors attributing to postsecondary success is need¢erinine
the most effective and efficient use of these experiences.

The current study was limited to students with LD enrolled as firstayedr
second year attending postsecondary institutions within one academicgatucting a
longitudinal study focusing on junior high school students with LD as they transition t
their first two years of college would be very informative. Specikasto address could
be: reviewing IEP plans and goals; identify levels of academic Bielk®y each year;
academic adjustment; and overall academic performance could providdélaaotea
information on key components of the transition process needed to prepare students with
LD for successful postsecondary outcomes.

Another useful study could employ qualitative analysis of key stakeholddrs in t
transition process such as educators, school administrators, school counselors, and
transition specialists which would provide a strong perspective of how these
professionals support, develop, and implement transition programs and their perceptions
of the effectiveness of these programs in preparing students with LD sbéakieg

education.
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For the current study, every effort was made to select schools that adfiezd
diverse population of students. A replication of the current study with focus on
increasing the sample size could enhance the generalizability of tlye stuabldition,
investigating parental involvement and overall impact of support services itnassis
students with LD achieve IEP goals and postsecondary academic sihoreédss
included.

A level of collaboration between secondary and postsecondary disability
professionals could support a seamless transition for students with LD and should be
explored. A systemic analysis of interagency collaboration proces$icgfcobtaining
perspectives from high school, disability service professionals in highertiedteand
rehabilitation counselors or transition specialist regarding effedti@egies in assisting
students with LD in the transition process would provide a wealth of information needed
to enhance transition activities to adequately prepare students with LD feeqmslary
success.

Since a large number of students from the current study did not have an IEP while
attending high school, a comparison of students with LD who had an IEP and students
with LD who did not have an IEP would provide information regarding effectiveness of
established goals and outcomes from the IEP and how successful studentscareanit
IEP. Some possible questions to explore would be: Do these two groups have different
perceptions of how well their transition experiences were?; What supportsdeets
without IEPs using to assist them in pursuing higher education?; and, Are students wit

IEPs more likely to disclose their disability once they enroll in college?



103

The majority of respondents did not fall below 2.0 GPA most likely due to
college/university policies in which a student who receives below a 2.0 will bedpbac
academic probation; thus, the possibility of leading to academic suspension degfending
the student can raise their GPA. It would be interesting to investigate studémt.D
who have dropped out of college. Compare their perceptions of secondary transition
experiences including academic challenges, use of accommodations, parental
involvement, and levels of self-efficacy and academic adjustment with stidlertD
thriving within the postsecondary setting.

Conclusion

Conclusively, it is evident that identifying and assessing the perceptions of
secondary transition experiences for students with LD was a starting poimsisténtly
improving and evaluating the effectiveness of transition programs should be a true
priority for all high schools. High schools should recognize the importance of
establishing and maintaining quality transition programs effective in pngpamd
motivating students with disabilities who pursue higher education. School
administrators, school counselors, counselor educators, transition speaatists
disability service professionals in higher education can easily collaldoranprove and
establish new transition programs that serve to enhance students’ witmkEidra
experiences and promote self-efficacy to increase their chances @cposiary

academic success.



APPENDIX A:

Demographic Questionnaire

. What is your gender?
a.) Female
b.) Male

. What is your age?
a.) 18

b.) 19

c.) 20

d)21

e.) over 21

. What is your ethnicity?
a.) Caucasian

b.) African American
c.) Asian

d.) Latino/Latina

e.) Pacific Islander
f.) Biracial

g.) Other

. Which State did you attemmigh schod?

. What is your current college year?
a.) First year student

b.) Second year student

c.) Third year student

d.) Fourth year student

. How many semesters have you completed at this current university?

a.) 1 semester
b.) 2 semesters
c.) 3 semesters
d.) 4 semesters

. What is your college major?

. What is your current cumulative GPA?
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APPENDIX B
Dummy coding for Categorical Variables
Age
i. 18
ii. 19
iii. 20
iv. 21

v. 1004- over 21

. Current Year

i. 1000-f'year

i. 1001-2%year

iii. 1002-3° year

iv. 1003-4" year

v. 1004-8" or more

Ethnicity

i. 1000-Caucasian

ii. 1001-African American
iii. 1002-Asian

iv. 1003-Latino/Latina
v. 1004-Pacific Islander
vi. 1005-Biracial
vii. 1006-Other

. Gender

i. 1000-Male
ii. 1001-Female
University/Community College
i. 0-UMCP (1000), UMES (1001), Salisbury(1003)
ii. 1-PGCC (1005), MCC (1006), NOVA (1007)
Semesters Completed
i. 1000-1 semester
ii. 1001-2 sem
iii. 1002-3 sem
iv. 1003-4 sem
v. 1004-5 sem
vi. 1005-6 sem
vii. 1006-over 6
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APPENDIX C
NTLS2 Youth Continuation Interview

Directions: Please select the answer that best fits your experiencesfor each question
or statement.

1. How much did you enjoy high school?
A lot Pretty Much A Little Not At All
2. How much did you feel like you were part of the high school?
A lot Pretty Much A Little Not At All
3. How hard was high school for you?
Very Hard Pretty Hard Not Very Hard Not Hard At All
4. Was there an adult at school who you felt close to and who cared about you?
Yes No Not Sure
5. Were you getting the support and services from the school that you needed to do well
there?
Yes No Not Sure

6. When you were in high school how often did you have trouble:

a. Getting along with your teachers
Never Just a few times About once a week Almost Every Day  Everyday

b. Paying attention in school
Never Just a few times About once a week Almost Every Day  Everyday

c. Getting along with other students
Never Just a few times About once a week Almost Every Day  Everyday
7. During your high school years, did you go to a meeting at school about an
Individualized Education Plan, or IEP, for special education program or services?

Yes No Not Sure
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8. In high school, did you meet with adults at school to set goals for what you will do
after high school and make a plan for how to achieve them? Sometimes this is called a
transition plan.
Yes No Not Sure
9. If yes to question 8,
a. How much choice did you have about the goals on your IEP?
Almost No Choice About Goals Some Choice A lot of Choice

b. How do you feel about your part in the decisions about your IEP?
Want to be more involved Were involved about tightriamount Wanted to be less involved

¢. How much do you think your IEP goals are challenging and right for you?

Very challenging and right for me  Pretty challenging and right for me

Not very challenging and right for me Not at all challenging and rayhtnie

10. About how long after leaving high school was it before you began attending college?
Number: Days Weeks Months Years

11.Did you stop going to college?
Yes No Not Sure

12. If you did stop, Why?

13. Have you been enrolled steadily during the school year, or off and on, takieg class
some semesters but not others?
Steadily Off and On Don’t Know
14. Are you attending as a full-time or part-time student?
Full Time Part Time Both Don’t Know

15. What is your major or primary course of study?
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16. Did you ever go to a study center or writing center in college to getvitblgour
work?
Yes No Don’t Know
17. Have you received any services, accommodations, or other help from the school to
help you do your best there, like a tutor or more time to take test?
Yes No Don’t Know

18. What services, accommodations, or other help have you received?

1 Testing Accommodation

More time in taking tests

Having tests and other materials read to youth

Different tests

Different grading standards

Different setting to take tests

Instructions given in sign language or manual communication

Scribe to record answers

2 Accommodations in assignments

Additional time to finish assignments

Different assignments, e.g., shorter, different lab assignments in a science class

3 Materials/technology adaptations

Large print or Braille materials or large print computer

Books on tape

Use of computer or spell checker in class or to take tests

Computer software designed for students with disabilities

Computer adapted for student’s needs (e.g., alternative keyboard, switch interface)

Special use of calculator (e.g., use for tests that other students don’t have) 15

4 Human aides

A reader or interpreter

Note taker in class

A personal aide or instructional assistant to help you in class

Tutor

Support person to monitor academic progress, help with managing school workload

5 Out-of-classroom learning supports

A behavior management program

Help with learning strategies or study skills (e.g., writing center)

Support group for students with disabilities

Early registration

6 Physical adaptations in classrooms

Physical changes to the classroom, special desks

Changes to equipment, like different lab equipment in a science class

7 Independent living supports

Transportation assistance (i.e., to get to classes)

Housing assistance (e.g., modified living arrangements

Orientation and mobility services

Social activities for students with disabilities
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Food service arrangements or accommodations

Medical supports

8 Therapies

Psychological or mental health services or counseling

Social work services

Occupational therapy or life skills training

9 Service coordination or case management

10 Child care

11 Other. Specify:

20. Besides what the university had available, have you gotten any services or help on your
own?

Yes No Don’'t Know

21. How useful have the services and accommodations been in helping you stay at the university
and do your best there?

Very Useful Somewhat Useful Not Very Useful Not At All Useful
22. Do you think you getting enough services and accommodation to help with school?

Yes No Don’'t Know
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APPENDIX D: College Academic Self-Efficacy Scale

Directions:
How much confidence do you have about doing each of the behaviorslisted below?
Circlethelettersthat best represent your confidence.

A B C D E

Quite_ R Very
A Lot Confidence " Little

B CDE 1. Taking well-organized notes during a lecture.

B CDE 2. Participating in a class discussion.

B CDE 3. Answering a question in a large class.

B CDE 4. Answering a question in a small class.

B CDE 5. Taking “objective” tests (multiple choice, T-F, matching)

B CDE 6. Taking essay tests.

B CDE 7. Writing a high quality term paper.

B CDE 8. Listening carefully during a lecture on a difficult topic.

B CDE 9. Tutoring another student.

B CDE 10. Explaining a concept to another student.

B CDE 11. Asking a professor in class to review a concept you don’t

understand.
CDE 12. Earning good marks in most courses.
CDE 13. Studying enough to understand content thoroughly.
CDE 14. Running for student government office.
CDE 15. Participating in extracurricular events (sports, clubs).
CDE 16. Making professors respect you.
CDE 17. Attending class regularly.
CDE 18. Attending class consistently in a dull course.
CDE 19. Making a professor think you’re paying attention in class.
CDE 20. Understanding most ideas you read in your texts.
CDE 21. Understanding most ideas presented in class.
CDE 22. Performing some simple math computations.
CDE 23. Using a computer.
CDE 24. Mastering most content in a math course.
CDE 25. Talking to a professor privately to get to know him or her.
CDE 26. Relating course content to material in other courses.
CDE 27. Challenging a professor’s opinion in class.
CDE 28. Applying lecture content to a laboratory session.
CDE 29. Making good use of the library.
CDE 30. Getting good grades.
CDE 31. Spreading out studying instead of cramming.
CDE 32. Understanding difficult passages in textbooks.
CDE 33. Mastering content in a course you're not interested in.

© 1988, Owen &Froman
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APPENDIX E: Student Adjustment to College Questionnaire
Academic Adjustment Subscale

Directions:

The following items in this section are statements that describe cehpgeences.
Please read each statement and decide how well it applies to you at thetpneseRor
each item select the letter that best represents how closely theestiaégplies to you.

A B C D E
Applies - Doesn’t
Very Apply to g
Closely to Me Me at All
B CDE 1. I have been keeping up to date on my academic work.
B CDE 2. I knowwhy I'min college and what | want out of it.
B CDE 3. Iam finding academic work at college difficult.
B CDE 4. I have not been functioning well during examinations.
B CDE 5. | am satisfied with the level at which | am performing

academically.
CDE 6. I'mnotworking as hard as | should at my course work.
CDE 7. My academic goals and purposes are well defined.
CDE 8. I'mnot really smart enough for the academic work | am expected
to be doing now.
CDE 9. Getting a college degree is very important to me.
CDE 10. I haven't been very efficient in the use of study time lately.
CDE 11. Ienjoy writing papers for courses.
CDE 12. Ireally haven't had much motivation for studying lately.
CDE 13. Lately | have been having doubts regarding the value of a college
education.
CDE 14. Recently | have had trouble concentrating when | try to study.
CDE 15. I'm not doing well enough academically for the amount of work |
put in.
B CDE 16. | am satisfied with the quality or the caliber of courses available
at college.
CDE 17. lam attending classes regularly.
CDE 18. Iam enjoying my academic work at college.
CDE 19. lam having a lot of trouble getting started on my homework
assignments.
B CDE 20. | am satisfied with the number and variety of courses available at
college.
B CDE 21. | am satisfied with my program of courses for this
semester/quarter.
B CDE 22. Most of the things | am interested in are not related to any of my
course work at college.
B CDE 23. | am very satisfied with the professors | have now in my courses.

B CDE 24. I'm quite satisfied with my academic situation at college.
Items from the Student Adaptation to College Questaire copyright © 1989 by Western Psychologiaal/Bes
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APPENDIX F
Announcement for Pilot Study
(Example Participant Email)

Date:

From: jahutch@umd.edu

Subject: Participate in study — Eligible to Win $10 gift Card
BCC: student@____.edu

Dear Student:

This message has been forwarded by your DSS office to solicit your padicipa
study being conducted by Allison Butler at the University of Maryland, CelRgk
regarding your perceptions of your high school transition experiences and Hahese
experiences prepared you for academic success in college. Although ymijpadart in
this study will not benefit you personally, the researchers hope that this ititorroan
be used to help improve transition-related services and promote academic success fo
students with learning disabilities entering four year colleges and utie®rs

Your participation in this study is completely voluntary. Your responses to these
survey items will not affect your academic standing at your universityaw current
usage of classroom accommodations. Should you decide to participate, you wikdbe as
to complete an online survey which will take approximately 45 minutes or less to
complete. One participant will be randomly selected to receive a $10rdifiraen
Target. If you would like to be eligible to receive a gift card, you wiNehi@ provide an
email address after you submit your completed survey.

All responses collected in this study will be completely confidentialnkiau in
advance for your time and your effort in supplying information that will beagfer
students with learning disabilities in their pursuits of postsecondary sudtges. have
any questions or concerns, please feel free to contact me by eataitlat4@umd.edu
or by phone at (240) 893-2983. You may also contact my dissertation chair at University
of Maryland, Dr. Ellen Fabian by email efabian@umd.edar by phone (301) 405-
2872.

To begin, please click on the following survey linkww.surveygizmo.cam

Allison Butler, MA, CRC

Doctoral Candidate

Counselor Education

University of Maryland, College Park
abutler4@umd.edu
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Informed Consent for Pilot Study

Secondary Transition Experiences: Analyzing College Students with LegRerts and Impact
on Postsecondary Academic Success

Welcome! Thank you for choosing to participate in this study conducted by Allis@n Butl
the University of Maryland, College Park. The purpose of this stuttyallow you to express
your experiences in pursuit academic success. Although your pantisipathis study will not
benefit you personally, the researchers hope that this information cesed&o help improve
transition-related services and promote academic success for studlenésmrning disabilities
entering four year colleges and universities. Your participationsrsthdy is understood to be
completely voluntary and you can exit the survey at anytime without penalty.

Directions

The first part of the survey contains demographic items whichllwil sou to provide
information about your background.

The next three sections of the survey include statements and quegtiodisgeyour
perceptions of your secondary transition experiences, self-efficadyaademic adjustment.
For all statements and questions, please make only one response fagraach it

You will not be asked to reveal your name on the survey. You only provide your email
address after completing the survey if you want to be eligible to win eagift The survey will
take 35-45 minutes to complete and you will be eligible to receive a $10rgiftigan
completion. Once you press “Submit”, this action submits your responses areswerifr
participation in the study. Your email address will appear separatelyttiesurvey and will no
longer be kept once you have been sent confirmation of your eligibilitygeslilt write a report
or article about this research project, your identity will be protectdtetmaximum extent
possible.

There are no known risks from participating in this study; however, if youdueations
about your rights as a research participant, please contact: iostitiReview Board Office,
University of Maryland, College Park, MD 2074&y@deans.umd.ed(301) 405-0678. This
research has been reviewed according to the University of Marylandg€Bidek IRB
procedures for research involving human subjects.

Please continue and begin the survey if the following statearentsie:

You are at least 18 years of age;

The study has been explained to you;

Your questions have been answered; and

You freely and voluntarily choose to participate in this study

ol Agree o | Disagree
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Participant Email Request After Completing the Survey

Thank you so much for your participation! |f you would like be eligible to win a $10
gift card to Target, Please Click this Button!

Please enter your email address for a chance to win a $10 gift card to Target!

@ .com

Thank you again for your participation!
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Example Email to Notify Participants about Eligibility Results

Pilot Study

Date:

From: abutler4@umd.edu
Subject: Redeem your $10 gift card
BCC: student@ .edu

Thank you again for choosing to participate in my study. You have won a $10 gift card
to Amazon. Your promotion codeis: . You will use this code to redeem
your prize online by ordering a product from www.target.com

Please notify me if you experience any difficulties receiving your through Target.

Best Regards,

Allison Butler

University of Maryland, College Park
3214 Benjamin Building, 20742
240-893-2983

abutlerd@umd.edu
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APPENDIX G
Pilot Study Procedures

A pilot study was conducted to generate psychometric data pertaining to lthe YC
General research procedures for the pilot study were similar to thosdarggrestudy.
For the purposes of the pilot study, participants were recruited from the Utyiedérs
Maryland’s Disability Support Service (DSS) office. All policies and pdaces for
research approval by the agency/organization were conducted prior to the @atzoocoll

Twenty students with LD were randomly selected from the universityabdity
service database. Selected participants were contacted via a researaiicament
posted on the UMD’s DSS office listserv distributed by agency staff. dimeuacement
asked volunteer participants to access the research study using a provided URL
Participants who volunteered to take part in the study were eligible to win a &€l Ta
gift card. Participants used the URL provided in the email to access the hestedsc
introduction, description of research procedures, and informed consent formésee aft
pilot study results). The participants were informed of the requirements efstéerch
(i.e., online questionnaire completion) as well as how the research will ateearnzwer
guestions regarding perceptions of high school transition activities and adequate
academic preparation for postsecondary institutions. Respondents were afeednfor
that their participation was voluntary and would not influence their access sooclas
accommodations or other services. The research materials were individually

administered in an online format. Completion of the YCI took about 25 minutes.
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Pilot Study Results

For the pilot data, a subsample of 20 participants from the raxisample of
survey respondents were chosen using simple random sampling. Atmiethis
subsample was drawn, 57 people had completed the survey. Of thei@pardd in the
pilot subsample, a 100% response rate was observed for each varialele und
investigation.

The age of the pilot participants is evenly distributed, with four (26#4he
participants at age 18, four (20%) of the participants at age 19,(36%) of the
participants at age 20, two (10%) of the participants at age 21, \an@26%) of the
participants at age 22 or above. If these trends continue, we witivelseepresentative
spread of ages amongst the full sample for the study.

The sex of the participants is skewed heavily in the pilot samjle,17 (85%)
female pilot participants and only 3 (15%) males. If this ratics chae even out to a more
equitable spread, then the final study results will need to betiated cautiously as to
how they may be applied to the male population.

Similarly, the race of the participants is also weighted hgavithe pilot sample
towards the Caucasian population, with 15 (75%) of the pilot patitspidentifying
themselves in this category. The remaining pilot participar@sspread fairly evenly,
with one (5%) participant identifying as African American, ofto) participant
identifying as Asian, one (5%) participant identifying asin@t atina, and two (10%)
participants identifying as Biracial. No participants identifees Pacific Islanders. Unless

these subgroups are better represented in the final sample, neearady be drawn from
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these subgroups, and again the results must be interpreted caution$tyeifices are
being made to non-Caucasian populations.

The pilot subsample consists of 13 (65%) participants who attend threrkity
of Maryland, College Park, with the remaining seven (35%) atten&aljsbury
University. To date there are no participants are attendingelsiy of Maryland,
Eastern Shore. Geographically, 13 (65%) of the participants attémgkedschool in
Maryland. Of the remaining seven (35%) participants, five (25%)cpaants attended
high school in eastern states. These trends suggest that results may netralegble to
a national population.

The independent variable of academic self-efficacy was mesig an interval
score by summing the response values from the CASES set offitamthe survey. The
minimum observed score in the pilot subsample for the academeffsedicy index was
60 points, and the maximum observed score was 165 pMnts1(17.20,S.D.= 24.91).
A histogram of the data indicates a distribution that is approximately normal.

The dependent variable of academic adjustment was also measednserval
score by summing the response values from the SACQ iteans the survey. The
minimum observed score in the pilot subsample for academic adjustrasr@5 points,
and the maximum observed score was 120 points 82.10,S.D.= 11.43). A histogram
of these values indicates a positively skewed distributée\y= 1.765).

The other dependent variable is the self-reported grade poirkigav€BPA). The
reported GPA values for the pilot subsample participants ranged beavaeimum of
2.20 and a maximum of 4.00A(= 3.09,S.D.= 0.47). Again, a histogram of the data

suggests a normal distribution. Since this variable is a selftegpweariable, it should be
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interpreted with the understanding that there may be unintentionatemtional error
inherent in any self-reported variable.

Bivariate Correlations

Academic Self- Academic

GPA Efficacy Adjustment
GPA _
Academic Self- .328
Efficacy
Academic Adjustmen .133 499*
* p< 0.05

The bivariate correlation matrix of the variables suggestgrafiseant, moderate,
positive bivariate correlation between academic self-effieaxcyyacademic adjustmemt (
= .499, p< 0.05). Though not statistically significant, a moderately weaktip®s
correlation is observed between academic self-efficacy and G .relationship may
become significant when the sample size is increased, or itstilape a significant
variable in a multiple regression model when the perception of segotrdasition
experience is added as a variable.

There is no significant correlation between GPA and academistadgnt in the
pilot subsample. This is encouraging because it suggests thatapesed multiple
regression models to be tested will not be predicting highly ebedtlvariables. This
suggests that the two models will be attempting to explain vaiamawo unique
variables, thus indicating that duplicative analyses will not be céediu€his may also
suggest that at least one of these models will not viable. Moc#isaky, if one model
significantly explains variance in either GPA or acadendicistment, then it becomes
less likely that the same variables will be able to expl@inance in the remaining

dependent variable on their own.
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APPENDIX H

IRB Approvals from Each Participating School

2100 Lee Buildi
U N I V E R S I T Y O F Collcg:;’ar;:], N‘i:rgyland 20742-5125

301.405.4212 TEL 301.314.1475 FAX
itb@deans.umd.edu
www.umresearch.umd.edu/IRB

INSTITUTIONAL REVIEW BOARD

July 07, 2009

MEMORANDUM
Application Approval Netification
To: Dr. Elien Fabian

Allison Butler
Counseling and Personnel Services

From: Joseph M. Smith, MA, CIM ”ﬂ?
IRB Manager

University of Maryland, College Park

Re: IRB Application Number: 09-0445

Project Title: "Secondary Transition Experiences: Analyzing College Students
with LD Perceptions and Impact on Postsecondary Academic Success”

Approval Date: July 07, 2009
Expiration Date: July 07,2012
Type of Application: Initial

Type of Research: Exempt

Type of Review for Application: Exempt

The University of Maryland, College Park Institutional Review Board (IRB) approved your IRB application. The
research was approved in accordance with the University IRB policies and procedures and 45 CFR 46, the Federal
Policy for the Protection of Human Subjects, Please include the above-cited IRB application number in any future
communications with our office regarding this research.
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UMD Counseling Center IRB Review
Counseling Center Research Procedure Evaluation Form

In order to expedite the review process of your research proposal, the Counseling
Center Research Committee would like to ask you to answer the followingomsesti
Please provide a detailed and accurate description to each item Weddure to do so
may result in further delay of the Committee's decision. When completedh, thigac
form to the packet containing other documents to be submitted to the Committee (e.g.,
human subjects protocol, research protocol, sample instrumentation, etc.).

Title of the Study: Secondary Transition Experiences: Analyzing CoBaggents with
LD
Perceptions and Impact on Postsecondary Academic Success

Principal Investigator: Allison Butler Date:8/3/2009
Address: 3214 Benjamin Bldg. Phone: (H): 240-893-2983
College Park, MD 20742 (W): 301-405-2858

Is this study the researcher's Master's thesis or doctoral diesetta Doctoral
Dissertation
No
Yes
Counselor Education — College of Education

How long will your study last? Specify the proposed beginning and the ending dates o
your research.

The study should not take more than six months to complete, but the student investigator
has IRB approval from July 7, 2009 — July 7, 2012.

Section 1: Client Input

1. Are you planning on collecting data from the Center clients?
Yes No

If "No," skip to Section 2: Staff Inpugelow.

If "Yes," have you obtained an approval from the human subjects committee at
your institution?

Yes No

How many subjects? Estimated at 150 College Students with LD
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At what point in the counseling process (e.g., intake, termination, etc.) do you
plan to collect data from clients?

Students with disabilities register with DSS to provide documentation of a
disability and

to secure classroom accommodations for the year. This occurs during thes@ssika.
The

students who will be asked to participate have already completed the intakister feg

services. The student researcher will not know if they receive counseklmgesdyut
they will

not be asked to participate in the study through the Counseling Center.

2. List the name(s) of the instrument(s) to be used for data collection. éndicat
accuratelyhow long each instrument will take an average client to complete. Infcase o
behavioral observation (i.e., interview), specify how much time is required fraim ea
client.

Demographic Questionnaire — 2 minutes

National Transition Longitudinal Study — 2 (NTLS2): Youth Continuation Interview — 15
minutes

College Academic Self-Efficacy Scale (CASES) — 15 minutes

Student Adjustment to College Questionnaire: Academic Adjustment subscale — 15
minutes

3. On the basis of the above description, how much totalisimegjuired of each client
for data collection?

It will take each client 45 minutes or more depending on the student’s pace.

4. Describe any special activities to be required of each client for yoyr(stagd,
specialized training session for data collection, listening to audio-visueatiais,
etc.). Be specific about: (a) what they are and (b) how much time will éqeyre?

There are no special activities that need to be performed prior to datai@olle€ltie
survey used is self-explanatory with each section providing directions of how pbetem
each survey item. The majority of the questions is multiple-choice and willqwotee
further thought or extra time to process information.

Section 2: Staff Input
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5. Describe the tasks to be performed by the Counseling Center psychologists for
study (e.g., mailing materials, telephone contacts with subjects, compdtezk,
etc.). Be specific about: (a) what they are and (b) how much time will ¢eyre?
Include any instruments to be used.

Only DSS personnel will be asked to email a research announcement to registere
students with LD. To execute the data collection process, the DSS diretdS 8
administrative staff will be asked to select DSS students to participie study. The
study focuses on adult students ‘ with LD who have completed 1-3 semesters of
coursework. The DSS staff will have to identify these potential participarats em
address based on their records. The DSS directors will be asked to copy and paste the
research announcement and ‘blind copy’ the DSS students’ email addressescto prote
anonymity. DSS staff will have to look at their database to identify student it
participate in the study. This may require some time depending on how each
University stores their records and what information is recorded.

Section 3: Clerical Input

6. Are there any special instructions to be required of the Counseling Centail staxff
for your study (e.g., mailing materials, telephone contacts with subjects,
computerized work, etc.) If yes, describe (a) what they are and (b) holwtimec
will they require? Include any instruments to be used.

Counseling Center clerical staff will not be asked to perform any tasletmiexthis

study. DSS staff and the DSS director are responsible for randomly segtatiegts to
participate and sending out the study recruitment email. Selecting a graugdesfts

may take 15-30 minutes while searching the DSS database of students. Depéeheing i
director types out each email address or utilizes a ‘cut and paste’ featutetaiimine

the amount of time it takes to send out the email. It is difficult to determine howt long i
will take to secure a list of students and email the survey to a group of students. The
survey is already available via online format; therefore, DSS staff ordd&&ors will

not have to provide any additional materials to assist with data collection.
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UNIVERSITY of MARYLAND
EASTERN SHORE

UNIVERSITY OF MARYLAND EASTERN SHORE
Institutional Review Board

Hazel Hall, Suite 1062 VOICE: (410) 651-6262
Princess Anne, Maryland 21853-1299 FAX: (410) 651-6736

Date: October 9, 2009

To:  Dr. William Talley, Department of Rehabilitation
From: Clayton Faubion, Ph.D., Co-Chair, UMES IRB

RE: Protocol #2010-008 — “Secondary Transition Experiences: Analyzing College
Students with LD Perceptions and Impact on Postsecondary Academic Success

| am writing to confirm that the UMES protocol mentioned above has been revigwed
the UMES Institutional Review Board and deemed exempt, category 2. Exemss stud
do not require further review by the IRB. It is also noted that the protocol edsysly
reviewed and approved by the University of Maryland College Park IRB.

Please be advised that any and all information recorded in your study must be kept
confidential andno changes to the study protocol can be made without additional review
and prior approval by the UMES IRB.

If you have any questions or concerns you can contact me at (410) 651-6379 or
cwfaubion@umes.edu
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ADMINISTRATION AND FINANCE

OFFICE OF PLANNING AND
INSTITUTIONAL RESEARCH
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B R 301 LARGO ROAD
PRINCE GEORGE'S LARGO, MD 20774-2199
COMMUNITY COLLEGE 301-322-0723

November 18, 2009

Ms. Allison Butler
9110 Tumbleweed Run
Unit C

Laurel, MD 20723

abutlerd@umd.edu

Dear Ms. Butler,

I'am writing to inform you that, as Chair of Prince George’s Community College’s Institutional Review
Board (IRB), I have reviewed your research proposal supporting the project entitled Secondary
Transition Experiences: Analyzing College Students with LD Perceptions and Impact on Postsecondary
Academic Success and have concluded that executing your research protocol would not result in undue
risk to the Prince George’s Community College students whom you intend to recruit. Therefore you may
move forward with your research.

The IRB also believes that your study may provide valuable information that may help shape the
development of future programs and processes at Prince George’s Community College. Therefore, the

IRB requests a summary of your findings once you have concluded your research.

On behalf of the IRB | wish you well in your research as you complete your graduate program.

/

l /

. Hndrea

" Dean of Planning & Institutional Research and Chair of the Prince George’s Community College IRB

Cc: IRB File
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APPENDIX I:
Research Flyer

College Students with LD Invited!

If you are a College Student with a Learning
Disabllity that has completed 1-3 semesters
of coursework, you are eligible to
participate in a study focusing on how well
your high school experiences prepared you
college.

/ » Email Researcher to « Your participation is \

participate to receive completely voluntary.
further deftails. « Your responses will not
« Complete a 25 minute affect your academic
online survey. standing.
o First 200 participants « Participants can exit
win a $5 gift card to survey at any fime.

K Amazon /

Contact person: Allison Butler (abutler4@umd.edu)
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APPENDIX J:
Research Announcement for Larger Study
(Example Participant Email)

From: DSS Representative
Subject: Participate in study — Win $5 Gift Card
BCC: student@ .edu

Dear Student:

This message has been forwarded by your DSS office to solicit your paditipaa
study being conducted by Allison Butler at the University of Maryland, CelRayk
regarding your perceptions of your high school transition experiences and Hdahese
experiences prepared you for academic success in college. Although ymijpadart in
this study will not benefit you personally, the researchers hope that this ititorroan
be used to help improve transition-related services and promote academic success fo
students with learning disabilities entering four year colleges and utis®rs

Your participation in this study is completely voluntary. Your responses to these
survey items will not affect your academic standing at your universityawr current
usage of classroom accommodations. Should you decide to participate, you wikdbe as
to complete an online survey which will take approximately 45 minutes or less to
complete. The first 200 participants will receive a $5 Amazon gift carddirgd on
the attached link provided after survey completion. Upon survey completion, you will be
asked to supply your email address in order to be eligible to receive argift\eau will
be notified by email if you are one of the first 200 participants.

All responses collected in this study will be completely confidentialnkiau in
advance for your time and your effort in supplying information that will beagfer
students with learning disabilities in their pursuits of postsecondary sudtges. have
any questions or concerns, please feel free to contact me by eataitlat4@umd.edu
or by phone at (240) 893-2983. You may also contact my dissertation chair at University
of Maryland, Dr. Ellen Fabian by email efabian@umd.edar by phone (301) 405-
2872.

Remember only the first 200 participants receive a gift card so please ecamplet
submit the survey as soon as possible after you have received this emakihy tiie
following link: www.surveygizmo.cam

Allison Butler, MA, CRC

Doctoral Candidate

Counselor Education

University of Maryland, College Park
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Informed Consent for Larger Study

Secondary Transition Experiences: Analyzing College Students with LgRerts and Impact
on Postsecondary Academic Success

Welcome! Thank you for choosing to participate in this study conducted by Allis@n Butl
the University of Maryland, College Park. The purpose of this stuttyallow you to express
your experiences in pursuit academic success. Although your pantisipathis study will not
benefit you personally, the researchers hope that this information ceed&o help improve
transition-related services and promote academic success for studlenésmrning disabilities
entering four year colleges and universities. Your participationsrsthdy is understood to be
completely voluntary and you can exit the survey at anytime without penalty.

Directions

The first part of the survey contains demographic items which will allowo/protvide
information about your background.

The next three sections of the survey include statements and quegiardang your
perceptions of your secondary transition experiences, self-efficadyaademic adjustment.
For all statements and questions, please make only one response fagraach it

You will not be asked to reveal your name on the survey. You only provide your
email address after completing the survey if you want to be eligible ta gifhcard. The survey
will take 35-45 minutes to complete and you will be eligible to receive &t$%&agd upon
completion. Once you press “Submit”, this action submits your responses dres weir
participation in the study. Your email address will appear separatelyfonsurvey and will
no longer be kept once you have been sent confirmation of your eligibilitysre¥tdu will be
notified by email if you are one of the first 200 participants. If | writeport or article about
this research project, your identity will be protected to the maximuemepossible.

There are no known risks from participating in this study; however, if you heestigns about
your rights as a research participant, please contact: limsialReview Board Office,
University of Maryland, College Park, MD 2074&y@deans.umd.ed(301) 405-0678. This
research has been reviewed according to the University of Marylandg€élark IRB
procedures for research involving human subjects.

Please continue and begin the survey if the following statearentsie:

You are at least 18 years of age;

The study has been explained to you;

Your questions have been answered; and

You freely and voluntarily choose to participate in this study.

ol Agree o | Disagree
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Participant Email Request After Completing the Survey

Thank you so much for your participation! |f you would like be eligible towin a $5
gift card to Amazon, Please Click this Button!

Please enter your email address for a chance to win a $5 gift card to Amazon!

@ .com

Thank you again for your participation!
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Example Email to Notify Participants about Eligibility Results
Larger Study

Date:

From: abutler4@umd.edu
Subject: Redeem your $5 gift card
BCC: student@ .edu

Thank you again for choosing to participate in my study. You have won a $5 gift card
to Amazon. | have submitted your email to Amazon.com and you will receive your
prize via email.

Please notify me if you experience any difficulties receiving your gift card through
Amazon.

Best Regards,

Allison Butler

University of Maryland, College Park
3214 Benjamin Building, 20742
240-893-2983

abutlerdA@umd.edu




APPENDIX K:

List of Accommodations Used by College Student with LD

Testing Accommodations

120% 7

I

)
Mare tirne in Different setting Hawing tests and
taking tests to take tests other materials
read to you

Different tests

Other
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Item Count  Percent %
More time in taking tests 123 93.89%
Different setting to take tests 60 45.80%
Having tests and other materials read to you 15 11.45%
Different tests 6 4.58%
Scribe to record answers 4 3.05%
Different grading standards 1 0.76%
Instructions given in sign language or manual communication 1 0.76%
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Accommodationsin assignments

120%
100%
B0%
BO%
40% -

207 1

0% -

Addditional tirme to finish assighments Different assighments fex: shorter,

different lab assignments in science class)

Item Count Percent %

58 93.55%
6 9.68%

Additional time to finish assignments

Different assignments (ex: shorter, different lab assignments in science class)

Materials/Technology adaptations

G0

ze of Special use of Books on tape Cornputer Cornputer Large print or
computer or calculator software adapted for Braille
spell checker (e use for designed for student s rmaterials ar
in class ar to tests that students with needs (e large print
take tests other students disabilities alternative computer
drnn 't hawe kerubinard
Item

Count Percent %
26 65.00%
16 40.00%

Use of computer or spell checker in class or to take tests
Special use of calculator (ex: use for tests that other students don't have)
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Books on tape 15 37.50%
Computer software designed for students with disabilities 8 20.00%
Computer adapted for student's needs (ex: alternative keyboard, switch interface) 3 7.50%
Large print or Braille materials or large print computer 3 7.50%

Human Aides

FOE

Maote taker in Tutar Support person to A reader ar A personal aide
class monitor acadenic interpreter or instructional
progress, help assistant to help
Wwith manading you in class
schioal workload
Item Count Percent %
Note taker in class 29 56.86%
Tutor 18 35.29%
Support person to monitor academic progress, help with managing school workload 7 13.73%
A reader or interpreter 5 9.80%

A personal aide or instructional assistant to help you in class 2 3.92%




Out-of-classroom lear ning supports

A0

134

Early registration Helg with learning Support groug for A behavior management
strategies or stucdy students with procrann
skills {ex: writing dizakilities
center)

Item Count  Percent %
Early registration 45 75.00%
Help with learning strategies or study skills (ex: writing center) 22 36.67%
Support group for students with disabilities 7 11.67%

A behavior management program 4 6.67%

Physical adaptationsin classrooms

A0
a0
FO0%E
B0
S0
0%
0%
207 1
10% 1

0% -

Fhiysical changes to the classroom, special
desks

Item

Changes to equiprmetnt, like different lak
equipment in a science class

Count Percent %

Physical changes to the classroom, special desks

7 77.78%
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Changes to equipment, like different lab equipment in a science class 3 33.33%

Therapies

120%
100%
G0
BOE
0%

20°% 1

e -
FPaychological or mental health services or Social wark services
counEeling

Item Count Percent %

Psychological or mental health services or counseling 25 100.00%

Social work services 1 4.00%

Miscellaneous

S0

Service excused absences Ferrizsion to recarder in class Tape Recarder
coordination or and extra time tape recard
case management for assignments lectures

when absent due
to condition
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Item Count Percent %
Service coordination or case management 3 42.86%
excused absences and extra time for assignments when absent due to condition 1 14.29%
Permission to tape record lectures 1 14.29%
recorder in class 1 14.29%
Tape Recorder 1 14.29%
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Tolerance Values
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Model Collinearity
Partial Statistics
Beta In t Sig. Correlation Tolerance
1 Gender .000? -.007 .995 -.001 .993
African American -.179% -3.286 .001 -.260 .989
Asian -.034% -.611 .542 -.050 .999
BiRacial -.015% -.267 .790 -.022 1.000
Latino/A -.081% -1.441 .152 -.117 .992
Other Race .032% 576 .565 .047 .995
Community College -.215° -4.001 .000 -.311 .984
CASES 1552 2.808 .006 .224 .985
SACQ -.003% -.052 .959 -.004 1.000
YCI .002?% .030 .976 .002 .999
2 African American -179° -3.280 .001 -.260 .986
Asian -.034° -.609 544 -.050 997
BiRacial -.015° -.266 791 -.022 .996
Latino/a -.082° -1.453 148 -119 .968
Other Race .033° 577 .565 .047 .987
Community College -217° -4.007 .000 -.313 .975
CASES .155° 2.799 .006 .224 .984
SACQ -.003" -.053 .958 -.004 .995
YCI .002° .030 .976 .002 .994
3 Community College -.168° -2.855 .005 -.232 .801
CASES .085°¢ 1.432 .154 119 .818
SACQ -.023° -417 677 -.035 .944
YCI .023°¢ 426 .670 .036 .980
4 CASES .056¢ 951 .343 .080 .790
SACQ -.022° -.407 .685 -.034 .943
YCl .020° 379 705 .032 .979
5 SACQ -.049° -.832 407 -.070 .807
YCI .003° .047 .963 .004 .857
6 YCI .004" .073 .942 .006 .856

a. Predictors in the Model: (Constant), Age What is your age
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b. Predictors in the Model: (Constant), Age What is your age, Gender What is your gender

c. Predictors in the Model: (Constant), Age What is your age, Gender What is your gender, Asian Asian,
BiRacialBiRacial, OtherRace Other, AfricanAmerican African American, Latino Latino

d. Predictors in the Model: (Constant), Age What is your age, Gender What is your gender, Asian Asian,
BiRacialBiRacial, OtherRace Other, AfricanAmerican African American, Latino Latino,
CommunityCollegeCommunitycollege

e. Predictors in the Model: (Constant), Age What is your age, Gender What is your gender, Asian Asian,
BiRacialBiRacial, OtherRace Other, AfricanAmerican African American, Latino Latino,
CommunityCollegeCommunitycollege, CASES

f. Predictors in the Model: (Constant), Age What is your age, Gender What is your gender, Asian Asian,
BiRacialBiRacial, OtherRace Other, AfricanAmerican African American, Latino Latino,
CommunityCollegeCommunitycollege, CASES, SACQ

g. Dependent Variable: Yearl What is your current college year
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